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CHAPTER |

INTRODUCTION

Then | K nNi ss] remembh®On| Peét &éspwwri d &

coul d tngL of a way toéto show the Cap

than just a pi Andforthe firsttinte,d understarsd wieashe 0

means. (Collis, 2008, p. 236)

Teaching sections of WGS 250 (I ntroduct
searched for ways to use the feminist concepts we were learning to interrogate popular
culture. 1 find the academic concepts like identity and choice showimngstories like
The Hunger Gamess highlighted in the above quotatioht this moment in the story,

Katniss is realizing her power and seeing how she can affect her world. As a fan of

young adult literature and someone who teaches mostly youngiadultsmy Wo me n 6 s
and Gender Studies classroom, | wondered h
Gender studies overlapped. Over the course of a couple of semesters, | used examples

from the popular young adult dystopian fiction sefieg Hunger Gameg&008)by

Suzanne Collins as a way to explore feminism, education, and popular éulture.

Briefly, this trilogy follows Katniss Everdeer
state supported Hunger Games, an annual televised fight to the death of 24 randomly selected

children to atone for past rebellion against Panem, a North American nation established after an
unnamed apocalyptic tragedy. Katniss wins her Games and we follow her as she bankrolls that

victory into another uprising.



In WGS 250, | used@he Hunger Games fulfill the objectives of an introductory
class and to filter topics and questions. After using the novels as part ofoaludbbry
course, | wanted to uSéhe Hunger Gameas an explicit avenue to explore feminist
education with WGS undergraduate students. In Spring 2014, | taught a senior level
seminar titledThe Hunger Games and Feminist Educa(@dfGS 450). This series hot
only popular, but has become cultural phenomenon. As of 2012, the trilogy had 36.5
million books in print domestically (Lee, 2015), the first film of the series had the third
biggest movie opening weekend to date (Kelly, 2012), and the secondrdnd th
install ments were the top grossing fil ms
2015). This seminar class used the trilogy to explore lesvHunger Gamesan help
us think more explicitly about feminism, education, and young adult dystopgeatuite.

We used the novels in concert with articles, videos, and other materials to meet the
course objectives, which were to: 1) demonstrate the ability to conduct interdisciplinary
feminist analysis; 2) explore the intersections of feminist pedagayjyy@amg adult
literature (YAL); and 3) critically examine ideological assumptions underlying the
institution of education and systems of representation.

Young adult dystopian fiction has recently been scrutinized with concerns that
under the guise of strgrfemale characters is an underlying conservative political
agenda. Ewan Morrison (2014) discusses how young adult dystopian novels advance a
right-leaning political agenda that maligns big government and lauds libertarianism. The
hero is the individualvho survives outside the system while evading the overreaching

government. By valorizing a laisséaire existence, Morrison (2014) says we are giving

2



ourselves right wing messages that pit the individual hero(ine) against aims of the left,

namely the wdére state, progress, social planning, and equality. This argument,
wrappedinanactepacked story, is that these novel s
di sgui sed as fantasy or science fictiono (
fiction, theseauthors say, is different from the aatithoritarian novels written by Orwell

or Huxley that inspired previous generations of students and activists. In stories that
superficially seem to encourage young adults to challenge the world around them, these
authors say these novels are really selling a very different message, one that is

propaganda for the ethos of individual@rthe central ideology of consumer capitalism
(O6Hehir, 2014).

Ewan Morrison (2014) muses on messaging in current young adult dystopian
fiction saying, we A mingmessabes begause,iwhetherorur s el
not we realise iIit, we have come to accept
messaging to be incontestable. In fact, by reimagining how we read and tdatiese
stories, | think they offer space to learn how to recognize and challenge ideology like
consumer capitalism or the ethos of individuality. One way in which to push back
against the conditions where seemingly inevitableaitered interests omeigh the
common good, as described by Morrison and
While hard to summarize, feminist pedagogy works to resist a single, dominant narrative,
whether that be about women, education, or young adult dystopian fidts happens
in many ways, but always includes introducing perspectives that challenge normative

tendencies and transform students from the object to subject of inquiry. Fiction contains

3



political messages, but | 6 mrewihtbroadyoliteal we c a
stereotypes. It seems unlikely that an entire genre can support one political ideology
exclusively, as Morrison and OOHehir sugge
science fiction as a social justice framework to imag work without prisons. She
coined the ternvisionary ficiont o descri be how fiwe can use s
fantasy genres to envision alternatives to
By imagining different worlds, we can irg@e difference in our world.

Teaching young adult dystopian fiction using a feminist pedagogy, which
acknowledges the existence of oppression in social systems, connects personal
knowledge to political power, and recognizes our shifting, fragmentettidenn the
classroom, we have the possibility of tapping into the creativity and imagination of this
genr e. Namely, using science fiction to |
possibility to exist out mHaheen, 80l4), tolervisianur r e n
worlds without the constraints of race or gender, and to celebrate strangeness in a way
that dAcl arivdBnds makesnotmak oo, seem strange
feminist pedagogy looks toward a future whereityga realized a strange world that
does not exist now, so in many ways contemplating a new way to understand our world is
similar to |l earning about worlds in scienc
forces us to reconsider the things we takefogr ant ed about our worl c

dystopian fiction offers students a place to creatively imagine the stories they read, and



one of the roles of the feminist classroom is to find ways to allow for connections to the
world around us. Therefordyis pedagogy encompasses theory and action in my
classroom.

Science fiction, of which young adult dystopian fiction is a subgenre, is a space
where we can explore notions of <citizens a
corporate culture, pushirzack on conservative politics that are shaping current
educational discourse. As a learning tool, young adult dystopian literature can explore
Awhere students can | earn the power of que
engaged citizenship, reaffirthe importance of the public good, and expand their
capacities to make a differenceo (Giroux,
reading the books, but | contend that utilizing storiesTike Hunger Gamesithin my
own feminist pedagogicalraxis opens up the space for students to think about how to
guestion, what engaged citizenship looks like, why the public good is important, and how
they can make a difference. Looking at characters that save or change fictional worlds
opens up the convgation for how students can participate in their own world, something
the students | teach have trouble articulating at times. It pushes back on the despair that
adults have created a world that students just have to accept. This ability to leahe with t
story may not happen when reading young adult dystopian literature for our own
enjoyment, but occurs by reading and teaching young adult dystopian literature with

feminist pedagogy.



Problem Statement

UsingThe HungerGameg ot my st ud ¢ bringgngananexpected i on b
text i nto our academic space. This center
popular culture many of them were interested in, allowing them to share their experiences
outside of the classroom, and connecting their lives ositlmol with academic
objectives (Lee, 1991; Duncavioran and Morrell, 2005; Jule, 2010; Adams, 2011,
Roberts, 2013; Alvermann, 2012;). Playfulness and rigor were combined in the
classroom, and fiction created a space for new, innovative knowledge fowvadua
previous WGS cl asses, we spent time debat.i
feeling uncomfortable as they implicated their schools, churches, families, and ultimately
themselves in our dialogue about sexism, racism, classism, anarabléiss kind of
debate is necessary, but | wondered if providing a space that allowed these conversations
to happen in a fictional world would be useful. The debates happened, of course, with
students who reatihe Hunger Game$ut we could see how thesencepts were
illustrated in fiction, then make connections back to our own lived realities. This
fictional space allowed students a place to gather their thoughts, explore, and practice
(Imarisha, 2013) before turning our attention back to our realitissng fiction as
another learning space in which to locate our discussions is something | have continued
to think about and want to understand better.

For this research project, | am interested in exploring student perspectives on
young adult dystopiafiction in the feminist classroom. | want to know if fiction

facilitates learning by offering students a place to gather their thoughts, to imagine
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difference, and to practice talking about these issues, particularly when we use these
stories nssuesnefdeoci al i mportanceo (Gunn
109). | crafted WGS 450 in response to the social issues | noticed while reading and
teachingThe Hunger GamesYoung adult dystopian fiction is produced for and
consumed by audiences fmany reasons, but there are references to issues we struggle
with in our lives, which hold our collective attention, and | want to consider the powerful
pedagogical possibilities that lie within these stories. Walidah Imarisha sees science
ficionasaiusef ul way of thinking through these
interested in this thinking through studen
young adult literature informed feminist pedagogy in this class. In other words, what was
significant about reading and teaching with young adult dystopian fiction in WGS 4507
Research Questions
While the question of the significance of reading young adult dystopian fiction is

a place to start, it is a large question. In refining my own ideas atbisnoloject, my
research takes two directions: 1) how young adult dystopian fiction informs feminist
pedagogy and 2) the experiences of students in WGS 450. For this project the questions |
want to explore are:
1) How did young adult dystopian fiction inforfeminist pedagogy in a WGS senior

level undergraduate course (WGS 450) on feminist education?

a) How did students taking a WGS senior level course experience the use of young

adult dystopian literature in the course?



b) How did students who took a WGS seniewrdl course perceive the use of young
adult dystopian literature in feminist pedagogy?
c) What challenges and benefits existed in using young adult dystopian literature to
teach an undergraduate course on feminist education?
As a reader and teacher, | anemsted in how young adult dystopian fiction functions in
my coll ege classroom. I want to explore s
2, 1 will review the literature as it relates to young adult dystopian fiction and feminist
pedagogy. Chapt& outlines my epistemology and methodology. Chapter 4 is an
exploration of the clasBhe Hunger Games and Feminist Educa{id/GS 450). And
Chapter 5 presents my conclusions and further implications for study.
Theoretical Framework
Accordingto Antonau kenchuk (2013) a research fra
inquiry, a model, and a way of knowingo (p
guestions we ask and how we look for the answers to those questions. For this project, a
critical postmodern feministamework supports my exploration of how popular young
adult dystopian fiction and feminist pedagogy can inform one another and how students
experienced a class basedldre Hunger GamesFor Brady and Dentith (2001), critical
postmodern feminism is:
atheory of pedagogy that provides the needed space to embrace the multiple
positions required for democratic part:.
and unity as it focuses on the real lives of people who live in multiracial,
mul t i cul t utmaJes bsyord the ackn@vledgement of gender as a

single category of oppression and explo
mul tiple strands of feminism rather tha
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challenges oppositional stances, but can recognizéaster thriving coalitions

for specific projectgp. 166167)
I n other words, intersections of knowl edge
ability to understand themselves and the world around them. Looking for ways that we
can unite arood similarities and how differences can be space for growth provides the
framework for this project.

| will examine and describe one particular class taught WignHunger Game®s
contribute to the academic conversation about what it means to teagtownip adult

dystopian literature in the undergraduate WGS classroom. In qualitative inquiry, like this

project, it is critical to recognize fAthe
key features of soci al Ivesimaking deri3eaiwhatnve 2010
are studying. By digging deeply into this

more Vvisibleé[and] to make those stories a
knowledge. What we know is informed by who we are andela¢gionships we form.
Knowledge is not independent from the person who knows it, and context is important in
the research process. My theoretical frame is a process where meaning unfolds over time
and the work becomes meaningful through interacfions the classroom and during the
research process.
Postmodern Theory
According to Pring (2004), postmodern theory, read throughBesartois
Lyotard, Ainvites us to question what coun

be attached to verifyingveht i s ¢l ai med t o be post ueo (p. 1
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modernity, five premises that Pring (2004) outlines as modern, thus what postmodern

thought pushes against, are: 1) The ideal

explanation of physicalandsacl real ityo 2) The wunderstand
divided into its intellectual disciplineso
secure base for social action and i mprovem
named dAenlilght@emmewnitde wihe solutions to the

confronted witho 5) Teacherasnedwhie daararty oawa
systemé[initiate] young people into these
rational i tyo i¢nmgoftheteZpjemises chdracterigas postinodern theory.
In our large and complex world, this theory helps us to understand that worldviews are
culturally mediated, and we determine reasonableness differently depending on
perspective.
So that we do nanerely define postmodernism on what it is not, Alversson and
Deetz (2006) tell us,
Postmodern themes focus on the constructed nature of people and reality,
emphasize language as a system of distinctions which are central to the
construction process, algigue against grand narratives and lesgale
theoretical systems such as Marxism or functionalism. They also emphasize the
power/knowledge connection and the role of claims of expertise in systems of
domination, emphasizing the fluid and hypeal natire of the contemporary
world and the role of mass media and information technologies and stressing
narrative/fiction/ rhetoric as central to the research process (p. 256).

We tell stories and create narratives to help us understand the world around us.

Postmodernism reminds us to be skeptical about those discourses which take for granted

10



truth, knowledge, power, and language as they often serve to legitimize singular modes of
thinking in narrow, prescribed ways. Postmodern theory, as understoodngieA
Mc R o b Posenddernism and Popular Cultuf®94), considers images as they relate
to each other and fAndeflects attention away
that this be replaced by a multiplicity of fragmented, and frequently iptérre d , 61 ook s
(p. 13). Situated in inquiry about young adult dystopian fiction and pedagogy, the texts
we read and the other popular culture artifacts, like movies, advertising, and social media
that are intertwined with the text, become part of thearebeprocess.

By looking at important connections between students, the worlds created in
fiction, and what those worlds can teach us, | am heeding a postmodern call to make
meaning in the mediums of representation that many people have access to, namely
popul ar cul ture. Mc Robbie (1994) asks wus
a task of postmodernism is to include all living experiences in its critique, popular
culture, science fiction, and pedagogy are important parts of that equatiomany,
popular culture helps to define the world they live in and how they understand their
experiences, so this work opens up space for conversations about education, social
justice, and studentsd experiences.
Feminist Postmodernism

By connectingé mi ni sm and postmodernism, McRobb
confront questions which would otherwise r
guestions and looking at the world in ways that are often ignored is a seminal feminist

tenet. By shifting perspectg and seeking out what is excluded enhances to how we
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know the world, not necessarily in new ways but in ways that have been overlooked. |
see the inclusion of young adult dystopian fiction in the WGS classroom, especially by
women writers, as a placerfstudents to explore what may have been overlooked. Flax
(1987) shows by questioning we fAenter into
begun to deconstruct notions of reason, knowledge, or the self and to reveal the effects of
the genderarrangeme¢ s t hat | ay beneath their Oneutr e
626). Fiction can help us understand the Other or find ourselves in a character. We can
read, and use the stories to think deeper about issues of race and gender in ways that stay
with us long after the book is finished. This directly connects to young adult dystopian
fiction in my classroom because there is not always an obvious connection to the
concepts of sexism, racism, ableism, and classism, but looking for connections is
importart nonetheless. Starting these conversations in the classroom, we can explore
fictional worlds that are both eerily similar and radically different from the ones we
inhabit, providing an interesting space to theorize.

HesseBi ber (200 6) irsféamanistehsorytamd praxes mgaasgce
chall enge knowledge that excludes while se
[ and] disrupt traditional ways of knowing
young adult dystopian fiction and science fictiaigs push our thinking around feminist
pedagogy.The Hunger Gamdsanchise is complicit in recreating many of the ideas it
critiques including celebrity obsession, our fascination with viewing violence, and
manufactured reality. One way to reBHte Hungr Gamedevels a critique at this
complicity, I|ike O6Hehir (2014) and Morris

12



heralded individual outwitting the overreaching government in ways that can be
interpreted as ideologically conservative. Another wagé#alithis story invokes a
feminist pedagogical lens where we read about celebrity obsession, violence, and
manufactured reality in a way that critiques Panem so that students can see these issues in
our world as well. It allows us to look at how we take pathese issues, but also
different ways to push back on their seeming innocuous nature and talk about them
personally and systemically. By using the story to teach, we get to explore these kinds of
themes from different perspectives, allowing studemterm more complete opinions on
these complicated and nuanced topics.

This way of reading the story speaks to popular culture and media, but | think it
also asks us to look at education more broadly. In the books, we learn we are the real
audience foiThe Hunger Gamdsecause we are the ones reading and consuming it. Itis
in that space between pleasure reading and socially conscious themes that | see as a place
to teach from this particular story and the young adult dystopian genre more broadly. We
can read it to be entertained, like the Capitol residents who are so easy to mock on the
pages, or we can r EhaHungereGanmaeds allehe thihgs gjomgop oi n't
beneath the surfaceo (Brennan, 2téathng p. 8)
with this story. IfThe Hunger Gamdsas something to say about education, the most
important question might be: who are the winners and losers in this arena? Students are

positioned within the institution of education as spectators, partisipaneven tributés

2 In The Hunger Gamesributes are the children fordéo participate in the Games.
13



and young adult dystopian fiction can help us think about what that means. It can offer a
way to ask new questions and reconsider wh

One of the lessons ifhe Hunger Gamas reality can be manufactured and
conflaied with truth. That is important to understand within the realm of higher
education. What we know and how we know it is socially mediated, and understanding
that is an important lesson in my classroom. Perhaps here Jean Baudrillard (1994) is
instructiveas we se@&he Hunger Gameas a simulation of reality, but what reality does
it copy? This story is Apresented as i mag
(p- 12). Recognizing reality is a central them@&le Hunger Gamesith Peeta, our
mal e protagonist, repeatedly asking those
or not real o to ground himself after his e
understand our experience of education, | use the fictidih®Hunger Games doas
Hesse Biber (2006) suggested by asking new questions and disrupting traditional ways
of knowing. By trying to understand if what school teaches us is real or not real, we can
pull back the curtain for many students to see the mechanics runningtitiogiamsof
education. By proposing that young adult dystopian fiction has something to say about
how we understand education, | leave open space for new questions to be asked.

Following the history of feminism backwards, we encounter many struggles that
have been taken up by feminist theory, often categorized simplistically and therefore
probl ematically into Oowaves, 6 which work t
feminism, often centered on white, middl e/

schdars have argued there is no singular feminism, but a variety of ways to be feminist
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(Harrway, 1991; Mendez and Wolf, 2006; Hessker, 2006). Feminist theory,
however, has much to offer my inquiry. | am interested in how the intersection of
feministpel agogy, which invites studentsod6 exper.i
adult dystopian fiction, which ostensibly tells stories about the experience of being young
in the world, can help me think about feminist education more deeply. Brady and Dentith
(2001) say feminist theory fAcan bring subs
as a tool to acknowledge difference in ways that unite and organize diverse people for
social changeo (p. 166). | ncorbpuosefdasiing t h
explore feminist pedagogy and young adult dystopian fiction.

As feminist theory and postmodern theory are considered in tandem, |
acknowledge these two perspectives do not have an uncomplicated history. Hatch (2002)

touchesuponthissaggin post modern theory fAdeconstructs

critical theory and feminismo (p. 17). Wh
research, it should not be beyond criticis
forceorrealtyp out si dedé our social relations and a

partiality and difference. Our lives and alliances belong with those who seek to further
decenter the worldo (p. 642). Di fference
teach,and research from a situated location. Feminist postmodernism does not eliminate
the subject of the self, but implies fAsubj
(McRobbie, 1994, p. 70). We do not dissolve into dissociated pieces of ourselves i
postmodern thought, but there is recognition of our partiality and continued growth in

relationship with others. It is this social connectedness where | see feminism and

15



postmodernism coming together most concretely. For me this is not about chewsing o
perspective above another or using pieces of different frameworks at different times, but
rather recognizing the need for both conflict and consensus. Working with tensions, the
issues are not which framework(s), but in what balance.
Feminist Pedagog

Feminist pedagogy is the application of feminist theory to teaching. Itis not a
monolithic concept that can, nor should, be formulaically applied across learning
environments. As | read feminist teachers like Jyl Lynn Feliman,| |  &nd Ankies 0 ,
A. Mcdonald and Susan SancHeasalalongside science fiction writers Ursula K.
LeGui nds an,damlintesestad an hdwyauisg adult dystopian literature
embodies learning from a feminist perspective. Both young adult dystopian fiction and
feministpedagogy explore worlds that do not exist, whether that is an alien planet or our
world where gender inequity is abolished, but can be defined by the power of our

imaginations. Walidah Imarisha (2013) teaches, writes, and organizes with a science

ficionf r amewor k saying, there are Al essons to
world free of white supremacy, patriarchy,
It is Ayeto where | find the power of <comb

feminist pedagogy. Looking toward stories that imagine the world differently allows us
to think profoundly about the world we live in now.

Feminist pedagogyds central tenets appe
including: 1) the inclusionadt udent sé6 | i ved experiences an:
(Felman, 2001; Jiménez, 2011); 2) the recognition of multiple realities (Macdonald and
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SanchezCasal, 2002; hooks, 19948) resistance to and transformation of hegemonic

ideas about gender, race,sdaand ability (hooks, 1994; Jiménez, 2011); 4) promotion of

collaboration and building connections through community (hooks, 1994; Felman, 2001);

5) importance of reflexivity and the idea that consciousrasgig can be transformative

(Macdonald and &chezCasal, 2002Jiménez, 2011); and 6) curricular innovation and

flexibility (Felman, 2001; Jiménez, 2011). These tenets are crucial to how | teach and are

part of the classroom environment | build using young adult dystopian literature as a tool.
Femni st pedagogy fAacknowledges the ways

intersect with systems of knowledgeodo (Webe

passing information from teacher to student. Feminist pedagogy urges students to

explicitly think about hemselves and their education. Feminist pedagogy challenges

traditional notions of teacher/student interactions with the inclusion of student voices and

experiences in the classroom, focuses on community building and social action, and

recognizes power ibalances and limitations within the institution of education. Teacher

and bl ogger Il eana Jim®nez (2011) believes

young people need to create understandings across differences, learn how to lead healthy

livesandt o make soci al change. o Focusing on i

students language to describe their lives, allowing students to move from passive

receivers of knowledge to active knowers whose voices and experiences are part of their

learnirg process. Popular culture that students read and watch outside of the classroom is

considered for its value, both as teachable texts and as meaningful parts of their lives.
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Carolyn M. Shrewsbury (1993) says femin
what education might be | i ke but frequently
classroom might be, | see the inclusion of popular young adult literature that allows
students and teachers to incorporate the story, social media, and student expergnces. A
students shift from objects to subjects of inquiry, the process of understanding what a
classroom engaged in feminist pedagogy can look like shifts as well. Shrewsbury
i magines the classroom as fAipersonsopleonnect
who care about each otherods | earning as we
fa classroom comprised of teacher and stud
size fits all teaching method, and will look different in different clasisrs. Weber
(2010) says, Afeminist pedagogy is in dire
teachers must balance content with process. As bBoehye teach is as importahtand
often as instructive aswhatwe t eacho (p. 128QyadultdyBtopgani ncl u:
fiction in my classroom bridges the gap between school and pleasure reading but also
does the work of the fAimost valuable aspect
writing, collaboration, and public speaking, all the while cotingdstudents] to
i mportant social i1issues that asks them to
By challenging ideas that teaching and learning are about more than lecturing and testing,
feminist pedagogy shows teachers and students to pentutian with profound capacity
for learning and connecting in a system that was created to test and define.

When | ask students what they expect to learn in WGS classes, replies often

includelearning about things women have damsllooking at women ihistory.
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Wit hout expecting more than a revisionist
excludedod to fiequality achieved, 0 many, bu
chall enge notions of what AfAwomanuttomeans, e
and learn how society perpetuates patriarchy. Increasingly, students who show up in my
classes have been schooled in banking forms of education that rely heavily on testing. In
my c¢classroom, | work towar ds 8dandeconsemedr y 6 s
with each otherodos | earning, and that can b
been asked to memorize and test. How we learn in my class reaches towards the notion
that a classroom can be fia c domactrtesponsiply of | e
toward one another and the subject matter
(Shrewsbury, 1993, p. 8). | try to create a sense of working together, with varying
degrees of success, to push back on the sense of separatibffiesadce that is common
in higher education.

There are three points that ground the work | do. Fiedtjarchy, as a system, is
implicated in how we view, value, and understandworld. We are part of a social
system that divides, ranks, and cowrds Feminism gives us a lens to see how gender,
race, class, and ability can be taken up as real and perceived social identities. Writer
Walidah Imarisha, talking with Mary Hansen (2014) says,

These systems that we | i Ut@kesimddceimatioar e i n

to get us to a point where we believe that this is the way things should be. When

we take a small step outside that, we are able to break that indoctrination and see

that this is not the only way, and in fact there are as manyteaydst as we can
imagine.
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Imarisha looks to science fiction for a space to imagine a world that is different, where
possibilities exist outside of the current system. Science fiction, of which young adult
dystopias are a part of, can offer a new whlpoking at the society we live in. Using a
fictional world to step out of our own gives us space to contemplate social structures we
participate in and step back into our world better able to discuss these systems.

The second point | use to ground mgrk is that patriarchy can be hard to see. It
works so well because much of the mechanism is hidden, seeming natural. Without
critiqgue, essentialist notions of gender roles and lived experiences of students can appear
to be insurmountable, but authoileel Ursula K. LeGuin create different worlds with
different expectations. These worlds can be a place for us to think about concepts like
gender or capitalism with freedom we may not have in our own realities. For example, in
The Left Hand of Darkne$$969) characters only adopt a gender during their period of
sexual receptivity called Akemmer, 0 all owi
pregnanto (p. 100) . For those who can onl
book provides space to demplate ideas about what differentiates men and women and
complicates notions of childbearing. Couched in her science fiction worlds we find
concerns that resonate with our own lives. For example, she wants to understand who
cares for the children an@aks the meals (Kunzru, 2014). In her acceptance speech at
the 2014 National Book Awards, LeGuin reminds us to keep imagining different worlds
as we work towards our future saying, fWe
inescapabl@ but then, sodidtheidvi ne ri ght of Kkings. o Usin
fiction in the classroom can help us see what is designed to be unseen. We can debate the
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(un)naturalness of gender, race, class, and ability noting it exists in our socially
constructed wman dpawer Nn@aary e resi sted and
(LeGuin, 2014).

The last point | use is that oppression and privilege are intertwined in patriarchy
in complicated and nuanced ways. It is easier to discuss how problematic it was that
women were prisibited from voting up through the early"26entury, but is much harder
to discuss inequity through a neoliberal lens when many assume we live iR a post
feminist world. One r épplessiod2007) waesesshegn i s M
discusses dodnading as a seemingly helpful, gendered action that does little to make
womenos | ives better. Yes, holding the do
rigid gender norms, cannot be extended to include equal pay or reproductive choice, it is

anempty gesture. If we concentrate so much on the individual act of door holding we

=1
o]

| ose the | arger view that 1t is part of
systematically related and which conspire to the immobilization, reduction and molding
ofwomen and the |ives we |l eado (p. 158). T
seemingly insignificant acts are part of a world that orders and values us. It is about
understanding that we have not yet achieved afpasnist society. | am not intertesl

in students articulating to me that they will/not hold a door for someone else, but rather

that we work together to see that the social world interweaves both privilege and
oppression. We dondt need fictiiogimoa wor |l d

world intentionally created to be flawed lets us begin the conversation in a fictional place,
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even an assigned article for class, and come back to very real issues of oppression and
privilege that shape our lives.

Critical pedagogy. Feminist pelagogy has roots in critical pedagogy (Freire,
1970; Giroux, 2006), which refers fieducational theories and practices intended to raise
|l earnerso critical consciousness -concernin
Hannon, 2007, p. 34). In criticaédagogy, students and teachers reflect on structures of
power and use the classroom as a place for exchange of knowledge, in contrast to the
Abankingo style of teaching (Freire, 1998,
Giroux, Ira Shore, Joe Ki nchel oe, and Peter MclLaren, Fr
continues to ask questions about the relationships between theory/practice and
reflection/action as we consider power in our social institutions.

Critical pedagogy and feminist pedagogy share nsamjlar goals and
components, but are not the same. It is not even as simple as contrasting critical and
feminist pedagogies, because we have many pedagogies that inform these two including:
hooksd (1994) engaged pedapedagogyemphasizesunl i ke
wel-being (p. 15) and Rochelle Brockdés (2005
where fAeducation targets wholeness of bein
critical and feminist pedagogies highlight their weaknesses astp@dagogy often
does not recognize gender as a central category of analysis (Haylesn, 2007) and
feminist pedagogy has often taken white, m
(hooks, 1994; Brock, 2005). There is not a singular feministgoepethat simply

teaches better. We have to think about why and how information is taught, realizing that
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differences are important. For this project, feminist pedagogy is central to that goal,
showing how different pedagggtbderiopehatert
separ at e app-Haroo BOE® 33).Say!l es

Education is more encompassing than just what occurs in the classroom.
Learning can happen inside of fictional novels and as we interact with social media and
popular culture. Fei ni st pedagogy is Arooted in the ;
critical thought done in the classroom should inform our habits of being and ways of
l'iving outside of the classroomé[T]eaching
lead them to live diffeently (hooks, 1994, p. 194). Feminist pedagogy is not a static
concept; it evolves and c precesg@maductisFel man (
foundational toéfeminist pedagogyo (p. 175
of the class othis dissertation that is important, but the process it took to get there. Itis
theory and action, praxis, which drives learning for students and teachers and makes the
classroom powerful.

Lest this slide into a utopic vision of the perfect feministsriasm, feminist
pedagogy takes imagination, creativity, and a willingness to acknowledge the limitations
found in feminisnd namely that feminism often fails to interrogate the raced and classed
perspective from which it speaks. Personal identity is congaiexvithout an
interrogation of the ability to simultaneously have privilege and experience oppression,
feminist ideas about who can speak and assuming universal experiences of gender, race,

and class can be part of the reproduction of domination. Mong\ race, class, and
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sexuality matter because our identities as raced, classed, and sexed people inform both
what we know and how we know it.

Moraga and Anzaldua (1981) offered a critical look at homophobia, classism, and
racism in a feminist movemethat was not invested in understanding difference as a
feminist necessity. Difference should not be a term used to homogenize, or gloss over,
the importance of talking about race, class, and sexuality. As a white woman drawing
from this body of work, must be aware of my own blind spots and privilege, knowing a
hi story of fAwhite women writing feminist t
[ without making] white womendés | ives, work
anal ysi sod4,( hp.ok1ls03)1L.99 Acknowl edging femini s
attempting to work towards reciprocity, in my classroom and as a scholar, | am part of a
coll ective feminist movement <creating fAspa
compl exi tyo (ngaroudddifference, intdne af assuming sameness, leads
to renegotiation of meanings of experience
an expansive new paradigm for feminist pedagogy, one that simultaneously reaffirms the
epistemic status of cuwital identity while it challenges the wholesale validity of
experiencd including the experience of oppression n t he producti on of
(Macdonald and &chezCasal, 2002, p. 6)

To teach with difference and seek it out as necessary in the classraarucial
aspect of feminist pedagogy championed by women of color theorists pushing back on
limitations they found in feminist theory (Alayg, 1990) Rochelle Brock (2005) noted,

ABl ack feminist thought ut icliondm®se,classsandr uct u
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gender when theorizing a Black womands st a
di scussion of not only who creates knowl ed
notions of identity, black/white, male/female, first worlafthworld, were interrogated
and questions related to identityds relat:.i
to be) asked. In the space of feminist pedagogy knowledgecsnsiructed across
differences instead of trying to explain them awatudénts, and teachers, are
encouraged to work around the ways we are similar and the ways we are different in the
many forms of identity politics like race, ethnicity, sexuality, and class. Audre Lorde
(1984) contributes t heotmeahasbeddingbfaur, fAcommu
di fferences, nor the pathetic pretense tha
again the importance of acknowledging and valuing differences among feminists,
particularly feminist teachers.

Furt her , nerenosasrthg theofetical subjdct of the classroom provides
a contextual frame that allows the multiple identéiesd thus the authoridy of teacher
and student to shift according to changing circumstances and contexts in or outside the
cl assr oo mldanf SehezCasal,&002, p. 7). Difference becomes part of the
feminist pedagogical frame | create for my classroom and for this project. We learn from
difference® in our identities as well as the material | assign. |try to create a space to
learnfrom and with difference without having to fully resolve it. Glokiazaldua
(1987/2007) adds, it is Anot enough to sta
guestions, challenging patriarchal, white

developing tolerace for contradictions, a tolerance for ambiguity (p.-10@). Teaching
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students who are often groomed to give the
my work in the classroom. Employing young adult dystopian fiction, | decenter my voice
in an attempt to center their experiences as part of our learning dialogue, while
supporting them through an often anxigtgucing period of disequilibrium in my class.
We come together in a classroom with many different race, class, and gender identities
ard learn with each other as we learn the class material.

Many students have not been in a classroom where they are invited to bring
themselves into discussions or to analyze assigned readings witthsboraal
perspectives. This can feel vulnerable disconcerting. | acknowledge that and try to
work with awareness that not all students will have the same comfort level/ability to
share in the same ways. This is always in my mind as | consider participation
requirements and kinds of assignments fgralassroom. Feminist pedagogy asks me to
think about these kinds of issues at all points in the education process from building my
syllabus to facilitating class discussions to assigning grades. Who we are mitigates how
we act/react in the classroomef@ler and racial politics do not go away in feminist
spaces. Pulling from a feminist pedagogy that acknowledges multiple realities, works to
build learning communities, and implements flexible learning environments is designed
to address and offer waysttank with students, but will never fully make any learning
space safe and equal for all students. | work on the suppositions that we are stronger

when we see each otherodés differences and w
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Critical Literacy

Critical theory is not simply about documenting oppression and privilege as these
ideas are enmeshed within social contexts,
domi nation but also contains aspects which
2006, p. 28 By adding a critical element to my theoretical framework, | have a way to
look at how power is implicated in what we read in the classroom. The textShéke
Hunger Gamedjave both the possibility for oppression, a recreation of the consumeristic
norm, or emancipation, using the story to try to see other ways of being in the world.
Patti Lather (-480a)anadcdedi ipowesesoO as a m
nor mali ze our sense of who we are amd what
of what we know about others and ourselves through the lens of young adult dystopian
fiction, which is a product to be consumed and something we can learn from. It exists in
both of those roles and that tension is a place for students to explore o@nowas,
contradictory relationships to education and popular culture. Critical theory provides a
lens in which to observe the tensions and conflicts that mediate social relationships. By
using a critical analysis of how culture and power are mutuathngled shows how the
Avery processes of |l earning constitute the
are shaped, desires mobilized, and experie
social worldo (p. 195).

Critical literacy connects ide&s experiences, invites reflection, and links the
personal to the political, the local to the global, and, | would argue, our experience of the

real world to our experience of fictional
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looks athowwe learnwithopul ar media noting we are fsi
produced images and representations, consumer postmodernism produces meanings
mediated through claims to truth represented in images that circulate in an electronic,
informational hyperspace,jwi ch di sassoci ates itself from
(p. 69). Critical literacy is part of the framework | am creating that builds on the
Freireian notion of Areading the world, 0o w
a wordbased cometency, but a way of interacting with the world. We read text and
images to uncover meanings and have discussions in critical, questioning ways. As such,
students not only read the booksTime Hunger Gameseries, but also read across media
platforms ad with their own experiences.

The Hunger Gamasse in my WGS classroom opens up possibilities to explore
our understandings of educati on. My resea
responsibility between a writer and her reader and, iddoelladded, between a teacher
and her studenésin one decisive way, this breaks down the barriers between art, fiction,
culture, and the academic disciplineso ( Mc
dystopian fiction as a central text, when sciefictéon is not often used in that way, |
will explore Ahow to bring new value and m
the | arger cultureo (Denzin, 2010, p. 29).
entertainment but also has value as an educativénteny classroom.

DuncanRAndr ade and Morell (2005) argued for
centerpiece of culturally responsive |iter

specifically for k12 classrooms, but | contend they apply to my tewgcphilosophy.
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Critical literacy is an active engagement with texts where students interact, construct
meanings, and reflect on their learning to better understand power, privilege, and social
justice. By reading the world in a more complex, nuanced e (2004) shows that
critical Il iteracy fAinvolves second guessin
harder questions, seeking underneath, behi
how these texts establish and use power over us, tespon whose behalf, in whose
interestso (p. 4). These ways of reading
about a superficial reading of a popular book, but digging into the story and connecting to
articles, blogs, and social media. laisout taking this story and pulling it apart so that
we can learn from it in different ways.

Critical literacy is a way to hone skills that enable people to interpret and
challenge power hierarchies that are replicated in those meanings. As the dedinition
|l iteracy is expanded to include power and
political and the personal, the public and the private, the global and the local, the
economic and the pedagogical, for rethinking our lives and for promoting jusptace
of inequityo (Shor, 1999). Those who enga
social institutions such as the media, family, schools, and government as well as social
issues ranging from poverty, equity, to celebrity culture, all topie can discuss with
The Hunger GamesThis critique reveals normative tendencies and establishes how
normative behaviors are unequally applied.

By expanding what is defined as text and engaging with the normative institutions

of society, critical lite acy examines education that is #fr
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economics, but also about questions of justice, social freedoms, and the capacity for
democratic agency, action, and change as well as the related issues of power, exclusion,
and citizensip 6 ( Gi roux, 2006, p. 270). When we &
and privilege, students and teachers can ask more questions about the texts. Books, like
The Hunger Game®€ecome more than something to consume. They become a text from
which wecan confront and learn. These texts then are not merely propaganda for one
side of the political field, but active, engaging material for students to tease out where
they are situated on the political d&dpectru
by symbolic representations, by narrative texts, and by televisual and cinematic
structureso (Denzin, 2010, p. 10). I f we
representations, then critical literacy is an important skill for university students.
Learning to question, think, and connect allows critical literacy to become a pedagogy of
guestioning rather than a pedagogy of knowing, situating learning as a process that occurs
in community rather than somet hiPagofthdat ha
process is to highlight the norms that are reinforced or broken in these fictional worlds,
revealing that young adult dystopian literature has ideological and gendered content. By
incorporating young adult dystopian fiction in my WGS clagsrpscience fiction gives
us the possibility to go Ato the utopia we
to contemplate how we got thereo (Steinem,
there invokes reflection and connection.

Thestoy becomes a ficreative tool for cultu

Achange[s] the world in some siglarsefarecant w
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our preconceptions. Where they |l and, the
2014). In his space of world building and our own place to consider our world alongside
fictional worlds is the opportunity for feminist pedagogy and young adult dystopian

literature to come together. There is no-wrag to read this genre. | am not looking for

students to ape my thoughts and philosophies, but to build community and their beliefs.

As Ursul a K. LeGuin (2014) said in her Nat
change often begi ns i n Mockingfag20l2)r(dook@ éffhevor d s .
Hunger Gameseries), propdsar e usef ul tool s. Harnessing
rebels tell the backtories of tributes, like Finnick, to show the people of Panem harsh

truths about the Capitol. These stories cause Panem to question theamnprasdithe

structure that created the Games to begin with. It is not a far jump to encourage students

to use this lens to question our own world. | want to use young adult dystopian stories to

look at what and how we know about our world, like thediadil propos. | believe

books are not Ajust commoditieso as LeGuin
educator Natalie Wilson (2014) sees in the
system to sell some r evol udginbdngiagrtogetiere mi ni st
feminist pedagogy and young adult dystopian literature that | have the tools to hold the
disparate ideas of subversive art and a Hollywood blockbuster together, to learn and to

teach from them.

3 Short propaganda films used to undermine the Capitol as part of the rebellion.
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Positionality

Reflecting on what vales, attitudes, and agenda | carry with me in this process,
research is not a view from nowhere. The researcher brings herself into all aspects of the
process, and reflexivity i s how Aresearche
their social backgond, | ocati on, and assumptions aff
Biber, 2006, p. 14.7). In talking about how young adult dystopian fiction and feminist
pedagogy inform one another, | must acknowledge,

Reflexive thought assists in understanding sviemwhich your personal

characteristics, values, and positions interact with others in the research situation

to influence the methodological approach you take, the methods you use, and the

interpretations you make. It forces you to think more aboutymwwant to be

in relation with research participants. It can help you make use of personal

passions and strengths while better understanding the ways in which knowledge

you produce is caonstructed and only partial. (Glesne, 2011, p. 159)
To understad the relationship to my research, | must be aware how my positionality
shapes my methods and interpretations as well as my passions and strengths. To be
mindful in this process, | start with my own experiences and assumptions because being
reflexiveabot t hese i nfluences fANexposes the power
process. It questions the authority of knowledge and opens up possibility for negative
knowledge claims as well as holds researchers accountable to those with whom they
resear c-BibergndHRiaselli, 006, p. 495). The research process will be filled

with decisions about how | view my research subjects, what information | consider

important, and how | choose to include and exclude.
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For this project, | start with myself as a relade As Hatch (2002) a
gualitative work, it is understood that the act of studying a social phenomenon influences
the enactments of that phenomenon. Researchers are part of the world they study; the
knower and the known are taken to be insepamt® ( p . 10) . As a read
learner, | must acknowledge that my students are readers, teachers, and learners, but we
do not always hold equal power (to each other or to the institutions that influence
educational policy) in deciding what is tear taught. Moreover, books themselves are
not apolitical objects. Gannon and Davies
is constitutive of certain truths and exclusive of others, and thus must always be placed
under i nt er r Regdny is @poliical(amd.a so8idlly constructed act.

| enjoy reading, was encouraged to read early, and had access to books at home as
well as at public and school libraries. However, these truths are situated within my own
positionality as awhitewman who was urged to use educat
success. My own identities cannot be taken out of my interest in how young adult
dystopian fiction can impact learning. It influences all aspects of my research process.
My passions are strengthsthis work, but they must be acknowledged. My own
reflections of how to position myself in relation to the subjects are important, continuous
work.

| have eclectic reading habits, but | tend toward young adult fiction that falls into
the science fictio or dystopian fiction category. It is easy to say that | prefer young adult
fiction and leave it at that, but my reading choices are not so sirjle preferences for

the foods | enjoy and whom | find attractive, | must be aware that my personal
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preferences are socially constructed. Of course, | have my own partialities for authors
and stories, but that preference does not occur outside of social context.

In my formative reading, it was easy to see myself in the stories | read. | could
imagine mysdlas Anne Shirley frornne of Green Gabl€4908) or the girl detectives
Trixie Belden and Nancy Drew from their respective book series. Emily Elizabeth, from
Clifford the Big Red Do¢1963))was a perfect combination of
my middle one, allowing that character to stay with me. Characters tended to look and
live similarly to me, so | was able to see myself reflected in books. In high school, there
were token i1 ncl usi onsThingskal ApgadandiMaya Ac heb e 0 s
Angleo u Bhenomenal Womgi978);however most of the authors | read in school
were white, male, and Amerigzntric.

The marketing machine that drives the publishing industry, in general, and the
young adult portion, more specifically, is culpable here ds Wéhat books get
marketed, by what authors, and with what message embedded in the story are driven by
what is assumed will sell. Parts of the assumptions built into selling books are the
identities of the authors and their characters. Even thought ngmeng adult
blockbusters have been penned by women like Suzanne Collins and Veronica Roth, JK
Rowling, ofHarry Potterfame, was encouraged by her publisher to use her initials
instead of her full name for fear that boys would not read her books (jRgoedm).
Collins and Roth have had explosive success with their respective book and movie

franchises, but Hugo and Nebula award winning, MacArthur genius Octavia Butler has
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been ignored by Hollywood. While | am unable to untangle the reasons why sokse bo
are made to movies over others Tambray A. Obenson (2014) says it succinctly,
If [Butler] were white, with the exact same resume, and her novels reflected her
realities and interests as a white woman, her entire oeuvre would've been optioned
long agowith movie franchises set up at one Hollywood studio or another.
We canodt ignore race and gender preference
realities of who gets published and promoted. As | became aware of the canon | was
taught, and thus migndency to read mostly white, mostly American, mostly male
authors, | deliberately set out to diversify my reading list. This has also become part of
my drive to understand the pedagogical appeal of young adult dystopian literature.
Positionality as Teaher and Researcher
Another way to look at positionality is how | am positioned as both the teacher of
the class and the researcher for this project in relation to the students, whose experiences
with WGS 450 are what | am interested in exploring. Seies of research suggest
that a teacher is a subjective classroom insider while educational researchers are objective
outside observers of what happens in the classroom (MacLean and Mohr, 1999; Cochran
Smith and Lytle, 1993). There is an alternativehminsider/outsider binary, and that is
the position of teacheesearcher. When teachers shoulder the role of teeetearcher,
traditional descriptions of both teachers and researchers change. Teacher
researchers raise questions about what thel #nd observe about their teaching
and their students6é | earning. The col |

performance, but they also see student work as data to analyze in order to
examine the teaching and learning it produced. (MacLean and Mol 1.99
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For this project, | position myself as a teactessearcher. It was from my previous
classes that | began to wonder about the use of young adult dystopian literature in my
classes and as a doctoral student was able to teach a class thaedtterapswer some

of those questions, so | am in both of these roles for this project.

Glenda Bissex (1986) names how teagalesearchers often start with a
Awondering to pursueo (p. 482) where a tea
students ath her teaching as she observes and participates in her class. Much like how I
spent a couple of semesters wondering about and experimenting with young adult
dystopian fiction in my syllabi for other classes until | had the chance to offer a class
based onhe questions | had been asking. By learning with and from my students, | have
been able to examine how they react to young adult dystopian literature in our classes. It
is by being with them, having successes and failures with fiction, that | cas wéfat |
know works for my teaching.

In the act of teaching, teachere s ear cher s can see that nk
closeness as well as through distance, thr
It was teaching other classes and sebmg students responded to smaller additions of
The Hunger Gamads their course work that | was able to think deeply about young adult
dystopian fiction as a route for exploring feminist pedagogy. Successes and failures with
young adult fiction in classdzame opportunities for learning. Moreover, being a
teacheiresearcher allows me to reflect on the process of teaching and learning. Thus
Athe teacher researcher i mproves the | ives

better, more effective waysofmp | ement i ng teaching/l earning
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may seem obvious, but as someone who strives to improve both myself as a teacher and
the learning experiences in my classroom, learning from the students is a valuable
resource.

Positioning myself aa teacheresearcher does not excuse me from questions
about asymmetrical power relations, specifically about the relationship | have with the
students who took the class and whom | want to interview about their experiences. There
are real consideratiorabout power differentials in the teaching and researching process.
| created the syllabus, assigned readings, and graded student work. As a teacher there is
power in my position and | acknowledge that as part of this project. Traditionally,
asymmetryyma s assumed in research relationships
subject are mutually exclusive: the researcher alone contributes the thinking that goes
into the project, and the subjects contrib
gtd. in BenAri and Enosh, 2012, p. 4223). This left open the possibility (and reality)
that researchers held the upper hand, with the possibly of exploitation. In response,
scholars have noted and theorized from a critical stance, particularlyimderasearch,
to create ways of researching that addressed, but have never resolved, these power
imbalances. Instead of assuming power over or working toward total equality between
researcher and subject, | strive to put the researcher and subjéatiams&ip with one
another.

The goal of research is the production of knowledge and | utilize the approach
that Athe construction of knowledge [is] a

capture of social reality by the researcher (Anyad 320 The students who took this
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class are an integral part of meaning making around learning with young adult dystopian
literature. While we each participate in meaning making, we do it in different ways. As
such, power relations, or differentials, dre f i ned as @At he power to
and outcomes of Kk n o wAriendgnesh,@lp p.423u Theseon o ( B
power differentials arise at different times, and to different degrees, throughout the
research process. The researcher holdepaw/the project architect who is able to set
the agenda; participants volunteer to be in the project and have their experiences to offer.
The researcher decides, often with input from the participant, about data analysis, and the
researcher usually makéhe decisions about how to disseminate the final project.
Throughout, the process power shifts back and forth from researcher to participant.

Reflective practice, where | am intentional about an ongoing practice of
observing, processing, and enactingroles when needed to my teaching, assists me in
becoming more thoughtful, intentional, and effective. | have engaged in this practice in
both my nursing and academic careers. My nursing education was couched in the idea of
practice and reflection, both writing and through group case studies and-plosical
debriefs. It was made part of my nursing practice from the very beginning of my career.
As | started teaching, | have kept journals about my teaching practice as a way to reflect
on what works ath does not work in my teaching practice. | keep my class notes and
teaching outlines as part of my reflection on my work. | have my entry from my very
first day of teaching, as a Mastero6s stude
oneleffthe c¢cl ass. 0O Looking back, I can smil e &

students, but this journal is a valuable tool for documenting my successes and failures in
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the classroom. | use it to think about what works well so that | can incorporateahat
other classes and understand what is less successful with my practice so | am not being an
ineffective teacher. Itis a place for me to see where theory and action come together.
UsingDonaldScbn 6 s (1983) wor k on r etrefleetiontwhiee pr acH
teaching and on the act of teaching are both important (reflactiaction and reflection
ontaction) and can produce knowledge about my teaching practice. Constructing
knowledge about how to teach while both in the act of teachingefliedting on that
teaching supports a shift from routine act
to reflective action emerging from engaged, professional thinking.

There is always negotiation of power as the researcher and participant come
toget her and we should acknowl edge that the
the prospects of qualitative researchéseem
6). That does not mean we should stop considering power differentials anshgheck
to assure the balance is not tipped too far as to be unreasonable or exploitative, but also to
know that Afor new knowledge to emerge one
intellectual curiosity, an-driandbBmaskd 2002aki ng m
424). We should acknowledge that power differentials occur as people are in relationship
with one another, mediated by the imposed structure of the research process and work to

lessen their impact.

My own research stances come into playrhe as wel | . AOnt ol og
ignore the inherent power differdmand al s i n
Enosh, (2012), and epistemologically, #fthe
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source of the knowledge producedlana f f ect t he process of kno

424). As aresearcher, do | want to be in relationship with my participants, or is there
social distance between researchers and subjects? Building on my own view of
knowledge construction, | believe nsaching and research is stronger when the process
involves my students. The balance of power skews in my direction, and it is my
responsibility to be ever vigilant of issues of power differentials and to interrogate them,
and myself, at every step inethhesearch process. For this project, my attention to this
balance occurred as | planned the research. | was mindful that the students and | both
held multiple roles in this project. During the course, teaching the class was my focus,
but | was open tthe students about how | was interested in using this class as part of my
research. | explained the project to the students and answered the questions they posed,
but my role as teacher was at the forefront. As the projected shifted to the research
secton, | approached the students fully explaining how | would like their participation,
knowing that students may not want to participate in the research. Three students that
took the class opted not to be interviewed for this project. Of the studerdsithat
participate in interviews, | was aware that their words were being recorded and
transcribed, so | reached back out to them with the interview transcripts. This allowed
them to look over their interviews to assure that | captured and interpreted them
holistically. During the writing process, | have reached out to students to keep them up to
date on the process of this research. This is also-avay@rocess, when something in

the news or entertainment media connects Witk Hunger Gamestudents argist as

likely to email me a link or post something on my social media sites, showing yne the
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are still interested and learning from the material that is part of this project. Itis
refreshing to know they are still interested in the project when thel med to me with
news aboufThe Hunger Gamesas it has the possibility to keep what we did in that class
as part of how they continue to view and make sense of the world around them. This
ongoing relationship with students abdiie Hunger Games one @ the powers of
young adult dystopian fiction. It lives in the class we created, but is part of our lives
outside of the classroom so when room is given, particularly on social media, to continue
talking with one another about the story what we learnéeirclass continues to be
relevant and important places to connect and learn together.

BenAri and Enosh (2012) remind us that f
be asked in this context is whether those in power differences are harmful to the
participants and to knowledge production. Seeing it as a disadvantage or an advantage is
an ethical mattero (p. 425). Al'l research
scales are usually tipped in the favor of the researcher, but instead of consthaseng
moments as solely asymmetrical relationships, set up to fail, we add the notion of
reciprocity. There is mutual respect and give and take between researcher, participants,
and the phenomena being studi edowledgédn t hi s
and exchanges between the parties promoted
assumes mutual respect and understanding between researcher and participants but
follows with how | see myself in relation to the project. This does not makerpow
differentials go away, but does remind me, as ateaclees e ar cher , t hat by

looking for oppositions, power differentials, and conflicts among researcher, participants,
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and phenomena protects us form taking anything for granted [and] erfhéneisearch
for new knoArvi201@2 peld7).( Ben
Summary

As a reader of young adult fiction and feminist teacher, | kept finding ideas and
concepts, like identity and choice, which overlapped in in these two separate arenas.
While some authors beyan current young adult dystopian fiction as a imbued with right
leaning ideology, that was not my experience reading or teaching these stories. With this
project, | set out to investigate the Spring WGS 450 class as a case study to explore
st ud e nresscés learring &ith young adult dystopian fiction. My research questions
are stated. In Chapter 2, | will review the literature as it relates to young adult dystopian
fiction and feminist pedagogy. Chapter 3 outlines my epistemology and methodology.
Chapter 4 is an exploration of the cld$e Hunger Games and Feminist Education

(WGS 450). And Chapter 5 presents my conclusions and further implications for study.
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CHAPTER Il

LITERATURE REVIEW

In this chapter, | review the literature that expldresimportance of reading
popular young adult dystopian fiction. In my literature review, | begin with describing
popular culture and why it is important in the classroom. Then, | situate the importance
of reading by looking at works from theorists likeuise Rosenblatt, Alberto Manguel,
and Paulo Freire. Next, | look more specifically at young adult literature as an important
genre and’ he Hunger Gamess a timely, influential series from which to teach. Next, |
review the pedagogical importance ofexnce fiction. Finally, | connect science fiction
with feminist pedagogy as it relates to teaching WGS 450.

What is Popular? What is Culture?

Popular culture, as defined by Donna Al
that connect a group of peopleeca ch ot her i n particular ti me
can take many forms such as books, movies, and social media. Studying culture is
complex because it is shifting, referential, and benefits from a-per$ipective
approach, including the sociology culture (Williams, 1998), cultural studies (Giroux,

2006), critical theory (Shor, 1999; Luke, 2004) and feminist theory (Zeisler, 2008). To
name popular culture means that it must be nhamed against something, namely the culture

of those with power to thculture of those who have less social influence. Whether this
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is known as high culture or Culture with a
to define the Aright books to read, the pr
proper foams of dress, the holiest way to worship a god, the correct modes of speech, and
the proper culinary tasteso (Weaver, 2005,
and social influences that have sway over most parts of our lives.

Popular cultue has been in the classroom for many years and its presence in
educational settings has been documented, debated, and researched (Alvermann, 2012;
Jenkins, McPherson, and Shattuc, 2002; Hermes, 2005; Weaver, 2005, McRobbie, 1994).
Thereisabodyofwork hat | ooks at popular cultureds |
including biomechanics (Ludwig, 2012), the sociology of sport (Plymire, 2012), law
(Burgess, 2008), biology (Pryor, 2008), and philosophy (Diminick, 2009). Moreover, we
live in a multimedia soctey wher e popul ar culture fAi s rea
need to be able to analyze ito (Adams, 201
information from TV, movies, Internet search engines, and infotainment sound bites.

Popular culture is padf our social milieu. We interact with it, create it, and should be

learning from it and teaching with it, reflexively, critically, creatively. Popular culture, in
general, and young adult fiction more specifically, should be in the classroom because it

is a part of studentsod | ives. Studying vyo
could allow for creative thinking in this arena, exploring how they are both

institutionalized within our educational structure and ruptured by their centralization

the classroom.
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Social influences have never been simply hierarchical, but over time the
distinctions of high culture and popular culture have blurred (Hermes, 2005). In
education, the canon is crafted in regards to raced and classed social infheenee a
should teach how texts, like the omnipresent Shakespeare, can be read differently at
different times. Reading in different contexts shows students cultural texts are not
discrete entities, but are related to larger discourses. We must be awanetbéh
discourses are produced, circulated, and consumed (Jenkins, McPherson, and Shattuc,
2002, p. 16) and how those discourses change over time. While Shakespeare was
originally performed as crosgass entertainment and wordplay, it is now taughtg hi
schools as cultural canon (Jenkins, McPherson, and Shattuc, 2002, p. 28). Including
popular culture in the classroom offers glimpses of how texts are understood and used as
spaces where fAcruci al guestions xpbrience how
are related to notions of place, space, an
p. 21). This way of looking at popular culture in the classroom goes beyond merely rote
learning to understanding that we are embedded in histories @nd aule s . Shakesp
work has moved from bawdy theater to canonized text and we should explore how texts
come to be included and used in our classrooms.

One suggestion for the moment where the
and populraaxedc thé dcane ietbe Walt Disney mdraatasia(1940)
where classical composer Leopold Stokowski shook hands with Mickey Mouse. With
that gesture the |ines blurred between hig

popular culture had comen est abl i shing its own niche in
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in Alvermann, 2012, p. 214). In my classroom, a modern equivalent of this animated
handshake is bringinghe Hunger Gameésnt o my Womends and Gende
By using the popular dyst@m series in conversation with academic articles and other
texts in my classroom | am reaching across genres and asking students to think about
authors and stories in new ways. Dunéardrade and Morrell (2005) show that popular
cul ture i spdfed trhaess aanulitrur e, nor a peopl e
exchange bet we e288).tLikeghe anvmated hdnpdshak&adtdsia,this
work is to be a meeting place, a coming together, where we can explore how popular
culture, likeThe HungeiGameshas something to say about education, politics, and how
cultural analyses should be reflected in the classroom.

| am not calling for an unmitigated, uncritical inclusion of all things popular
culture in the classroom. To invite popular culture ithte classroom without a critical
look at relevance and context is irresponsible, though we must recognize its place in our
student 6s -Andrade and MorrBlI(20G5)caution that cooption should not be
overlooked. We do not have the luxury eparation between those in power and those
who are not, so A[t]hose who choose to stu
conscious of its relationship to and critique of dominant ideologies and dominant
mar ketso (p. 289) . popllareutwe audeencesandshosempl|l e r e a
audiences are not homogenous groups. Giroux is informative as he encourages the use of
critical pedagogy fAto gain a better unders
constructed and how these identities are deeelopthin a popular culture that is
simultaneousl y oppr es sAndvade andivibrrell, 2095, = 288)nt 0 (
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This work is about more than throwing fictional stories into curriculum to entertain, but
about ways to critically understand timeportance of including popular culture into how
we teach, learn, and understand the world.

Popular culture has several functions in my work. When looking at how we
understand the world, Joke Hermes (2005eds popular culture as a way tetmank
ctizenship, what she calls fAcultural <citizen
onour rationaldecisiema ki ng capacities, Heremesd (200!
cultural citizenship is based on everyday lived practices and includes emaddeeling
as well as reason. By rethinking cultural citizenship in terms of practices like inclusion
and meaningna ki ng rather than identities we dnall
experienti al knowl edges aneantsfelttheycewdtatkf r eas
aboutThe Hunger Gamesith some expertise and learned a new way to connect what,
for some, felt like disconnected academic ideas to the popular culture they were
immersed in outside of the classroom. Using popular cultureThkeHunger Games,
allows us to be creative in exploring learning objectives. We push beyond what is
expected in the classroom and ask students to connect works of fiction with academic
theory. By rethinking how education is enacted we can be creatinvinve learn about
t he worl d. ACommunityeé is what i s produce
Aiis at best a promise of belongingo which
identities (p. 152153). Rethinking citizenship in terms of piaetis seen iThe Hunger
Gamesas Katniss builds a community in the midst of rebellion and | can mirror those
practices in my work.
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Pleasure is an important part of popular culture. We read, watch, and participate
in popular culture for entertainmentdabelonging. Pleasure is political and too often we
try to keep the seemingly divergent ideas of pleasure and politics apart from each other
rather than in conversation. People seem suspect if students find pleasure in the
classroom and | would liketaups h back on that reacti on. H e
cultural <citizenship Ais a way of insistin
at the level of the everyday and are reciprocally involved in how we constitute ourselves
inrelatontosocet yo (p. 151). Popular culture is
politics in our everyday lives (Jenkins, McPherson, and Shattuc, 2002, p. 26). People
find varying amounts of pleasure in different forms of popular culture, but our
interactionswith each other, through popular culture texts, we can explore how pleasure
helps us to make meaning. 1 first redte Hunger Gamg2008)on the way to an
academic conference in Rhode Island. | picked it up as a-tlaygdleasure read and by
my layove in LaGuardia | was five chaptersdirand hooked. | am, undeniably, a reader
and fiction helps me understand the world, so, then, | wondered if it would be useful in
my classroom. It was because | enjoyed the book, and as a late discoverer of this series
others had told me how much they liked this series, that | was curious about using it in
my classroom.

While Hermes (2005) does not use identity as a primary indicator of cultural
citizenship, using popular culture to take up the politics of identitytagst®on is a
power f ul activity. I n Alvermann (2012), R

Aexploration of how race, gendemducecdnd ot he
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popul ar culture textso (p. 218easof By expl o
whiteness, masculinity, and heterosexuality as the assumed norms within many popular

culture texts, we can begin to teach in ways that identify those constructions and use

popul ar culture as fpotential sistaeds of eng
equitable worldo (p. 218). It is not the
constructions of identity, but using those

to explore how texts that position them in negative ways canbesrése d or r est r u ¢
(p. 218). By viewing popular culture texts as a teaching tool we are taking both popular
culture and the students seriously.

Community is an integral part of popular culture. Books and movies invite
participation across platformstfering many ways for people to interact with the stories.
Fans connect in virtual worlds, at book and comic conventions, and by writing their own
fan fiction, to name a few ways that the fictional world can be expanded. Jenkins,
McPherson, and Shattgc2 002) tal k about this in terms
participation, o Hermes (2005) notes that p
(2011) <calls popular culture a fAngreat hook
pleasurable and accessibleopular culture is part of everyday life in ways that other
forms of education and politics are not. Politicians, authors, and pundits appear on the

comedy news satirEhe Daily Showvith Jon Stewarto promote their platforms, taking

seriouslytheid@ t hat dApopul ar cultural texts are f
because they Ahelp us know who wminded e, and
vi ewers and readerso (Hermes, 2005, p. 1).
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Getting news information from a comedy show reinfotbescomplex
relationship we have with popular culture. For example, late night comedian Stephen
Colbert used his television shavine Colbert RepoyiaThe Daily Shovepinoff, to
illustrate the role Super PACs play in politics. He created his own Ség&r P
AAmeri cans for a Better Tomorrow, Tomorrow
United Supreme court case, rallying his viewers to donate over $1 million dollars and
start chapters on coll ege campusetcalnati onw
education won a Peabody Award for Ainnovat
about the |l andmark court decisiono (Subram
education seems a natural fit for looking at how students, many of whom watch shows
like The Colbert RepondThe Daily Showget their news information.

If we use popular culture to better recognize ourselves, find affinity groups, and
know the world, understanding ways to critically engage with popular culture is one way
for me to emision my feminist classroom. For many, political and cultural information is
filtered through social media like Twitter and Instagram, not merely watched on the
broadcast news programs or read about in the newspaper. Where we get our information,
how itis filtered and interpreted, and what connections are made between politics,
education, and popular culture are all important.

Weaver (2005) thinks a fAhealthy approac
develop a pedagogy that utilizes the powepagfular culture in order to enhance
democracyo (p. 108). This view of popul ar

the conversation around topics like education, politics, and social justice. It is this
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invitation into the educational conversativwhereby hooks (1994) recognizes that

Aeveryone contributeséExcitement i s enhanc

building education communities that take both popular culture and students seriously, |

imagine a classroom where popular culturesisclin conjunction with academic texts to

all ow students to Aquestion the world and

(Weaver, 2005, p. 103). Whether students change the world, in ways-defipe

change, may be immaterial. What thisrkvdoes is allow space for students to feel
invested in their education and part of communities that incorporate their popular culture
interests.

What is learned has potential beyond the classroom as students encounter the
popular culture texts, likEheHunger Gamesyutside of school. | have a finite amount
of time with my students each semester, but if they connect the story to ideas of social
justice then the potential for continued engagement exists. At least they will have the
tools to approach pular culture with a critical eye and the experience of connecting
fiction to social analysis. The use of popular culture to create the kinds of identities we
wish to see in the world is a powerful project that builds community. We connect to
others thaare reading, or watchinghe Hunger Gameasgpening up learning potential.

One of the strongest arguments for popular culture is that it asks us to think
differently. Using popular culture texts does not demand that traditional academic texts
be ignoredrather we should be cognizant of the role we play in foregrounding authors
and genres. Duncehkndr ade and Mor el | (2005) think

studied as rigorous and relevant pieces
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serilmsly popular texts that are relevant to
curriculumo (p. 297) where students | earn
around them. DunceAndr ade and Mor el | (2005) call fo
for considering the significances of these
The importance comes in highlighting work like young adult fiction that speaks to the

young adult experience or looking for authors who are often not includedcarnba.

Expanding what authors, genres, and types of material that students are exposed to makes
the possibilities of my classroom larger. The significances that Duhedrade and

Morell see in the new literacies offer students the space to grapplel@athand practice

Anew modes of critical thinking rather tha
and Shattuc, 2002, p. 11). Fiction, in particular, is ripe for an imaginative exploration of
feminist education.

This does not mean merely suhgiiig popular culture texts for canonized texts.
Counterarguments against popular culture should be considered. If we are using popular
culture to fill time or amovelty,then the possibility of empowerment and resistance are
missed and students couldgsively consume hegemonic ideas of the dominant culture.

It is not enough to substitute texts, students must be taught to interrogate the values

underlying the work and know the knowledge they possess is valuable in understanding
school and ultimatelyth wor | d around t hem. In this proc
the nature of | egi tAndradeaad Monellp2005epd29@.oThig Du n c a
rethinking is a powerful realibrator for understanding what we teach, why we teach,

and how we teach.
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Importance of Reading Fiction

Literary theorist Louise Rosenblatt (19
mode of experience, an expansion of boundaries of our own temperaments and worlds,

' ived through our own per s ouniaaurnfins, bubs8 ) . R
a way to experience the world, connect with others, and imagine difference. These are

skills that resonate with the goals and objectives of my classroom. The value of reading

is not just the information you can get from a book,loat students do with that

i nformation. Reading can teach-toxometbent s t
understand, from the inside, about other people, other places, other times. In better
understanding their world, students are able tasgon a future world that is more just

and equitableo (Mills, Stephens, O06Keef e,
popular culture to push beyond staid notions of learning, | hope to spark their educational
curiosity.

Louise Rosenblatt (199%5)amed democracy as a central tenet of her work. She
wrote that for people to |Iive together Ath
consequences of political and economic alternatives and to think rationally about
emotional |l y c¢ ha rxg.eRbsenbitscorsistently argu@dtite literggure
students read be diverse and teachers have
going to be meaningful to themo (in Flynn,
of the student to reftd on what they are learning, not to merely learn information
disconnected from experience. Teaching with popular fiction is one way to make those

connections. Maxine Greene (1988) forthrightly centers the use of fiction in her
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classroom seyiwog ,ksilofudenatgi nati ve | iteratu
sense of intelligibility they provoke and because of the way they involve students
personally and intersubjectively, in consc
literature, specifially The Hunger Gamess a route towards imaginative learning allows
for a more tactile way of encountering academic ideas.

Using The Hunger Gamaa WGS 450, we did not just talk about disrupting
gender norms as an abstract concept, but we discusse@yls that Katniss and Peeta
invert the gender paradigm invoking Judith Butler and gender performativity. While
students are aghast at the way that characters are drafted to beTpatiohger Games
we watched videos of the televised Vietham drdfehly asking for them to discuss the
similarities with the story. Greene (1988
i maginative |iterature fipermits students t
have consequences foryiwmmgddrhetmsredivregé a md tihd
Greene and Rosenblatt are influenced by De
integration of | earning with doing. As Ro
indeed somet hi ng tohbruawmghd, thhy otulhgeh 6r d d@ dveerdé r e ¢
a participation, a personal experienceo (p
well as interacting and both are part of a larger project of learning.

For Greene (1988), reading fiction in the sla®m forces the reader to confront
their beliefs and expectations because each reader must interpret the novels they read.
Those works remain open questions for students to fill in questions and gaps with their

own knowledge. Realizing there is no petfer complete answer to the questions asked
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in my classroom, but usinthe Hunger Gamé® open up conversations can be part of
Afawakening [students] to all the probl ems
acknowledging that we allhave socyall d ef i ned i1 dentities, there
imaginative works that move students to probe problems they might have never have
posed without the confrontati-d7@)slhavade poss
found in my classes, students have struggddlk about issues of sexism, racism,
classism, and disability not because they are unaware of the issues, but because they
needed a place to staithe Hunger Gamdsecomes that starting place. The fictional
world of Panem is another space for ushiok about sexism, racism, classism, and
ableism, while reading more traditionally used authors and articles and incorporating our
own lived experiences in the classroom community.
Why Young Adult Literature?

The term Ayoung adel903 byiha ¥oureg fAdulaliblaiys h e d
Services Association to representli® year old readers. This category was delineated
foll owing successes SevekteentiVBamméedrastbddla|l yos (1
credited as being written for teenage readerscf@amd, 2013). The young adult
category defies easy classification. It speaks to youth experiences, but the story can
occur within a fantasy universe, dystopian world, or realistic setting. Consistent elements
include: the st or ypointsfviéw, deas withissueytioey facg, aradd u | t
confronts experiences and emotions in a way that centers the teenager (Feeney, 2013;

Wendig, 2013).
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The young adult literature designation is often more important to the publisher
than to those who enjoyigthgenre. Book series that grow into movie and merchandising
franchises, like'he Hunger Gamesyould not be as successful without adult readers and
subsequently adult movie goers who, along with younger fans, fill up theaters (Herman,
2014). The succesd theHarry Potterseries prompted the New York Times to create a
childrends book best sellers |ist to fncl ea
(Smith, 2000). To require its own best sellers list is a powerful thingdaty Potterto
have done because it speaks to the power of good literature, no matter how it is marketed.
Good stories that capture the imagination of readers and with the imagination engaged,
learning can occur.

Young adult | iterature swsbsetirofchl iatnar at
(Herman, 2014) with over half of young adult books being purchased by adults (Feeney,

2013; Strickland, 2013). Writing these stories off as childish does a disservice to the way

that people, of all a gotess, ematians, and sittiations. t h  t h e
What they provide is not easily reducible,
rangeo (Wendig, 2013). Where the young ad

high school experience with broad stroked Hre genre evolved into singiesue stories
about topics such as dating and divorce. The resurgence of the young adult market in the
late 1990s demanded more complex stories. The characters navigated, to varying degrees
of success, the different worltisey inhabited (Strickland, 2013).

In the three most popular series, all of which were mentioned in the WGS 450

class and student interviews for this research, we find the characters navigating

56



increasingly complex worlds. Harry Potter fought Voldendonting the school year, but
went back to his nemagical family during the summemhe Hunger Gamgsrotagonist
Katniss Everdeen showed us the drastically different worlds within Panem. In the
Divergentseries, Tris Prior left her home faction, Abnegatito live her life as
Dauntless, yet found herself in a papiocalyptic Chicago she never could have
imagined. The stories not only showed us a slice of the youngcatiuli r alivess,dut s 6
intertwined multiple themes and locations in ways that yadhdt fiction of earlier
decades had not done. The complexity of this generation of YAL is another reason that it
is a good fit in the classroom. By highlighting different facets of the work, we can teach
from within the complexities already in contem@ay young adult books.

Many writers highlight the idea of HfAbei
adult literature. The young adult characters are between childhood and adulthood and it
is in the limbo of being neither fully adult nor child where ¢haracters are grow.
People, of all ages, NVamgladultlitcamrmleasdreatddaa nd i
narrative about young adults that seeks to define them as different, but what is attributed
to young adults is reflected in people of all agelsich may account for the increasing
number of adults who read and are fans of young adult series. We all navigate work,
home, school, and social situations that ask us to highlight different facets of who we are
at different times, so being betweeraigniversal, rather than solely teenaged, feeling.

What young adult literature does best is take young adults seriously. In these

stories, they are the ones who think about the problems they face in unexpected ways. At

a time when young adults are ngaled for being the entitled millennial generation, these
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characters reflect the potential in young adultl®adootential | often find in my
classroom. The boundaries between childhood and adulthood are being navigated and
challenged while notions of selhd representations of reality are not static. Our
identities are created in context.

Popular culture plays a part in how we define roles like young adult, woman,
hero, and student and these representations are not straightforward and unmoving.
Represatations are also not inherently positive or negative, but value is assigned by how
we take those concepts up in meanimg k i n g . The soci al agency
the activationollmeani ngso i s a point of considerat
Readers are drawn into the stories as they watch the characters struggle with the
complexities of being alive. There is power in imagining what you would do if you were
faced with the same decisions, using the stories as a space to start that imaginative
process, practicing different scenarios, and encountering the possibilities of choice.
When we take seriously the work of the rea
of being fragmented as well as trying to understand ourselves in relation togincha
world, the role of young adult literature can be more fully appreciated.

Literary theorists have written about the value of teaching with contemporary
works (Rosenblatt, 1960, 1993; Friere, 1983, Manguel, 1996). It is not just the texts
themselveswhi ch add educational wvalwue, but from
brings passion to reading contemporary texts (Rosenblatt in Pradl, 1996). | see the lively
interaction when my students stay after class to distusdHiunger Gameshe social

media attention these stories receive, and the fandoms, both digital and real life, that
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support these stories beyond the printed page. Further, Rosenblatt references Henry
Jamesd quandary of how many fipeopl et of tal
comply with narrow notions of what it meant to be a writer (Rosenblatt, 1936, p. 199).

That question is still applicable as we think about what kinds of writing is seen as proper

for the college classroom. Often, young adult literature gets relegapéebisure

reading, if considered at all, because of narrow definitions of what academic writing

should look like. | do not intend for young adult literature to displace scholarly work, in

fact, academic articles are the first material encountered ifasgroom, but | am

intentional that we are connecting the fictional stories, the pop culture articles, and the

fan created content to the academic ideas that are central to my pedagogy.

Reading is an experience. Literature is not just the book, butl®dkeplus the
reader (Rosenblatt, 1960, p. 304). The re
gaps with their imagination. This includes pushing boundaries of the work and
connecting to their own experiences. | take seriously learning thi@rsestudent
experience. By including young adult literature as part of this proeesenter students
inwaysthafibr i ngs both the student and the book
1960, p. 307). A canon can be a way to highlight certanksydut it can also obscure
voices and relegate creativity to a preconceived formula. This is not a call to dismantle
the canon, but the arbitrary nature of its creation and a place to consider how we place
value on learning material. When we centerstuglent in the classroom, then we can
employ works that more directly engage them, using their own experience to make

learning real, reflexive, and important. Rosenblatt (1960) expresses this thought saying,
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Ait 1 s precisely tohse olwnn kiangteismawiet hp rtehoec csutpua
the challenge to cope with constantly more
To take students seriously as readers by using work3 ligkeHunger Gamesye work

with them to learn to reflect, connechdaunderstand their experiences.

Paulo Freire (1983) believed that Aword
peopl eds existential experience, and not t
mat erial that honor s tdmehebplacestheyenmabis. Whatt er e s
we read and how we connect those readings are important. Alberto Manguel (1996) tells
us, Areading is cumulativeéeach new readin
beforeo (p. 19). U sdaffolg otheoreadirgys saavswhatisl i t er a
said in young adult literature is important and offers a place for students to think, reflect,
and possibly even act. There are important lessonsarHunger Gamesd\ot using this
series to explore sexism, racistigssism, and ablesim we lose out on a place to connect
with our students.

Why The Hunger Game®

Building on successes of other young adult franchiBee Hunger Gamdsurst
onto the scene ripe with blockbuster appddle Hunger Gamds having a momen
both in popular culture and in education. The novels are best sellers and we are in the
midst of a record breaking foypart movie release. | have observed the symbols of the
Games on a registration poster at the community college where | also eeadasafood

advertisement on my university campus, on my Twitter feed, and at a college sporting
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event. This story has transcended its place in young adult fiction and has become a
cultural marker.

Teaching withThe Hunger Games$ endeavor to use tleharacters, locations,
and stories in the fictional universe to think about the world we live in right now. In a
passage frorthe Hunger Game&atniss offers sharp criticism of Panem saying,

The arenas are historic site, preserved after the GameslaPo

destinations for Capitol residents to visit, to vacation. Go for a month,

rewatch the Games, tour the catacombs, visit the sites where the deaths

took place. You can even take part in reenactments. They say the food is

excellent. (Collins, 2008, 1.44-145)
This excerpt stayed with me. | recalled it as | walked my dogs in a local park, built on a
revolutionary battlefield, passing markers that commemorated the battles and deaths that
took place there. This passage in the book asked me to rdthiplrk | used for
recreation as a space that was once a place of war. It left me pondering the details of a
fictional universe that reveled in a public death ritual, enough to reenact the Games as
vacation, and wondering how there are parallels in eurworld that we often overlook.
By using Katnissod observations of Panem,
are rarely asked to think about. We can
the book is written, imagine ourselves ag paone of the oppressed districts, or
uncomfortably sit with how many similarities we share with the Capitol citizens.

Readers tangle with concepts of power and oppression, social justice and action,
as well as complicity and surveillance. Ultimatehthi s seri es asks wus

role in creating and maintaining the Games. Instead of having a monster to defeat it is
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the Athousands of citizens watching at hom
be televised (Wilkinson, 2010, p. 7ZJhe books ask us to consider society as another
character inthe serieKkat ni ss i s called the dAgirl on fi
of her fiery opening ceremony outfit, but the fire that she symbolizes has the power to
catch fire in my clagsom.

In secondary classrooms, teachers are uBmgHunger Games®s teach math
(chances in the arena), geography (where would Panem be), and citizenship education
(Simmons, 2012; Lucey, Lycke, Laney, and Conolly, 2013). Irspreice teacher
education,The Hunger Gamesas used to help new teachers prepare for entering the
teaching AAiarenad (Saunders and Ash, 2013)
suicide (Pytash, 2013). Two American Studies programs have offered couildes on
Hunger GamesAt American University, the class e Hunger Game<£lass, politics,
and marketing (Bussel, 2014). Using the series as a case study, American University
students explore the cultural impacfldfe Hunger Gamdsy engaging themes like
oppression, femism, food deserts, rebellion, and social media marketing and offering
students a chance to discuss pressing issu
political theoryo (Calta, 2014, pahea. 4).
Hunge GamesMap and Mirror ofthe Zlc ent ur y . o By |l ooking at
as postraumatic stress disorder (PTSD), food justice, and environmental issues in
context with the series this experimental
so ts of soci al i ssueso while introducing s

service, and environmental advocacy (Kavish, 2013, para. 3). The vibrant, multifaceted
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world created by Suzanne Collins allows for imaginative ways to encouateesithat
are central to a feminist education. In the descriptions of these classes ideas of gender,
agency, feminism, and knowledge are discussed, though | have noffoarktLnger
Games peci fically taught i n Wometatextand Gend
When used to look at issues of violence and domination that are carried out against the 12
districts of Panem while also looking at how violence has shaped voting rights, civil law,
our domestic and foreign policies, and our educational syistendé s pl ace i n a f
classroom can be understood.

The connections to my Womends and Gende
Social justice is an important part of what | teach. In step with current evéaets,
Hunger tBeefingesed salute wassed by protesters in Thailand (Child, 2014)
and the story has been used to talk about the shooting of Michael Brown in Ferguson,
Missouri (Hansen, 2014; Bak®Yhitelaw, 2014).When we feel emotions over character
deaths like Rue, Finnick, or Prim, these must turn our collective eye towards injustices
that are around us, like hunger, poverty, and sex trafficking, all themes addressed in this
trilogy and central to my WGS classroom. By learning to read deeply, infer, and connect
the fictional Panem tour present day United States, we can become aware,
probl ematize, and fidemythol ogize realityo
hopefully, becomes a place to express ourselves, compare experiences, and imagine the
world differently because readingtiien makes a difference in living and learning

together (Greene, 1988; Rosenblatt, 1995).
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For this projectThe Hunger Gamesffers both the right timing, the books have
been widely read and we are in the midst of the-fiaut movie release, as well as a
Afunsettling premise that combines action a
2010, p. 11).The Hunger Gamess Kat ni ss Everdeends story,
well. Wilson (2010) explains,

The series pushes us to grow up and takeoresbility both personally

and politically for our choices: those Capitol residents we see milling

through the streets Mockingjay,the same Capitol residents who so

raptly watchedrheHunger Gamesn television year after year without

recognizing the dtering that made it possible, ass.( Aut hor 6s it al i cs

viii)
The Hunger Gamads positionedhs a teachable text that connects directly to the
exploration of the themes that link this work to a socially conscious view of the world.
The Hunger Gamdsoks at themes like racism, sexism, classism, and ableism becoming
a complicated arena for readers to explore.

As we are introduced to Panem, Katniss learns that to survive she must entertain
her audience. The citizens of Panem are captivated byrhgglst, both to love and to
survive, but we, as reader s, are just as r
book, we cowmareoKmeaisszé feal audienceo (B
the people she is really entertaining. Udimg twist, where we read the stories as
Katnissé intended audience, Athis series |

are no commodities, but rather about a world where most exist in terrible conditions in

order to support those whohaveggie | uxury o (Kress, 2010, p.
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students on our varying locations in social hierarchies, we explore ourselves as we read
the series. We are exploring a world in f
on black and white,goo@nd bad, but rather on highlight
feminist pedagogy | employ works in a similar manner, opening and exposing nuance we
encounter as we navigate our worlds.
Gender

Kaniss herself is a heroine worth studying. Along with Peetdydiiesent into
the Games with her, she offers new ways to explore gender. Katniss is more likely to be
described with traditionally masculine traits like strong, stoic, and provider, while Peeta
i's described as arti st i «itiesshauld hotalleavfodeadyo vi n g
reads, but Katniss forces readers to confront gender stereotypes as well as ways that
gender is reproduced on different bodies differently. While there is an element of
romanti c entangl ement erasting andhflawed ancbcompéetely Kat n
threedi mensi onal éindependent of the boyso (Ba
relationships are important to the story, but they do not define her. In fact, she is a hard
character to know. Other than volunteeringtotaker si st er 6s pl ace in
willing to playact for survival, whether t
manufactured symbol of the resistance, the Mockingjay. The real Katniss is hard to find
because she has finb5). dlkessiatorer, with admigedlixlono wn o ( p
expectations of others, who does not want to be the leader or hero. She wants to survive.
By having a character that is different from our usual expectations of woman and

celebrity, we look for easy labels likest ar crossed | overo to try
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not enough. In her complexity we encounter the complexity of knowing gender and,
perhaps, can learn the impossibility of that task.
Real or Not Real
The refrain used by Peeta as he heals histortuiech d i s, A Real or N
What starts as a gameMockingjaybecomes a central question of the series. The
guestion of reality is examined as studentsTiseHunger Game®s explore social

media, reality television, questions of hunger, and thaepin this mirrored world of

Panem. This deceptively easy question, AR
definite answero (Brennan, 2010, p. 8). T
this story. We learn with ambiguity. Illusidoecomes reality and reality can be an

il 1l usi on. I n this way, the details of thi
boundaries of realityo (Gordin, Tilley, Pr

fictionalized snapshot of Amniea, but a way of thinking that allows students to
interrogate their own ideas of how we construct social institutions in a shifting, changing
world. Confronting reality, or a shattered expectation of what we expect the world to be,
is something that stients encounter in WGS classes. By centering an idea that reality is
constructed and dependent on many social contexts we can explore how we navigate our
worlds in and out of the classroom.
Love and Community

Both the concepts of love and community arglesed and exploited in this
series. Peeta both publicly announces his love for KatnisfidrHunger Gamesnd

declares her to be pregnant, on television, without consulting heataming Fire
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Panem takes his word to be real when neither theaestip nor the pregnancy existed.

By using the juxtaposition of his declaration of love to his declaration of her fake

pregnancy, we can explore the ways love can manipulate. Community can make people
stronger, as evi dencedg, buyconimumtygets kanipuhatdd An n i
by District Thirteen as a frightening reflection of the tyranny of the Capitol. As a

teaching toolThe Hunger Gamds a magnificent place to think around these topics.

Love and community are often seen as simple, tigead good things, but in WGS

classrooms we learn to look deeper into what we think we know and explore how

feminist pedagogy can uncover complexities in the everyday.

The Capitol divides people to keep them detached from one another. What
Katnissdoesp n nati onal TV, with the phrase fl voc
idea: that it is important to care about other people; that it is the most important thing in
the worldo (Borsellino, 2010, p. 31). By
including those we know and those we do not, students can explore the
interconnectedness of the human experience. Through this text, students get to look
differently at the world, themselves, and education, as DuAodnade and Morell
(2005) showed in teaaig with popular culture and science fiction theorists like Rachel
DeanRuzicka (2014) when she said, fidystopian
rei magine the worldo (p. 72) or when Tom M
Aal way sthepdss$ibdity rdadicalr® i si ono (p. 30). There
about what can happen by making others important. Modeling off lessons leafitned in

Hunger Game§it he smal l est act of community can |
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neighbormod, or even nation, ablaze withéconce
2010, p. 209). Superficiallf;he Hunger Gamesoes not seem to be a hdntting
academic text, but by using the fictions of Panem to learn about our own realities we see
At he ponhoffheHungerGames s all the things going on
(Brennan, 2010, p. 8).
Science Fiction

As a category science fiction is broad, encompassing many types of stories and
kinds of writers. In a genre whose most important questibnash a and présdpposes
that life and our ideas of being alive will change, it is no surprise that a conclusive
definition is hard to find. Science ficti
definition sets the tone for how | will think aboutthisgem, sayi ng, #fAScienc
be defined as that branch of literature which deals with the reaction of human beings to
changes in science and technologyo (in Goo
means that knowledge is fluid, changing as s@era technology develops. Advances
in technology keep this genre in flux, but it is a genre that welcomes those contestations
as part of its identity. Innovations in science and technology open up the possibilities for
change, but it is the human reaatio those changes that keep these kinds of stories
relevant to readers.

There are many categories related to science fiction such as speculative fiction (as
Margaret Atwood calls her work) and visionary fiction (a term coined by Adrienne Maree
Brown and Walidah Imarisha, 2015) and sub genres like dystopian and utopian fiction.

Under the general subheading of science ficfldve Hunger Gameslls more
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specifically under the subgenre of young adult dystopian fiction. This is not surprising as
t he qniahyovel lvap become the dominant genre model within futuristic fiction
published for young readerso (Hintz and Os
and categories intertwine this project does not aim to untangle the genre specific details,
butto work under the broad umbrella of science fiction to outline what is useful about
young adult dystopian fiction for this project. The three utilities of science fiction that |
will discuss for this project are the preoccupation with process, usingsdietion to
think about the present, and the necessity of space and limits.
Preoccupation with Process

Ursula K. LeGuin (1979) defines an essential function of science fiction to be the
Areversal of an habitual watplearfwendedtm ki ngo
observe and ask questions about what we see and know. As a genre, science fiction is
concerned with asking questions, and the process of finding answers takes precedence to
the final answer itself. Joanna Russ (1995) names sci@tios fas work that explores
life as it might be (p. 11) rather than life as it is. As such, she is preoccupied with the
processes of work, religion, and society as opposed to the outcomes any of these
institutions. It is not the doctrine or the socialrethemselves that Russ necessarily
wants to write about but the process of exploring why they exist.

Tom Moylan (2000) reiterates this attention to process in science fiction saying,
At he work of being 6on the waoyfo atrakesal pr @
272). For the student, science fiction offers a particular reading experience that allows

them to think about the world from different perspectives. Authors have created worlds

69



where gender is immateridl'tje Left Hand of Darkness)r where emotions are filtered
out (The Giver}hus giving the reader pause to imagine our own world from these
perspectivesThe process of reading science fiction does not end with making sense of
the text. The potential exists for a triangulation betweenn 1 ndi vi dual 6s | i |
perspective, the estrangedwa si on of the alternative worl c
actually existing society (Moylan, 2000, p. xvii). Students do not merely keep what they
read in between the pages of the books, but use whatgheyo think about the world in
imaginative ways. Engaging with science fiction as a process for learning can allow for
students to come back to the world with unique and sharper perspectives of current
events.
Using Science Fiction to Think about the Resent

When | first started reading science fiction I, like many, assumed it was
exclusively about the future, whatever that future might be. More often, the genre uses
futuristic or altered realities as ways to talk about present conditions. Gortby, &ild
Prakash (2010) describe it this wlay, #HAPr o]
probl ems more clearlyo (p. 1). The i1 1 umi
strengths of teaching with science fiction. It allows students ways to conside
contemporary issues. We can learn about things like privilege and oppression through
the characters and then reflect on the world we live in.

For some it can be hard to imagine our own world any differently, but if we see a
fictional world that treatsacism or sexism in another manner it opens up possibilities for

us to imagine our world in a different way
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imagine a different order, science fiction cultivates in us the capacity to conceive of our
contempoar y situations in a dynamic manner o (p
thinking about the world resonates in my classroom. In teaching with feminist theory, |
ask students to think about their world, their families, and themselves from different
perspetives. The Hunger Gameasoes not introduce ideas about our racist, sexist, or
classist society to student s, David J. Lor
present in our societyo (p. 6), btlivesr eadin
is an empowering critical practice. A practice that Moylan (2000) describes as
Ai nvestigative reading [is] one more skildl
sense of social real i TheHingesGamdsnl df¢ripgmy2 7 ) .
students another way to understand the world though science fiction is a powerful part of
this project.
Necessity of Space and Limits

The third utility of science fiction is the necessity of spaaelimits of which
science fiction offers bothUrsula K. LeGuin (1979) writes of the imaginative latitude
offered in science fiction. Authors create worlds, shift social systems, and frame
identities from different perspectives, but that is not done in a limitless way. LeGuin says
t he nl itheigreasspaces ofdantasy and science fiction are precisely what my
i magination needso (p. 30). Often the dAgr
sometimes as literally the momentous universe reached in a space ship, but

metaphorically it is thepace needed to think and explore. That is exemplified by
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LeGui ndos elepland ofibankritesElD69)where she creates a society
without men or women to probe human nature when gender is factored out.

For this projectThe Hunger Gamegives te reader space to explore themes like
gender, love, and compassion. It is not just that Panem is like America after an
apocalyptic event, but the story is a place to imagine how we would function in a world
where our comforts existed on the back ofsomeo el seds di scomfort.
this realization is uncomfortable and shoc
spaceo which can Adraw willing readers awa
envel ops themo (p. 3ef3paceiswWheralseeithe gossibility far h i s
radical revision of how we see our society, ourselves, and our actions in the world.
Hintz and Ostry (2003) identify dystopian
cultural anxieties and threatsasweltas cont empl ate the ideal o
some control of the imaginative space so reflection and experimentation with ideas of
racism, sexism, and classism are less risky. Though safe spaces in education are never
guaranteed, using fictional sgs to begin observations and analysis of worlds that feel
strange but are a reflection of our own 1is
refl ecti ono -6penspazesin sciencd fltteon bedordeepart of the draw of
the genre.

LeGuin@979) al so speaks of the finecessary
Fantastical worlds have rules and boundaries. Often the worlds created in science fiction
feel limitless, but the limits set out by the authors are vital. In attempts to discaver wh

we are by reading, the storiesdé boundari es
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interrogate their thoughts about both the fictional and real worlds. Authors like LeGuin,
Russ, and Octavia Butler took to the science fiction landscape to explore tiseo$tat
women as artistic and ethical considerations. Currently, the edited work of Brown and
Imarisha (2105) imagines a world without war, prison or violence. In writing about a

worl d they want to live in theseofaudthhoe s

a

real 6 and [doing] the hard work of scul pti

limits in fictional worlds. In my classroom, those limits exist for us to learn from. They

are not meant to stop our thinking, but to function as a whetsha sharpens our

analysis. What we see in science fiction stories is reflected in our world and ourselves; to
learn about racism, sexism, and classism, we have to see it around us and place ourselves
as complicit to these systems.

Reasons to use saoiee fiction is just as important as seeing the genre as a tool to
employ. These include using science fiction as an analytic category and enabling a
prismatic understanding of what can be learned with science fiction. Thinking about
science fiction witlthese two ways of understanding adds dimension to their pedagogical
use.

Science Fiction as an Analytic Category

Gordin, Tilley, and Prakash (2010) propose a different way using science fiction,

n o t obgestsoffstudy but akistorically grounded analyti categoriesvith which to

understand how individuals and groups around the world have interpreted their present

tense with an eye to the futureo (p. 3, au

can be under st ood as culahmacedanuitd) thus the stories ar¢p o n s e
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not merely a fictional snapshot of our society, but a way to think about social concerns as

a mode of inquiry. This way of looking at both the story and our society engages with

the cultural norms and preoccupatsahat created both the ideas written about in the

science fiction genre and the specific forms those created worlds took. For example,
guestions of why the young adult dystopian fiction novel has risen to such prominence

and why the rise of female prgnists has caught our imaginations could be explored

here. Using science fiction as a category of analysis allows the questions we ask to
become a fisocially |l ocated crit iThe&ldngest ance
Gamesas modes of cifue we give them new ways to be useful in the classroom.

Lorenzo (2014) thinks by analyzing our own society through the lens of science
fiction we fisharpen our attention to [ mor a
| ess academi c2l9.nTdis imnotsat duneb cddwa the igeas, theories, and
philosophies found in this genre, but to locate the conversations about those things in
places where the students and readers are. The setting may be fantasy, but science fiction
storiesveirghlieght cdncerns and questions th
(212). This way of using science fiction as a category of analysis becomes another way
for students to learn about themselves and the world around them.

Prismatic Understanding

Science fition can help us understand complex ideas. In a genre that bends
space, time, and social mores, using it to push students past linear ways of thinking, past
simple binary choices of right or wrong, truth or fiction, or yes or no helps them to

analyzethei wor |l d i n what Basu, Broad, and Hint:

74



understandingo (p. 9) of the genre and the
realize that knowledge can be understood in ways that refract, bounce off other ideas and
concepts, and genally go beyond linear ways of knowing is an important way of

teaching with these stories. When we learn with science fiction we think of how to apply

our knowledge, expand our imaginations, ardaeceptualize categories like real or not

real, past opresent, and truth or fiction. These couplets are not merely binary opposites

that simply exist because they are not the other. Science fiction allows us to recognize

how and what we know is more like a prism, reflecting and refracting knowledge in

numea bl e ways. LeGuin (1979) called this wa
inventive, and adaptabledo preferring to it
goes a bit further saying, Athese stories

probe ow assumptions and go about rethinking what we want from society, economics,
and gover nme iihe BlungepGamegah Qo)this withimfgtudentsthen it
has served it purpose in my teaching.
Feminist Pedagogy

Recently, a demographiccoineBdBBook Gi rl so0 has emerged a
in young adult fiction. These readers have been a driving force faregittic fiction,
like The Hunger Gameso dominate the market. This group, which Linda Holmes
(2014) loosely defines as young womeitddhte school aged through college aged, have
Ahel ped create a space wher e ghreaking,buvho f i g
genredef i ni ng. O These readers are part of a

to the top of best sellers ksand stand in line en masse for midnight book releases and
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their counterpart movie premiers. They grew up reaHiagy Potter, Twilight,and
Divergent. Reading is not just what they do it is part of who they are. They want to read
stories and talk alhm the social and political implications found in the books they enjoy.
Hol mes (2104) tells us fithe world of their
them, and they are more complicated than |
their comple lives in the stories they read. While Book Girls are not the only students in
my previous WGS classes, they are a demographic who registers for my classes. On the
first day of class, | get to know many of my students by asking about their readirgy habit
Consistently many of my students are excited to talk about the most recent book series
and seem excited to connect with a teacher in this way.

WGS 450 came together as a deliberate way to teach with young adult dystopian
fiction. As a main charactefatniss initially received attention as the female lead
carrying an action trilogy written by a woman author. That in and of itself is worth
studying; we need more series written and led by women. The value of reading stories
that are written by women drieature women characters is important draviite
Hunger Gamedyut is not the entire reason for teaching with this series. My feminism
Airecognizes the genderedness of all soci al
i nstituti on shreavebdry, $993, u t67)u Mydeninist pedlagogy takes that
recognition as a starting place, incorporating critical, intersectional thought and theory
with intentional teaching practices that puts pedagogy in dialogue with theory.

It is not merely recognirg gender as a lens with which to assess our world,

education, and social institutions, but using feminist theory and pedagogical practices to
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reframe our relationships with knowledge, education, and popular science fiction. Joanna
Russ (1995) forthrighyl st at es that science fiction 1s
to teach. | wondered what that would look like if | taught a class that looked at education
throughThe Hunger Gamed.wanted to know if we could use this story to explore how

higher education is situated in a political landscape that is increasingly interested in

efficiency and standardization. Hintz and Ostry (2013) follow suit saying science fiction

is an Ainherently pedagogical geaywitha whi ch
critical eyeo (p. 7). By teaching student
science fiction and feminist pedagogy are more similar than one might assume. Creating
space to look at the familiar with unfamiliar eyes opens poggbifor students to

explore what seems most comfortable in new ways.

Storiesoffer a place to learn about the gendered and ideological content that is
produced and consumed in popular culture, often without question. Ciritical interrogation
oftheundey i ng i deol ogy 1 s vital because femini
which systems of oppression intersect with
128). Itis not merely that we see how privilege and oppression function as part of social
relationships and institutions, but thahatwe know anchowwe know it are part of what
builds those relationships and institutions in the first place.

While feminist classrooms can look and feel different from other classrooms,
there is no prescriptve way®onact f emi ni st pedagogy. In g
definition of feminist pedagogy as fAa comm

responsibly toward one another and the subject matter and to apply that learning to social
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acti on o0 a(sgidlocatiénag begins Eschewing simple answers and reductive
certainty, to be feminist means recognizing there are multiple ways of being and
engaging around power and difference is a central part of the teaching philosophy.
Organizing this class aund young adult dystopian novels allowed students to think
about their own education and entertainment in new ways. The novels were not just
seemingly pleasurable reading material, but critical texts that engage scholars and
interpersonal dialogue. Theyere not read in isolation, but in conversation with both
academic theorists and current media to compel student to reflect on themes from the
novels from new perspectives.

Rather than being merely consumers of popular science fiction, feminist

pedagogyé¢t s us read these novels thinking abo
theory share a similar goal of making the subaltern visible, or, put another way, in giving
validity to elements of culture that have
project, teaching witifhe Hunger Gamds an important exercise not just because the
books are popular or entertaining, but because these books talk back to normative ideals
of gender, race, class, and ability. There is a space ripe for feminist amapjsises
where students are already paying attention and are ready to learn.

While there is no singular way to Adoo
says it fAbegins with a vision of what weduc

166). Fermist pedagogy is engaged learning where what is learned and how that
learning happens are both valued parts of the educative process. By valuing more than

the end goals of education, often represented by test scores or a relentless pursuit of

78



educationah e x cel | encedo (Readings, 1996), scienc
the process of Afinding out, or knowing ab
1995, p. 12).The Hunger Gamesnd stories like it, intrigues students. Capitalizing on
that interest, which entails interacting with class materials in different ways as well
recognizing that students have been taught to approach education as an individual rather
than collective endeavor, we can ask hard questions about higher educatiang M
visible that which is not readily seen is a powerful tool of feminist pedagogy. The
fictional world of Panem gives students room to look at a fantastical society where
televised death matches are gripping entertainment, where the comfort of tted iISapi
built of the pain of the Districts, and rebellion is sparked by one young woman caring for
another. Yet, students begin to question how fantastical it is when it seems to mirror our
own world.

Neither science fiction nor feminist pedagogy necelysaliow for easy truths

and predigested answers. LeGuin (1979) remarks on the value of feminist ideology

because it forces us to Aknow ourselves be
really think and bel i e wewerer(sobimirally)taughbh e o6t r u
about being male, being femaleéwe must dis
values, ourselveso (p. 142) . LeGuin conti

(p. 143) that she incorporates into her writing badreflection which allow her to learn
about herself and the world around her. For my clEss,Hunger Gamessked the
students to think about the world around them and also taught them how dystopian texts

like these can be read in ways that allowstudents to formulate answers about the
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world rather than thinking they must choose from predefined answers. Further, reading
texts as operended develops the capacity for students to observe and challenge parts of
society that #Adeny mamciirmphitbiotn toH e hfuuratnh & y 0
199).
Feminist Pedagogy and Dystopian Literature

I n teaching Womendés and Gender Studies
critically engage with gender, but also use intersectional thinking to lookeatatass,
and disability. Defining features of a class that embodies feminist pedagogy include
space where voices and experiences are listened to, patriarchy is recognized and called
out, and our relationship to the production and consumption of knowiedgerrogated.
Students find the WGS classroom for many readoas a gateway into a WGS
major/minor, as a general education credit, or out of curiosity. Because | believe
Al earning is a dynamic forceodo (@©ddvenan, 200
some part of the semester, a reading, assignment, or conversation, resonate with them. |
endeavor to do justice to both the subject and the students in my classes. This includes
considering the materials for my class as well as creative wagstiopate, as Felman
(2001) reminds us, figood pedagogy is up cl
detacheyo (p. 6

Responding to what | want my students to learn as well as what Elizabeth Segran
(2014) sees as an abstraction of femirisbties, led me to reflect back to my own class
construction, in particular, how to capitalize on current popular science fiction texts. In

my classes, | mix academic articles with short stories, blog posts, social media, and
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videos to both meet studemtsvarious locations intellectually and to show feminist ideas

are in both academic works and popular culture.

Segran (2014) talks about | inking femin
Il i ves, saying, Aanal yzi ngnswolddlevghemtwowul t ur e
respond to it in a critical way. oo This cu
context when women | i ke Lady Gaga, Yahooos
Court Justice Sandra Day OO0 Qsiwhilegpromgingb | i cl vy
gender equity. At the same time, artists like Taylor Swift and Beyoncé, who previously
shunned the feminist label, have reversed course. Singer Taylor Swift, citing the
influence of Emma Watsorérry Potter)and Lena Dunhar(Girls), said,

| wish when | was 13earsold | had been able to watch a video of my

favorite actress explaining in such an intellectual, beautiful, poignant way

the definition of feminism. Because | would have understood it. And then

earlier on in my life | wold have proudly claimed | was a feminist because

| would have understood what the word means. (Quoted in Robinson, 2014)
Beyoncé, using the word FEMINIST in bold lights at the 2014 MTV Awards and quoting
author Chimamanda Ngozi Adichie in her performanced e c| ar ed her sel f a
feministo (Workneh, 2013). Whil e cl aiming
bell hooks called Beyonc® a Aterroristo du

this confluence of popular culture and feminigiught is particularly weltimed for
investigation in the WGS classroom. Not only because celebrities, like Jennifer
Lawrence, get asked if they are feminist as routine interview fodder (begging the question

why herHunger Gameso-starts Josh Hutchersamd Liam Hemsworth are not also
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asked the same question), but we can use the intersection of popular culture and feminist
pedagogy to explore what they have to offer one another.

Concurrently, it is hard to ignore the pull that science fiction has ontrecen
popular interest. Along with students, | read current popular serieBH&élunger
Gamegq2008)andDivergent(2011). Many students entering college now were
introduced to reading through thiarry Potter(1997) series, so they are used to science
fiction books, and the subsequent movie franchises, being part of their learning
experience. These popular science fictions texts are part of their entertainment, and, |
believe, can be part of how they learn about themselves and the world. From Charlotte
Per ki ns H&land@®*5),& ook | was introduced to as a WGS teaching
assistant, to current Hollywood blockbusters Tkee Hunger Gamg2008)and
Divergent(( 2011), these stories tickle studentso
entrancento a feminist pedagogical learning space.

The Hunger Gamds important in my classroom because it allows learners and
teachers common, shared, imaginative spaces. Reading is an experience in itself, but
through the story lines and characters we canesnd connect our own experiences to
ot hersd experiences. Denzin (2010) reject
texts as fAsocially and politically constru
there is fAonl y nagenredefined wagsoohrépresentingfandevritiagn
about experiences and their multiple real:@
and my research, the connections between fiction, teaching, and research are central to

thinking about feminispedagogy. We do not have just one reality, our realities
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intertwine, and intersect the ways in which we know our worlds and adding to this
knowledge is part of my project.

Student experiences withe Hunger Gamdsave the potential to add depth to
feminist pedagogy in WGS classrooms. It both makes the classroom welcoming, with a
text they think they know, and makes the classroom a foreign space that upends what
they know to be true. The WGS classroom has the possibility to show that education in
the unversity can be different. bell hooks (199¥mes the feminist classroom as a
space that students continue to seek out b
meani ngful é[ and addresses] the connection
overall lifeexp e r i e n c e Wihatl tegeh is déeply connectedhow| teach and
showing that what happens in the classroom affects the world outside is part of my
pedagogy and research. Moreover, feminist
deeply concernedith questions that emerge from the intersections of the pedagogical,
disciplinary, and personal, and with the political, social, and historical contexts of each of
theseo (Calabrese in Brady and Dentith, 20
beyond simfy acknowledging gender as a single category of oppression to
acknowledging both diversity and unity as it focuses on real lives of people. Weber
(2010) contends that to be feminist references pluralities and tensions (p.128) and YAL

can be an importandol to teach these concepts.
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Considering Reality
The use of fiction in the classroom adds a critical dimension to the consideration
of the Areal . o Reading allows us to slip
allow space to further compliat t he bi nary of fArTeeddungesr not |
Gamesstory. There are elements of reality in fictional worlds and elements of fictional
worlds in our everyday. Notions of reality are exploredie Hunger Gameas we
watch Peeta struggle withe different ways that his mind wants to interpret the world
after he is tortured in the Capitol. But students also struggle with what they learn about
themselves and the world as they read this fictional story. LeGuin (1979) describes
reading a novehis way,
We have to know perfectly well that they whole thing is nonsense, and then, while
reading, believe every word of it. Fin
findbi f i tbés &t patodweadwvela bit different f
we readt, that we have changed a little
Students read and learn about Panem, but think about the connections with the present
day that | have set up for them to make in WGS 450. | am using science fiction in one of
the ways it 1is i ntheendfeidc,t ifiotno tphraets einst ouusr Wwoiw
Shaw, 2000, p. 5). Somewhere along the way, students learned that Christopher
Columbus fAdi scoveredo America or the col or
but neither of these things aretrue. lBiai hel ps us to fAabolish re
abolish the notion that reality is trutho

my classroom works to push back on what students know to be true. To illuminate how

84



reality is imbued with fictioras fiction is saturated with truth. We can take bits of each
to learn with science fiction.

In the summer of 2014 there was a political coup in Thailand and protesters
adopted the threkngered salute fronfhe Hunger Gameas a symbol of resistance
(Child, 2014). International press covered the use of this symbol and merely a picture of
a protester holding the salute connects to the theme of rebellion from the novels. There
are not separate worlds of real and hyperreal, but we are all connectedrentliff
realities where fiidentities are constructe
model s determine how individuals perceive
(Kellner, 1994, p. 8). The crossover between what we read and see in pajtutarand
what we learn in the WGS classroom is ripe for learning from and connecting our own
experiences to the world we live withithe Hunger Gameseries is important to how
many students are reading and understanding the world. Even when the books
themselves are not read, the movies are watched and when the movies are not watched
ideas from them become part of the social milieu, like the use of the salut&tieom
Hunger Gamebeing coopted as a symbol of real world resistance. Dietzel and
Paganhet (1995) encourage our realization tha
unreal and real: one dominated at the surface by chimerical imagery and in its depth by
the material constraints on everyday | ifeo
like finding a connection between a fictional rebellion and a coup in Thailand, solidifies

the ways that teaching with this text has merit for learning about our world.
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ExploringThe Hunger Gamesi t h Jean Baudrill ardds sen
aspartb t he simul acr a, where fAentertai nment,
technologies provide experiences more intense and involving than the scenes of banal
everyday |lifed (Kellner, 19914, p . 8) , I se
more appoachable. In the ways that Baudrillard (1994) references Disneyland as a copy
of an America that does not exist, the artificial space of the ardrfeeillunger Games
works to create a contested space to atone for an unnamed past rebellion. In,ttieestory
arena is a real place where characters die, but as a teaching tool we can see how the
created space of the arena is fipresented a
rest is realo (p. 12). We ¢ &ow faucesdhatt he met
work behind the scenes to manipulate reality control us. With the yearly threat deaths in
the Games, the people of Panem are kept under control. Itis not a stretch to see how
threats of terrorist cells or weapons of mass destructiomsacto manipulate our public
policy. Itis not about Disneyland, or the arena, being true or false places, but they are
spaces that deceive us into believing fithe
outside of them. With thisin mind, studenta n gain Athe ability to
hi dden i deologies in the everydayo (p. 132

By understanding that we select, transform, and interpret reality can acknowledge
how social relations mediate the construction of knowledge. There is not ativebjec
truth in which to ground our inquiry and in this way we can use texts] hkeHunger
Gamesto hide or to reveal what we want to know. By questioning the idea of reality and

experience with YAL, we can t rokeeptbe fkeep t
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system in play, to set up procedures to continuously demystify the realities we create, to
fight the tendency for out categories to c
Dystopian Fiction in Unexpected Places

Feminism and science fictionlha&& a | ong hi story. Mary S
as anonymous/1823 republished in her nafnahkenstein; or the modern Promethésis
considered the origins of the genre. Joanna Russ is an educator and science fiction writer
who has been publishing sinttee 1950s (Russ, 1995, p. 3). Ursula K. LeGuin (1979)
read science fiction as a child and came back to it as a writer in the 1970s (p. 23).
Octavia Butler, who explored themes of race and sexuality in science fiction, published
from the 197022005 (Marsall, 2006). These feminist science fiction writers, readers,
and in the cases of Russ and LeGuin, educators, provide a fascinating place to consider
the intersection of feminist pedagogy and young adult dystopian fiction. Reading both
feminist pedagoggnd science fiction, of which dystopian fiction is a subgenre,
influences the feminist theory and methods with which | approach this research based on
the principle that all knowledge is constructed and enmeshed in a web of social power.
These readings s challenged pedagogical practices that neglected to include
intersectional categories of analysis. Teaching with dystopian fiction allows for me to
consider how people have access to popular science fiction, but the space of higher
education is becominigss accessible to many.
Politics of Dystopian Fiction

Andrew OO6Hehir (2014) wrote that ©progre

learn progressive lessons from reading current young adult dystopian literature have it all
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wrong, what these stories spdakis consumerism that influences all political debate.

Adding to the conversation, Ewan Morrison (2014) penned an article saying the
Adystopian narratives which are consuming
now communicating right wing idea. 0 Both authors declare th
dystopian fiction to be different from earlier works 1k@84(1949)or A Brave New

World (1932) because the villains are not corporations, but the state, undergirding a right
leaning worldview that big govement is to be distrusted and the social critique in the

novels is limited at best because of vague political scenarios.

Morrison (2014) says these new dystopias do not teach kids (ignoring adult
readers) to questi on a u-taiteexisiericg, withhemoet ead dp
individuals who are guided by the innate forces of human nature against evil social
pl anners. o Though OOHehir (2014) does not
to the right, but a sndividpalismptizegentnaticeolodgyor t he e
consumer capitalism, which also undergirds both major political parties and almost all
American public discourse. o By his reason
political left from the political right in mainsggam American politics, as alluded to in the
2010 Supreme Court Ca€itizens United v. Federal Elections Commissidnich
allowed corporations a larger stake in funding politics (Liptak, 2010). This aligns with
notions of neoliberalism, where the markiedges social destiny.

This ethos of individualism, JbeHehir (2
HungerGamesij per meat es the entire atmosphere wit

oxygeneéat | east i fisawideolay wercarvbege togeestandh at i t

88



that i1t Iimits political action and politi
dystopian is a pertinent topic for dialogue. Ursula LeGuin (2014) said something similar
at her Nati onal W2 bve ik capitalian, itk paemseemgimescapable
Tbut then, so did tldéGein antiruesrihat we shgulld tise artfto k i n g s
talk back to that feeling of inevitability. We should use our classrooms as places to
discuss the political nature of education through figtlout it seems reductive to assume
the political leanings of an entire genre. Lorenzo (2014) corroborates this saying,
Afdespite some readings of them as such, ne
automatically progressive or conservative in characte( p. 7)) .

Additionally, Gavia BakeiVhitelaw (2014), writing about the Ferguson,
Missouri shooting, limits the perceived appropriateness of young adult dystopian fiction
in learning. She disagrees with those who are making comparison between thenrebellio
in Panem and the protests in Ferguson, Missouri saying, while Hollywood has succeeded
in creating scenarios that feel Avaguely r
portraying people of col or. Shwherd oes not
racism, sexism, and homophobia are replaced by the less controversial-Degpitcl
dived, and wuse it to illustrate real worl d
Siddiquee (2014) who acknowl e dtgdgad usetlinst op i
classrooms across the country) because of their ability to push audiences to think
criticallyévery few ask audiences to think
disagree with the critiques of race or gender offered in eitheesétarticles, but rather

than saying we should not use young adult dystopian fiction to discuss these issues we
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use It as a jumping off point to begin the
and change often begin in art. Very ofteninourtathe art of words. o I
about new worlds, worlds that resistance and change in my classroom, then it seems
young adult dystopian literature the very place to start. Using the tools of intersectional
feminist pedagogy to engage the stories are of the moment to do the hard work of
social justice education.
Dystopian Fiction at West Point

The20142 015 West Point first year class re
feminist dystopian noveéh Ha n d ma i Adwioed wasanlited. to speddy Lt. Col
Naomi Mercer because Athe Army has real ge
a vocabulary to talk about those issueso (
feminist novel in the hierarchical world of the US Military offersugdgpost for reading
dystopian literature in unexpected places. We need to be able to see the realities of the
world around us, recognize our situatedness, and learn to engage with others around
differences. Learning with fiction allows us to do thatitiQues of popular fiction need
to be taken up in university classrooms, particularly as these novels are made into
Hollywood films filled with images that show an overreliance on the trope of a white
savior and a simplification of the dystopian worldattassume our heroes will not have
to navigate racism or sexism as part of their livEse Hunger Games a fictional story.
It is not an unarmed teenager shot in Missouri or Florida nor a political coup in Thailand,
but to say that we should not uséoi teach seems absolutist and misses where students

are ripe to learn. Students are reading these books and watching these movies as well as
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learning about Ferguson on television and in social media. The fictional world of Panem
might be a place to beyg but not end, these discussions.

| f popular culture wonot touch the i mpo
suggested by Siddiquee (2014), my classroom, then, seems a place to do the work of
closely reading these stories, discussing the importanee®fn casting the movie and
recognizing marketing ploys used to sell a film about rebdlipitking up where the
author and Hollywood left off. These are the places | see feminist pedagogy and young
adult dystopian literature meeting. Not to make tindive decision if current young
adult dystopian novels lean towards a right wing agenda or to decide the only way to
understand world events, but as a way to recognize that feminist theory and pedagogy has
a place in all of these conversations. As géaet Atwood says in her venerable feminist
dystopiannovelA Handmai( d®8857Jal déwe | ived in the ga
(p. 100). The world is made up of stories, but there is always space to learn beyond what
is written, and this is where fenist pedagogy does some of its best work.
Ways to Think with Dystopian Fiction

The fictional Panem is set in an undetermined future, with modern America as its
distant history. There is little surprise tfide Hunger Game®aders see the seeds of
our sogety in the Districts and the Capitol. Questions about what histories are
remembered and forgotten as Panem is built on agpastalyptic Untied States are
important as we consider class and race in the story. It is not a universal history, as if
history can be universalized, of the United States; it is based on our politics of today.
Merchant (2014) shows howhe HungerGamesof f er a | ens t hrough
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the wealth inequality, militarized policin
like the shootings of Michael Brown in Ferguson, Missouri and Trayvon Martin in
Florida or the political coup in Thailand. What is presented as the singular history of the
United States must be acknowledged as one of many experiences of politicsayd hist
Merchant (2014) connects this to a valid criticism about dystopian literature saying it
Aitends to describe what are commonpl ace wo
weal thy white Americans and bemoaniag them
as we use young adult dystopian fiction in the classroom and often what is left out, or
glossed over, becomes the impactful teaching points.

In previous WGS 250 (Introduction to WGS) classes where | used elements of
The Hunger Gamethe lessonwherwe t al ked about peopledbds re
Rue, a black character on social media resonated with students. They were aghast that
peopl e woul d t we eléssdadhbrdausiRsheewasblackeititeyyn wa s
could not have imagined Rue todelack girf. We got to discuss both the ease that
people felt they could malign a character (and worse a young actress) based on race and
gender as well as the ways we imagine characters as we read being influenced by social
mores and assumptions. e nt s returned to-rédlieds exampl e
connection in their reflection assignments and final projects. Talking about race and

gender with both the character and social media gave students a new perspective on the

4 This Tumblr page will exposthe Hunger Gameans on Twitter who dare to call themasd
fans yet dlmuthe bodks @ttp#hungamestweets.tumblr.com/)
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pervasiveness racism and sex in the places like Twitter where they spend a
considerable amount of time.

The Hunger Gamestory leaves open a place to discuss the widening gap between
the rich and the poor. The Capitol and Districts at first glance are easy to classify. Rich,
indulged people live in the Capitol and poor, hardworking people live in the Districts.

But on closer reads we find privilege and oppression live in both. District 12, where
Katniss and Peeta are from, has three social divisions and when the curtaimibalkw
from the Capitol irMockingjayTigris shows us poverty exists amongst extravagance.
By exploring poverty Panem, both in the Capitol and in the Districts, students in WGS
450 discussed how poverty coincides with abundance in the United States.

TheHunger Gamess blockbuster book and movie series and it reproduces some
of the inequalities that it pushes against. CoverGirl produced a line of Hunger Games

makeup products and Subway restaurants encouraged its customers to win a Victory

Tour. However At hey still convey a message emine
an increasingly | arge and diverse slice of
very comfortable elitesé.and those whose |

2014) Itis in this uncomfortable realization that teaching Witte Hunger Gamaes its

most productive. This story offers a lens in which to consider inequities in our

educational system. Social activist Van Jones (2014, November 21) attributes the
populaity of The HungerGamaso t he abi l ity for wus #fAall se
plotline of oppression and rebellion. We kndhe Hunger Gamds just a fantasy. But

when its world feels so frighteningly real, we cannot help rooting for Katniss Eretde
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wino (para. 19). By using that interplay
provides a useful reference point for students to contextualize events happening around

them. While not perfect, certainly dystopian works can be read as ptiescrip

entertainment, scholars have confirmed thi
the world around them but also abouttheepemd e d ways i n which tex:
devel op the critical capacity ofiripeopl e to

(Moylan, 2000, p. 199).

In the long run, it is more important to care for real people than fictional
characters, but to undermine the learning potential in dystopian fiction ignores ways to
engage students with the popular fiction that already lesdtiention. These dystopian
worlds are a well placed to address systemic oppression. By not reading these works in
the classroom these teachable moments go unused.-Bakietaw (2014) bluntly says,
Ai f you find i1t easiteheroesthenavithghe gga vicimstarikd f i ct
survivors of racism, systemic oppression and violence, then you need to reconsider your
priorities. o That is true and | eaves open
fictional characters may be easier for gostudents, but it is a neequitur to assume

that there is no value in teaching withe Hunger Games.
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CHAPTER Il

METHODOLOGY

Epistemology

In order to understand how | approach what can be known through my research |
must articulate my epistemology Def i ned by Vill averde (200
study of knowledge, its nature, origin, limits, and methods. It outlines certain conjectures
about knowledge: what can be known, and th
107). Put another way, spemology influences the way that research is imagined,
applied, and communicated to others. As | thought about how to articulate this, it is
perhaps unsurprising that | was dr ahen back
Left Hand of Darknesgpens with her protagonist, Genly Ai, writing:

Il 6l'l make my report as if | told a stor

homeworld that Truth is a matter of the imagination. The soundest fact may fail

or prevail in the style of its telling: like the sulgr organic jewel of our seas,

which grows brighter as one woman wears it and, worn by another, dulls and goes

to dust. Facts are no more solid, coherent, round, and real than pearls are. But

both are sensitive.

The story is not all mine, nor told byenalone. Indeed | am not sure whose story

it is; you can judge better. But it is all one, and if at moments the facts seem to

alter with an altered voice, why then you can choose the fact you like best; yet

none of them are false, and it is all one st(py1)

As | contemplate epistemology, | am drawn to what stories have to say about knowing.

To think with stories, especially science fiction, we have to ask: What is knowledge?
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Created, altered realities force this to be a central question foerine gnd an abiding
concern for its readers. What knowledge is and how it is produced are questions central
to our attempts to understand the social world. How | come to know, comprehend, and
interpret the world is informed by my understanding of tioelav

| understand knowledge to be tentative and evolving, rather than certain and
unchanging. Subjectivity is implicated in the stories we read and the stories we tell,
about each other and the world, and this way of viewing knowledge reflects abeditu
perspectives. With this view of knowing, we approach teachers, authors, and other
knowledge authorities with some degree of skepticism. Appreciating that we do not
navigate the world alone and understanding that knowledge is socially construoted rat
than discovered are important aspects of my epistemology. Further, learning is not a
simple collection of facts, but a making sense of the world knowing that meaning is
partial, referential, and shifting. Following the theoretical framework | outhne
chapter one, my epistemology is shaped by an interpretive postmodern feminist stance.

6What is knowledge?6 is the most basic
epistemology to a single question may belie the tensions that exist when searching for
arswers. LeGuin approaches this query in the passage she uses to open her story. Genly
Ai tells us he is filing a report, a type of writing that usually denotes uninteresting facts,
linear narrative, and an assumption of truth; however, he immediatelydgsicat notion
by reporting as if telling a story. Ai proceeds to illuminate how truth is a matter of
imagination, facts are contextual, and the story is not his alone. The ways of

understanding knowledge described by this character form a core upgmtavkcaffold
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my epistemol ogy. As Glynis Cousin (2010)
same as fiction. Researchers strive to te
write plausibl e, usef ulflexivd engagementnwvih havswew e | |
gather andnalyzeo ur e v i d ellk ®bile we( gs resedrchers, strive to be

truthful, what we do has elements of creation and fiction.

This epistemological scaffolding is inclusive of interpretivist, postmoderh, an
feminist viewpoints. While | will attempt to discuss each part of this scaffolded
epi stemol ogy, Glesne (2011) r emdeairekd us t he
categoriesé[they] have developed and chang
epigdemological stance, | pull from paradigms outlined by theorists such as Norman K.

Denzin and Yvonna S. Lincoln (2003), Sharan B. Merriam (2009), Corrine Glesne

(2011), and John W. Crewsell (2013). This is not an attempt to put my finger in every
pieceoft he pi e, but to recognize that qualitat
| ocates the observer in the worl do (Denzin
understand the world around us, and my project attempts to understand the WGS 450

class in more depth.

Denzin and Lincoln (2003) use the tebmcoleur to describe someone who
Aborrow[s] from many different disciplines
and Grossberg, Lexstrauss, and Weinstein and Weinstein have taken um#dge of
the researcher as gatherer to convey how researchers use multiple ways to conceive and
enact their research (in Denzin and Lincoln, 2003). Why this image of a researcher who

invokes multiple paradigms is inviting rests on the idea that thebigiggeen the
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paradi gms ar e bl u-asbrcdeurgheatist wonke befiveer ane ar c her
within competing and overl apping perspect.i
2003, p. 9). As a scholar, | do not fit neatly into a research box. Witlcackemic
background i n nursing, womend0s and gender
disciplines to form my academic, political, and pedagogical selves. Kincheloe, McLaren,
and Steinberg (2012) describe thgl dxittwd eu
which Ahighlights the relationship between
|l ocation of his or her personal historyo (
as a gatherer and crafter, pulling together ideas from fictmpylpr culture, and
academia to make sense of the WGS 450 class.

While there are many ways to describe my epistemology, | am going to continue
thinking with Inda@,stiorgtélling aGaeway ty understand the world
is an integral part of pnepistemology. Sarah E. Worth (2008) argues,

Reading, telling, and hearing welbnstructed narratives are not just idle pastimes

that we have created for entertainment purposes or even as a mere means of

communication. Rather there are epistemolodieakfits to reading, hearing,

and telling [stories]éthose who are abl

narratively will be able to have a more comprehensive understanding of the

human experience. (p. 42).
Reading teaches us to think about context @ use our imaginations as we learn about
the world around us. Lived experience is not presented in an unedited manner but is

always mediated through the lens of a speaker who could view the story and the world in

a very different mannerthanwedoeR di ng | i terature helps us
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more fullyd because by fAusing the i maginat
can i magine, practice imagining, and get Db
(Worth, 2008, p. 561). Exercighg these ways of imagining the world beyond our own
experience is a valuable means with which to approach my epistemology.
Polletta, Chen, Gardner, and Motes (2011) also explore storytelling as a way to
know the world. They show that the right storyred tight time has the power to sway
opinions, teach new information, and guide decisi@aking. Two reasons that
storytelling is effective, according to th
allusive. They expect to have toworktogrdset st or yés meaning and
that fact that their initial interpretatio
respond to a story by telling one of their
understanding beyond the superficiatlaonnecting what we learn with stories of our
own are important ways to learn. With these two expectations of knowing with stories
we can see that:
We learn through the structure of stories. That is, we learn to reason through the
reasoning providet us t hrough hearing and tellin
fiction and experiencing life both involve people performing actions in pursuit of
goals and having various emotional reactions to events. (Worth, 2008, p. 54)
By reading fiction we learntouseur | magi nati on, gat her infot
context, and use inference to make sense of the story in much the same way we need each

of those skills to navigate the everyday world.
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Genl y A taséstory highlgloted three ways of knowing thahoect to the
epistemology that | am crafting. Each of these ways of knowing is related to the other
like threads in a sweater. We can pull them apart to see how they unravel and fray and
combine them in different ways to create unique patterns. Likads, they are related
yet distinct, but work best when woven together. One point that Genly Ai made in his
reportasst ory was that facts can be suspect sa:
round, and real than p eictWwildink gothe intérpretidee Gui n
paradigm. We c@reate meaning rather than assuming it exists beyond our own
interpretations. Second, when Genly Ai sta
(LeGuin, 1969, p. 1) the playful nature of the postmogeradigm is invoked. Looking
for truths in imaginative ways is what led me to investigate teaching a WGS class using
The Hunger GamesPlayfulness and imagination are part of my research stance. Lastly,
Genly Ai notes the story is not his alone, ttadlective nature of knowledge and that
recognition of multiple readings of the story draws me toward feminist theory. In my
intersectional view of feminism, we must admit our interrelationships with one another
and recognize how different perspectivefuence how we understand the world.

For this project, | am going to think under the large umbrella of interpretive
research, but pull in both postmodernism and feminist thought as imperative to my
epistemology. Interpretive research, accordingto@®lesf 2011) , has the fg
interpreting the social world from the perspectives of those who are actors in that social
worl do (p. 8). This is true as | think ab

understanding that | am an actor in thiseegsh project too. There is a lot that can be
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distilled from the case study of WGS 450 and what | relate in this work is but one way to
weave the threads of research, paradigms, knowledge, and epistemology.

Interpretivist Paradigm

Facts are no more siol, coherent, round, and real than pearls a@enly Ali

Qualitative research, according to Merriam (2009), is most often interpretive (p.
8). In her book, Glesne (2011) pits the predispositons of an interpretive approach
(assumes qualitative researelginst a positivist approach (which by reducing data to
numerical indices assumes a quantitative approach) to show how using an interpretive
approach looks for an interpretation of what is investigated (p. 9). In other words,
interpretive researchressst t he i dea of a universal truth,
Collins (2000) explains, fAwhat to believe
academic issues. Instead, these concerns top the fundamental question of which versions
of truth will pre v a i | and shape thought and actiono
The Hunger Gameare not unifying and should allow for consideration of nuance and
compl exity. The interpretivist paradigm f
researchers taeiew the world through the perceptions and experiences of the
participantsé|[and] uses those experiences
from the gathered datao (Thanh and Thanh,
interpretive framewde as the umbrella under which approaches including social

constructionism, postmodernism, and feminism could fall. | begin here because there are
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Amany different traditions of interpretiuvi
human ideas, actions,nd i nteractions in specific cont
(Glesne, 2011, p. 8).

Authors delineate research paradigms in different ways. While Glesne (2011) and
Lukenchuk and Kolich (2013) describe the interpretive paradigm, they do ndicgisci
mention social constructionism as its own category, though the concept is discussed.

Denzin and Lincoln (2003) and Creswell (2013) present social constructionism under the
interpretivist paradigm. This is further muddled as Glesne (2011) atessffir

paradigms or theoretical frameworks (p. 7), Lukenchuk and Kolich (2013) use six

paradigms as systems of inquiry (p-@&3), Denzin and Lincoln (2003) lay out seven

different paradigms/theories (p. 34), and Creswell (2013) shows five interpretive

frameworks and their associated philosophical beliefs §3.736 At first, it is hard to

find your own ideas in the competing mix of research perspectives. However, Sharan B.
Merriam (2009) is instructive hertteysaying,
construct it. Constructivism is a term of
8-9). That viewpoint is how | use the term interpretivist in this work.

Glesne (2011) continues outlining the assumptions of the interpretivist approach,
which includes the idea that reality is socially constructed and research variables are
complex, interwoven, and difficult to measure. While there are many purposes for
research, Glesne highlights contextualization as opposed to generalizability,
understandhig rather than causal explanations, and interpretation instead of prediction.

Interpretive research approaches include the researcher as an instrument and a search for
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patterns, pluralism, and complexity. Fina

involvement and empathic understanding (p. 9). As | consider WGS 450 as a case study

for this project, my research assumptions, purposes, approaches, and role begin to align

with the interpretivist paradigm. There is no meaning of the class waitingeftw fimd,

but as a thoughtful, deliberate researcher who is curious about the use of young adult

dystopian fiction in the WGS classroom Fconstruct meaning with my students.

Merriam (2009) names this as fAmu8).tBypl eéi nt

interviewing students, | get their perspectives on the successes and failures of the WGS

450 class. Adding my own lens, knowing that in interpretive research the researcher is an

integral part of the process, a fuller picture of the class emerges
Ontol ogically, Areality is socially con

is of importance to know, then, is how people interpret and make meaning of some

object, event, action, [or] perceptiono (G

constriet what we know about the world in process and together, there are-foorpesl

meanings attached to social objects. This process of constructing knowledge is

important, but we also must understand the process of meaning making, as there is no

Afobj ecexperience that exists outside i1its i
Individuals seek understanding of the world in which they live and work. They
devel op subjective meanings of their ex
and multiple, leading he researcher to | ook for the
these subjective meanings are negotiated socially and historically. In other words,
they are not simply imprinted on individuals but are formed though interaction

with others (hence social consttion) and through historical and cultural norms
that operate in 29 dividual sdé6 | ives. (p-.
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Since knowledge is econstructed and relies on language and history to mediate our
understandings if it, absolute reality is impenetrable. What this regaaestigates are
individual perceptions of reality. Thus,
and there Iis a focus on fAmeaning and inter
and share through t hei r9).iFmomthisprapositionns o ( Mer
knowl edge is not objective; it is symbolic
positionality and experiences. Truth is what we agree it is rather than a discoverable,
objective known.

Using the interpretivist paradigmmethodology is researcher driven. A core idea
of the interpretivist framework is that the researcher is an instrument in the research,
which includes personal involvement and empathic understanding (Glesne, 2011, p. 9).
| nt er preti vi snetlsodstthatenaleld tteem & urtlerstandkin depth the
relationships of human beings to their environment and the part those people play in
creating the social fabric of which they a
p. 26). The use of rich reporg and multiple sources of information allow the researcher
to approach the experiences of the participants in many ways. Thus, the aim is not to
document an objective reality but rather to describe reality that is constructed, what
language is used teedcribe the reality and what meaning is attached to the images and
texts within our society. There are multiple ways to do research, but for this project |
wanted to dig deeply into the WGS 450 class, trying to understand how students

experienced learningith young adult dystopian fiction.
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Postmodernism

Truth is a matter of the imaginatiesenly Ali

Postmodernism invokes a playful, fragmented, imaginative way to look at the
world. While young adult dystopian literature generally evokes a bledwiaw,
playfulness is important to my epistemology. Postmodern writers commonly treat serious

subjects in humorous, playful ways as to add new perspectives in which to view the

topi cs. Tracing this notion ofe Sghand t hr ou
Play in the Discourse of the Human Science
Afemphasize pastiche, playfulness, fragment
pl easure, [and] noveltyo (Mirchanaddani, 200

truth, a postmodern epistemology respects difference, looks for multiple perspectives,

and acknowledges uncertainty as part of knowing. Mirchandani (2005), referencing
Lyotard, explains the role of tohdsruptnvestig
more orderly knowledde consensuses about the state of the wioildf need beod (p.
This view of knowledge encourages differences and reinforces the ability to tolerate
ambiguity.

Playfulness can be hard to describe. It is a state of plagvordhfun, but not
necessarily in a chil dlovwndgplayfanesspprodbesthea L ugo
idea that | want to include in my epistemology. In contrast with agnostic play, where
rules are fixed and winning and losing is the central contmrimg playfulness is about

an attitude that turns activity into play. Lugones (1987) explains,
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The playfulness that gives meaning to our activity includes uncertainty, but in this

case the uncertainty is apenness to surpriséhis is a particular nmtaphysical

attitude that does not expect the world to be neatly packaged, ruly. Rules may fail

to explain what we are doing. We are not-gajportant, we are not fixed in

particular constructions of ourselves, which is part of saying that wepareto

seltconstruction. We may not have rules, and we do have rdlese are no

rules that are to us sacredVe are not worried about competence. We are not

wedded to a particular way of doing things. While playful, we have not

abandoned ourselvestoyno ar e we stuck, i n aeny parti

there creatively.We are not passive. (p.-167, aut hor dés italics)
This attitude of loving playfulness is one that we can hold personally and is also a way of
navigating the worldLoving playfulnessecognizes we can be understood differently in
different spaces by understanding that to construct an idea of yourself in the world you
have to be in relationship with others, some who understand you and some who do not.
Loving playfulness gives us a wayfind creative possibilities if we can be open to
surprise.

James Lang (2010) suggests playfulness
of ferédifferent | enses through which to en
329). This references ametr postmodern concept that is important to my epistemology,
intertextuality, which recognizes the way that texts reference other texts, as they are not
isolated creations, and require reader engagement for multiple interpretations (Villaverde,
2008, p. 12 Connecting texts in new and imaginative ways allows for us to begin to
understand how a young adult dystopian text has something to say about our education.

Playfulness is a way to engage texts differently that includes the possibility of the

examinaton of power and privilege that may be uncomfortable.
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Looking closely affhe Hunger Gameallowed my students and me to find the
playful moments in a disheartening plotline, but playfulness also comes from the
inclusion of fiction in the class in general aell as the playful ways that we approach
the lessons over the course of the semester. Examples include incorporating a campus
wide scavenger hunt into our course work or when students took it upon themselves to
dress in their Capitol finest the day Weked at the connection between fashion and
politics. By knitting together popular culture, young adult dystopian fiction, and
academia, | find playful ways to teach in the various locations and mediums with which
we interact with our world.

Ge n | yasskntioh that we need imagination to understand truth (I am not using
the capital ATO truth | ike in LeGuinds tex
of asociological imaginationwhich emphasizes the ability to connect lived experiences
and saial issues. While Mills is not first on any list of postmodernists, what | found to be
unexpected was Mill sb6 assertion that a dndpl
concept. Sociological imagination is the ability to shift from one persgetiianother.

Mills stressed the connections between history, biography, and social structure, in much
the same way that McRobbie (1994) asserted
away from the singular scr ut idbyamultpjcitygya z e € a
of fragmented, and frequently interrupted,
playfulness, the necessity to incorporate different perspectives, and the role that fiction

can play in this process, this postmodern view is essential &prstemology.
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Bringing in a young adult dystopian nov
current popular culture interests and disrupt notions of familiarity with a text that was
written as entertainment is a fun and rigorous way to teach. Upon gatesti, | found
the fipostmodern movement was defined in pa
and Lincoln, 2003, p. 3). There is something about storytelling, and learning with stories
in the classroom, that is an important way to know the world€Riolatt, 1993, Freire,
1970, Manguel, 1996; Worth, 2008). In WGS 450, we learned with the text, connected
the story to our histories, and made personal connections with the characters and ideas
that encouraged dialogue about lived experiences. Undairsgathat the use of stories
i s embedded in postmodernist thinking abou
of conducting research by experimenting wi
important to singling out creative ways of generatingaesh projects that stir our social
i maginationso (Lukenchuk and Kolich, 20183,
was that it stirred my imagination, the imaginations of the students in the class, and those

who read my project.

AccordingtoMer am (2009), Aresearch from the p
di fferenténevertheless it is influencing o
researcho (p. 10) . Because | pull i nspira

from popular and ackemic sources, this view of research speaks to my perspective.
Mer ri amds ammexperein dase stedy reseagch, is encouraging as she

describes,
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According to postmodernists, explanations for the ways things are in the world
are nothingbutnmtyhs and grand narratives. Ther e
capital ATO; rather there are multiple
among people, ideas, and institutions. By accepting the diversity and plurality of
the world, no one elemei#t privileged or more powerful than another.
Congruent with this perspective, postmodern research is highly experimental
playful, and creative, and no two postmodern studies look alike. This perspective
is sometimes combined with feminist, critical theand queer approaches. (p.
10)
By building postmodernism into my epistemology | have access to its tools. These tools
allow me to recognize that my work would produce only situated understandings about
WGS 450 because of talcerifefvet idlsittayp | eefdo , a totvearhp
generalizabl e fi ndi rBgdem20{0ypa2®). Namend gymdgto and S
speak for all WGS classes, all classes taught udiegHunger Game®r even all classes
that | teach, but this one class taudiit bne time. What happened in that class was
special because of the particular mix of students, the time it was taught, andresesdl re
my field notes, even the snow that kept shutting down the university during that
particular semester. What | leadh@uring the course of this project is not meant to be a
sweeping generalization but fal/l i nto what
scale theories fitted to specific probl ems
look at knowledg along the lines of what Donna Haraway (1988) describes as situated
knowledge that is developed collectively and foregrounds the necessity of dialogue,
analysis, and reflection.

Underscoring the necessity for postmodern thought to be in my episten®logy i

the Afocus on deconstructing texts, showin
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people and ideaso (Glesne, 2011, p. 13).
by Jacques Derrida (1997/1967), is an integral concept to understandkihg labthe
relationship between text and meaning, Der
inconsistencies found in texts thus allowing for an examination of difference. We did not
just readThe Hunger Gamesve dug into it, thought past the details preasd in the
books, and connected with academic theories and social media insults. We used the
characters to discuss how gender is enacted on different bodies, imagined what the people
of the Capitol thought and felt during tMockingjayrebellion, and enfronted
Americads history of drafting young adul ts
university through the lens dihe Hunger Gameasnd thought about how we would look
to students who study us in the years to come. By dismantling the sidmg éfunger
Gameswe found the story, as well as our own ways of viewing the world, to have
unstable foundations and a complex relationship to the whole idea of education.

| also find useful Jean Baudrill ardoés a
becomes impossible as the line between the representation and the real begins to merge.
Learning withThe Hunger Gamesye see our own society represented in the created
world of Panem. We learn about a society where we are the assumed distantdaistory,
some of what is in the story is fiction and some talks directly to our experience living in a
neoliberal consumerist culture. As learners, we have to struggle with what is real and
what is a copy of a reality that does not exist. There are no pan®eers, but learning
in that space is ripe for4ienagining the world around us. Usii@ge Hunger Games

highlight the hyperreal allows us a place to talk about how we can think about Thai
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protesters usinff h e Hu n g ethreef(agera@ ssldte to comunicate their rebellion

in the images shared on social media. This noti@inodilacrain this work allows us to

think about representation in new ways. Using this idea, we can ask hard questions about
what we know, or think, underpins or notion ofreally and wor k t owards ¥
andécomplicating knowledgeo (Mirchandani,

WhatThe Hunger Gamesan teach us may have less to do with themes and
character development and more to do with how we read the world afterwards. We can
readThe Humger Gamess an imaginative story, be entertained in the moment, and never
think of it again. Or we can scrutinize the text for new meanings, connections to our
histories, and perhaps, ways to think going forwarde meanings we find when we start
to challenge ideas in the text are the moments for growth. These ways of decentering
some knowledges while pulling in others are an important part of a postmodern stance.

One critique of Derridab6s deconstructio
outsideof t he texto (Derrida, 1997/1967, p. 15
naval gazing, but I think the idea that we take something apart to reconstruct it implies
action. Creating the socially just world | want to live in takes breaking dovas,itheit
also building new ones and my classroom a place for that to happen. We can look at the
different ways to read this particular story, alternative ways to create it anew, and make
connections to the kind of world that we want to live in. This hapggarticularly as
we talked about hunger. It is one thing to read and think about hunger as a theme and
metaphor in the book but quite another to bring in a local expert and connect with the

hunger that is right inside of our classroom. This blataatnéxation of our own place in
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these narratives Aidoes not allow us to pl a
activities, but demands that we examine our own complicity in the maintenance of social
injusticeo (St. Pi eaourglace ia énfaintenance of sdcAda) . Th
injustice, and the implied social justice needed to correct the injustices, is encouraging. It
gives me a reason for action; even when | know that | cannot save the world | can teach
to make the parts | reach bette
Postmodernist deconstruction has been critiqued as an endlessfeselftial
exercise. I n acknowl edging that, Jane FIl a
deconstructive in that they seek to distance us from and make us skepticdiediedsit
concerning truth, knowledge, power, the self, and language that are often taken for
grantedo (p. 41). | believe that | anguage
interaction with each other through language, but sometimes we have tohectvorid.
Returning to this idea, Elizabeth St. Pierre (2000) is instructive and hopeful,
One of the most significant effects of deconstruction is that it foregrounds the idea
that language does not simply point to-presting things and ideas but rathe
hel ps to construct them and, by extensi
iso is not Anatural .o We have construc
cultural practice, and we can also deconstruct and reconstruct it. (p. 483)
This postmodaism does not abandon reason and rationality instead it looks to how
those ideas were constructed, who is included in those definitions and who is left out.
McRobbie (1994) drawing from Jane Flax and Judith Butler says,

The failure to face up to thenits of reason, truth and knowledge, is predicated
on a fearfulness of | etting goéNot to |
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much of daily lived experience. If postmodernism forces uncertainty on to the
agenda, if we have to look beyond reasbantat least we are forewarned. Our
politics can begin to reflect the multiple realities of social insecurity. (p. 9)

This postmodernist view of knowledge and how to use it is central to how | understand

the world.

Feminist Theory

The story is notlamine, nor told by me alor&enly Al

My feminism, the belief in equity while understanding that gender is an
organizing social concept that contributes to a web of oppression, is part of who | am, but
it does not automatically mean that it is partgf epistemology. Feminism has taught
me the limitations of social categories, not to undervalue my own knowledge, and why
paying attention to the margins and intersections of knowledge/theories is vital to
understanding of the world. As important ag feabeing feminist does not
automatically translate into a feminist epistemology. However, Grasswick & Webb
(2002) explain that feminist epistemologis

makes a difference to knowing, and with gender being a smategdjory, their quest

necessarily engages them in a soci al analy
epi stemol ogy asks the question, AWhat 1 s Kk
|l ed to the centralizati on o fmportarg quegstioaast i o n,

the idea of knowing shifts from an impartial omnipotence to something that occurs in
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embodied, situated knowers (Grasswick & Webb, 2002; Nelson, 1995; Haraway, 1988;
Longino, 2010; Dotson, 2015).

Helen Longino (2010) surveyed twerfiye years of feminist epistemology in
Hypatiareviewing thinkers who worked to retheorize the subject of knowledge. It was
not just who was seen as a subject that wa
hands of these thinkers, becomes an acélaionship charged with ethical dimensions
rather than an uninvolved representation o
epistemology is built on the shoulders of theorists including Joan Scott (1991) who
utilizes a feminist reimagining of kmdedge to uncover bias, Sandra Harding (1986 and
1991) who articulates how a sense of neutrality hides power politics at play, and Donna
Harawayodos (1988) situated knowledge which
Awher e par ti adaltytisyhe aonditionrofobeing haand to enake rational
knowl edge c¢cl ai mséarguing for a view from a
structuring, and structured bo-depthhisfopy. 589)
of feminist epistemologfp ut Nel son (1995) does remind us
rubric o0feminist epistemologyd are diverse
from completeo (p. 35). When we give up t
singularity and underanhd knowing as a project that occurs from a situated place we can
begin to appreciate knowing with uncertainty and ambiguity. Letting go of certitude
all ows us to fiembrace the idea of knowing
knowing in the servie of our own emancipatory practices and our work toward social
transformation might beo (Villaverde, 2008
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Drawing back to Genly Aids assertion th
very much like a feminist claim. While he is recordihg story, Ali acknowledges the
other voices that will appear in the story and they did part of the work of creating the
narrative. Stories are never ours alone. They always include other voices. This sits well
with my feminist epistemology where fouteas are foregrounded: 1) gender is a social
concept; 2) we know in community with other people; 3) epistemology is not neutral; and
4) knowing is a process.

Gender is a social conceptTo invoke the term feminist, ideas of gender must be
attended to.Saying something is feminist without elaboration leaves unknown what
ideas of gender, and thus types of feminism, you subscribe to. | believe gender is a social
construction. What we know about and do with gender is because we attach meaning and
value b it, rather than an essentialist idea of gender that assumes inherent value and
meaning are attached to gendered bodies. In terms of epistemology, what women know
and how they know it are i mportant, but Aw
becaus®f essentialist ideals of what it means to be, or think like, a woman. Feminist
epistemology works to develop ways of knowing uncovering the role of gender in that
process. Further, understanding gender as a social category that resides in embodied
perons connected to other persons leads us away from gender as a universal theory
towards an idea that it is one of multiple
of knowledgeo (Al coff and Potter in Grassw
epistemolgy both is interested in the pursuit of knowledge theory as well as connecting

to the social and political goals of unmasking and eliminating webs of oppression.
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We know in community with other people. Another important aspect of
feminist epistemology ithat we know in community with others, not as autonomous,
rational individuals disconnected from society. That is not to say that we, as individuals,
do not have our own thoughts and ideas, but that we are always in community with and
connected to others Hasl anger (1999) says that to ¢
we need to decide what kind of knowledge ¢
communities function as more than a way to
draw linesofautbor i ty and power, they mediate each
(in defining conditions for seltnowledge), [and] they circumscribe common ground for
public debate and the basis for public pol
the individual, who is assumed to generate knowledge in isolation, and is contrasted with
6connected knowingd which highlights Acoop
and Webb, 2002, p. 190). By recognizing the relationships between theories of
knowledge andhe broader social, theoretical, and political contexts in which these
theories are produced we can acknowledge the interdependence between the knower and
what is known.

Epistemology is not neutral. What we know and how we know it are not
disconnectedrdom historical and political contexts. When considering Patricia Hill
Collinsdéd work on black feminist epistemolo
Aepi stemol ogi cal considerations are anythi
2324). \What we see as normative thought and what lives on the margins have more to do

with patterns of suppression, omission, and trivialization than with the fact that feminist
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epi stemol ogies are Onewd or Oalternativebd
whom. Femini st epi s tvieblethéory gf knowege ortsa@emaght u s
would encompass relationships between knowledge and power, including its own
relationship(s) to power, and other features of the circumstance within which it is
generatd 0 ( Nel son, 1995, p. 41). We must | oca
political realties because those relationships are an important part of the project of
knowing. We must acknowledge that our own biases, which we all have, affect what we
beliewve can be known. By acknowledgiogntextswe can refine or abandon them when
changes in experience or knowledge warrant.

Knowing is a process.Knowledge does not stand still to give us time to
comprehend it because knowing occurs in the process ofstadéing. Shirley
Steinberg (2012) t al kpwcesobaonsttuctiénlinownighi ng at t
knowers and viewers play an active roleodo (
to the idea that we know in community with others, buter disrupts the notion that we
can passively receive knowledge or know in advance because we have to be in the
process of knowing to understand knowledge. Naples and Gurr (2014) reinforce this idea
saying, fApower and kno wwithindoymetween groupspt neces
andéemust be contextwual, responding fl exibl
me, this idea that knowing is an fdactive r
changes and responds to our continued scholarshimi®dmg. | have to learn with
uncertainty and ambiguity, but | am left to think in a space that welcomes growth and
i magination or to put in in Longinobs (201
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replace represent at ieptotell, as Genly Ai @minds us, blther e a
they are not ours alone and perhaps if we are able to tolerate some inconsistency we will
Aobtain a fuller, more comprehensive under
[ description]o (p. 738).
Methodology

ResearchStrategy

| conducted a case study of the Spring 2014 dlassHunger Games and
Feminist EducatiofWGS 450) using interviews, observation, and document review as
methods of inquiry. By working in the interpretivist, postmodern, feminist framework
and @istemology that | have outlined, a case study allowed for-depth look at this
class to gain perspectives on studentsod ex
young adult dystopian fiction. This research is based on student interviews eahniduct
the summer of 2015, and analysis of student course work, documents used to teach the
class, as well as the field journal that | kept while teaching the class. Utilizing case study
all owed me to Afocus on the wgessmgodite xi ty wi 't
linkages to the soci al context of which it
study research fits this project because this strategy is a way of looking at education and
popular culture as socially constructed institutions itnaact students. My

interpretation leads towards a deeper understanding of this class experience.

Merriam (1998) has determined the i mpor
study, the caseo (p. 27). F o rfor bdundariespr oj e c
t hat have Acommon sense obviousnesso (p. 2
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students who took the WGS 450 class. This class was taught in the spring 2014 semester
with nine students enrolled and met on Mondays and Wednesday&-8drGpm for a
l6week semester . This class itself was tim
about time in a flexible way because | am interested in what students thought about
learning with young adult dystopian literature in the classroamalso if their
experiences continue after the class is over.

Understanding case study researchCase study research explores a case within
its real |life context, but has been presen
comprehensiveresea&c h strategyo (Creswell, 2013, p.
as a research strategy alongside narrative research, phenomenology, grounded theory, and
ethnography (Creswell, 2013; Glesne, 2011; Denzin and Lincoln, 2003; Hatch, 2002),
casestudycamean di fferent things in different a
for discussiondo to the Aintensive study of
characterized by the focus on the bounded unit oBcasehis instance the students who
took WGS 450. Wanting to explore students
dystopian literature and feminist education, case study seemed a suitable approach to
employ for this project.

Three writers, Robert Yin, Robert Stake, and Sharan Meyhave extensively
explored case study as a research strategy. In her review, Patricia Brown (2008) outlined
each authords work in case study research
case study research in her own practice. This reviewetpéuhplace to situate the

differences found in case study research. As Brown was in the field of higher education,
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she started with Merriam whooés firesearch o
gual i tative r esear c hcecal éansl acpessible pndecstamdwngof o f f e r
strategyo (p. 2) . For Merri am, the choice
understanding of the situationd when the p
research project (p. 3). She describes $ia anethodologist who worked through
detailed processes (p. 6). Yinds approach
on each step in process of case study research with the focus to build and maintain rigor
and validity. His often cited descriptn of case study says i1t 1is
when O0howd and O6whyod6 questions are being p
contemporary phenomenon within some+deal f e cont ext o (Yin in Br
Brown describes Stakedbsrapapptoaeheaseavidhig
Arepresent the complexity and personal exp
way, Stake is a creative interpreter whose work highlights the role of case study research
as one who does not discover reality provides a clearer view of it (p. 6). These three
authors have distinct views on case study research with Yin as a more structured
researcher, Stake more interested in crafting meaning, and Merriam somewhere between
the two (Brown, 2008, p. 7).

Yin, Stake, and Merriam differ on their views and uses of case study research.
Yin is guided by positivist epistemological leanings focused on method and control
where Merriam and Stake make explicit their more constructivist, but not identical, view
of rese&ch that involves recognizing multiple realities and knowledge construction

(Brown, 2008; Yazan, 2015). For Stake (19
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functioning thingo that has fAa boundary an
anotherindirecand i ndirect ways (p. 2). Mer ri amo:
broader, fAa single entity, a unit around w
Stake leans more toward the case being an object of study while Merriam is more

concernd with the process of research. Each use case study research to describe
phenomena, interpret meanings and relationships, give reasoned judgments about
significance and value, and explore lived experiences.

For my project, | used a combinationof Memia and St akeds approa:
study research. Merriambdés (1998) approach
education, concern with process, and defining characteristics of case study that say it is
particularistic (focused on a particular phenoor@ndescriptive (yielding a thick
description of phenomenon under study), and heuristic (better understand what is being
studied) (p. 280). While |1 used Merriam as a practical guide for this project, there are
parts of Stakeds apgroadBhowhati{ 2808)t e mphaw
poetic approach with his focus on fAcreatin
all ows for flexible approach to case study
study candét be ch2a2)Yed I nempdgivanee@osi{pdent 0.
with young adult dystopian literature and feminist pedagogy, not ignoring how they apply
what they have | earned outside of class, s
necessarilytomapandconquere wor |l d but to sophisticate

1995, p. 43). This class does not define teaching with young adult dystopian literature
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and feminist pedagogy, but this research looked deeply at those ideas in reference to this
particular class.
Class Demographic Description

The Spring 2014 WGS 450 class was composed of 9 students. It was a mix of
WGS majors and minors as well as students of other majors. Surprisingly, some students
had never taken a WGS class, even though this was a 408den@l seminar. There
were eight women who preferred she/her pronouns and one man who preferred they/them
pronouns in this class. Eight students identified as white, with one identifying as
white/Native American in the pastass interview, and one studedentified as a person
of color. At the time of the class, seven students were juniors or seniors and two were
sophomores. Some students had previously TeadHunger Gameggt least the first
book of the series) and some waited until taking thesd¢tasead it, but all had a level of
familiarity with the story.
Participant Selection

After obtaining IRB approval, | reached out to all nine WGS 450 students to be
interviewed for this project. Each student responded back to me. Three students did no
feel like they could participate in the interviews due to time or location constraints. Two
of the three unnterviewed students gave verbal permission to use their class work in the
study, though | opted only to use the writings of the students ith@irviewed. Of the
six students that | interviewed, four were done fietace and two were conducted over
Skype. Skype allows for both visual and auditory communication similar taddeee

interviews, so interview techniques and responses arlasiminperson interviews.
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The faceto-face interviews were done with students who remained in the university town
or within a thirtyminute drive of the university. One student interviewed over Skpe had
moved over three hours away and was workingjoks, so her schedule was not
conducive to meeting iperson. The other student had moved across the country since
the class had ended, so video conferencing was most appropriate for speaking with her.

| interviewed each participant one at a time, andrttezviews lasted between 45
minutes and one hour and 15 minutes (depending on the interviewee). Each interview
was digitally recorded and transcribed verbatim. The transcriptions were sent to the
students for member checks. No changes were offeradndXhe interviews, |
followed my semistructured interview protocol listed in Appendix B. | asked each
student the questions listed, but allowed for unscripted follow up questions that fit with
the studentsd narrativehint@wvieeensure breadth
Participant Profiles

In this section, | introduce the WGS 450 students and describe them in the order
in which | interviewed them. Before interviews began, | acquired a consent form from
each participant (Appendix C). As | describe epatticipant, | want to give a sense of
their reading habits, what classes they have taken that relate to WGS 450, and, for further
insight to how each student thinks about the series what character they describe as their
favorite.

| have chosen to useqasdonyms for the students. At the end of each interview,
they were asked to choose a name that they would like used for this project. | use the

name they chose for themselves.
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Jubilee. At the time of the class, Jubilee was a sophomore art history arajor
womenodos and gender studies and French doub
womenos studies class at a community coll e
university, she had previously taken a gender theory class and during theesagster
as WGS 450 she was taking a class on witchcraft that waslistesswith a WGS
marker.

As the interviews took place during the summer, Jubilee was at home in a town
about 30 minutes away. We had arranged to meet at a coffee shop clsbdmaé, but
Jubilee contacted me that morning saying transportation had become an issue. As | was
already planning to drive to interview her, she decided the interview could happen at her
home. She said that she was most comfortable in that environment.

Jubilee describes herself as a fiction reader. In her art history studies, she reads
heavy, academic work, so she says, Afor fu
describes her ficti30nms erreaedi mag yleoaaddyithalsl i fnaeb
l ot of 0 heav ylO)foeherdacadegqic regedréh.n Fhe he&d about WGS 450
from a departmental office assistant and thought it sounded fun. Jubilee had previously
read the series and was in the process of adding WGS as a mither cemnbined
interest in the novels and feminist education drew her to the course. Talking about the
cour s e 3heklungeaGanhesas fiike a facilitator for the feminist education
discussion, so for every conversation abthue Hunger Gametherewas a conversation

about f emini st -2@).dRoth parts obtheclasé Werenngasrtan? td her.
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Connections to the stoare an important part of the reason Jubilee was drawn to
this class. She intertwines emotion, learning, and refletttorner response tbhe
Hunger GamesHer favorite character is Finnick, a tribute we meeZatching Fire.

He is her favorite

not because he's this supposed stud. He
mostly because he uses his vulnerability a®apon. He is possibly one of the

most complicated character in the entir
Mockingjay as Katniss is. His "secrets" help bring the needed blow to the
rebellion that Katniss had notltybe abl e

takes courage and is painful no matter what you get from it. The fact that we, as
readers, lose him in the series just when it feels like we're starting to build this
relationship with him is one of the saddest parts of the books. | feel like that
happens a lot with the characters you get the closg@sRuoe, Finnick, and then
Prim. He's one of the few that leave lasting impressions that carved a deep
emotional reaction from you the reader. (Jubilee, 2015, line$668
When explaining her reasioig for being part of this research and talking about her
experience in WGS 450, Jubilee said, dAalt t
|l ets you feel y-20ur way outo (lines 19
Amber. Amber and | met at the ezampus coffee shop. She waarig on
campus for the summer before starting a new job and graduate school in the fall. In the
spring of 2014 she was a junior human development and family studies major with a
mi nor in sociology. She had takeWG3S ntrodu
250) before this class. That class, which combined theories she used in her human

development classes, and her own reading habits made her excited he Wdenger

Gamedo talk about education and social issues because she,
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connected the thingkdt [she] learned in the last four years at college to real life
because people dondét read fiction unl es
to do that and connect it with academic writing was so important because you
dondt normall yesd4d® t hat . (2015, |
Amber describes fiction reading as fAprobahb

without it. I t &)r $he gads mostly ¥Aictiontwithda litlelbit ne s 6

of adult fiction. She has surprised herself by leaning towtagdscience fiction side of

young adult I|literature. She doesndét see h
draws her for the Aunfamiliarity of it all
unexpectedd® (lines 11

When Amber heard aboutthisl ass, she said that she ju

26). Amber had read the series and had begun to make social and political connections

with themes from the book, often calling her mom to talk abbetHunger Games

Amber r ecal | e dthoségonnactionssamddeing gble éolpuit them into
words is very rare for YA fict26)oHer so | ju
favorite character frorfihe Hunger Gamaess Ci nn a, Katni ssodo stylis

picked him as her favoritesbause:

He comforts Katniss in ways that sheobs
pl atonic relationship. Il think people
over his small part and the short time that he had in her life and see the impact

that he had and the love that she had for him because he cared for her in the
simplest of ways. He wanted to protect her and keep her safe and he risked his

life for that. (Amber, 2015, lines 5ZP6)
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Amber took the class and participated in thismesec h because fAwe coul d
into the meaning of the novel éwe dBdndt | u
Marie. Marie and | met in an oftampus coffee shop. She was excited to share
that she had recently been accepted into a graguagram for library science. She took
WGS 450 as a senior history major with a minor in English who had never taken a
womenods and gender studies class before th
because they knew she was a big fan of th&siotn her last semester of her
undergraduate education, she was interested in trying a WGS course, and as a big fan of
The HungerGameshi s c¢cl ass seemed a perfect fit fo
interweave the WGS tkRemesieangpeirdpasél tvegawn
(2015, lines 1617).

Marie had read he Hunger Gameseries two or three times before taking the
class. Further, she is an avid fiction reader who reads three to four books a month,
Amaybe more than (inesaltll)o Her prefegred gahresmeent h 0
hi storical fiction, dystopias, and superna
about anythingo (line 8). She | ooked forw
interesting assignments that pulled themmgisof The Hunger Gameseries. She named
this class as fAone of my f a-26). rHertfagoritt hat | t
character is Finnick, though she has affection for Katniss. She chose Finnick because

he was unique to me. He startedsarto | sai d | 6m gonna hat e

then each time you read something with him he turned out to be a little different

than you thought he was. He was a very important character, to me, in terms of

things that he stood for and things thathetdlat | dondét think go

127



[in the book or on screen]. He and Cinna were like that for me, there was so

much more here, but | come back to him over and over. (Marie, 2015, lines 263

269)
Marie wanted to participate in this class and researcheba s e s he fAwasndt ve
with WGS before the c¢l| as-41)totheconndctiomspened [ h
between the books and feminist education.

Harper. In Spring 2014, Harper was a senior human development and family
studies majorwhohadtekn sever al womends and gender st
crosslisted religion class that was looking at witchcraft the same semester as WGS 450.
After graduation, she moved to a town about three hours away, so | conducted my
interview with her over Sky@ Before the class she had not read the books but had seen
the movi e, She wanted to take the cl ass a
of feminism really br ough 2015, linestl-4d). Sheo me .
was intigued about how fiction and feminist education would come together.

Harper describes herself as a reader and is currently working at a bookstore. She
says her reading comes and goes, but recently has been reading about two books a week
because borrowinfyjom her store is an employee perk. Her preferred genres include
fantasy, teen, and, most recently, New Adult romance, but is always looking to broaden
her reading categories. While she felt she really learned fronirbetiunger Games
and feministedsat i on perspective, she felt the cl e
anti ci pat elti2h SKelwasrineher ladt §efnester as an undergraduate, applying

for graduate school, and was fAdrainedéfrom
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However she is currently a loagerm substitute teacher, along with her job in the
bookstore, and uses what she learned in WGS 450 to reflect on what she sees in her
classroom. She compares the discusb@sed model of our classroom to the
standardized testéis is preparing her students for as | conduct our interview. She sees
howThe HungerGamesnd di scussion based on fiction
and | ate high s c-i3).&kpressly talkireg adoww femirfist educatien 7 2
in termsof The Hunger Gameasnt r oduced the idea of educat:i
[ her] know how to formulate [her] classesbo
students about what they read.

Har per names Fietertasher fakaite charsesparticalasly as
he was written in the novel, and not as he was portrayed in the movie. She chose Peeta

because,

The Peeta in the book is vulnerable. H
and heds covered up anditugtbnavmeehe iz e d . He
compl etely confused and he is trying to
crashing around hi m. Someti mes |ife do
real or not real éWhen your 1|ifelf?2is one

Through it all and I think Peeta did it as eloquently as he could. (Harper, 2015,

lines 541550)
She took the c¢class and wanted to be a part
feminist in her own right and wanted to see how this would cojeto h e r 0-43).1 i ne s

Pom. Pom came into WGS 450 as the only male identified person who asked that
they/them pronouns be used. | met Pom at acafipus coffee shop to do the interview

as they were taking summer classes in anticipation of graduating fall. At the time
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of the cl ass, Pom was a junior dance and w
They had taken most of the requirements for the WGS portion of their degree including
Introduction to WGS, Gendered Worlds, Queer Theory, and Feriiimepry. Before the
class, they had not redthe Hunger Gameser i es but thought the cl
reason to read the books and see how it re
stronger pull for Pom was the examination of feminist educatiorfiHunger Games
added a fun element to the class.

Pom identifies as a reader who reads more in the summer but manages a book
every two months during the school year. Fiction is their favorite genre, especially
southern historical fiction lik&idnightin the Garden of Good and EY1994) andlo
Kill a Mockingbird (1960) They also enjoy fantasy like tliéarry Potter(1997)series
or The Lord of the Ringd 954)trilogy. When it comes to fantasy or science fiction, they
aredrawrt o Areal ly wunr eal i-8).tAssoméoneewho hadcnotseado r i e s
The Hunger Gamesfje timing of the class after the first movie had been released along
with a roommate that had previously read the series got them excited for this class.

Pom had strong feelings for many of the charactefqeHunger Gamesut
named Tigris, a retired Games stylist that Katniss meets at the end of the series, as their
favorite character. Tigris, as compared to Katniss, was a more relatable character for

Pom who explains,

Tigris i s my favorite. Il think the med
since she is the hero figure, but she was really hard to identify with. [Tigris] was
more relatable, more human. Katniss was pretty closed off. Youcdutd r eal | vy

absorb what was going on in her mind and she seemed kind like a heroid figure
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|l i ke Hercules, a figurehead who doesnot
the Capitol, which | feel like | am part of the Capitol, but she was also oppressed

by the Capitol, as | feel like | am too. How she expressed gender power and race

was really interesting. (Pom, 2015, lines &X3)

Pom chose to take the class and participat

of fun. Itmade methink@but t hings that | dondot think I
analyzed within the classroom setting, the
33-36).

Elizabeth. As a womendés and gender studies ani
was also a student workertime WGS office, Elizabeth took this class, in part, because
her boyfriend had read the books and his a
(2015, line 47) bothered her. Before the class, she was aware of the story, but had not
readThe HungerGaes. She was i nterested in social con
such a bi g -32) étrthe ime CfIWGB 456, Elizdbeth was a sophomore and
had taken Introduction to Womends and Gend
course. Our iterview took place over Skype as Elizabeth had moved to Seattle to take a
job since the end of the class.

Finding time to read is hard for Elizabeth, but she tries to set aside time at least
once a week to take a book to a coffee shop. She Hasfigtion favorites that she re
reads likewhite Oleande(1999) and currently is into younger young adult fiction
(geared toward middle school readers) kk8eries of Unfortunate Ever{d99) She
has recently been reading rnfiction and her current book ian autobiography by Aaron

Dixon (2012) calledMy People are Rising: Memoir of a Black Panther Captdihis
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book begins with Dixon describing Seattle in the midst of protests in 1968 and that feels
very real to Elizabeth. She connected that autobibgrapThe Hunger Gameadass and

the Ferguson march she attended in Seattle two weeks prior. The importance of those
social justice connections and the resulting social commentary is crucial to Elizabeth.

Elizabeth names Katniss as her favorite charaeagng,

| really like Katniss because she gets so much hate...I try to think of myself as a

teenager andél think her reaction is co
actedél definitely get how Katniss resp
factshe s i nvolved in a |l ove triangle that
these boys to fall in | ove with her. S
Thatos just how | ife goes. | 6ve experi
to have a crsh on somebody. Consistently experiencing poverty and uncertainly

about where 1 6m going to |ive doesnodot Kk
keep me from thinking someone is cute o
bad things are happeningtomaut al so | 6m a person with

personality and | think the fact that people hate on her so much is so telling about

how we feel about people when bad things are happening. (Elizabeth, 2015, lines

560-577)
As an activist and student, Hdilzeth is interested in how the story of revolution is both in
the story and playing out in our cities like Ferguson and Baltimore right now. She is
excited for the dialogues théhe HungerGamespens up saying, fANow
mainstream media. Nowi6s i n the stories your kids ar e
tal ki ng ab o u3b). Thése aedthe felsons wisy shg 8hose to take the class
and participate in this research project.

Data Collection

Merriam (1998) discusses three data coltectechniques: conducting interviews,

observing, and analyzing documents. She stresses that for qualitative case studies, like
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this project, all three means of data coll
description and analysis charactéig of a case study mandates both breadth and depth of
data collectionodo (p. 134) . I n case studie
process where data connects from different sources. For my research, | followed
Mer ri amds s udtreesdata coliectian techniquesel) student interviews; 2)
observations recorded in my field journal; 3) documents from the class including the text
of The Hunger Gameseries, articles and other media used to create the syllabus, and
student writing asgnments. Merriam reminds us that each case study is different and
Ano one can attend to all thingso (p. 139)
document review, particularly as it pertains to student assignments, centralize the student
experence. However, my observations, through my field journal, and reviewing the
other documents that were used to teach the class are not to be discounted. | use these
three techniques to craft a holistic picture of what occurred in WGS 450 reminding
myselfiwhat we are talking about is systemica
(Wolcott in Merriam, 1998, p. 143). This collection and analysis process was interactive,
referential, and oigoing.
Interviews

Student interviews were conducted in May dnde 2015 with six WGS 450
students. | arranged to meet them at a time and place that was convenient for them. Four
interviews were conducted fateface and two were conducted over Skype. Each
interview was digitally recorded for transcription. Theerviews ranged from 45

minutes to 1 hour and 15 minutes in length depending on the interviewee. Each transcript
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was sent back to the interviewee for member checks. No changes were requested by any

of the participants.
Observations

During the Spring 204 semester | kept a field journal. Immediately after each

class, | wrote my observations, reflections, and thoughts about the class. | looked at both

Awi de angleo and fAnarrow angleo | enses
class ovesall as wdl as particular observations and remarks from students. This journal
is 37 singlespaced, typed pages.

Document Revieve

With IRB approval, students allowed me to review their assignments from WGS
450. Student assignments included three critical redleetssays, one essay connected to
The Girl Who Was on Firg2010) bookand their final reflection. The other documents
for this class included material that was assigned through the sylidisiunger
Gamedrilogy was the organizing text for the cta@nd was supplemented with a
collection of essaystled The Girl Who Was on Fir€2010) as well as academic articles
and popular culture articles, blogs, and videos.

The syllabus (Appendix A) was divided into three learning sections: 1)
Grounding using articles, videos, and other media we looked at the institution of
education, located ourselves within the educational system, and explored our ideology
and worldviews related to higher education. 2) Explerthig largest portion of the class
was spenexploring themes like race, disability, gender, hunger, and community through

the lens ofThe Hunger Gamestories. 3) Creatindast part of class was spent reflecting
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and working together to creatively pull together our knowledge, refining what wedearne
about young adult dystopian literature and feminist education, culminating in a final
project that encompassed group and individual work.
Data Analysis

The analysis of this data was woven into the process of data collection (Stake,
1995; Merriam, 1998)F ol | owi ng Stake (1995), | wanted
observations of the case by watching as closely as | can and by thinking as deeply about
it as | -70.aGioée olfservatioid &d deep thinking for this project involved
reading and reeadng the interviews, student writings, my field journal, and other class
documents to construct categories and them
sense out of data involves consolidating, reducing, and interpreting what people have said
and whatle researcher has seenand+eéatl i s t he process of maki
My analysis included a thick, rich description of the WGS 450 class. Data was analyzed
during and after the data gathering proces
(1995) approaches to data analysis. | analyzed the gathered data using thematic content
analysis to develop themes, patterns, and categories that identify and describe the
experience of learning with young adult dystopian fiction and how young adudipabyst
fiction informs feminist pedagogy. As suggested by Ryan and Bernard (2003), | started
with some general categories and added additional categories based on a close reading of
the data (p. 275). The a priori codes | began with include: THevHunge Games
informed student learning, connections betw&ka Hunger Gameand student

experiences, challenges experienced from learningMiehHunger Gameand benefits
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reaped from usinghe Hunger GamesThese were merely starting codes because part of
my job as researcher was to be open to change and actively look for more codes to
support or contradict these initial ideas.

My analysis included organizing or combining related codes into themes and
categories. I n this pr(baccknersPaterton,@d&mpgaar i ng
2012, p. 14) regularities and patterns rec
the categories or themes into which subseq
181). Using a priori codes and emerging codes fronanalysis, | developed my central
categories. As this is part of a data collection and analysis process, and not truly separate
actions, further refinement of these categories occurred during the writing process
(Lauckner, Paterson, and Krupa, 2012yMei am, 1998) . Starting w
experience from their interviews and incorporating other data allowed me to explore my
research questions. Merriam (1998) notes
asking questions of it, makingcommentt o i t 0 (p. 181).

My analysis was a complex, ndinear process of thinking about the data,
learning from it, and trying to convey meaning about it. Understanding this class was
about Atrying to pulll it apar tulalnydo p(uSt ake,
1995, p. 75). This process of pulling apart, reconstructing, reflecting, and being curious
was how | made meaning with this project.
relationships, to probe i s.sl)aebpsutW@S¥l0aadggr e g

the use of young adult dystopian literature in feminist education.
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Interviews

| interviewed six students who took WGS 450 through a-s¢mctured

interview technique. Basically whaposkKerr i
(p. 71), which is used to |l earn Ahow peopl
Using thematic analysis, a process by whic

on searching through data for )treviewseisly and p

interview transcripts for themes and codes. In essence, | was aggregating the text into

Asmall categories of informationo (Creswel

themes to begin the process of classification. Interviews tngrscribed verbatim with

the goal of summarizing what | saw and heard in terms of themes and patterns that

contribute to understanding and interpreting emerging categories (Merriam, 1998, p. 91).
After the initial interview transcription, | sent the reds back to each student to

make sure they felt | had captured their words. None of the students returned any

objections to the transcripts, thus that is what | worked off of for the remainder of the

project. As | began to code the interview transcigtel the same holds true for my field

journal and student assignments), | utilized a constant comparison method, which

invol ves ficomparing one segment of data wi

di fferenceso Merriam, 2d®me8oprofjoundlyladalyzethe Thi s

interviews as well as across different mediums including my field journal and the student

assignments. | organized and compared my data by underlining, circling, memoing, and

grouping ideas into large categories. Fromeahewas able to refine and-geoup my

ideas into main themes that emerged for this project.
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| read and re@ead the interview transcripts marking the data into codes. The first
level of coding worked to form an organization scheme, so that | could mineadata
in the interview transcripts as well as an
(Miles and Huberman in Ryan and Bernard, 2003, p. 276). My process included sorting
and grouping each piece of data under a specific code. Durirtgrieid used memoing
and diagramming to assist in Adistilling m
di agrams [were] examined and compared to e
2012, p. 13). Coding, category construction, and memoing helpedptare the
connections | made in the data as well as begin to understand the information that
emerged from the data analysMy initial coding attemptesulted in almost 10€odes
that were, ponreflection, highly descriptive (too long) and repetitivehen, | began to
connect codes that related to one another or seemed similar and grouped common codes
into categoriesThis process was done several times as | divided agtbuped my
categories through several rounds of analysis looking at howatitfeodes related to
one another to begin to create what Gl esne
categorieso (p. 195).

| ended up, at this stage, withenty-four categories hat r ef |l ected t he
experience and perception of this clard The Hunger Gamestory. One of the most
citedcodeswaB Capi t ol vs. Di strictsointhéiri ch st uden
interviewsto express howhe Hunger Gamea®sade them thinkbout the world around
them as wells a connection to the characterthim story. This code had to efined

for meaning through student useneeded to discern if they were talking about their
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experiences or the story. This was a valuable distinction that helped me to better
understand how students were talking aboaitclass. At this point, | was also
combining codes teeduce overlap and reddarcy in my twentyfour code categories

For example, thecodésc onnecti on to characters, 0 fAconn

reality, o0 and Aafl ui drwaynietrwgee d atlok faobronu tA pfoi w
storytelling. o The individual themes from
Al ovedo were initially grouped Howevet hef aht
codes |li ke Ascience ficthaageavand MUAL two t

undersndedot he code dArefl eScitmidnasr loyn ctlhaes sc o
for i maginatioombideeéel bpbedcades fAcompare t
pedagogy 6 fRYWAIL as a t ool cbi olRomast edutclaée men@f i s
to see how the codes #Aficti on aadinvdkeesins 0 and
common waydy the studentsL ast |l y, the codes of ficurrent
Abeyond the cl|l assrmtoloppdnbanddfieprpdengfidohfin
with The Hunger Gamesds | thought about and refined my ideas around my data, the
boundaries between certain categoreznsed to bluand more meaningfaodes
(reflecting meaning from the interviews, studemitivwg, and field journal) emergedis
| continued to work with my datdive categories crystallizedThe datan these five
categories related to one another with little overlap and redundancy.

Using thematic analysis allowed for five categoriesrteerge from my data: 1)
the power of storytelling; 2) studentsod re

imagination; 4) fiction as educational space; and 5) continuing to thinklwétHunger
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Games.l employed what Wolcott (1994) (in Glesne 120 names as the second category
of data transformatian the identification of key factors and the relationships among
them (p. 209). As fitting with my own framework and epistemology, | am not passively
discovering this information within these intervién&nscripts, but constructing it and my
representations are mediated through myself, as a researcher, and the ways | view
knowledge as socially constructed.
Observations/Field Journal

Systemic observation can be a valuable research tool it providegtcoateact
as a reference tool for the case study, and are used in conjunction with interviews and
document review to substantiate findings (Merriam, 1998, p. 96). Merriam (1998)
highlights Golddés (1958) four ¢$parcipanets f or
being a spectator. | did not fall neatly into any of those classic stances, possible falling
between 1xomplete participar@® but not completely as my identity as a researcher was
not withheld; and 2participant as observérr e s e a acdtivitiesraré known and are
subordinate to role as a participant. A newer stance is highligiakahorative partner
and this role most closely fits my own rol
participant é[ whose] tiademmvwarnwyone icndwalrved & n(
the teacher for the class upholding that role while also being a researcher. Students were
aware of my interest in this class as a researcher, but | was fully committed to teaching.
While understanding the role beten the observed and the observer, my role as teacher
in the project is important. | must be reflexive about the multiple roles that | held for this

project. |l did teach the class, but the p
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the use of gung adult dystopian fiction in the class, so my teaching role must be
recognized as 6not student, d thus not a fo
saying a firesearcher can never know exact]
party, soas a doctoral student, observer, and teacher | am still most interested in the
student perspectives of this cl ass. Foll o
Careful Observer, o0 | have a situated persp
perspectires are interwoven into this work.

My field journal was coded and analyzed similarly to the student interviews.
After transcribing the interviews, while waiting for member checks, | closely read-and re
read my field journal. This journal was kept durthg semester that | taught WGS 450.
Every dayafter class, as there was not another class immediately using our classroom
space, | recorded my observations, feelings, thoughts, and impressions for the day. This
process often took just as longdo as teaching the class itself. During some class
sessions | was able to jot notes as we did large and small group discussions, so those were
incorporated into my field journal. Some days | was not able to keep notes while |
taught, so this reflectiomme immediately after each class was invaluable. When |
returned to the field jour nalbykneregadiagrot of m
the text while |l ooking for processes, acti
Bernard, 2003, @275). My journal is comprised of what Glesne (2011) calls descriptive
notes, describing the class and the students, and analytic notes, which reflect and analyze
what the researcher is thinking and feeling. (p78%2 Using codes that were beginning

to come to life in the student interviews and applying them to my field journal, |1 coded
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the document. With review and assessment, the initial codes weorked and refined.
Themes emerged and were compared with what was emerging from both student
interviews and student assignments. Perhaps the greatest asset of this field journal was
its use as a reference tool. | was able to use this journal as a reference tool to look back
on the class details that the students talked about in their interviewstamndto it to get
a feel for how the class was progressing as | was teaching it.
Document Revievs

Merriam (1998) names documents as a fire
personb6s attitudes, beliefs, andythey ew of t
Areflect the participantodés perspective, wh
(p- 116). |divided the documents for this class into two sections: 1) class materials; and
2) student writing assignments. Class materials inclideHumger Gamedgrilogy and
other assigned readings, videos, blogs, and popular culture texts as well as the syllabus,
which was the guide for the course. | did not do altiydine reading of all the class
materials to code and analyze. As | had read theto afteate the course and again the
week they were assigned to students | was quite familiar with the materials. | kept my
own summaries and teaching outlines for the class materials. This helped me to refer and
reflect when specific readings or topwgsre referred to in my field journal, the student
interviews, or student writing assignments
documentary material as data is not much different from using interviews or
observationséSi nce t hestrumentfergdthermgdata,heor s t he

she relies on skildl and intuition to find
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researcher looking at the documents for this class, my aim was to be systematic and
analytic, but not rigid, in my investigaho

Student writing assignments included three reflection papers, one thematic essay,
and the final paper. These assignments we
moment in which the assignment was written, but also was a way to seek any changes
that may occur in their thinking over the course of the semester as well as a perspective
with which to view their interviews. The student writing assignments were treated in the
same manner as the student interviews and my field journal. They weredeadead
line-by-line and coded with an eye towards the codes that were emerging from the
interviews and field journal. The codes were then grouped into themes upon further
analysis. This is done under the same thematic analysis rubric as appled to th
interviews and the field journal. | looked for patterns and themes to emerge from the
papers and connected them to the other aspects of data that was collected for this class

While | aim to describe the ways that | collected and analyzed data for this
project, it did follow the general outline | have presented; however, in practice, it was not
a neat process of moving from interviews, to field journal, to student writing assignments.
Stake (1995) reminds wus thatcutllae iferad alonkkeu g
particular case and come to know it well o
case, or fAibounded systemo (Creswell, 2013;
to draw attention to what can be learned from this classe §tady offered a way of
understanding complex social situations with a rich, holistic account of WGS 450, as

such are particularly useful for education (Merriam, 1998). | jumped across platforms
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and used the connections | was making in one area to puakat was going on in
another or what another student said about the same material. As | wanted to center
student experiences and perspective, | tended to start with the student interviews and
move to make connections out from there. This is reflegdthtton (1990) (in
Merriam, 1998) reminds us in case studies,
Multiple sources of information are sought and used because no single source of
information can be trusted to provide a
combination of observations, inteewing, and document analysis, the field
worker is able to use different data sources to validate andanesk findings.
(p. 137)
| have shown how | have used three data collection techniques, interviewing, observing,
and document analysis, for thisopect. While each was important they blend together in
the process of understanding and describing WGS 450.
Researcher Trustworthiness
Throughout this project, | have sought to create and maintain trustworthiness so
that my work is viewed as credibl&his notion of trustworthiness speaks to how | view
what can be known from my study as well as how | have attended to the process of
research throughout my investigation. | used the WGS 450 class as a case study for
teaching with young adult dystopiantfan, but realize that my interpretations are but a
snapshot in ti me. Merriam (2009) reminds
qualitative research is that reality is holistic, multidimensional, andeharging; it is
not a single fixed objeate phenomenon waiting to be discovered, observed, and

measuredo (p. 213). Both the processes an
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of the development of this study. What I achieve with this project speaks to the one class
that was taught, butyrhope is that it sparks the imagination for continued work by
others and myself.

In my roles as teacher and researcher, | have attempted to be clear about my
positionality in this project. This includes my positionality as someone with multiple
rolesin the project as well as my own critical positionality as a midtiss, white
woman teaching in a university setting. Unpacking the notions of positionality allow me
to further elucidate how Athe only aexpect a
producedo (v an-Batene20H)ypk29)a Wliht | Bnawin the world is
mediated and interpreted from a particular stance and | have tried to admit to my
situatedness throughout the project. I al
interviewing, observation, and document review to obtain a full picture of the case being
studied. Within these various data sources | did multiple, close readings of the
transcriptions, field journal, and student assignments. In teaching the classirnay j
was an invaluable reflection tool. As a research document, it allowed me to look back
and learn from what was done in the class, but as a reflection tool | was able to think
about my teaching each day after class. With that reflection timerioiliny work, |
was able to think about what was working with this class and make changes as needed to
meet the needs of my students.

With each reading of my research materials, | paid attention to what ideas stood
out to me marking and noting as | reak the codes began to emerge, they were

grouped into larger categories (at times changing the color of pen | used to demarcate the
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different readings) and then the categories were reviewed and refined. The student
interviews were returned to the partais for review. | have worked to be reflexive

throughout the research process, not only looking for where the data converged but also
for contradictions in the data. 't has he
understand the perspectives of thms@lved in the phenomenon of interest, to uncover

the complexity of human behavior in a contextual framework, and to present a holistic
interpretation of what is happeningo (Merr

trustworthiness at altages of my research process.
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CHAPTER IV
DATA ANALYSIS/FINDINGS

Al volunteer! o | [Katniss] gasp. Al vo

What | did was a radical thing. (Collins, 2008, p. 22 and 26)

| set out to understand the Spring 2014 clabke: Hunger @mes and Feminist
Education(WGS 450). For the class, we read the books that comhesélunger
Gamedrilogy. Additionally, we read academic articles about education and feminist
thought, explored essays by authors highlighting ideas found in Susannd @ ns & f i ct |
world, contemplated social media commentaryrbe Hunger Gamesnd watched
videos to contextualize how we view the history of Panem compared to American
history. We talked with one another and debated ideas. We left the classroom and
di scovered our campusdé history in the |ibr
everyday.

| began this chapter with the most recognizable quote TioenHungeiGames,
said by Katniss as she volunteerwllbeler t ake
televised execution. I n the novel, none o
t he games. Thinking this through, Katni ss
substituting herself for her sister. During our first clasgtivar my students had read
the books or not, everyone was familiar wi

importance. As | poured over the novels, listened to student interviews, and reviewed the
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papers they turned in for the class, | found that there both obvious reasons for
learning withThe Hunger GamesJong the lines of this ofjuoted scene, but also
quieter reasons for learning with this series, more in line with Katniss recognizing the
possibility of the nushetkdaffthe stageh itisigthess he di d
quieter readings that space is opened up to reflect on if this kind of story is helping us to
learn or if it is just another way to be entertained. Teaching with this series lets us return
to a familiar story to sewe can explore feminist pedagogy from a fresh perspective.

Students who registered for WGS 450 were all lured by the appeal of taking a
class featurin@he Hunger GamesBeyond that their reasons differed. In her interview
Elizabeth said she took tletass in part because her boyfriend read the series and
described the whole thing as Ajust a dumb
because she didndét think that was what the
47-48). Harper and Marieiere both seniors in their final semester. Harper had not read
the books, but enjoyed her previous Womeno
interested to see how feminism aflte Hunger Gamesc o me t oget her 6 (201
Marie had read theseris, but had never taken a Womenos
she wanted to see how the class would #fAint
story (2015, lines 14.7).

In this section, | share my findings. In the spirit of qualitative researebe th
findings are but one way of understanding how this class came together. As | interpreted
the studentsd interviews, their class assi

representing this class were possible. Indeed, in the coding and areliyssuilt into
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the qualitative research process (as outlined in Chapter 3) | identified and grouped themes
in different ways looking for ideas and connections about WGS 450. Research has to
start somewhere, so in my first attempt | identified six categ with half of those
groups having as many as four subcategories. There was significant overlap in some of
these ideas, so another round of analysis and reorganization found me with three large
categories each having at least two subcategories, dretwhas still overlap in the ideas.
My next round of organization found me looking back to the literature review (Chapter 2)
remembering how science fiction is commentary on the present while looking to the
future, so | applied that kind of present antlifa lens to my data. Two strong categories
emerged with this analysithe power of storytellingndthe need for imaginationThis
class asked students to think about their present and imagine the future through the frame
of The Hunger Gameand retured many times to the ideas that telling stories helps us to
learn and imagination is vital to how we think about our future. But these two categories
were not quite enough; it was too simplistic of an analysis. As | worked with the data in
a second levanalysis, three more categories were derived from those two allowing for a
more complete look at how students talked about their experiences of this class. The five
categories are:

1 The power of storytelling

T Studentsd reflections on class experien

1 Theneed for imagination

9 Fiction as educational space

1 Continuing to think witiThe Hunger Games
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Each of the categories will be discussed and supported by data from the student
interviews, my field journal, and document review.

The Power of Storytelling

ADouy want anything?0 | [Katniss] ask.

ANo, 0 he [ Peeta] says. AThank you. Wa
about?06 | say. | 6m not much for storyt
the happiest day you c an2008enR26726B8)er , 0 say

This quote is from a scene where Peeta is severely injured, perhaps mortally, and
Katniss is attending to him. She knows her actions are televised, so she chooses to tell
him a story about a gift she gave her sister, Prim. Her miotitedling the story is
double fold: the story is meant to comfort to Peeta, but also to rally viewers to send life
saving medicine. Li ke Peeta, readers are
distracted from the horrors of the Arena. Howeveralge see the strategic function of
her story to convey information. She plays to the camera, creating a romantic narrative,
which she knows will resonate with the Capitol audience and inspire them to take the
action necessary tmMasgael(&996ptells tisaedding ik nof e . Al
chronological or orderly. Louise Rosenblatt (1964) builds upon his sentiment when she
asserts that the reader AdAhas not fully rea
interrel ated t hetstakedapoutthkiesperience IRWGSsAS0u d e
understanding the themes and ideas from the class was made tangible through the story of
The Hunger Gamesut also in our discussions and, one year later, as they reflected on

what they had learned.see ths as students learn how to use the text as more than
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merely a story to read. By the second mon

to see how they can connect personally with characters, how they cambeagworld

scenarios, andlearnihnte gr ay areaso between the detail

2014, lines 29&€99). | am taking what the students find in the text and pushing them to

see thes&leas as more than good or bad, but rethink how the ideas operate in the story

and in our wrld. By pushing back on the binary thinking of good/bad or real/fiction, the

class is learning more deeply through the stdiye interplay of students, texts, and lived

experience adds depth and dimension to what the students learned together. In thei

words, the strength dthe Hunger Gamesory is shown, but also how tell stories about

their experiences come through as well.
Jubilee had previously read the series, but learningMiehHunger Gamas our

classroom context helped her to see the panvihe story. She says,
The first time | read he Hunger Gamdswas just this really cool book | was
reading. |l think thatdos the way it 1is
story. When most peopl e wnsgpacdandtogek s it 6
into some other space they can go to an
Thatdéds the thing with fiction and dysto
is not real and the importance of teaching it is to show that reabigtually
intertwined with young adult Il iterature
of our own community in it that we can learn from. (Jubilee, 2015, line338%

In this passage, Jubilee is articulating how she learnedTraMHunger Ganse She is

aware that the story is fiction, but when it is centered in her learning experience she was

able to find connections to her own lived experiences and community. She finds there

are lessons to be learned in this story when rereading it for class
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Amber shared this idea of the connection between young adult literature,

education, and lives beyond the classroom, as well. She talked about how the class

incorporated

pieces from the academic side of it and from feminist culture, connecting them to
re al |l ife and to society. Once youobve
have the novels. We can pick it up and remember what we talked about. Being
able to go back later and read the books again and say | remember when we talked

about this and | rmember how it important that made me feel. (Amber, 2015,
lines 248253)

This connection of fiction and life, learning and feeling, getting to know characters in a
novel and learning about the world you live in is a common theme from the WGS 450

students.They have the novels to go back to, as Amber said, but it was learning about

their own world through the themes of the novels that continue to influence how the

students make meaning from what they learned that semester. During class, but also in

the yar between class and their interviews, students TedHunger Gameas a

reference point, a way to try to understand their world, which is a powerful thing that

learning with a story can do. The influence of the story in the class, but also when the

class is over gives the students a framework for continuing to think with the issues

presented in the class.

For Harper,The Hunger Gamess well as thélarry Potters er i e s, i
reading back into [ her] | i faadlearhi@gOnithca, I
story, she now | ooks for Athe bigger pi

is a hobby and stress reliever for Harper, especially now that she is finished with her
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undergraduate studies, but learning wWitlte Hunger Gameallowed her to add

perspective to her reading about i ssues |

those kindofreawWor | d i ssues through fiction Harper

benefiting from large industries that take over our haesl who is not? Who are we

are we t he Capibl)® These kindsiad questiofisl whicheske pdséd

during our interview, reflected the kinds of questions we grappled with in class. She
continued to use these questions, and this way of quéeggithat she learned in WGS

450, to clarify her perspective (line 51) about intersectional identity politics. Using the
story, she was able to see herself in the
poor <chick who i s justputtlosedsbues, [rack,class genderdintbe a s
young adult Iiterature andé yotbégltisadul t |
powerful to see yourself and the issues you are grappling with reflected in the stories you

are learning with. Hager explained this by saying,

The HungerGamdsaci | i t at wha't
di fferent way. |t the same picture
t hereds one who do expressimeimagge nd on
itdéds the same history or same message,
that really is whatThe Hunger Gamedid for me. (2015, lines 23336 and 242

244)

es
6s
es

S

Il am going thr

b
e

Pom described their experience with WGS

think about things that | dondét think I no

classroom setting [like] the educational

lines 3336). Itis not that Pom did not think about these issues, as an astuiermus
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person Pom was immersed in school and current events, but that this class, through the
lens of the story, put these issues in conversation in new and different ways. The topics
we discussed were not necessarily new ideas, but the power ohthabdout them
through the story was r ef TheEungedGamas, Pomd s i
brings you in because it is a really creative story so that keeps you interested right
away. Il think if people in trdiim cl ass w
background it helps them kind of understand what is going on. The storyline was
important because you could identify as different characters throughout the story
or maybe not yourself personally, but someone you know or just a current event
goingon. (2015, lines 20208)
Pomés thoughts about how the story can hel
different levels of content specific knowledge (like feminist theory) or making it easier
for students to | ook ftives highldghtstHe ereativie tvaysc h ar a c
that storytelling can help students learn in the classroom.
Elizabeth also talks about learning with the story in her interview. Her own
personal energy was amplified in the classroom as she talked with other stbdents a
the story. She said,
It was interesting to see, really bouncing ideas off my classmates and everything
becausel think everybody had such different ideas and feelings on the story and
what they were going to get from the class. Just asking sensssmwhat they
got from it was so interesting because it could be completely separate from what |
got from it from what | saw. It was interesting to see what parts of the story

people prioritizedélt was that cwhol e i de
structure to The Hunger Gamés(lines 5663)

El'i zabethdés | earning was augmented by what
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She also found concreteness and relatability in learning with this story. It is not
that we are talking about conceptsatetl to gender, race, class, and ability in the
abstract, but they are reflected in the characters the students are invested in. Elizabeth

describes it this way,

It just that for a lot of [the concepts] you see a concrete example, you Kriaaw.

HungerGmes s a really good place for that b
t hat have nothing in common with Katni ss
taking this relatable story and applying different ideas and theories to it you can

really get a betterexarhpe [ of what we are | earning].

reading a couple of articles and then having a discussion, reading a couple of
articles and having a discussionéPutti nc
established and using one consistentysiotalk about a bunch of different ideas

is really helpful because you can see how they relate to each other...So, if you are
talking about race, and disability, and sex workers separately that is still really

impactful and meaningful but if you can talkout it in the context of one

[ story]éitds a | ot easier to relate it L
situations we are dealing with. (2015, lines 267)

In reflecting on the power of storytelling in this class, Marie talked about the

i mportance of Panem. As a reader, she thi
world but [one] we could possibly gettoande | | , peopl e think itods
wonodét happen to us, but it was adaytoal |y ve

dayo ( Mar i e ;56)2Thdidea that therwerkl of @nem was not that different

from our world was important to Marie. She describes learning with the story as a way
that these ideas fAclick for pealduwlseedheseu can
i ssues [in the story] and that -h0®)l $he you t
further described this way of | earning as

not just that we were learning important conceptg we had a fictional world to insert
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these ideas into that helped Marie to think about them more deeply. She describes it this

way,

We would read and then we would talk ab
reread and be | i khatthetit hiadndi deveénctrloiss k my

wasreallyt hat was a way to see the different

but they were really in play in the book. So | guess it was just a way of working
together and seeing things in play ratherthans t , fiwe | earned abo
and we are trying to see them in real I
setting. (lines 885)
Studentsd Reflections on Class Ex

Looking beyond the story with popular culture readings, acadengteartand

guest speakers added depth to our learning. | crafted the class so that we would talk

about various themes drawn from the trilogy and participate in learning projects outside

of the classroom. WGS 450 was divided into three sectiérminding Exploring, and

Creating to guide our movement through the class. In the second section, Exploring, we

useThe Hunger Gamestory as well as additional essays, articles, and social media to

examine what and how we could learn from this series. Thénguidiote, included in

this section of the syllabus, is from Neil Gaiman, noted science fiction and fantasy

aut hor, and it says, fAFiction allows us to

and | ook through ot herowevgapraoacheddearhidgwithp. 285

the series during the class and it seems that attitude of curiosity followed the students

after WGS 450 ended. When interviewed about the class one year later, students were

asked to describe their experience in WGS 450 i¢stmuctured interview guide, question

3, Appendix B) with probes for them to talk about the readings, themes, and activities
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from the class that resonated with them. For many, describing how they learned and
connected with the class was a large parheifinterview. The students consistently
talked about howhe Hunger Gamestory helped them to understand those themes more
deeply and getting out of the classroom expanded where they imagined learning could
take place. While there were a varietytagics we broached during the semester, the
themes that emerged from the data with the most frequency are:

 Love

1 Disability

1 Hunger

1 The Archives
It was not just thaThe Hunger Gamestory was a powerful way for the students to learn,
but particular thems from the class resonated with them. In my analysis of the data,
these themes emerged as the most often referred to and the ones that students used as
examples to answer the interview questions.
Love

Love inThe Hunger Gamesas an important part of tistory. The students

spent time pushing back on staid ideas of love typified by discussions about Katniss
merely choosing between boyfriends. They discussed how love can be a relationship
shared between people, but it can be much more than that (fietjo2014).
Reviewing my journal, | observete students

[T]alking about where they saw love in the world even when it was not named as
such and why they thought that pop culture wants to put such a narrow definition

157



on love. Love is radical andwe really loved the world around us like Katniss
did, or Peeta, it could really change things. If we keep love as a romantic feeling
something that is connected with AThe B
viewers watching then it is controlldolit if we see it as powerful way to view
the world,those in power might lge control. We might see each other as fully
human and worth consideration. The tributes were seen as subhuman so that we
could watch them on screen, but to fully considers@mmn e 6 s &sksyauni t y
to show empathy and compassialfi ideas of radical love(lines 359368)
The Hunger GameallowedWGS 450 students access to different ways of talking about
love between different people in different ways. Exploring the eatfitove in
education is something the students wrote about during the class and returned to in their
interviews. It is not as simple as merely teaching that we can love, but getting students to
explore the notion of | oVheHumger Gamé&s fAmost po
(Borsellino, 2010, p. 30). This kind of exploring pushed students to think about the
society in which they |ive. Foll owi ng hoo
To answer these questions [students] had to think deeply alecsddlety we live
in, how we are taught to compete with one another. They had to think about
capitalism and how it informs the way we think about love and care, the way we
live in our bodies, the way we try to separate mind from body. (p. 199)
In a stoy that features weapons ranging from bows and arrows to genetically modified
animals, students discussed how love could be the most dangerous weapon of all because
|l ove gives people hope. And Paul o Freire
tomorrow , hope is i mpossi bl &éHuhgerGamiesnpway By t e a

students think about love, hope, and tomorrow is through fiction; if we can read about a

different future in fiction we can begin to imagine our world differently.
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Student voices Jubilee writes about hope and love for a class assignment saying,

Each action [Katniss] makes, in each moment she puts others before herself she is

filling everyone with hope. That love and hope is stronger than fear. That is

probably the core point thhtings anyone to any movement. Hope, it brings you

together. (892)
This flies in the face of one way that many people discussed this story, as merely a love
triangle where Katnissd defining choice is
afar, o Gale, her trusted hunting partner.THe Hunger Gamads simply an action story
disguised as way to discover which boyfriend Katniss will choose then we are missing so
much of what we can learn from this story. Elizabeth came to this class, inegarisb
her boyfriend reduced the story to its | ov
about boys and ités just a teenage | ove tr
s t o(Eligabeth, 2015, lines 488). Exploring why we assumeh at Agi rl yo st o
dumb and why how love plays a part on that was a major idea for the students

Borsellino (2010) defines love ithe Hunger Gameas much more than fickle,
teenaged feelings because | ove nbenasos ©ncomp
friendship, family, and romanceo (p. 30).
back of greed, despair, and fear, so finding love, in all the ways it manifests in the story,
becomes a subversive act for these characters. We seehlereit is not supposed to be
as Katniss volunteers to take her sisteros

flawed and broken Annie, and as Cinna, who armors Katniss in clothes and confidence,

says i f he coul d he éplaceireatsocietpnwhbrepeopleard he st o
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divided into Districts and travel as well as communication between them is strictly
controll ed. Jubi |l ee not dmsPanemthacitizereshave s h e
been pushed to become distant from theglifgs of togetherness, and even family,
because of the reaping -#9).dCarindnferorg anotbesi® ( Jub
actively discouraged to maintain order, so finding connections and loving those around
you becomes a radical adh a systenwhere caring for others is seen as a radical act
love not defined by competition and struggle but compassion and cooperation is a
rebellious notion (field journal, 2014).

Elizabeth finds this understanding of love much more powerful. This is not a
Adbomgirly story, o0 but a way of | ooking at
many other aspects of her life,

[1] liked the chapter where we talked about love as a radical act, which | had
heard that so many times and | thought it was total bull. headd the

expression so many times and | was | i ke
Ok, cool, but really.o Unpacking the i
capitalize off it. When | thought about it in the contexThé Hunger Gamds

waslikefioh, yeah | guess it | saandSaper rcadi ¢ :
but then it occurred to me, Aman, she r
community, she | oves her I|little sistero

make those choices benefit them at her own expense. Thinking about it that
way it was really amazing. But it totally turned a lot of ideas about books that |
enjoyed it totally turned it on its ear. fReading old stuff is interesting now
because | can see stuff like tirat different way. (Elizabeth, 2015, lines-63)
It is the realization of the radical natur

revisiting other material is interesting because she can read it with a different perspective

that reinforceshat teaching with these stories is powerful.
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Pom shared a similar realization thinking about the relationship between Katniss
and District 11 tribute, Rue. Katniss mou
became the lightning rod for rebellion. Besawf that act of love, the rest of the story
exi sts. Pom said, AKatnisso6 | ove for Rue
romantic thing in order to be pe®elnful or
fact, a platonic, noimeterosexual love witthis much power and consequence is a
powerful force for disrupting our usual heteronormative narrative on love. By looking
into this story, Pomdés revelation that | ov
revolutionary repositions what kinds of love areagnized and given power.

Amber considered the shallow nature of the love triangle and how this story
tackles the concept of love on a deeper level (field journal, 2014, line36B5 At the
time, our state had recently passed a constitutional amendefenhg marriage as
being between one man and one woman. In connecting to current events, students used
The Hunger Gamess a place to start taking about love, but connected it to ways that we
define what love is and whose love is legitimized in ouwestaove is not just an
emotion felt between two people, but when connected with public policy becomes
something that can be used to control. Who we love and how we love is deeply personal,
but there are some forms of love that are less accepted andontnaled than others,
as the students saw during our stateds cam
2014). This conversation led the students to dig deeper into ways to read this story and
how to connect the ideas found in fiction to tisademic articles and their own lived

experiences.
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With the help of a feminist performing artist and teacher who skyped into the
class (Day 8, syllabus, Appendix A), we discussed Katniss as a complicated character.
One of the reasons she is complicatdoeisause of how she loves. If she only had to
choose between loving Peeta or Gale, Katniss might be easier to understand. At least she
would fit the mold that is set out for teenage girls, which is to have no more important
choice than selecting a loverlowever, we talked about love as an active process and
explored how it is defined in many ways throughout the book (field journal, 2014, lines
311-312). For example, Katniss loves her sister deeply and without reservation, but her
love for her mother ismuch more measured and distrustful. She loves her community,
even though they were the people that would have let her starve if she had not started
hunting illegally. Amber added that Katniss could go on fighting the Capitol because she
kept finding peofe to love. While she started out only loving Prim, she kept falling in
love with people throughout the books like Rue, Peeta, and Finnick (field journal, 2014).
By expanding a definition of love, we were exploring all the ways that it appeafée in
Hunger Gamesind the ways it appears around us even if we did not name it as such.

Students continued to ponder what our world would look like if we saw each
other as fully human and worth consideration (field journal, 2014, line 365). In the

books, this loks like small acts of love that have huge consequences such as Katniss

volunteering to take her sisterodsinggegdace i n
in my field journalthat studentseflected it i s | ove and seems sn
spark of rebell i on (field jogumal 2014, linest8@3Y0e Wheau ght o

viewed by others, these acts ask the fictional characters, as well as readers, to redefine
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what we think of as love (field journal, 2014, lines 35@Al). If we defie love not as a
limited heteroromantic feeling shared between two people, but in the vision of authors
like bell hookg(1994) who names love as part of her epistemology, and Paulo Freire for
whom love is an action to transform domination. We see thiepb@s a much larger
one that works for a socially just worl d.
world, which is an act of creation andaeeation, is not possible if it is not infused with
|l ove éBecause | ove i d oamre act cofmnc aumreange ,t on
hooks, 1984/2000, p. 164). We learn to talk to each other, and about the world, from a
different perspective because we love the world.
Marie, in a critical reflection paper written for class, does not diminish the
romntic | ove that Katniss struggles with in
portions of the book, | t ook (Meoe 2015 r om t he
lines 2022). Romance is certainly part of love, and an important part of bgiogre
adult, but Marie found more than romance in this story. Katniss is the character whose
love life gets the most attention, but Marie also acknowledges other ways that love
appears imhe Hunger GamesShe uses the examples of how
Fi nni c k dAsnielwaswsed dgainst him so that he will bend to the
Capitol 6s wi l | . CatthiogFirdadibtat vgicastoiKatnigsands i n
Finnickés | oved ones to hurt them, ar e
used against characters. | foundstan interesting aspect to the books and to this
article, which also useti984as a great example of love, not only being an

extraordinary political act but as a weapon to be used against someone. (Marie,
2014, lines 3915)
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Mar i e comes bogeddt both ber dfstert, Rrim,sasddRuel, the tribute that
reminds her so much of her sister, writing,

But more than Prim, the most important instance of love that is shown anywhere

in the trilogy is Katnissd relationship

radi cal actél i1 magine that any alliance

ended in betrayal and certain death. | certainly do not think there would have

been any amount of grieving on the part of the living party. But Katniss and Rue

change this Katnissdéd earlier showing of | ove

similar to Prim in manner and size. When Katniss sings to Rue, and later

surrounds her body with flowers, it is the first emotional shock that | felt as a

reader . R u ev&atnisd reaztedhaq it, isaan evenhtlat continues to

have influence in the next two books so it is important, not only as one of my

favorite parts of the series, but as an act of love that was unprecedented and began

the domino effect of events of thebedlion. (Marie, 2014, lines 287)

Love is generally discussed as a social good, but research and anecdotal evidence
reminds us of harm perpetuated under the guise of love such as domestic and child abuse
and neglect. In class we pushed backonakilgn i dea of | oveds good
2014) . Katnissd mother | oved her father s
care for her daughters, leading anyEhrold Katniss to become an illegal hunter to put
food on the table. Iifthe Hunger @mes one of the last things Katniss tells her mother
before she | eaves for the Capitol i s, nYou
|l eave Prim on her own. Thereds no me now
35). Referencing the depresstore r mot her succumbed to after
discussed in class how her mother sank into herself and forced Katniss to be the strong

one, something that should not have been asked of a child (field journal, 2014, lines 375

379). We must not fafirey to only talking about the goodness of love and forget its role
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in patriarchal culture which Alinked to no
and submission wherein it assumed one person would give love and another person
recei ve,hb420Q00p. 101). o ovk Isas the power to help and the power to hurt and
we should be talking about all of the ways that it is used.

Students, in their interviews and class assignments, identify the multiple ways that
love is wielded in this trilogy. Forlahe ways that we find love iihe Hunger Games
few are simple. The story is built on a game that is rigged to make sure those in power
win and those without power do not. But it is in those moments of connection, of love,
between the characters wediplaces to deepen our own thoughts on what it means to
love. Love is not merely the delayed wish fulfillment that assumes girls are waiting
patiently for their knight in shining armor to rescue them, or even that the strong girl who
hunts merely needs thoose a boyfriend, bithe Hunger Gamesituates love as a
powerful force for social change.
Disability

The Games are but one of Panemdés tool s
Districts are completely cut off from one another and they only sdreather during the
yearly Games. Schooling only equips child
such, the people of Panem do not know much about each other. When Rue and Katniss
begin to know one anot her ,dskgard{pethoseavithb i t o f
disabilities. This can be grounded in an exchange between Rue and Katniss as they

explore the ways people are treated in District 11 and District 12,
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These arené6t for sun, theyore f
e harvest through the night, th
he trees. Where the torchlight
o keep his pair. Hid it in his .
They koiyl Ifeodr a abki ng these?0 | [ Katni ss]
Yes, and everyone knew he was no dange
mean, he still acted like a thrgearold. He just wanted the glasses to play
with, o0 says Rue.

Hearing this makes me feel like Distrik2 is some sort of safe haven. Of course
people keel over from starvation all t
murdering a simpleminded chil d. Ther e
grandkids, who wander s earroiugnhdt ,t hbeu tH osbh. e &
sort of like a pet. (Collins, 2008, p. 2285)

h
0

There are many kinds of disabilities, mental, physical, and emotional, descrilieel in

Hunger GamesThis excerpt shows one kind of disability talked about in one particular

way, but many characters in this series are ripe for discussion of disability. BeeTee, a

past winner from District 3, sustains an injury that paralyzes him; we meet two former

Games winners iatching Fire Annie and Old Mags, who are nearbal; and

Haymitch, District 12 mentor, selhedicates to handle sending hometown children to

their deaths every year.

Even our main characters are not exempt from injury. Peeta lost allbg in

Hunger Gamesand inMockingjaywe read how he struggles to keep uphwite team as

a result of his injury. Katniss suffers hearing loss during a large explosion in the arena

and that injury is used against the CapitaCettching Fire These injuries are glossed

over (Katniss), or completely ignored (Peeta) in the movid® altered story line, from

books to movies, allowed the students to discuss how disabilities are represented in our

medi a. The novel sdé treat ment of di sabil it
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how we talk about disability, and when it waassad from theonversation There is
power in having disability represented in our heroes, but that is couched in a context that
must acknowledge the way society views adversity, ability, and victory. In WGS 450,
The Hunger Gamesas a platform that allosd students to explore how we read, view,
and talk about disability.

Student voices Almost all characters ifthe Hunger Gamasniverse are dealing
with mental and/or physical traumas. We meet characters whose bodies are broken by
hard labor in mines, tories, and fields and The Games themselves are tools of terror
and control that Panem wields to control the populace. Elizabeth described it this way in
a class assignment,

In The Hunger Gameaslll citizens of the districts are in some way traumatiaed
the circumstances of the masses. Every district participates in the Gaomes.

districts may have more traumatizingedayd ay experi ences, | i ke
consistently dangerous mining industry, but everyone is forced to participate in
theyeay puni shment . By taking a community

kill each other on national television, the Capitol is flexing its strength and
bending the community a little more. The trauma of seeing family members,
neighbors, and friends murddréor the viewing pleasure is an oppressive force
used by the governing body of Panem to keep themselves in power. (Elizabeth,
2014, lines 1421)
The spectacle of the Games is required viewing in Panem. People are forced to
participate in the selectiaf their own friends and family members, just to watch their

televised deaths. After surviving the Games, where the environment is engineered to Kill

and social agreements like mutual cooperation and the taboo against murder are
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disregarded forthe Capltod s ent ert ai nment, the victors a

trauma. Jubilee describes it this way in a class assignment
In Panem, you become a potential tribute by existing. You are a piece in The
Capitolds game to be phayedawsthaéNspomee
physical from actual battle but then you have people who have scars from being
puni shed, those who have starved. It d
extremely abusive system, a lot of people suffer from mentak#l especially the
surviving tributes, but then there is death as well. [It is] a scar no one can escape.
(Jubilee, 2014, lines 9200)

Bl ythe Wool stonbés (2010) essay fnBelhet, shat

HungerGamed® h el p e d Medingo taktahodt disabilisy in the books and then

begin to talk about the way that disability is constructed and discussed in our lives (field

journal, 2014). Jubilee remarked before one class session that the assigned readings

made ideas about disabyltangible for her. They were not just issues that we were

talking about in an abstract way. Jubilee explains how fiction allows her to think about

herself through the characters and made connections to her own life in this part of the

story (field jounal, 2014, lines 41818). Because Jubilee was reading about characters

she cared for, their disabilities were part of who they were, but also were a jumping off

point to think about disability in our world. In this short time, we would not have a

definitive discussion about disability, but could see how u3ing Hunger Games

facilitated how we approached the idea of disabilltymy field journal, Ireflected on

how | want tofidig deep into the text and connect with the world we neveverwe

will just start a conversation #ss topic iscomplex andntersectionglbut there are

strong connections to be made withe Hunger Gameglines 419425).
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In the novel, Peeta loses a leg because of an injury he sustained in the arena; his
amputation wasgrased in the movie. In interviews, students spent a lot of time
di scussing how disability was | eft out of
Amber brings this up saying,

The disability theme, oh my gosh. | was so upset. | watched the inefoie re
reading that book and so realizing that an entire piece that went through the entire

novel was leftoutandthen hr ough the fil ms you donodt
di sabled [in the movie]. Hebs peasrfect]l
that drew her to Peeta and missing that out not only loses a part of her character

but you |l ose an entire struggle for Pee

2015, lines 118.21)

Harper talks about the dif oletoteermowwe i n Pe
outlining both his physical disability, but also his mental disability, when the Capitol took
away his ability to distinguish what was really happening from what was their created
nightmares. As the rebellion against the Capitol interssiReeta does not know who is
the enemy and who is a friend. Harper describes it this way,
Peetaé is vulnerable. Heds found this
Heds faced with a situation where he is

be himself in all of it. He is confused, asking what is real and not real, and he is
being tortured. His life is crashing around him. Sometimes life does that to you.

You dondédt know what is real or not real
and youare trying to understand this way of life you are just kind of stuck there
and you are |ike, Await a minute. o When

you stay yourself? (Harper, 2015, lines 5#D)

I n asking, fihow do ysungt eeyabdssasltory Har

complexities of disability that we discussed in class. Itis not as simple as losing his leg
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and dealing with physical injury, but adding mental trauma to a pivotal character who
continues to live and contribute teetlvorld around him lets us ask tough questions about
how we view disability in our own worldMy reflections on this topic show how the
class is growing through the story. | note how | am glad to see the students add
complexity to their critique and clasliscussion so gy
see the world in ways that implicate individuals and the systems they operate in.
The students are going beyond simple co
of using the books as ways of thavenki ng
about disability are limited and preconceived. We need to rethink how we see
and understand disability to see how we are connectedfield.j6éurnal,2014,
lines500-503, 509, 51517)
't is more than the i ndutasystamicindestigatoopfang wi
world that does not have room for those who are disabled.
I n her interview, Marie discusses the |
in general,
Disability was interesting to me because, actually in books angemand all
sorts of things disability is not really portrayed very often. And there are so many
different forms of it. | thought it was interesting in the books there was a lot of
disability and that is completely ignored by people who read them oh weadc
movies because they are not in the movies. (Marie, 2015, lin€&%12
But Marieds reflection paper shows her tho
amputation, but larger issues around inclusion and representation in the media. They

ways thamnarratives about disability are constructed and how students get to see

characters that are like them in the young adult literature they read.
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The things we read for our day on disabilities also made me think about our

society. | wondered why the filmmaisesimply chose to ignore the issue of
Peetads |l eg amputation, an event that <c
the series. | have even made excuses for them by thinking that it was cut because
of budgetary reasons. Now, | no longer do thatirlk it is wonderful that things

like disability, both physical ones and mental ones, are touched upon in a young
adult series. The ways these things are portrayed are also important because
Peetads amputation is noteoplewthaf ocus of
disability are still capable of giving love and receiving it and also that their

disability does not control their lives. Both the social issues in these articles

caused me to really do some thinking on representation in the media. It is

important for people everywhere to have something to look to. By just glimpsing
what is on our televisions, we might think that only white straight individuals

have a chance at happiness or romance. Representation changes that for the better,
for people of cola LGBT people, and people with disabilities. Some changes are
happening and | can only hope for more. (Marie, 2015, linex380

The class talked about how they did not initially read many of the characters as
disabled; disability becomes something weenbt see unless it is pointed out to us (field
journal, 2014, lines 45@51). This lead to a discussion around ideas of who gets seen as
disabled, whether mental and physical disabilities are viewed in the same ways, and how
race and class get implicatedthese narratives (field journal, 2014, lines 4%2). Pom
was astounded by the article that pitted people with disabilities against each other in
competition for a modified van (Jilani, 2013). The parallels to the Games were obvious
as the organizerof the competition set people against one another forehigeging
prize, but Pom also discussed how things we think of as basic, like transportation, are
used to control people with disabilities (field journal, 2014, lines42®. By look at
disahlity as something that limits people and limiting the ways people can access basic
needs, like transportation, our society creates the Games in our own world. As a class,

the students continued talking about how if we do not see disability in the fictiane
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reading then we, as a group that identifies as predominately, but not completely, able
bodied, can pretend it does not exist (field journal, 2014).

Collectively, the students discussed other characters that got defined by their
disabilities. Iftheir disability is all we understand about them then we do not see their
full humanity. Characters in this series have disabilities, but for the most part Collins
chose not to make their impairment their defining characteristic. We are able to see them
as more complex people, to the point of overlooking their disability (field journal, 2014,
lines 458460). InCatching Firesurviving victors are reaped back into the Games,
regardless of previous injury. A scene in the m@agching Fire but not the nvel,
shows all of the tributes on stage together, holding hands. One tribute is missing a hand
and, in protest to the Capitol, his stump is raised into the air. For Jubilee, the scene in the
movie is poignant, but until this class she had not considdiréte disabilities, mental,
physical, and emotional, that were gathered on that stage. She felt concern while
watching the characters on stage, but quickly forget them when they were dumped back
into the arena to kill one another. As a class, theestgctould not remember what
happened to the tribute missing his hand. We forget him as soon as we stopped looking
at him (field journal, 2014, lines 46469). As a class, we discussed who is seen as
entertainment, again drawing back to the people canggr a modified van, and who
gets to do the looking. (field journal, 2014, lines 474%). Elizabeth connected the
theme of disability to the ideas of || ove
convinced that love is shallow and consumalblentrevolution can be viewed the same

wayelf there is a revolution where people
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how can they partici pat €800 Inc¢ldss distudsiol,thesr nal ,
students were adding complexity and nuatachard questions and seeing the world in
ways that implicate both individuals and the systems they operate in (field journal, 2014,
lines 501502).
Many forms of disability are representedline Hunger Gamesorld. Students
were able to use the stogdditional readings, and our class dialogue to think more
deeply about disability as both an individual and systemic concern. This was not a
definitive disability or disability theory discussion, but ideas of representation, lived

experiences, and visllty connected for students in new ways.

Hunger
Somehow Rue and | must find a way to de
feeding themselves will be a tremendous
better fed growing up is actually to their disadvantage,c ause t hey dono

how to be hungry. Not the way Rue and | do. (Collins, 2008, p. 208).

In a series with hunger in the title, it is unsurprising that hunger was a major
theme in my data. As part of their medide Hunger Gamgzartnered with tb World
Food Programme and Feeding America to r emi
i snét as far awayf tesn ¥du imi ghtghtthiamlound t h

(http://hungergames.wfp.ohg/ For many, thinkig about hunger brings to mind children

in far off places. This myth often allows us to overlook the hunger that is close to home.
For this class, it meant 170,000 people in our state received emergency food assistance

every week, food pantries have twrt people away because they are empty, and three of
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our cities rank in the national top 30 (two in the top 5) for food hardship rates

(http://www.thefoodeffect.org/athbouthungefhungerfacts). Our campus is situated in

a food desettand the city we live in was rated as the #4 city nationwide with the greatest
food hardships (thefoodeffect.org).

Katniss and Rue work and live hungry. Until Rue teamed up with Katniss, she
hadnever had a piece of meat that she did not have to share (Collins, 2008, p. 202).
Being full in Districts 11 and 12 is practically unknown. But hunger is not a simple issue
in the books or in our world. People are starving in District 12 while tleeielthe
Capitol routinely binge and purge at RO
well off in District 12, but he confess

2010, p. 311). Without a critical eye, it is easy to set up #pt@ as the ones that

Ahaved and the Districts as the one that f

Districts 1 and 2, which are closer to the Capitol, routinely have enough food whereas
Tigris, a former Games stylist, has moldy cheese and deatexito offer Katniss and her
team to eat when they took shelter in her second hand shxckingjay It is not

simply about physical hunger either. | note in my field journal that we talked about
Ahunger as a | iteral | drefungry Blthisalsea wer e

metaphor because they were also hungry for things like freedom andopowel i -n e s

® The CDC defines a food desert asaaga that lacks access to affordable fruits, vegetables,
whole grains, lowfat milk, and other foods that make up the full range of a healthy diet.
(http://www.cdc.gov/features/fooddeseyts/
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541).Students learned hunger is more than simply an individual not having the calories
they need, but is a systemic problem that needs #aoltheessed on many levels.
Studentvoices The subject of hunger shaped how Elizabeth read the books. In
a question asked to open the class, she was able to think about the story in a different
way, to employ perspective shifting, and ask new questidithe world she was reading

about.

I n the first week, there was a question

Capitol has enough to eat ZFeading.rKeepingt 6 s

that question in mind has shaped a lot of how | lookeatthh o o k s . | t 6s
wonder a lot more about the Capitol than | previously had, as well as the state of
other people in the districts. | had previously written everyone in the Capitol off
as the same type of person with the same group of opinions asahtiee
privileges. If some people living in the Capitol could be starving, some people
could be seeing the situation from another perspective. Even people who
participate in the lavish parties may see the underbelly of the beast. (Elizabeth,
2015, lines 3-39)
This line of questioning followed class discussion that inquired if everyone in the Capitol
was like the people Katniss saw at the lavish parties. The students pondered who served
at the parties? Who planned them? Who educated the childrenpafaple attending
and working at the parties? What do university students do in the Capitol? With these
guestions in mind, students were asked how hunger could exist around us, with some
having enough and others not. We live in a world that has laaisieplike in the book,
but people still have to plan and serve at them. There is not a leisure class without a

working class. It was through this theme that the students dug deeper into ideas of

hunger in our own world.
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The students talked about hungevarious spaces, in fiction, internationally, and
in our state, but hunger is also on our campus. Most of the class did not know our
campus sits in a food desert or that our university has a food pantry for students and staff
to access. It can be lgato think we could be in class with people that are hungry, that
there are those around us choosing between food and other necessities, or perhaps hardest
of all, to be the hungry person in class. These students had no trouble discussing hunger
that seerad beyond our classroom, but bringing it to our campus shocked them into
silence (field journal, 2014). We talked about the complexity of hunger, saying if there
was hunger even in the Capitol how can we think about hunger in our university (field
journal 2014). First, students reflected back to Patricia Hill Collins (2007) where she
used the university as a place to consider privilege and oppression as she urged readers to
Afexamine your positiono (p. 83). By askin
privilege that resides in the university s
we complicated the binary notions of having and not having to see how hunger could
exist in our university.

Jubilee talked about how hunger can be confronteeading stories likdhe
Hunger GamesReading and talking about hunger issues in class, made her think about
local food issues differently,

It makes you not able to distance yours

ignore it as maetolhemind ybu Wien yon aret réaaing bqoks a
your like oh, we are like | believe #1 now in food scarcity and instability in the

stateéit puts it in your face and says
going to this book so that you can get ouyaur head, get out of reality, but no
you canodt because this is here, too. I
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it You canodot escape from it. You <can
[ hunger] affects you, edertsaré T imakesgouwante s o
t o get i TheHuhger&dmesndt gives you inspiration. (Jubilee, 2015,
lines 338361)

Il n Amber 6s i mMhedHungar Gamess chpéace soaawognize the issues.

While it may not happen with just reading 8teries alone, but connecting with the food

websites that put our local hunger issue in perspective and talking to someone working on

hunger issues on our campus made the issue more real.
|l think we dondét want t o r eespegafllyiwkthe t hat
the area of the food desert and the starvation in NC. Realizing that we are
impacted by that so closely. Even at the university with the food pantry and
everythingyou dondét want to accept those thi.l
with the statistics and the facts on all of that you kind of have to take a step back
and think how do | process this? | had no idea and then having the fiction there to
show you what could happen if people do
And ietadls sac arr vy . I t 6s n ethesegpeopl®@dte no poor
surrounding me. (Amber 2015, lines 2286)
But more than that, she feels a connection. Reading the books and learning in

class allowed her to see the ways that our campus reflecssfalewa inThe Hunger

Games.The knowledge of the problem feels connected to what Amber sees on campus.

We have Food Friday on campus now and so there is collection boxes of can
goods to go to the food pantry. Working in the housing office we gefiana|

there any pick ups?o0 I have to say pre
have any food. 0 Not hingdébs been donated
a connection to it and itds not because

because | hae knowledge about those students and | have met the people who are
impacting them. The passion they have behind it. The dystopian societies are our
reality and without reading them in fic
(Amber, 2015, lines 29807)
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Amber continued to connect in her critical reflection paper. She talked about how

through the books and our discussion she became aware of the issue. Around the time we
were discussing hunger in class, the campus food pantry was robbed, and sinest¢éo

reflect on that action as well, showing perhaps a different perspective than if she we had

not talked about hunger in class.

Throughout our discussion of hunger in North Carolina and the U.S., | continued

to be shocked by the large numbers ajpgde that go without food in our

state. Once | consider the amount of people in Greensboro alone that go hungry
every night then think about the robbery of the Spartan Pantry, | am not surprised
by others desperate acts for survivly just simply knowng facts about the food
source systems within NC my perception of hunger and starvation within North
Carolina changedélt is because of this
would need to rob a food pantry, one that limits access to studergtsiso

because of my new education about hunger in NC that | feel more action needs to
be taken and others need to learn the harsh realities, so that people do not have to
resort to desperate acts, like stealing from a food pantry. (Amber, 2015, lines 33
45)

She continued,

| imagine that the people who stole from the Spartan Pantry were in serious need
of food. Hunger attacks people at the core of their beings, many people live their
lives for their next meal, starving or nothose who starve worry wheheir next

meal may come while those who do not suffer from wanting; wondering what
luxurious or speedy dining facility they will eat at nekor me, food is

powerful. But with that power, should come knowledge and education; and that
access can changees. That is how you win the hunger games: knowledge and
education. (Amber, 2015, lines-%2)

I n Pomdés interview, they connected hung

ideas of going abroad to perform charity work.
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The [class] where we took hger literally was really interesting because that is
something my family is really big on with poverty in the area and | think with that
reading thatos one of the things that r
Baltimore. Kind of the dynamic ofdpitol and districts. And it even made me

think about my mom. [She] volunteers for this organization and they provide

di apers and childrends books for famild:@
charity is. People go abroad to do charity anddat in their own communities

because they refuse to believe that there can be those that need it. So that made

me think about it with Greensboro being
aboutbecausé i ke | di dndt know hepgastdreatheia f oo d
and talked about it. (Pom, 2015, linesH)

Marie took time to reflect in her class assignments about hunger in a broader
context. Usingrhe Hunger Gamestory, but pushing beyond simply reading the
narrative to imagining what goes behind the scenes. The Capitol is portrayed by
Katniss, as the first person narrator, as merely a city of excessive parties and over the top
politics, but in glimpses through other characters she can see what life might be like for
some who live thereThat is where our imagination can let us ask questions of characters

like Tigris,

Thi sémade me t hi nk ddckingjaiyabout theiCapifdthave | e a
we were not aware of before. When Katniss and her team are inside the Capitol,

they see thatot all of the apartments are created in the same extravagant way (for

use of the Avoxes). There is also the example of Tigris, a woman who used to be

a stylist for the Games but got displaced once she became older. It is when they

are staying with Tigrishat Katniss and her team see that everything in the Capitol

is not as good as it is made out to be. They have moldy food and even ratty

clothes. This shows me, going hanehand with the Tumblr article, that even

people who supposedly living in luxuryay be having a hard time of it. This is

easily relatable to real life and other things we have learned, such as our lesson on
hunger éPeopl e perceive the United State
and make a better life of it but we have the samblpms. (Marie, 2014, lines

20-32)
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Eli zabethds class assignments had her a
The Hunger Gameand its relation to food. Hers was a different perspective, to look at
the marketing of the movie, noting that Subway wasagor sponsor. At the Subway
restaurant on our campus, there was a window advertisement encouraging you to buy a
sandwich and win your own victory tour, which upon reflection, was an uncomfortable
notion as only people who killed all of their peers ia @ames went on a tour (field
journal, 2014). The images from the movie felt incongruent to her,

The advertising folhe Hunger Gamesas been peculiar. In a story about hunger,

a large chunk of the advertising for the second film was sponsored by Subway
The commercials largely reduce the story to the Cdpisol manuf act ur ed f

Fireo image and neuters the point of [t
Kat nibsldd iAsnoét her commer ci al even featur e
district 11 withimges of the fAFiery Footlongso beul
lines 8387)

Marie talked briefly in her interview about the Subway Victory Tour because that
advertising campaign made her uncomfortabl
thatmeans@ve kil l ed 23 ot 20y Fok Madies unde(star@ibghthe | i n e
media around’he Hunger Gamest mor e t han fAjust the face
think about food, advertising, and the story from different perspectives. By attaching
their alvertising toThe Hunger Gamesithout more than a superficial understanding of
the story, Subway seemed to want to honor victory and celebrity, without looking at what
it took for Katniss and Peeta to be on that tour.

Framing hunger as a local issue ttghuhe lens of the fictional Panem allowed

students to see hunger on our campus as a pressing issue. Many were unaware of how
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close to home hunger was for our campusBmelHunger Gamesas a conduit for
starting this conversation.
The Archives

Ourclass partnered with an archivist from our university library with lessons built
off of this passage fromhe Hunger Games:

The arenas are historic sites, preserved after the Games. Popular destinations for

Capitol residents to visit, to vacation. Go éomonth, rewatch the Games, tour

f[he catacombs, visit the sites where the deaths took place. You can even take part

in reenactments.

They say the food is excellent. (Collins, 2008, p.-145)

We looked at our campus and our histories with a crigre. Lorenzo (2014) says that
reading science fiction, as an exercise 1in
and develop our critical capacitieso (p. 2
fiction we can contemplate whether what kmew about ourselves is the full truth or a

partial telling of history that relies on myth and assumption. This is a unique place to

begin to understand ourselves by understanding our own history.

Reading that passage aloomndwemde nBat ahsBD
real audienceo (2010, p. 5) students explo
Capitol or the Districts?o Students think
and ways they can be located in various spaces oésgipn and privilege at the same
time. Itis in moving beyond a simple yes or no answer that we have to look at what
Collins (2007) describes as the three main dimensions of oppression: institutional,

symbolic, and individual (p. 77)in my field journd| note howstudents begin to feel
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uncomfortable, shifting in their seats or looking to see how others are reacting, as we
talked about thevays that we use space like the campus or local military parks in the
same wayshat we critique the Capitaitizensfor doing with the arenasit is not
enough that studentecognize the ideabut that they are making deeper connections
with the ideas from the book We end this c¢class with Harpe
mean that all of this history existsutwe ar en ot t a u-620and40641). (| i ne
This lesson is not about merely gaining favor or disadvantage based on identities like
gender, class, or race, but looking at how those are interwoven into our institutions,
language, and relationships.
Student voices In WGS 450, students initially argued that they were part of a
District, as they sympathized with Katniss and saw the Capitol as the antagonist in this
series. As the class progressed, many of the students began to identify with Capitol
privileges (field journal, 2014). This was an uncomfortable realization, but one that
allowed them to think more deeply about the intertwining nature of privilege and
oppression. In one of her reflection papers, Marie summed it up saying,
These lessons Haus looking at our own society and seeing how we are not so
different from the Capitol. Specifically, postulating whether we qualify as Capitol
citizens or citizens of the districts has possibly been the most fascinating topic we
have covered in the coas(Marie, 2014, lines-81)
By going into the university archives, we could use the fictional space of Panem
as way to |l ook at our own wuniversity histo

Capitol or the Distri ctswory bdutlookingintshk histoty t h a't
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of our campus, students can make connections about our own history through the story.
It is not a neat history, not one that easily defines us as privileged or oppressed. Further,
our privilege many not even be simglgmething that we, as individuals, possess
unlinked from our racial, classed, and gendered identities and outside of communities to
which we belong. Pom, in one of their class papers, thinks of it this way,

We were asked throughout the semester whetbaedentified with the Districts

or the Capitol of Panem. Originally, | would have suggested that | am, at times,

part of both the Districts and the Capitol. After evaluating my privilege

throughout the semester | have found otherwise. | think that, tifisugy we

should take away from this class a firm understanding in our own privilege and

how it affects other people in our communities and in a global retrospect. (Pom,
2014, lines 3#43)

Before our archives trip, | urged students to think about hoknwew the history of the
places we inhabit, including our campus and our city. The city in which our university is
situated hosted a revolutionary war battle and there is a national park built on that
battlefield. History has happened all around ushout we recognize that history and
use the spaces, like the military parks, is an interesting subject. Do we use them in the
ways that are described in the passage that starts this section, as places to vacation, tour,
and reenact war?

Studentswereagsined t o | ook at the battleground
the passage that uses the old arenas as tourist destinations. The question students
refl ected on was, fiHow did you judge the C
The studentsunifoml vy f el t Adi sgust at the Capitol C
(field journal, 2014, lines 618 1 5 ) . We then |inked to the p
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how the park is marketed as a place for recreation that just happens to have historical

roots and how most of the students had been to the park to jog, walk dogs, or participate

in other forms of recreation. The students expressed feelings of being uncomfortable

with the idea of entertainment on a former battlefield where soldiers died (fuglthjp

2014). Usingrhe Hunger Gamese think about local history is one way that Lorenzo
(2014) wurges the use of science fiction sh
of ideas by which to probe our assumptions and go about rethinking wharnwé&om
society, economics, and governmento (p. 21

There is not a simple solution that solves the issues of modern use of historical
spaces; students agreed that they would rather a park be there instead of a shopping mall
or no marker of the bagtfield at all, but our dismissal of this history by using it mostly as
a jogging trail was disturbing to them when we think that people died there. With this
exercise, students began to connect how we do many of the things we are critical of the
Capitol for doing in the trilogy (field journal, 2014, lines 66&9). This drew the class
back to a conversation we had been having all semester about navigating the complexities
of privilege and oppression (field journal, 2014, line 621) in both the fictiondtlved
Panem and our own world.

Transitioning our reflection from the larger city history to our university history
students were introduced to how the archives were a place to explore the university
through the lens of a Games arena. Students spemsl évery week on campus, but do
not often think of the history of the buildings and spaces they occupy. For a class on

feminist education, this is especially relevant as our university started as a state normal
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college for women in the late 1800s. I ieerview, Jubilee reflected on what she
| earned in the archives saying, AThe thing
power ful . The fact that the students stoo
archives | feel like was empowering, importantiftipng, and powerful information to
know about our schoo-Lll6anfD4€48). i ee, 2015, | in

Using pictures, historical artifacts, and a personable storytelling style our archivist
told us a campus history that includes a dormitory fire irctwiil the students safely
evacuated themselves, a typhoid epidemic in which we lost 2% of the student population,
and periods of campus racial and gender desegregation. Our campus has hosted
controversial political speakers, a former first lady, and rtieae one studesled
protest. Some students in this class have been university orientation leaders, so they have
heard parts of our history, but as a whole tend to regulate it as side knowledge and not
integrate it into current lived experience of théversity (field journal, 2014, lines 632
633). Without a connection to the history of place our campus feels like a place to rush
through not a place to learn with.

Elizabeth was struck with how a powerful, controversial lecture by a Black
Pantheroccued i n what i s fAnow a glorified shoppi
638). That is her description of our student union, which relates back to a previous class
discussion on consumer culture influencing our educational choices (field journal, 2014).
Students were surprised to learn about a stdeenprotest for food service workers that
occurred in the 1970s. There was a campus walkout in solidarity with the cafeteria

workers on the same paths that students took to get to the library. In reflstidents
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connected that action with the Patricia Hi
class, drawing on how race and gender has divided our student population as well as our
faculty and staff. Harper was concerned that, as a senior fimélesemester, all of this
history exists, but is not regularly taught. Now that she knew these stories, she was
interested and wanted to know more. She had access to this information only because she
was in a particular class at a particular timddfjeurnal, 2014).

The archivist designed an activity to get the students to consider the history of the
university at particular points in time. She pulled primary documents (letters, oral
histories, newspaper articles) from three points of view (stsdaniversity
administration, general public) for three pivotal events on our campus: racial
desegregation of our school (1956); desegr
desegregation of the business district that borders campus (1963). Usints thiethe
arena provided byhe Hunger Game® view spaces that we inhabit with a fresh
understanding of what has occurred so close to us, the students dug deeper into our
campus and city history. Though the events happened decades before, the archival
materials linked us to places the students learn in, eat at, and walk by regularly.

These materials, with the differing points of view, allowed the students to see
what they assumed to be static historical facts, like how spaces were once divided by
race,from new perspectives. Students read how people advocated both for and against
desegregation and how students played a part in each event. After dividing into groups
and reviewing the documents we talked thro

were similar, the ways they were different and what that means as we think about our
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campusd history. Hi story gets mediated th
see that and think about the hisex6b?y t hat
670). For the different events, students tried to imagine the exact places or building in
which the things they were reading in the letters, oral histories, or newspaper articles
occurred. Thinking about the physical space of our campus and @tyarena where
important events have happened connects with how we remember and imagine our
campus currently. As students linked place with the historical events that happened in
them it is Ano |l onger just aowhutapeaethatpl ace
has a history they knowab6).The HengedGamesur nal , 2
allowed us to see how our campus is not disconnected from our history, but a place to
learn from it. This week, it felt like all of the threads we ardlipg from The Hunger
Gamesare coming together. The students are pulling what we are learning from the
books and then reflecting back their life experiences (field journal, 2014, lines 646
648). Itis helpful to be on the campus and in tlohiges. To have these places on
which to overlay what we are learning helps to give the ideas fullness and body for the
students.

In each of the student interviews, they brought up how much they enjoyed
learning from the archives. That learning experience gotlhe students out of the
classroom and into a space many had never utilized before. What the students learned
both connected them to the physical spaces of our campus and allowed them to look at
their privileges in new ways. In reflecting, Amber betfjoyed the experience of the

archives and connected to current struggles that she sees on our campus,
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| love going to the archivesove, love, love, love, love it. Being able to go to the
archives was the best thing ever. Having been on [the studemiation] staff |

knew so much of that history already, b
comparison with the history dthe Hunger Gameand comparing the oppression
we had beenthroughnd | di dndét know the details

about the UNCG women going and helping the A&T four and all of that, so it
made me appreciate this university but then considering all of the arguments for
the Rec Center and the LGBTQ population on this university and they are still
struggl i n gatthe drchivekwe havedone so much (Amber, 2015,
lines218231)

Amber knew some of the universityoés histor
with the books, she connected historical events like desegregation and the food service
worker proest to current campus topics like our controversial Student Recreation Center
that is part of a campus expansion and LGBTQ rights in a time when our state recently
amended the constitution to define marriage as between one man and one women.

| n Maintervievd she talked about being unsure of how the archives were
going to tie into the books, but ultimately what she learned from that experience was part

of what made the class memorable for her.

| loved archives, too. That was really fun becauseid:@ ¢bt on the 60s, on the

race i ssues and i nt e glrheaHungerGamigd. sdr tdi alfn 6
think it was going to but it did. At f
we going to do?o0 But it weiledrnee andled up t
Hunger Games really strange ways. | liked that, too. | like that we got out of

the classroom a couple of times and we
about the first two black women admitted into the school and how they thought

they were going to be ostracized and then they ended uphadtvhite] girls

kind of took them in. There was also the protesis girls going downtown for

thesiti ns and al | . That tied in, for me, I
likeareel | i on or we dondédt need people to st
really very similar to the books justinanen ol ent wayét hat was

in the political and instability, and real life, and the books. (Marie, 2015, lines 65

82)
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While thelinks between the arenas of Panem and the historical events we talked about in
the archives are not direct. It provided a way to think about the issues. They were not
just things that happened a long time ago, but are stuaferénced events that oceced
in the same spaces we are learning in.

Marie also used a reflection paper to highlight how the connection between

learning in the archives arfithe Hunger Games.

The idea of UNCG as an arena did not really make sense to me until we went to

the archies. | then began to see the school as a place where battles have been
fought and this all connected me back t
claiming their education. It is clear t
claimed their education. Thexamples of students participating irrig, war

efforts, and a myriad of other things made me see UNCG in a new light. It made

think of things that students are fighting for ragainst the new rec center, for

LGBT rights, etc. It made me think of oth#dings we have touched onTine

Hunger Gamesrilogy, like disability and race and how those issues are still huge.
UNCG was innovative for its time and allowed women to get a great education in

a time where that was not common. This has made me se&dkl@ place that

is innovative and radical. (Marie, 2015, lines&®

In her reflection, Marie was able to link the history we learned about in the archives, with
material we read to start our class, to events that impact our campus now. It & not th
we could not have used another way to talk about the connection between academic
theory, history, and current events, but fhla¢ Hunger Gamegives us a unique way to
make those connections.

For Harper, she both liked being out of the classroomanhchire ar c hi ves.

|l oved being in that room, just being there

made me proud that | went to UNCG because

189



(Harper, 2015, lines 19200). She also reflected on the use of eait@ment as a way to
learn history. We went to the archives because we were learningTdi@oHunger
Games.Susanne Collins writes fiction, but Harper saw how she was also writing about
an American history. As a reader, Harper was asked to think adooivh country and
her own history in different ways, Collins
the U.S. 0 (Harper, 2015, Iline 214). The a
place ofThe Hunger Game® both entertain us as read, but also to teach. Using the
idea of the arena to ask us to look differently at our own campus is how Harper thought
about learning with the archives. She said the archives experience was a different ways
of learning, but showed her that fiction da®t just have to entertain, but can teach what
Ahas happened and what is happening nowo (
paper, Harper connected the bravery of Katniss to the bravery of JoAnne Smart Drane
and Bettye Anne Davis Tillman, the fir&frican American women admitted to our
university. Fighting for your life in a fictional story is not the same as desegregating a
university, bufThe Hunger Gamdset Har per | ook at that mome
history in a different way.

P o mo s ectowta the archives happened because they work at a boutique right
off campus. The store is situated between a restaurant and former movie theater that
were both, at one time, for white people only. In the archives, Pom was able to read
about the plae they work and connect with a history that happened long before they were

a student. Pom was able to tell how the spaces that were mentioned in the archival
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documents are used currently. The history

theac hi ves | never would have knowno ( Pom, 2
In her interview, Elizabeth also lamented that without this class she would have

missed out on knowing this history.
|l didndét know any of that stuffogol had
out of your way to take one specific class and happen to go to the archives to
know that stuff. That should be stuff that we all pretty much know. Just the fact
that i tdés a school with so much history
communitynre mber s are putting together why i s
2015, lines 23241)

When presented with this view of university history, students were eager to learn it.

They made connections between the fictional and real worlds, while also ltokimg

current events that are happening on our campus now. The buildings and spaces we learn

in, eat in, and walk past everyday become not just static structures but part of a vibrant

history that students see themselves as part of. With both Ru§§ ér@PHintz and

Ostry (2003) highlighting the pedagogical nature of science fiction, these stories are

powerful teaching tools. By letting students glimpse into a fictional world, with different

rules and new ideas, they can look back at their worldfwatth ideas and new

perspectives.

Need for Imagination

As | drift off, | try to imagine that world, somewhere in the future, with no
Games, no Capitol. (Collins, 2010, p. 354)
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Using the studentsd i maginati omdoft o t hi
teaching with young adult dystopian literature [liKee Hunger Gamed.eGuin (1979)
champions the power of imagination. She feels the power of the imagination is to
Afdeepen your understanding of your gsyor |l d,
and your destinyo (p. 43). Susanne Collin
is familiar to readers because it is what we watch on television, read online, and talk
about on social media. Using what is familiar ablut Hunger Gamedsts us see
contemporary social issues in a new lightom my notesstudenthave remarked in
class bothit Wo w, al | of this in a kidsdéd book. I
have passed them al0b5)dndgi| b é %5 oteiek@abo@ théeseh ®s 105
i ssues in the book, i1tds mo-i114l). Bytakipgtime at e d
to acknowledge we are learning to see issues where we would have missed them before
and that acting on them outside of fictioncanbe hamteh at it fAseems t hat
have the chance to talk about or imagine things from a different perspective then we can
choose to adiifferentlyo (lines 14651466). As students talked about what they learned
| was able to see how imaginatiomswvoven throgh as one studestai d t her e 1 s |
one answer, but many éandwe stdotlchbe ableitodearmfootn mo n o
t hose who are di f f-8621¢ Clearly, theserare diffei@ncds! i nes 16
between the fictional world of Panem and our exgpees of America. Students know
the storybs characters are not direct refl

about what they learned in the class, they continued to use that knowledge the
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imaginative ways that engaged their imagination tokthbout different ways to
understand themselves and others.

In her interview, Elizabeth told how fiction offered her the power to see herself in
others. By seeing expanded views of the world, through her reading, it motivated her to
act in her realife (2015, lines 38B82). By learning through dystopian fiction she asked
guestions |l i ke, ANotice any patterns, not.i
This might be a yesterday or t o26)rByow f or
askingquestions about the world around her through the fictional story she can imagine
di fferent answers to the questions, they h
maybe that is what iIs going on and nobody
i ving in t hat293).(Usingnoagen-2heed huemor,Eliza&b6t was
using imaginative ways to question both the ideas from the story and they different ways
they made her think about her world.

Jubilee, in her interview, said that sheledldetails from characters to connect
with her own life. Fiction allowed her to think about hdtve Hunger Gamesopens up
your ideas to things you dondt get-3249)o0 expe
| i ke Rueds agri cturlitcutr all 1 ecxa nsptaernecde tion Koatsni s
While those are fictional states, she is able to link her thoughts about the bleakness of the
charactersdé |ives back to | ocal-331pod insec
Several times in henterview Jubilee mentioned the inspiration she got fitva Hunger
Games.She found inspiration in how Katniss and Gale hunted as partners, likening the

characterds coll aboration to a +oweaament i n
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~

underserved neigtorhood (lines 358 6 1 ) . I't also gave her fAin
| can ask this questiono6éit makes you real

have to be this big | elddardrl77a78). Shefurthbes met hi ng

foundherom courage to act | earning that Al can
l earning] . |l can start. | can put+ the se
262) . Learning with this story helped to

i s s u éfeyedtdstories will help us figure out how we can deal with issues and work
towards a better outco®E).in our own worl do
For Amber, the story was important because she was invested in the characters.
Thinking with these characters, manyavh | i ve | i ves very differen

to put [her] life in perspective. You can figure out the things you enjoy, the things you

dondt, through characters anedb6).IBeei r mi st ak
recognized that fictionwasawayo | earn about herself, Aputt
already knowdo and highlighting what you ma
read | candét ignore ito (lines, 340 and 34

the story when she watch#te news,

When | turn on the news that is when | see [the connections]. The Capitol

streamed to the districts and you were mandated to be in the town square to watch
whatever live broadcast it was. You had to stop doing whatever you were doing
towatchi t . I f you didnét you could potenti
on our news, people being shot and kil
think that pieces of fiction can feel so real. Even though they are not about the
samethips écombining those two things [ medi .

scary, and deadlyéhaving it in front of
fiction standpoint in the books and then in real life from the media. (lines 351
362)
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Harpertalkedofta I mportance of Al earning how tc
uncomfortabledo (2015, l ine 365). She gave
current events like the shooting in Ferguson, Missouri and the death of Freddie Gray in
Baltimore, Maryland. Be expressed it | ike this, AYou c
youbre | i ke 0h e382) Thermsimiartiésbetweenifiatia sind Be8lity
struck her as a place to learn and imagine both herself and the world differently. She saw
how easy iis to make assumptions and feel disconnected from events in other cities
saying, fithe uncomfortableness of that rea
your i gnorance and-3Mp Ghe saidithatthrough dystgqpibni nes 37
ficti owme wteo firhemal i ze we donodt | ive in a pertf
that everyone i s -350).eHatpa khew tleeiworld wad unfair before s 3 4
this class, but looking at the issues through the story allowed her a different way to
imagine the process of creating a world that looks more like the one she wants to live in
by allowing her to investigate issues of privilege and oppression from different

perspectives in ways that she had not done before. She explained it like this,

The Huinger Gamebelped me [see] there are two sides to every story and even a

third one that is silent. Il mean, we d
Cinnabs eyes, but |1 6dm sure that i1itds th
impacted the entire[str y] € So, we have our own pers
perspective, therebdbs probably the Capit
there is the mediadbds perspective, what

the people who are onthe othersided t hen t hereds our s. (F

390-393 and 396100)
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Harper used he Hunger Games think with different perspectives and imagine the
story through other characters, like Cinna, and reflect on the ways that she saw
similarities to current eves.

Pom appreciated the creative perspeciike Hunger Gamesmployed. This
creative angle kept them interested in the story and in the ideas when the story was done.
Pom tal ked about how | earning withtothis st
think outside the bovaluatichofivbatyodthink youkhew8 ) t h
about yourself and the world you live in. The messaging was wrapped in an entertaining
story, but the ideas are about fpaswer dyna
soci ety 0-256) Theleks to 2usrént events in Baltimore and Ferguson
resonated with Pom. Using the story, Pom discussed how

We placed ourselves within that struggl

school. School is part of theal world, so seeing what you learned play out in

front of youéitds scary, but in a good

change is being made and how you can be part of that. (line33335
Pom, and the other WGS 450 students, used this serieagmerbeyond the borders of
the story. Sometimes they reflected back to what they learned within the books and other
times they projected what was in the story into current events, but the need for imagining
differently was in each of their narratives abtearning withThe Hunger Games.

Fiction as Educational Space
Reading allowed the students another environment in which to consider the issues

they were learning about. For instance, students encountered the insidious nature of
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media within the storyWhile students learn that media and advertising is designed to
sell ideas of what it means to be a woman, or a consumer, or a student, they often resist
the idea that they are susceptible to the marketing. The students used the fictional space
of Panemte x pl ore t hose ideas; | ooking at both
propaganda to sway the citizens of Panem and readers. Once students were able to talk
about media in the fictional world, they could connect back to ways it operated in their
own lived experiencesThe instances where | reflect on asking questions about Panem
that | wanted students to answer about themselsese t hem ficonnecti ng
thestoryand t heir experiencesolnthdsekntlsdf j our nal ,
connections between story, life experiences, and our sharedphlssthe students
expressed how they were connected to this class ways they did not with other classes
saying, Al think aboutilthinkabauttlusiclass sutgioh ot her
clas® (lines 959960). Because they are thinking with a story, it creeps into their
thoughts outside of just this class diotional space becomes another learning arena.
For Jubilee, it fAhelps to knowttl tlyat (diufbfidre
2015, line 475). ltis not just that we are reading a fictional story, but that through the
story we see different perspectives and possibilities.

For Pom,The Hunger Gamads both a space to think differently as well as a tool
for learnng. That does not mean that the learning is easy or that hard questions are not
uncomfortable, but that students have another educational space to think through the

i deas. Pomb6s interview reiterates this id
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| think fictional space, for peoplwith different privileges, shows them in a way
they can recognize what they wouldndét n

themselves. éit shows that other peopl e
awareness to it in a different way. | think younlylaliterature can be used as a
tool to bring awareness to and change o

(Pom, 2015, lines 39398)

Pom continued,

Like the question of whether or not you are part of the Capitol would make a lot
of people andstill makes people uncomfortableut if you reword it to about

how the U.S. is an imperial colonial institution would a lot more people turn off
from that discussion right away. But having it in fiction allows a lot more
discussion to happen and then yaum go back and show them how that applies to

t hem. So itdéds |Ii ke a tool to ma-ke thin
413)
Elizabeth described fiction as a fApract

After readingThe Hunger Gameéwer this dass she liked having fiction as that space.
Going further she said fiction is,
a space to be introduced to some ideas

way to kind of take you from a placgou knowThe Hunger Games familiar
i t 6 s ablestomfoarlot of people and kind of jumping back and forth to

see those connections. Il think that ca
rid of a |ifelong willful i gnorance for
really hardtobeak down and it doesndt just happ
day so that jumping back and forth is really important. To keep going back [to

the idea that] herebds the real worl d eq
versus | etbdsssdoki ae amdimowWaitimii mpact s

and her friends. (Elizabeth, 2015, lines 44D)

Here Elizabeth is saying that in this class the fictional space is a space of introduction.

Because it is a story perhaps there is less risk for touhgew ideas or looking at
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concepts from a fresh perspective. Because the characters are not your family or your
community there is distance to think about the ways they are enmeshed in problematic
social institutions. She also highlighted the impor¢aoicgoing back and forth from the
fictional setting to the real world showing that what she learns does not stay in the
fictional realm but is connected to her lived experience.
As Pom said previously, learning in a fictional space is a tool to |&aurt a
ourselves. It is not enough to keep the ideas inside the story but to make connections
with our lived experiences. Elizabeth also acknowledges the work that it can take to
learn in fictional spaces. This is one way to learn, but does not autdipatia&e the
ideas or concepts easier. It allows a new space to think about them. Pom continues, in a
paper written for c¢class, Athis is where ed
Learning occurs with academic articles and textbooks, lsanhitilso happen reading
young adult dystopian fiction. Pom reiterated the use of young adult literature and
education as tools for social change saying,
This class has helped me rethink my own privileges and oppressions. Learn how
to apply my own histiees to dealing with different situations and to be sensitive
to other peopleds experiences and oppre
actions oppress others; and how all of this connects back to education and young
adult literature, which are both m@utionary tools for societal change. (Pom,
2014, lines 1318)

Seeing how we connect with others, in a fictional world and in our own world, allowed

for shifts between the world of the story and the world we live in.
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Har per descri bteldeidsdaméiismagaeg., nllt®@®s t he
itds painted a diff erTaemHunger &amedindd flo rt hmendk t
(Harper, 2015, lines 24244). Using the story to think through new ideas allowed

Harper another space to consider what shele#ning. She also spoke more directly

about how we can |l ook at Panem and see our
The Hunger Gamdss not wus, i1itdés fictional é as some
still the Capit chloénetohi(sHairsp ewelv2)2 0cll50 s d itnce s

Amber liked learning in a fictional space because it allowed her to slow down and

consider complexities in ways that she did not for other classes. She described it like

this,
| think [The Hunger Gaméss beneficihbecause you see the detail, you see the
compl exities. I n real |l ife you dondot g
Youdbre in sensory overload. Literature
read at your own thataycoeu acnadn Olti fheidts rneowti nldi
but you can take literature in and think about it. And think about it in kind of the
way that you would do a devotion. You read a passage, you sit there and think
éFiction i syoadodhdtandiyoa péseit..we got to reflect.
(Amber, 2015, lines 40417)

Reading for this class felt different for Amber. It was about more than being entertained

or learning bits of information that she would need on a test or for a paper, but because

we were readingction with intent to learn about our lived experiences she got to interact

with the story in a different way. What she thought about this story was important and

what we learned about the story together added to what she knew.
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While Amber felt likeThe Hunger Gameallowed her to slow down and think,
Marie had a different idea about the space that fiction creates for students to learn. In her

interview she said,

| think that [The Hunger Gamégets to people in a faster way than real life. |

thinkt hat it clicks for peopleéYou can thi
these issues here and that helps you relate it to the real world. (Marie, 2015, lines
96-100)

The Hunger Gamesffered Marie a quicker way to think about the issues. Thinking

about ideas within the fictional story allowed her faster connections to real life issues.

She continued, Alt helps people to read so
be able to relate it to t209 The glealthatfictondl d o ( M

space can be a lower risk space to learn resonated with Marie. She said,

If [fiction] gets people comfortable talking about issues even if they think it

happening to peopl e who . Becaese 6ncéey e a l It
have talked about it in a fictional setting they feel a little more comfortable talking

about i1t as it is really happening beca
mel O6Om nobtutsuirtebs hard to talk about issu
wor | dél understand that it i s awkward an

ideas, but | like that as sort of a steppstgne or building block for people.
(Marie, 2015, lines 21226)
Continuing to Think with The Hunger Games
| interviewed the studés one year after they took WGS 450. Each student talked
about how they continued to think wiillne Hunger GamesAt the time that | conducted

the student interviews (Majune 2015) our collective national attention was focused on
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the #BlackLivesMatter mvement. Between when our class ended and the student

interviews took place a police officer in Ferguson, Missouri killed an unarmed Mike

Brown, Eric Garner died while being arrested in New York City, and Freddie Gray died

while in police custody in Bathore, Maryland. Each student connected ideas from

learning withThe Hunger Game® how they were thinking about these events.

For Harper, the link between Ferguson, Missouri @imel Hunger Gamesas a visual

one. She said,
When the Fergusonprotes happened [t he quote] @AWhen
u swas painted on that wall. That taught me that there is a blurred line between
fiction and reality because there itds
differently. (Harper, 2015, lines 3&88)

As the town waited for the grand jury decision on indicting the officer that shot Michael

Brown, someone spray painted the quote, di

in the Shaw neighborhood of St. Louis, Missouri (Bates, 2014). That mpfetenced a

scene where the Capitol has just bombed a hospital. Katniss is helping the resistance, but

is unsure if she wants to be the symbol of the rebellion. In watching a hospital full of

injured people die, Katniss realizes that the war will happéh or without her, but as

the Mockingjay she will have greater power to attack President Snow and the Capitol. In

the heat of the moment Katniss delivers an impassioned response to the Capitol saying,

¢ #BlackLivesMatter is a call to action and a response to the virulerBlack racism that
permeates our society...[and] is working for a world where Black lives are no longer
systematically anchientionally targeted for demisghttp://blacklivesmatter.com/about/)
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AYou can torture us #ictsdo theground, busdoyoan d bur
see that?0 One of the cameras foll ows a
of the warehouse across from us. The Capitol seal on a wing glows clearly
through the fl ames. i Fi r enow, deteananédc hi n g !
that he wil!/ not miss a word. AAnd i1 f
p. 132, large print edition)

As the importance of the book is intertwined with the movies, it is important to note that
Mockingjay Part Onevas released itheaters on November 10, 2014 and this graffiti
protest was painted on November 24, 2014. The movie had just come out and the story
line is about the people rebelling against a government that is in control because of a
rigged systemMockingjayis a fctional story set in a place that feels much like the
United States. People were making those connections and using the popularity of the
films and books to bring attention to Ferguson, Missouri and that was not lost on Harper.
Jubilee also talked abouth e connecti ons with Ferguson
think that was one of the most important things about the class, honestly, is that we are
reading this in fiction and we can apply i
2015, lines 167168). For both Harper and Jubiléée Hunger Gamegpened their
imaginations to make connections between the story and what happened in the world
around them. Jubliee continued,
The value of the fiction helps you navigate your own space in your ownrgount
even on how you feel about policies that are being upheld. Fiction helps you

realize ways you can learn more about them because not only are you seeing the
person in power but you are seeing the people. (Jubliee, 2015, [ir@9A)P6
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For Jubilee, itvas not just seeing the main characters fight the Capitol, but seeing how
the secondary characters reacted as wel |l
can be a Rue. Rue was an important catalyst for things happening. [She brought]
emotionott of peopleéand made them mad enough t
186) . Jubil ee was not advocating martyrdo
but she was reacting to how Rueds death br
Katnissaddressed them on their Victory Tour. By being in a class that used a storytelling
strategy both Harper and Jubilee were encouraged to use fictional space to think about
politics and current events in our world.

For Pom, the value of continuing to uB& Hunger Gamet® think about the
current events surrounding the #BlackLivesMatter movement is how they continue make
connections. Pom spoke about that saying,

With all the news about riots, which I

that conection. It primes the idea of revolutioof what we kind of place as the

picture of what a revolt is. Seeing groups that are oppressed and have been for a

long time finally organizingor who have been organized and fighting a system

but now are comingp ways to make it more visible to the public audience really

shows exactly what is going onTine Hunger GamesPeople were revolting all

this time. Katniss didndédt know until S

it to a bigger picture andthink that is what is happening with the use of social

media, which we talked about in class, too. (Pom, 2105, lineS83b
Racial, gender, and political issues are not always easy for students to talk about. But

when using a fitcthe oindhéa, st oay RPeEmisgsneisd, it

the issues and have examples to rely on as they move forward after the class is over.
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Marie, who in her interview said that she is a quiet person who usually listens
rather than talks, explained hovataing withThe Hunger Gamegave her the

confidence to talk about current events. She said,

| use [The Hunger Gamés lot. When we went to go sétockingjayl told my

mom [this is] why we talked about it in
things abouThe HungerGamesnd | can cl arify for them
actually we read in Alice Wal ker about

Il think itdés very eas ythingslikeaBallimoreand peopl
you can sayvell this sort of parallels what we learned, what we talked about. |
talk about the class all the timeTlihe Hunger Gamdss br ought up, (.
we talked about this in my class. o We
and he does thisind allthat stuff. So, I really do reference it probably far too
often for some people. (Marie, 2015, lines -18B)
Elizabeth also uses the series to talk to friends about political issues and as they
get into fAireally good dcusentpditcs cambs lookedlate | a u
throughThe Hunger Gamesaying,
Well, you guys, inThe Hunger Games And they are I|ike, fAw
The HungerAnGa nhedsn?TdeiHknger Gainégnys this is the
exact same t hi tha wetcan udehoitatk adot. (Elizapethj2015,
lines 384387)
She incorporates her current political action into what she has learned from the class. She
adds that she usdthe Hunger Gamee talk to her younger cousin. Using this series,
zines, ad other books she talked about how she has guided her cousin to fiction that

mi ght i nterest her as a teenager while als

you think about this? That actually reminds me of what happened in Ferguson and
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Bal t i HEizabaeth) 2015, lines 40203). It opens up places for conversation with
both her peers and her family.

For Jubilee, learning witihe Hunger Gamesas about acting in her community.
She pinpoints howhe HungerGamesopened her e yirgowaroumd what \
her (Jubilee, 2015, Il ine 157). She went o
involved in the community. |l 6m not a very
within the UNCG community because | realized | could use some of myggealto
hel p in a good way el164). Shelparticipated in Gddudprotests, n e s
increased her social media presence and voice, and said that she still, one year later, feels
like The Hunger Gamdselps her to think about politics in difent ways.

While it has helped the students to continue to think about political issues, those
issues are not always simple. One thing the series did was to expose how complicit we
are in the political systems that are designed to control us. It wasnmmy that the
Capitol was fAibado and the rebellion was fg
Cinna the students uncovered the humanity of the Capitol. As the rebels take the city, it
is one of Gale and BeeTeeoPBrim PRreseentCoions t ha
the rebel leader, turns out to be a dictator mikehPresident Snow. Amber talked about
how The Hunger Gamdselps her to see how current events are not always easy to
understand,

One of the things | struggled with readifiggHunger Gamesvas the battle

between Snow and Coin. That is one part of the novel that really can be applied

inreallifet here6és constantly the good and evi
is really good and who is really evil. You have to pick the bethe worst.
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That s | i kettwe tlhercgusemtdtyuff, youdve (g«

making bad decisions hat coul d be being racist. An
of black people trying to fightoiback an
wr ong. And you donét have the facts.

in the right and bot h TaeaHengé Gamgmtchats s ar i |
in perspective. I dondét think before |
dondét have to be wrong. It doesndot hav

middle and you do have to choose the best of the worst sometimes. So, with
current events you really pick that up and you can picture it out. (Amber, 2015
lines 316322)

Learning there is not always a right and a wrong, in fiction or in the world, was a big
lesson for Amber. The story gave her a new perspective with which to view and make
decisions about information in the real world.
Having a complicated political lancispe to learn with in fiction was helpful for
Marie as well. She talked about how much she learned in class,
| was not very informed in high school and stuff like that. There particularly are
things likeThe Hunger Gameand dystopias, people think tha so far away
from us. We wi | | never get there, but
correlate it to real lifethis class helped me. We talked about how things are
happening in the wortbgaditanW® gidcetswithh at 6 s w
other people. (Marie, 2015, lines 2206)
The story and the class allowed her a place to think about the issues, but also showed her
how similar issues in fiction can be to what goes on in real life. She calls out this parallel
saying,
Someof the real life socigolitical issues have paralleled pretty closely. There
were things at Ferguson and at Baltimore that people bring in law enforcement,
people disappearing, even on camera, people just being pulled away. Amd that

think to myselfii | s a wC a& thcahti n gheybrought seémebody up and
they shot themé The people that are jus
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fed up with the way theyoOove been treate
interesting to me the law enforoent/PeaceKeeper parallel where you think these
people are supposed to be protecting me and they are not helping some people.
Thatdos been, for me, the thing | o6ve tak
police. (Marie, 2015, lines 14963)
Students contimed to reflect on the series more than one year after the class. These ideas
are kept fresh because of the movies, and the movies bleed over to our current event and
political movements.
As Pom considered howhe Hunger Gamesontinued to influence thethinking
a year | ater, they said, Alt definitely ma
normally woul d have ever34)aRomltakeddrankly aboBto m, 2
the #BlackLivesMatter movement and the connections with Rue TrerHunger
Games.We talked in class about the social media uproar when Rue was cast with a black
actress. The character is described as black in the,dmakpeople went to Twitter
| amenting how the character 6s demteadofwas | e
the blonde, white girl they imagined when reading the book. Pom linked the way race
was portrayed in the movies with current politics saying,
People wanted to care about Rueds death
Ruebs deatihliaftkslyed$ because black 1ive

started to resonate with me more and mo
Baltimore riots and police brutality and kind of this concept of white property

being valued more than black lse Because that is wusuall
what the topic of conversationi8we |l | , t hey shoul dnét be v
are destroying all of these businesses.
"' ésee the little girl from District-yshd st andi |

old, the one who reminded me so of Prim in stature. Up close she looks aboutddrasS

bright, dark eyes and satiny brown skin and stands tilted up on her toes with her arms slightly

extended to her sides, as if ready to take wing at the slightest sound (Collins, 2008). 98
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someoneds | ife, why i s ing?h(Bam, 20ibtlinesvor t h m
109-118)

When students are able to talk about issues of race, politics, and popular culture they can

imagine the future they will be part of differently. Usifige Hunger Gamés get

students to think about the connections taat be made is important, but it is not the

final step. Learning with young adult dystopian fiction lets students think about their

present and their futures. It involves students so they feel like what they have to say

about the future is important. ashows this saying,

People Ilike to think of [young adult dy
have to deal with it. | think984was a perfect example of that because people

readl984and are | i ke, Al 6m so ¢lpeoplergdattint di d
and they are |i ke, AThis is haplheening r
Hunger Games It is the future and itbés what

going on. | think it is challenging use to change how the future will beusecof

what is going on right now. We are starting to see that more with the rise of

soci al medi a, people who dondt normally
and their issues are being brought up so like the #BlackLivesMatter movement,
transgendeand other LGBT rights coming into the picture. (Pom, 2015, lines

257-267)

Fiction like The Hunger Gamdsts us imagine a future so that we can work in the

present to make the world one we want to liveTihoughstudentsare talking about

what they lave thought about after the class has entled,Hunger Games merely the

vessel to talk their education and thay they see the worlahd that was reflected in the

last part of the class, especiallVe are talking about the story, but it is abouawney

connect and learn from it that is important (field journal, 2014). | was able to see that in

the class and now as | interview them one year |&etion, as the students said in their

209



interviews, lets them see issues in ways that might notwiiveut reading the story.
Pom said that for them it i s fAwhere we pl a
325) that becomes important. Harper ties the idea back to an ewmtkmgjay The
rebels break t he Ca pthdlights@oghe oitp tFe her,tha@m s hutt
showed that, fieven one thing can make affe
message. One | ittle thing can become a bi
2015, lines 45:2154). Perhaps that is theessage from the class.
Summary

In this section, | have discussed the data that | collected using my field journal,
student writing assignments, and student interviews. | identified and discussed five
categories that emerged from my data analysishl¢T power of storytel | |
reflection on class experiences where they discussed the impact of love, disability,
hunger, and the archives; 3) The need for imagination; 4) Fiction as educational space; 5)

Continuing to think witiThe Hunger Games
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CHAPTER V

CONCLUSIONS, IMPLICATIONS, AND CLOSING THOUGHTS

Teaching and researching the Spring 2014 WGS 450 class was fun, exciting, and
hard, but above all, an honor. The students approached this class with enthusiasm and
wonder and those who chasebe interviewed were gracious and thoughtful about their
experiences witffhe Hunger GamesThe Hunger Gamesas written by a woman and
featured a strong heroine, perhaps initial details that could connect the story to a class
about feminist educatiortHowever, the series tackles social justice themes like power
and privilege, oppression and compassion, love and responsibility under the guise of
young adult literature. For studentdie Hunger Gamdsecame a frame for talking
about their experiences eflucation and the world around them. The books were what
brought them into the class, but that was not where learning stopped. What appeared
repeatedly in my conversations with students was how this series grabbed their attention:
as entertainment and aocial commentary. In this cla3fie Hunger Gamdselped
students to dig into concepts, find correlated moments in the books and the other media,
and connect back into the world we live in. This course was not just about searching for
ideas in the tetx but connecting to their own experiences of education, current events,
and feminist thought.

| began this dissertation project with a desire to understand the Spring 2014

Hunger Games and Feminist Educatdass (WGS 450) more explicitly. | was
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interested in studentsd experiences of thi
adult dystopian literature were put into conversation with one another. In order to learn
more about the studentsod expegquestomséos 1 n th
guide my study:
1) How did young adult dystopian fiction inform feminist pedagogy in a WGS senior
level undergraduate course (WGS 450) on feminist education?
a. How did students taking a WGS senior level course experience the use of
young adult gistopian literature in the course?
b. How did students who took a WGS senior level course perceive the use of
young adult dystopian literature in feminist pedagogy?
c. What challenges and benefits existed in using young adult dystopian
literature to teach an uathraduate course on feminist education?
In this chapter, | share the conclusions drawn from my research data including student
interviews, class documents, and my field journal. This chapter reflects on the responses
to my research questions. | answaad explore what | found in relation to each question.
| also share implications for future research and my closing thoughts.

Conclusions

Question 1: How Did Young Adult Dystopian Fiction Inform Feminist Pedagogy in
a WGS Senior Level Undergraduate Corse (WGS 450) on Feminist Education?

| found two ways in whiclThe Hunger Gameasformed feminist pedagogy in the
WGS 450 class. First, using young adult dystopian fiction in the classroom allowed
students to look at the familiar with an unfamiliar eyéne Hunger Gamesas well
positioned to ask students to look at a curious plotline, where children who were sent to
their televised death engage in political rebellion, from different perspectives. As Joanna
Russ (1995) descr irkedéamsoutiomava hidden & it the fanfiliarr st b
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but this perception of the familiar causes the familiar to be seen from an odd perspective
that makes it, in turn, bizarreo (p. 24) .
possible and know thatis fiction. This paradox in science fiction unearths room for
readers to imagine and question both the story and our experiences through which we
read the story. With its fantastical setting and unrealistic prefffigeHunger Gameset
students up ttearn in an environment that all at once felt out of sorts and entirely
probable, pulling on a strength of the genre to revel in paradox. Panem is not the future
of the United States and our present is not exactly the padtthaiunger Games
referencesbut they inform one another. It was in these paradoxical moments where the
students read about the impossible and imagined themselves reacting to it that they had
the creativity to explore possibilities and experiment with difference.

Each of the stuehts interviewed talked about how Panem felt very much like the
United States, so when we discussed ideas about the fictional place they reflected on
them in the context of their own lived experiences. We do not live in a country where
students are reapéato a yearly, televised death match, but by looking closely at the
details of this story students thought deeply about contemporary issues like education and
political unrest. Ideas of love, hunger, disability, and history, as referenced in through
ourarchives activities, were seen with a fresh perspective when the students encountered
them inThe Hunger Gameand then again in our own world. Jubilee says it most

succinctly,
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|l tds not something that you canPAfteread an

youbdbve really taken it in, you start t
happening, different things within your community and then you unconsciously
say things to people around you and then you realize that is something I learned
andabehavior | got in thiséWGS cl ass.
(Jubilee, 2015, lines 56807)
What Jubilee learned in the course showed up in her experiences outside the classroom.
She used what she learned in WGS 450 in her community. Edhése types of
connections, between learning with a story and acting in her community, are an important
part of education. She was able to see what she learned put into action. Other students
discussed how they found the practical implications ohiegrwith a story as well.
They connected what they learned in WGS 450 to other classes (Jubilee, Harper, and
Amber), used the perspectives they found in this class to talk with family and friends
(Pom, Elizabeth, Marie, and Amber), and each studentteflehat reading this story
helped them to think about political events after the class had ended. They were able to
look at the familiar, whether that be a young adult novel or current events, and think
about them from unfamiliar perspectives. Thereew® radically new ideas introduced

by The Hunger Game$ut rather a different way to see the world through the story.

Second, teaching with this young adult dystopian fiction story centered the

importance of feminist imagination. Here | lookto BaegbarTay |l or 6s (200 3)
feminist imagination as fAdual reference t
i mplicit, often unconscious fantasies and

4). |1 want to live in a world that embraces gendacial, class, and ability differences

and values equity. Since | neither live nor teach in such a world urging students to
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imagine what that world could be is an important part of my feminist pedagogy. Itis
common to hear that we are preparing sttgléor jobs that do not yet exist. As a
feminist teacher, | encourage students to imagine an equitable world that does not yet
exist. Just like | cannot teach the skills for jobs that rely on technology just now being
invented, | cannot tell students wiaafully realized feminist world can be. However, |
can encourage creativity and imagination in my students knowing that being creative and
imaginative thinkers will help to them craft and navigate the world they are headed into
after they leave my class

Wal i dah I marisha (2015) centers this im
dreaming of new worlds every time we think about the changes we want to make in the
worl déArt and cul t-uavelingtplanesosexistene svheee the past,i me
present, and futur e shi-b)tThesstudems iethisclagsreflest a n d
how | encouraged them to use their imaginations in how they read the story and then how
they made connections to what they saw in the world. Their interviewsrémys/are
sprinkled with questions that ponder: What if America is not that different from Panem?
(Pom, Marie) How are we similarly policed like the District§darper, Marie) Is this
Real or Not RealfHarper, Amber) Are we more like the Capitol @he Districts?
(Jubilee, Amber, Marie, Harper, Pom, and Elizabefi)e questions they ask and the
imaginative ways they tried to answer them, in the interviews as well as in their
assignments for the class, are a portal into the creative ways thatdeetstlearned with
the story ofThe Hunger Gamed.earning with this story was a way for students to

imagine different futures while critically assessing our present reality. The power of
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seeing something, in fiction, which could happen, allowed theests, in turn, to

examine what was going on around them, on social media, in politics, or even in their

own lives, with different perspectives. That ability to look with a different perspective is

central to Loui se Ros e nddekpiotatiodvehere reagiogrisy ( 199

about more than being entertained by a story, learning vocabulary, or investigating

literary themes, rather she imagined that if students learn with stories they have the

ability to become dci tiiytoeulthemselvdsinthe place of ma g i

ot hers and see the human i mplication of id
The importance of feminist imagination is reiterated by LeGuin (1979) saying,

Athe discipline of the i maginati omfarnay i n

and scienceo (p. 41). To encourage i magin

own futures differently than the narrowly defined measures of success instilled by other

types of education, which resonates with my own feminist pedagbogyabout first

seeing the structures and institutions that are upheld by the status quo and then imagining

a future that does not include them. Mi | |

how stories help st udensddocéneitowrderstamnd; foomd t he

the inside, about other people, other places, other times. In better understanding their

worl d, students are able to envision a wor

Using stories lik&rhe Hunger Gamesan help stdents to think about themselves and

others as well as to employ their imaginations in ways that remakes what they imagine

can be in their futures.
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Sub question A: How did students taking a WGS senior level course
experience the use of young adult dystopiditerature in the course? Ursula K
Leguin (1979) explains how reading can help us experience the world around us saying,
We read books to find out who we are. What other people, real or imaginary, do
and think and feél or have done and thought and;felr might do and think and
feeld is an essential guide to our understanding of what we ourselves are and may
become. (p. 31)
Student sd experience of (tTheiHanger Gamesowedv ar i e d
them to make connections, contextualizeeti r experi ences, and emp:
experiences. In their interviews, the students discussed how they connected with the
class, as a whole as well as with individual ideas, themes, and readings. They had so
much to say about what they learneddiagThe Hunger GamesEach student
experienced WGS 450 in a unique way from how they looked forward to coming to class
(Marie, Jubilee, Amber), to ways that they created and reinforced community between
and among themselves (Pom, Marie, Elizabeth, Apttharper), to how ideas have
continued to resonate with them after the class had ended (each of the students
interviewed) . Studentsb6 experiences of WG
enlightening.
The studentsd interviEetrunger&anespéned | ed wi
their imaginations, connected them with their peers, expanded our class onto the
university campus, and incorporated their own lived experiences into their learning.

Amber perhaps summed it up most succinctly as she talked aboetrhung
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Seeing those realities would have probably not been possible without the course

having laid them out plainasdayl i ke t hi s is happening ar
have had those | earning opportunities a
all éll ifkeeell have a connection to [the fo

student in need and cano6t eat but becau
and the people who are impacting tldernthe passion they have behind it.
Dystopian societies are ouratey and without reading that in fiction you
woul dndét see that in r-28and308d7ee. ( Amber ,
The students each had unique experiences with the class, but with the strong links to four
of the concepts (love, disability, hungendahe archives) echoing throughout all of the
interviews we can see how some class experiences struck a common cord.
As | reviewed my field journal, | was surprised that these four concepts were the
ones that students kept reflecting upon. They ard goames with strong connections to
the story and, obviously, to studentsod exp
like visibility/surveillance and gender/sexuality were stronger, but | followed the data
about how the students talked abowiititlass experiences and reported what they
revealed to be most impactful. | will revisit my expectations in sub question 3.
Other than the novelty of being in the university archives, the information
students learned about those four concepts wadraotatically new. However, the
perspective given byhe Hunger Gameallowed students to visit ideas of power,
privilege, oppression, and social justice from fresh perspectives, or as Joanne Russ (1995)
surmises, when readirigtion, w e i ¢ oai tbeerelatiom between possibility and
i mpossibility very differentlyo (p. 22).

The Hunger Gamegave them space to explore how difference was possible.
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It is not just that different is possible, but thaddmg these stories are a shared
learning experience. Maxine Greene (1988) plainly argues for the inclusion of fiction in
teaching saying,
| have found that informed encounters with literary texts permits students to
confront their own lived realitiesiiways that have consequences for
understanding what | hope to be their o
in the world. (p. 176)
Teaching with young adult dystopian fiction allows for the incorporation of books that
are relevant to student expemes, but also uses the shared experience of reading as a
learning tool in the classroom. We learn because we are reading a book together. 1t is
not just about the book, but also the experience of reading we share. This is also
reflected in literarytheoi st Loui se Rosenblattdés (1993) t
which takes into account what happens between the reader and the text. The reader, the
text, and their interaction are each fAan a
timeunderprti cul ar circumst anc evayflon(flop. 380) . T
information from the story to the student, but a transaction between the text and the
reader situated in a web of human relationships.
These relationships were reflected in student ig@rs, as they were able to
critique the media used to advertise the series to them, the social media that they all

participate in, and the national events that occurred after the class but resonated with

what they learned in WGS 450. Marie summed it Wynsg
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| saw it everywhere once we [redtle Hunger Gamés The first time | read it, |
didndét see anything. When we were in c
just started to really see stuff that related everywhere. They bMowdangjay

in alot of countries because they thought it would incite people and | thought,

Afsee this shows this is red3)ly I mportan
Reading is fAa soci al process, a transactio
2007, p.68)anchtat was repeated in all the student

experience of readinghe Hunger GamesUsing imaginative literature in class is not
just an exercise in reading, but a lived experience we share and participate in.

As Louise Rosenblaftl964) has shown, there is no generic or universal way to
read a story, rather each reader brings with them their own context and lived experiences
into their reading. Encouraging students to bring themselves to the stories and into the
classroom opens upe ways that young adult dystopian fiction can be used to teach.
This approach is less about the regurgitation of material and more about the personal and
social connections that can be made.

Sub question B: How did students who took a WGS senior leveburse
perceive the use of young adult dystopian literature in feminist pedagogy®/hile
studentsé6é experiences of WGS 450 (sub ques
encountered in the course, their perception of the course has more to do with how they
interpreted or made meaning of the class. Here concerns such as they found the class
useful, why were they drawn to this class, and whether they would recommend the class
to others became part of my analysis. The perception of this class was positeve. As

simple way to measure the studentsd connec
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our first archive day as the university announced an early closure due to snow (field
journal, 2014). | expected some student no shows, but the connection the yveht
we were learning overcame southern snow tendéhcsading and learning witfhe
Hunger Gamesesonated with each student after they left the class. They thought about
what they learned as they watched the last installment of the movieifandilected
on why #BlackLivesMatter issues were trending on their social media, or talked politics
with their family and friends.
I n the studentsodo interviews, none of th
in the excitement of having a WGS ¢se about a popular book series, some may not
have fully realized what the course was about beyond their enthusiashefétunger
Games.As a seliselected class of readers, they were ready for this course to be a book
club (field journal, 2014). As piof the Grounding portion of the syllabus (Appendix
A), the first few weeks of class allowed the students to see how this class was more than
a discussion of the series, but a course wilbeeHunger Gamdsecame a tool with
which to explore, critique, @reimagine education and the world around us. Rosenblatt
(1964) describes how fAiseeing othersod inter
el ements of the text that [the reader] has
pedagogy is aboueaching the material and simultaneously recognizing the interactions

of the students with the material and each other can be larger than simply the sum of

8n the southern United States, the threat of snaetsbr ice combined with our limited
municipal snow resources makes winter weather driving a more cautious activity than in other
areas of the country. Having all students show up to class while it was actively snowing was
surprising. We did release gaso that all could get home safely.
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those things. Reading young adult dystopian fiction, the idea that we are reading it
together, anddw we make connections to social media, academic theories, and lived
experiences reinforce the importance of learning as both an individual and communal
project.

As such, the students began to joke that this class could be summed up with the
idea, mpliéated. O That phrase became the ¢
start almost all of the class discussions (field journal, 2014; Jubilee, 2015; Amber, 2015).

We were not simply reading the story and searching for themes, but were looking for
comections with academic theorists, social media, and the fictional story. The students

were connecting with their own lived experiences and reading beyond the story such as
imagining what the Capitol would have been like for university students and who the
people were that planned and staffed the p
2015; Pom, 2015). Altdéds complicated, 06 bec
about the layers and nuances of the ideas we were discussing and ackntivaliedge

were doing more than just reading a book. There was not a simple read of the class

material, but rather we explored layered and nuanced ideas through the Stioey of

Hunger GamesWhile this did not always make for straightforward discussiondezfs

from the books it did allow students a space to embrace academic concepts in fictional
arenas, dialogue with each other around their differences, and bring in their individual

areas of academic interests (art history, media studies, dance, hurapoh@nt and

family studies, feminist theory, and history) to see each other as experts. This served to
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strengthen our Helass community and build foundations for a continued peer community
outside of the classroom (Marie, Amber, Pom, Elizabeth, Jubilee)

The kinds of interpretations and meaning making students did in this course were
varied. Pom said outright that learning to place yourself in different situations, using the
example of imagining current events in Baltimore hapgpgin ourtown A mad e
education more meaningful, more realistico
was reading about rebellion in a novel, but applying what they learned in the story to
possibilities in real life. As a graduating senior, Marie reflected that evaghtbis was
her only WGS class in her undergraduate degree that she should have done a minor
Abecause people have very wroveq wirews 0agfe f
6women are betterd or whatever and thatoés
t hi ngso ( 2-08B)50ne bf wayetkat studefits perceived this class was by
making connections between the story and their lived experiences. Each student talked
about how they connected with the concepts of the class, the fictional spaceawe we
using to learn, and the power of the story in bringing all of the ideas together. They
discussed how they connected to people in their lives in different ways based on what
they were learning in the class (Pom, Elizabeth, Amber, and Marie) becalessstnes
from this class asked them to think about those connections in different ways. They
pulled on the lessons frofrthe Hunger Games illustrate ideas about current events
related to #BlackLivesMatter. They discussed how this class connected véth ot
academic classes (Harper, Jubilee, and Amber) to allow those classes to be viewed with

some of the perspectives they were learning in this course
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Because they had the fictional space of Panem to practice perspective shifting and
reflection, and becaaghose skills were emphasized in the pedagogy of this class,
students indicated in their interviews that they were able to make connections between
ideas because they were reading a young adult dystopian novel. In Panem, a space they

know is not real the is freedom to explore what might be. Jubilee explained it this way,

we fAfeel | ike dystopian stuff is not real
reality i s actwually intertwined with young
community in it that w873 Bataudedha ficionafspacemo (| i n

feels like a space with less risk and the students are dealing with characters; they felt
license to imagine and play around with risky or new ideas. They had more patience

listen to others practice new ideas on characters precisely because they were characters,
not real people. Students discussed how the stakes felt lessened because we were not
talking about people or communities that their peers might be part of bliy fttmonal
characters. Connecting back to the academic theories or the popular culture media
allowed us to take our fictional reflections back into the real world, but the students had
time to refine what they were thinking and feeling about the tggiaghen we did

encounter the same ideas in our own world the foundation was laid for students to see
differing perspectives or understand that their classmates had complicated ideas about the
topic. For Pom, this idea of learning in fictional spacesdtethem bring it back to their

own reality. They said the class showed t

in the classroom into other spaces because
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[but] how to make education accessibletootheropl e and ot her styl es
(2015, lines 17476).
For most students this class felt different from others they had taken during their
academic careers (Marie, Amber, Elizabeth, Pom). For those who had not taken a WGS
class before, this was arprising break from the lecture and test routine of other classes.
Mari e explained it Iike this, Al was far m
like the weight of the world wason[me§ 0 much pressure to do an:
(2015, line 233235). For some with WGS class experience, the small class size and
intentional activities to take us out of the classroom pushed them to reflect deeper on
where and how learning can take place. At the end of her interview, Amber expressed her
wish for this class to be taught again,
|l think that itdéds a creative class and
that students connect in a way they would never get the opportunity to in a typical
|l ecture cl ass dmdlungev@mesinfd iitt@®s mnt some
piece of fiction. Thereds so much pers
the academic side, that i1itds important
benefit or the academic side of it. | think students |&am the class for
themsel ves. That 6s +{ybuaregoingtblearnnmpor t ant
coll ege no matter what you do but you d
take risks. (Amber, 2015, lines 5642)
She does not want the class againtferself, but for future students. She found meaning
in this class in ways that she did not in other classes and she wants others to have the
chance for those learning experiences. The power of storytelling is not just about her
experience of this clasbut she found enough meaning in it to think that other students

would as well.
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The overall perception of this class was that it was a class that none of the
students who were interviewed were expecting. We discussed topics that surprised them
and pushkd them to think about things in ways that they never would have without this
course. They said this class made them ask different questions, learn to look for what is
missing in what they read, and connect with bigger picture ideas through the context of
the story. Elizabeth said that learning such disparate ideas within one story allowed her

ways to connect to the issues in ways that other classes have not.

ltés a | ot easier than just reading a c
reading acouple of articles and having a discussion and then putting it into
context of this world wedbve established
about a bunch of different ideas is also really helpful because you can see how

they relate to each othenifou ar e | ooking at it as one
communityods experience. So i f you are
workers separately that is still really impactful and meaningful but if you can talk

about it in the contextofoneoramdf ul of peopl eds experi
reflects real |l ife in a more genuine wa

world stuff and to see it in actual situations we are dealing with. (Elizabeth, 2015,
lines 267277)
El i z ab etrid lgarnsgthmongh a story, because of the unifying storyline, to see
the interrelated concepts of privilege and oppression is quite aStueeHunger Games
let this class dive deeper into the complexities woven into intersectional identities and
learn with characters we held in regard, whether that regard was positive or negative. We
approached the charact@nstersectional identities, as part of who they are as a whole
person, in ways we would in our lived experiences. We put those characters into
complex systems that controlled their lives and then reflected on the systems we are
beholden to in our world. We read, discussed the ideas found in the books, worked on
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projects, and explored our campus. What this class did for students was more than
explain the story, but connect ideas in and out of the classroom. It exists as a place for
them to go back to, revis and revise what and how they think. Amber summed it up

like this,

| think that it really connected the things that | learned in thtefdaur years at

college to real | ife because peopl e don
maj or in college courses. l'tds pretty
and connect it with academic writing wa
normally see that. You often times will just read assignments or academic
literaturel i ke what did | just read? | donot
my life in any way? Sure, | understand this metaphor and | understand this
example that the authgrave, but it doesnotwithcTheme | nt c

Hunger Gamegou have that imagery in your head. You had the writing, you had

the entire story to back it up. (Amber, 2015;58
The students have the story long after the class has endddhatmimight be the best
thing they got from the cl ass. LeGuin (19
asking: reversals of a habitual wfa@p of thi
163). The spaces for the whtst were evident astudents talked and wrote about their
experiences learning wifthe Hunger Games.

Sub question C: What challenges and benefits existed in using young adult
dystopian literature to teach an undergraduate course on feminist educationth
asking this partidar question, | resist the urge to try to make this class more than it was.
While | relished the opportunity to teach with this series and am honored to have taught
this particular group of students, it was one class taught at one time with the good and

bad that process entails.

227



Challenges. While this was an overall great class, not everything about this class
was seamless. Reviewing my field journal, students participated in discussions, came to
class with questions, and showed excitement as we noadeaions from the story to
their own experiences. However, as any teacher can imagine, this class had its ebbs and
flows. Students came to class tired, under prepared and facing time constraints placed on
most college students around family obligatiansl work demands. | had technical
issues when setting up for a Skype presentation, another guest speaker missed presenting
due to a scheduling snafu, and classes were canceled multiple times due to an active
winter weather season. With student inpu, fihal project morphed from a paper to a
class project. While the project met the class objectives and allowed students to reflect
on what they learned in WGS 450, it did not fully materialize the way that the students
and | planned it. With things thetent right and wrong, this class was no different from
others that I teach, but that is not what students talked about in their interviews, nor wrote
about in their class papers. | will talk about class challenges more in depth, but it is
worth notingtle st udent sdé highlighted experiences
themes rather than the challenges we faced in the course as they discussed their
experiences of this class.

The structural challenges encountered with the course included struggiiety to
the class to fill. As | advertised the class across campus and fielded email questions
about it, people were interested in the topic. While the class could have accommodated
up to 40 students, | was realistically hoping for abou182 As | monitoed enrollment

leading up to the beginning of the semester, | noted there were as many as 11 students
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enrolled, but on the first day of class 9 students showed up. Other interested students
reached out to me lamenting time conflicts with other classesle®is who did not need

the class credit wanted to sit in on classes about topics that interested them. | also had
students contact me with questions about taking a senior seminar without any prior WGS
experience. There were no prerequisites for thsscklaough it was a 400 level class, so

| welcomed them to take the class with the caveat that it was not an introductory course
and knowledge of feminist theory would be assumed.

During the semester, people who knew | was teachingMighHunger Games
constantly asked for updates and wanted to know what topics we were discussing in the
class. Occasionally, in the semesters since | taught this course, people have asked when
it is being offered again or ask if there is a course that will use other pgpulag adult
dystopian series. The small class size worked to build community and allow for flexible
activities in ways that larger classes cannot, but | was flummoxed to understand the
difference between the interest in the class and the difficulilfingfthe class. | wonder
if it was because of the 400 level designation, scheduling, or that people are only
abstractly interested in just the idea of teaching with young adult dystopian fiction.

Another challenge | had teaching this class involvedi#tail that a 400 level
WGS seminar did not have any prerequisite requirements. This class was crafted as a
senior seminar, so my assumptions were that | would be teaching students with an
academic grounding in feminist theory. | selected my readirgjstamctured the course
believing the students who signed up for this class would have feminist theoretical

knowledge. | was surprised on the first day with the uneven knowledge base represented
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in the class. Four of the nine students had not takeaW:S class. My plan was to
spend some time grounding students in the ideas that we were going to be exploring in
this class, but not to introduce feminist theories. As we were in the midst of
introductions, | was concerned about some of the upcomiteyiala This concern is not
to say that any of the students in the class could not understand the material and
contribute to the discussion, but that the foundational level of knowledge would not
support the depth of discussion | assumed we would tackiheiclass. If | were a
chemistry teacher teaching a 400 level senior seminar | cannot imagine a student taking
that class without having at least an introduction to chemistry class. That is not to say
that any particular student will not perform wellany particular class, but what subjects
that students feel able to enter at particular places.

This steps into the conversation around disciplining the WGS discipline (Walzer,
1982; KessleHarris, 1992; Grace, 1996; Price and Owen, 1998; Stake, P@padelos,
2011, Romac k, 2011; FIl ahery, 2013) . As pa
Studies is a fairly young discipline with
diverse group of scholars with relevant theoretical and methodolaogicad i ni n g o
(Flaherty, 2013). Grace (1996) discusses the scholars who are pondering WGS as a
discipline, as interdisciplinary, as transdisciplinary, and as a-alss$pline (p. 6266),
which is a large and complicated discussion around who is trairtled subject and how
WGS can be used by some as a department to advance their careers in other academic
fields. Suffice to say that WGS is part of the academy and has theoretical and

methodological underpinnings that students should become versed iy aatlgate
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their way through more and more advanced courses in a program. There is value in being
introduced to feminist theory in a systematic way. To speak to the work of this
dissertation, students need to have some way to understand the story af W&3S that
foreground the interdisciplinary, critical
space for intellectual debate, critical i n
(Romack, 2011, p. 240); as such, WGS often pushes back on tesnaftihierarchy and
division in the academy in ways that open up learning and knowledge production in new
and interesting way, but we must be cognizant that WGS has foundational ideas, theory,
and history that students need to be aware of.

Under considetion, | did not change the readings, but noted in my field journal
places where remedial lecturing took the place of discussions | had planned. The
students in WGS 450 did admirably in the class and this concern on my part did not
drastically change whaichose to teach for the class, but some shifts did occur. There
were places where | chose to lecture instead of dialogue around the topics and the depth
of discussions in some papers | attributed to this uneven foundational feminist
knowledge. For exapte, students wrote and talked about ideas of how gender was
depl oyed by different characters or why th
abuse because he is a man, for those without any other training in feminist theory the
analysis was shalNe. It was about the character superficially and a general idea that
gender is something we need to consider in our own liveerexges. However,
because ththeory of Giroux, Walker, Collins, and others assigned in the Grounding part

of the class wasaw to the majority of the students and they did not have a foundation of
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classes |i ke I ntroduction to Women6s and G
Gendered Worlds, and Introduction to Feminist Theory, all courses leading up to WGS
450 in our prograntp root the ideas we were addressing in this course many in this class
were missing the foundation to build deeper arguments. Students need time to live with,
learn around, and use theory. Because this was a senior seminar where | wanted to take
studens deeper into feminist thought usige Hunger Gamdsplanned for a different
set of students than those that arrived in my class. We learned together; | shifted my
perspective and worked with where the students were, but must acknowledge how my
expectéions for this class were not fully realized.

| also revisited this as | analyzed the
that they talked about most in their experience of this class (Love, Disability, Hunger,
and the Archives) were clearly thagens that resonated with them. These concepts were
ones we talked about in various class meetings and they had important connections with
the themes of the book and what was going
journal and my own notes,hadr ideas, like visibility and surveillance, were my
highlights. While we touched on these topics, and students had things to say about them,
| never felt like we got to a point where we could have an advanced discussion around
these topics because soni¢h® students did not have the underlying theory on which to
build those arguments. While we were able to have conversations about ways that
characters were seen, and not seen, as well as how surveillance was a troubling part of

The Hunger Games)y notes reflect ideas around the politics of visibility, notions of
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subjectivity, and ways that surveillance invokes gendered cultural practices and
normative gender performances.
Two examples of this deeper exploration of gender, visibility, and surveillance
that | find inThe Hugner Gameand connect to what we were learning in WGS 450
come from Katnissds interactions with Haym
the Games. First, during the'7Blunger Games Katniss realizes Peeta is dying because
of an infected wound. Haymitch can get her medicine to treat him if only she plays the
role of sweetheart to the camera. Katniss realizes this saying to herself,
I f | want to keep Peeta alive, | 6ve got
about. Starcrossed lovers desperate to get home together. Two hearts beating as
one. Romance. Never having been in love, this is going to be a real trick.
(Collins, 2008, p. 261)
Katnissd character is merely aantaudierge out wh
assumption, not a real reflection of her feelings for her fellow tribute. She is not
discovering a love that she values or wants, but is playing a role to satisfy the society she
lives in.
We see this again i@atching Fire(2010) as Haymitt and Katniss prepare for
the Victory Tour. Katniss implores Haymitch for his help navigating the political
complexities of being a Victor, not realizing that her life has been defined for her in more

ways than she can imagine,

year eyol | revisit the romance and br

You and P e enendors noyoeuedylydar frone here on out. And every
t h
youoll never be able to do anything but
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The full i mpact sare. |wilhrzever have 8 lge wihaGale,n g hi t
even if | want to. | will never be allowed to live alone. | will have to be forever

in love with Peeta. The Capitol wildl [
because 1 6m still mgnimpt hiext a@n, Pro mst aw
thenétherebs only one future i f | want
mysel f. I 61 | have to -6BAarry Peeta. (Col

Here Katniss shows more vulnerability thinking about marrying Peeta thaosbe d

facing mortal foes. She has less of a problem fighting to survive in place of her sister, but
reveals real trepidation in having to live with the gendered expectations of perpetually

being the girl in love. Peeta publicly declares his love for Kstist we meet her at a

time when she has not fully discovered herself. There is some attraction to her hunting
partner Gale, but it is not well developed. What if Katniss had been a lesbian, or had

fallen in love with someone else, or was not attratiexhyone at all? She says plainly

to Gale before the first reaping that she does not want kids because she does not want to
create fodder for the Capitol 6scroGsdnes mach
lovers thrust upon them, spurred on as a wwdieep them alive in the Games, both

Katniss and Peeta will have to continue to play adefened role in their foregone

relationship. Because this plagting is bigger than she is, Katniss becomes aware that

the expectations of being a girl in loveeaeflected on her mother and sister, she is
trapped by otherds beliefs about who she i
gendered and heteronormative. This is my own analysis of two small parts of this story,

but models the types of analy#imt | was leading this class towards and never felt that

most got to. These examples pull from theorists like Foucault and Butler, whom |

thought 400 level WGS students would be familiar with, but were not known by most of
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the students in this class (figournal, 2014).The Hunger Gamesan be used to
introduce these ideas, which is what | did in other semesters when | taught Introduction to
WGS with this series, but was not how | assumed | would teach WGS 450.

| want to be clear, this analysis is roteflection on what the students brought to
the class, but a reflection of my expectations for the class because it was a 400 level
senior seminar. | also do not want to app
As the instructor for this aks, | chose the readings and guided the topics. If | wanted
more depth with these topics, at the expense of other goals in this class, | could have
taught them differently. The students in this class would have been great sponges for this
kind of knowlalge. My view of this as a challenge comes in how students approach the
field of WGS differently than other fields. My assumption that students with a WGS
background would sign up for a senior level seminar is a product of my expectations
alone. But I tink it does reflect ways that WGS is seen by students and the
administration in comparison to other courses of study at the university. Without an
appreciation for the rigor of learning WGS in ways that other disciplines are assumed,
like taking introduabry courses and building up towards highearel classes, we
shortchange what can be known in this discipline. Our popular culture and interest in
topics likeThe Hunger Gamedrives our interest in ways that are good and compelling.
| want students toedintrigued by WGS and willing to try courses that are not part of their
major, like most of the students | WGS 450, but there is foundational knowledge that is
needed to address topics in a 400 level WGS class. As an academic trained in this

discipline,l know that this is a slippery slope. WGS is enriched by its inclusive,
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interdisciplinary nature. There is much to be said about the practitioners of a subject who
push back on the arbitrary nature of academic divisions, but not to be protective of the
important work done in WGS and demand that work to be recognized is just as vital. We
do our students and ourselves a disservice by not delving into this conversation.

Benefits. Benefits of teaching with young adult dystopian fiction have shown up
in thiscase study for WGS 450. Students enjoyed learning with the stdhedflunger
Games.They were excited that fiction, instead of more obvious academic material, was
going to anchor our class. To put it simply, this class was fun. So often we lesetplac
have fun in education. Making learning fun is a political stance. Encouraging excitement
in higher education is to transgress our notions of what learning in the university could
be. Studentsd humanity has tedobbfeexibleecogni z
and responsive to st ude rexistwteandevensilmuate fie x c i
serious intellectual and/ or academic engag
remember this cl ass. They theyntbokasdn about it
undergraduate and how they continued to use the ideas learned in the class a year after
completing the course. This class has notefin;thus they are still learning from what
we did that semester.

In their interviews, the powelf gtorytelling was a strong concept; students liked
learning with a story. Storytelling allows students to ask new questions, make different
connections across texts and ideas, and occupy a shared space with other readers. Itis
not just that this classas taught using a story as its backbone, but that tiiedHiunger

Gamesallowed students in this class to look at the world a bit differently, to make
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connections that might otherwise have not been made, or to feel emotions for both
characters in a stognd the people around them a bit differently. We did not
dispassionately discuss the themes and structures that occurred in the texts, nor did the
students and | abandon all pretense of learning with the books to merely talk about our
feelings of the sty. We attempted to connect our lived experiences both inside and
outside of the classroom through different learning experiences and media used to teach
the class. Teaching witthe Hunger Gamaesifers space to frame storytelling as an
important part otritical, feminist pedagogy. Stories are a place where we can imagine
difference and science fiction is a particularly important place to push against what we
believe are the boundaries of what we know. As LeGuin (1979) explains,

There are questionspt answers; process, not stasis. One of the essential

functions of science fiction, | think, is precisely this kind of questisking:

reversals of an habitual way of thinking. Metaphors for what our language has no

words for as yet, experiments in inia@tion. (p. 163)
The need for imagination is a central benefit from this class. It is in striving to connect
different ways of knowing in the story, and in the classroom, that students can slip
between and around fiction and reality to learn fildme Huinger GamesHere science
fictionbés epistemology aligns with my own
could be and looks towards a future we can influence. My students studied the indistinct
areas where ideas about gender, race, class, alonNigy,hunger, and hope overlap and
intersect. This is what I marisha (2015) ¢

i magination, 0 and there is the space of po
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(1995) highlight s t ha sbasicassanmptoas tife cooviciioo n fi e m
that finding out, or knowing about somet hi
curious is a valued characteristic. It is that straining towards the future that we do not yet
know where | find similarities in sanee fiction and feminism. Reading that passage
al ongside Sar ah BweanrearK@d nd ssér triear taluati efn
made me think about the ways that the spaces we inhabit are connected to a history that
we often do not think much abou@ne of the thing¥he Hunger Gamedoes is it allows
us to think about ourselves as the Capitol or the Districts, as privileged or oppressed. By
situating this exploration alongside the d
[ t he st udoe tothasé dquestohstardmbkie them appear less academic and
abstracto (Lorenzo, 2014, p. 211). It is
feel like they are more like citizens of the Capitol or of the Districts, but we can use these
places to begin talking about ways that privilege and oppression are intertwined in our
own world.

Students highlighted fiction as an educational space and imagination as an
important benefit of this class. The question of what happens in a world where gender,
race, c¢class, and ability assumptions do no
in bothThe Hunger Gameand my own notions of feminist pedagogy. Imarisha (2015)
explains that in trying to imagine a world without war, violence, prisons, ariglicsp,
organizers and activists dedicate their lives to creating worlds that do not yet exist. In
ot her words, dnall organi zing is science fi

students to imagine concepts like gender and systems that legipiantizailar forms of
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knowledge through a feminist pedagogical lens | am teaching for a world that does not
exi st yet. So, following I marishaodés call,
well. | want my students to see the possibilities thatesdst if we think differently
about our identities, what is recognized as legitimate knowledge, and our popular fiction.
The Hunger Gamds one way to encourage students to explore that way of knowing.
Implications
Having the experience of teachingatning, and thinking witfihe Hunger
Gamedor the past couple of years has been a pleasure. Listening to the WGS 450
students recount their experiences and perceptions of learning with this story, | know
there is still much to learn in regards to teaghwith young adult dystopian fiction.
First, there is a place for teaching with young adult dystopian fiction in the WGS
cl assroom. |l identified five categories t

learning withThe Hunger Games

1 The powernf storytelling
T Studentsd reflections on class experien
1 The need for imagination

1 Fiction as educational space

=a

Continuing to think withThe Hunger Games

These categories are about this one class, taught one time, but there is more to learn as we
look & the intersections of feminist pedagogy and young adult dystopian fiction. The

power in stories, connections to student experience, the need for imagination, and the
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idea of fiction as educational space warrant further study. Why students continuo& to th
with a story likeThe Hunger Gameand how it influences ways they navigate the world
are questions ripe for further exploration.

Next, teaching with young adult dystopian fiction locates learning in spaces
already occupied by my students. They dreaay reading these stories and watching
these movies. Following the lead of teachers like lIdam&nez2011), Jyl Lynn
Felman (2001), Audre Lorde (1984), and bell hooks (1994) to meet students where they
are at and to center imagination and exciteragsrmotivating factors for intellectual
engagement, putting popular fiction as central texts in the classroom makes the space
more inviting for students. It is fun material that may let students rediscover pleasure in
reading, sharing, and learning tdgat in the classroom. Often those in higher education
underrate pleasure, excitement, and imagination and there is room for all of that in the
university classroom. While not right for every classroom, meeting students with the
stories they are alreadgading is an important pedagogical practice. The whole class
does not have to be structured around a dystopian trilogy, but showing students where the
academic ideas we discuss in class show up in the stories they read can be a powerful
learning tool. Mweing theoretical ideas into the fictional world can give students a place
to practice with new ideas, allow them to take imaginative risks with their ideas, and
employ perspective shifting with characters in a book.

It is not merely that we move the idaasa different space, but how learning with
fiction through an explicitly feminist lens is about more than a look at gender and

equality, but at a different relationship to knowledge altogether. Feminist knowledge
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pushes back on normative, hegemoniclgledwho is a knower with an understanding
that our identities are always implicated in questions of what we know and how we know
it. UsingThe Hunger Gamestudents wrestled with questions about who produces
knowledge and who consumes what is produogt in the story and in our world. This
idea of knowledge and material production and consumption lends itself to a range of
exciting pedagogical questions around who is understood to be a producer, who is
understood to be a consumer, and why? Our akphgagement with stories, both our
own and those we read, can work to dismantle the dualism of reality and fiction. We can
see how they intertwine and inform one another. ®tunger Gamespeak,
understanding what Real or Not Reak often a matteof context and perspective.
There is Truth in Fiction and Fiction in Truth

This project also shows there is room for further study of young adult dystopian
fiction and feminist pedagogy together. It is not just reading these books, as the students
interviewed for this project showed, but using them as pedagogical tools that brought the
story to life in our class. For the students who had TéedHunger Gamdsefore this
class, revisiting the story with the deliberate academic perspective | asketbthem
employ allowed them to learn with a story they had only seen as entertainment before.
Studentsod experiences | earning with young
back to the literature that opens this dissertation, which discusses currentayaling
dystopian fiction as right wing messaging.
inevitable conclusions of seilfiterest outweighing the common good, which in turn

valorizes the ethos of individualism and accepts capitalistic consumerism as
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incortestable. Through pairinbhe Hunger Gamesith Henry Giroux, Patricia Hill

Collins, and Alice Walker, among others, we began to highlight the structure of

capitalistic patriarchy in ways that allowed students to use this story to learn a different

messag from the ones that Morrison (2014) an

Amber highlights this saying,
Throughout the semester, | loved how we developed friendships and we
developed understandings of each other. We shared our backgrounds, our history,
the things that makes us separate from
marginalized in life, and we discussed that in context of feminism. And in
context of young adult literature afithe Hunger Gamésb ei ng abl e t o dc
that kind of setting yogan never do that anywhere else. That kind of culture is
not developed in your apartment hanging out with friends drinking a glass of
wineet hat 6s not what you talk about. To ©
you very rarely get to do it with &rature. (Amber, 2015, lines®)

Teaching stories lik&he Hunger Gamesith explicitly feminist pedagogy

acknowledges the existence of privilege and oppression, connects knowledge and action,

and recognizes the shifting, fragments humanity of allesttgdin the classroom. When

partnered with a curiosity that centers imagination and creativity, students are able to

push back on notions of hierarchical authority, learn to ask different kinds of questions,

and explore things like the public good andaged citizenship in the worlds they are

reading about. Students in WGS 450 built community around their interest in the story,

used the fictional space of the arena to interrogate history and reimagine the political

nature of their university educatiomdaresisted individualist solutions to current events

surrounding #BlackLivesMatter. This shows that the genre is not inherently right or left
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leaning and that there is a specifically there is a feminist science fiction history that
feminist teachers camse to counter that view of the genre.

Using young adult dystopian fiction as academic texts asks scholars to push
boundaries of what we know about teaching. Academics need space to critique each
other and to grow our work and knowledge. The tendeneswithed by Morrison
(2014) and OO6Heir (2014) merit considerat:i
or using science fiction storytelling especially in the feminist classroom. Imarisha
(2015), whose work | found after | taught WGS 450, is mustictive in how to think
with this genre. She shows us how to fcl a
visionary stories. Using [our] everyday realities and experiences of changing the world,
[we] can form the foundation of the fantastidaéd bui | d a future where
|l i berates the mundaneo (p. 3). | mari sha a
inherently which holds a political leaning, but the stories being told and the way we are
teaching them. We need more stories by daibwomen, people of color, transwomen
and men, and people experiencing disability. These stories need to be read and taught
widely because of what they have to offer in terms of social critique and pedagogical
potential.

Where students do not encourpeople that are different from them, in person or
in the curriculum they learn in, science fiction can be a place to include difference. In my
own small, homogenous high s &mdaelr 6ls rGeaank . O
Using an alienrace describe as-l ilkeg o | | earned | essons ab

unlike any lesson taught using characters that looked and lived like me. To read about

243



characters who look, live, and think differently from your own experience is a powerful
lesson that scieedfiction has the possibility of teaching us. But this call for diversity

cannot merely happen in the book or only be important in the classroom. It must be
connected to the world. Diversity, difference, and marginalization have to be
acknowledged and ade important in our lived experiences. As the noted science fiction
writer Samuel Del any (quoted in Warner, 20
and construction of civic spaces designed
We have ¢ talk to one another. We have to find out how we are alike and how we are
different and as anonymous Internet comments and twitter interactions show that can be
hard. As a science fiction writer and literary critic, Delany uses this genre as a place for
meaningful discussion of difference and a tool for understanding, and changing, the

world around us. The story is not the ends but the means of enacting change. We do not

want to change the world just to be able to tell different kinds of storiesebatife we

tell fantastic stories we can change the w
of tomorrow, one is trappedéOnly by having
alternativeséwill we have any control of t
nothing givssi mages of our tomorrows | i ke science

and praise in science fiction must not stay only in the pages of the book. It is important
that our heroines be black, female, queer. When we encounter diverse chanaotany
novels, they are often noted as being exceptional despite of their race, gender, or

sexuality, but changing the way that heroism is understood and redefining who is the
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hero, in ways that Katniss did The Hunger Gamesur students can imagiad enact
difference in their lives.

| am excited when my classroom is filled with students whose lived experiences
are different from my own, anela ¢ h  dbtt khat rs ao$ always the case. In WGS
450, the students were overwhelmingly white andfemalea r ef | ecti on of o1
student body. | cannot change who | am or who my students are, but | can center
marginalized identities, authors, and ways of knowing in my classroom and science
fiction is one way to do that. Delany (2012) saysthatscmce f i cti on i s a 0
the present to prepare for the futureo (p.
not imagine a vaguely different, but overwhelming white and heteroneanéiture, but
they encouragdeliberate ways of imaginln possi bl e futures with Y
sense of Afrofuturism, which Aoffers a &6hi
futures or alternate realities thorough a black cultural lens. It{bn®atr, fluid and
feminist; it uses the blackimagit i oné[ and] bl ends the future
(Thrasher, 2015). Looking at science fiction, pedagogy, and feminism thorough lenses
|l i ke Afrofuturism allows for people to fbe
beyond our presentcr cumst anceso (Thrasher, 2015).
Afrofuturism encourage experimentation, reimagine identities, and deploy imagination as
a tool of resistance (Womack, 2013). With tools like this, students can talk about issues
in differentways and figure out a world that we all want to live in. And this means

e who donot | ook

identifying with peopl
chall enge, and itdés as radical and usef
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us because storieme mirrors, but they are also windows. They let you see
yourself transfigured, but they also | e
to imagine. (Penny, 2015)
When WGS 450 went into our university archives, we explored the complexities of
desgregation and the hard work of social change. Even after the class ended, students
used that experience to contextualize politics after class ended invoking ideas of rebellion
and history to talk about the deaths of Mike Brown, Freddie Gray, and TrayadmM
The conversations about characters and ratéenHunger Gameallowed us to look at
how the roles of Katniss, Rue, Beetee, and Cinna were cast, comparing the books to the
movies through the lens of social media. This was an important and inhpesstfun, but
| can go further. | can look back to the venerable Octavia Butler and forward to the work
of Walidah Imarisha and Adrienne Maree Brown or Hugo Award nominee NK Jemisin.
In teaching with difference and making it necessary to my classraemadat just the
stories we read, but how we learn with them, using the tools of feminist pedagogy, that
allow me to bring all of these ideas into conversation.
Research Limitations
This research project, like most, has limitations. As explained, | bablér
recruiting students into the course and ended up with 9 students in the WGS 450 class.
When | reached back out to the students for follow up interviews, only six students were
able to participate leaving me with a small set of data to analyze.cbins¢raints were
the largest factor in trying to expand the class size or teach the class again. The class was

approved only the semester before it was taught and was only approved to be offered in
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that single semester. Though | believe the strengtbasef study research outweigh the
limitations for the questions that | want to answer, | acknowledge that issues of
generalizability looms large over case study research. | hope that the readers find
meaning and context in this work because readers wtlugture the ideas of this project
with their own knowledge in ways likely to be personally useful to them.

Along with the predictable limitations about sample size and generalizability,
another limitation to this project was my own approachite Hunge Games.While |
approached teaching this story with depth and intention, it is from a genre | enjoy and a
book series that | was already a fan of. In some ways, those are good things. It gave me
the fuel to write this dissertation because | genuinlkéythe topic ofThe Hunger Games.

In other ways, being a fan and having strong impressions of what | thought this story had
to say about learning limited my ability to interrog@itee Hunger Gamed. had decided
thatThe Hunger Gamesad something to &r my course thus limiting my ability to ask

hard questions about what it did not offer or what possibilities were foreclosed by not
teaching with this story. | looked at what the story had to offer the class through the
combined lenses of a fan, readmrd teacher. | started this project thinking | was just
talking about this one story, but realized that | was talking about many stories. While
reading, teaching, and researching will never be apolitical, not recognizing the presence

of these perspects is a limitation.
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Concluding Thoughts
In theMockingjayepilogue, Katniss reflects on her past and thinks about the
future as she watches her children play in the meadow that was once her District. She
tells us,
The questions are just beginninghe arenas have been completely destroyed, the
memorials built, there are no more Hunger Games. But they teach about them at
s ¢ h o @olliés, 2010, p. 494, large print edition)
Here | am doing what Katniss predicts, teaching whie Hunger GamesWGS 450 was
a moment in time wheréhe Hunger Gameasecame the touchstone for students to
explore feminist thought, education, and the world around them. If nothing else, it
showed that storytelling and imagination have a place in higher educationntStude
consume these stories and then these stories become part of the popular culture milieu.
Young adult dystopian fiction offers both a place to escape into a fantasy world while
simultaneously urging readers to think more deeply about social and poéattes. If
we want students in higher education to engage with pressing global concerns, this genre
can help them to understand their world and place in it. Basu, Broad, and Hintz (2013)
tell us,
YA dystopias are marked by their ambitious treathodrserious themes. Yet the
far-fetched concepts they employ may create a buffer between the reader and text,
perhaps allowing them to be read ultimately as flights of fancy rather than
projections of a possible future. However, their wildly fantag&eises may
provide young people with an entry point into rearld problems, encouraging

them to think about social and political issues in new ways, or even for the first
time. (p. 45)
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Young adult dystopian fiction is about both escape and educalios issues they tackle

are reflected in the world we live in, but in the pages of the books we can become lost to
our reality for a time. It is not about one becoming more important than the other, but
rather it is in the tensions between educationesmwdpism where the pedagogical

potential of this genre is realized.

The power to reimagine the world should not be undermined. Because these
stories have the potential to challenge beliefs, the space to imagine concrete applications
to theoretical assunipns exists. In reading and teaching this genre, we get the privilege
to explore, Awhat if?0 And in questioning
and truth. Students learn to see that each has elements of fiction within it. We tell stories
to understand truths and learning with young adult literature is one way to see how we
participate in meaningiaking. We read these stories for many reasons, to identify, to
universalize, to fantasize, but this project has shown these texts are

capableof changing the minds of their readers, young and old alike, by exposing

the false solidity of the world as it is commonsensically lived, by tearing open its

sutured normality, and by daring to expose the power that reigns and the

possi bil i t(Malan, 2000apt 271) ur k é
Reading young adult dystopian fiction can be a deliberate strategy for social change, as it
makes space for reflection and cultivates in us the capacity to consider our current lived
realities in a dynamic manner. Students aratorg and recreating themselves as they
grow and learn in the world aficthe Hunger Gamesind other young adult dystopian

fiction, has the power to remind us that life is not a finished story.
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Ending this project is bittersweet. | have spent so muchtgashing, reading,
collecting, and analyzing information abdute Hunger Gamabat it has become a part
of my life. | now get to leThe Hunger Gamgslay a much smaller role in my life, but
this project has let me learn more about myself as a teathéent, and reader than |
ever thought possible. | have learned to ask new questions, look from different
perspectives, and ask more of the stories that | hear and tell. | have learned so much
along the way, but there is much left to learn. With glease of the final movie of this
franchise, the immediacy dhe Hunger Gamaesill fade into the background. | have no
doubt this empty spot in popular culture will be filled by the nexangcoming young
adult author whose work gets spun into a bllogkter As Marie (2015) said in her
interview, Athereds more to it than just g
think, O6does that really happen? Does that
that would happen. It helps people seaitipr acti ce and again they:
fiction and see something in real life and say that kind of reminds me of something | just
reado (| i n-<G6). ThéBungerrGdme&al Well positioned to help Marie,
and the other students, see thaarld from different perspectives and have the
experience of learning with young adult dystopian fiction taught with a feminist, social
justice oriented lens. These ideas are in the stories and students want to make
connections with the world around theffhe Hunger Gamesas the perfect vehicle at

the right time
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Epilogue

As | finish my dissertatiorandreflect on what | have learned, | start with what a
troubling storyThe Hunger Gamas. As readers, @ encounter death, war, starvation,
sex work, addition, deception, and suffering, all in a book written for and marketed to
young adults.If we recognize that Katniss is entertaining us as much as she is the Capitol
residents who are fAenthralled by her pain
2010, p. 5) then why did | want to teach tsteryand students want to read it? It is not
only that we enjoyed the book and had fun with the class, but that wéaseirgated by
Games that were meant to terrorize and control the people of Pademwatch talk
about, and | e aindasdes likerhistory anceliterstdre, puaseam to rarely
consider theolitics ofwhose tragediesn fiction and in life,are talked about and
exploited More succinctly, who suffers the tragedies ama getso learn from them?

Of course, Panem is fiction but Collins tells us tHia¢ Hunger Games
germindedas she flippetbetween reality shows and war coveragbe Hunger Games
is tragic andinksto the worst of oureality, but | am not sure | spent enoughe
imaginingthe text & something shouldproblematize. In the classgevalked about
despicable things that happened in the books. We turned to ounistewry and learned
about awful things done in our community. We talked about how the themhédeas in
the books helped us to relate to events happening in the world around us, but wanted to
walk away feeling okay about the text as we finished it. | wafkedHunger Games®
challenge my students, but | am not sure | dsk@ugh of the text ithis course | am

left asking why does it taketragedy, real or fictional, for us to learn from? Where do
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we draw the line in finding pleasure in something that is painful? Who gets to watch and
comment on tragic events and who lives through thenifereéih our educational system
is there room for quéisns like these? droundcedthe course within a larger academic
discourse, but | am not sure that | ever fully tackled the issues of gaze and agency that are
central to fermist theory.

Though, | ammore convinced that storytelling is a usefayo think about these
topicsbecausette story neither starts nor stops with Mge begin lifein media resso
using stories to help us understand how we are seen and see others as well as how we
have the pssibility to act in the world is a powerful todlthought about and taught with
ideas of gaze and agency, but know that more could have been wroughthdaunger
Games.There are no simple answeesthe questions that | have podetausé¢he
human condition is complex and contradictoryhe ability to observe and understand the
world is part of educatioand storytelling helps us to learn abottiers and ourselves
My teaching is about more than imparting specific information, at specific,ttmes
specific students. It is also about creating the space for students to explore questions like
these.

By choosing to center these boakghis coursel am influencedy the structure
of the story 1 fully own the design of the class, but at the sdime my agency as a
teacher and a reader is entwined wité paradigm of the story agenre by its
popularity, and by its value in our popular culture mili&ecause | taught withhe
Hunger Gamed canfollow the story or push against it, but te®oryis still there acting

as a boundary for the clas§hroughThe Hunger Gamese exploredanother worlgbut
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it was not a boundless exploration. | am not free to run through Panem unlinked from the
characters of the story because Panem would ndtvwexiout them in it. And Panem,
for many, is connected to Hogwarts is connected tddie Earth is connected to our
lives. In these spaces, complicated notions like gaze and agency have space to be
explored These places are fiction, but are also atatoryto examinevhat we think
about the world.As Ursula K. LeGuin (1979) say
realism i s perhaps the | east adequate m
realities of our existenceA scientist who creates a monster in his laboratory; a
librarianin the library of Babel; a wizard unable to cast a spell; a space ship
having trouble getting to Alpha Centauri: all these may be precise and profound
metaphor® f t he human conditi on. The fantas
any sociologigh and a god deal more directly about human life as it is lived,
and as it might be lived, and as it out to be livgd 58)
We related to the stories and these far off places. But in relating to them, we relate to one
another. And my hopie that withcuriosity and creativitywe learn to thinknore deeply
about our world and ourselves.
Whether in fiction or real life, we encounter a world already in prodesas
ideas,meaningsand symbols thatlready define us. | understand that | am not a
completely fee agent acting in the world on my own, in fact Deborah Brtizman (2009)
says, fiwe act without knowing in advance w
classroom and elsewhere, | am sometimes met with inaction and indifference, but just as
often wih creativity and passioriVhat | can do is work to make the world a place with

more possibilities, rather than less. | think teaching with young adult dystopian fiction

allows me the space to explore more possibilities.
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If I had to a chance to teachlass like WGS 450 agaihwould explore the idea
of troubling our positions as readers from the sthiis not merely that we read the
books, but they are the vessel through which we explore the ideas of the. ¢ostead
of accepting popularity aberaison d'etrdor using the serieswould probedeeper into
the reading experience. | am interested in what we would learn if we read through the
lens of different characters. How would President Snow, Katniss, and Haymitch react to
Patricia Hill Cdlins or Alice Walker? If President Coin or Finnick could assign a
reading, what would it be™ general, | would make the text wdrirder | think it took
teachingThe Hunger Gamete way | did and the extensive reflection of the material
and my owrteaching through this dissertation process to see how much haoied
have pushed myself, the text, and the students in the ptocéssning the class
differently.

This question of framin@ he Hunger Gamedifferently does not end with
teating the ourse. In writing thiglissertation, | gave you all the parts o# #ory of
this classthe setting, the cast of characters (students), and the questions, but followed the
traditional fivechapter dissertation format. | talked about the power oftstbng and
the need for imagination yet | reined in both when it came time to write this dissertation.
This class was a story all its own and | did not tell it to you. There were time and family
issues beyond my control that made the traditional foohatdissesdtion more

appealingbut nav | get to choose how I tell this story can explore academic thinking
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in a storyelling format. | am interested in how my stories can further my thoughts on
research, the academy, and ygadult dystopian fian. If | tell you my story will you

tell me yours?
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APPENDIX A

SYLLABUS FOR WGS 450

WGS 450: The Hunger Games and Feminist

Education - Fire is Catching
The University of North Carolina at Greensboro

Spring 2014

Course Description:

Inquiry is at the heart of education. This class wil | dive deep into that heart by asking and
exploring questions about Feminism, Education, and Young Adult Literature . We will
ponder the questions:
What is a Feminist Education? What is Social J ustice? How does Education inform Young

Adult Literature (and _ vice versa)? What CONNECTIONS can we make?

Head Gamemaker: Sarah E. Colonna

282



=A =4 =4 =A =4 =4

=A =4 =8 -4 A

=A =4 -4 4 A

Email: secolonn@uncg.edu
Twitter: @secolonna/lnstagram: secolonna
#HungerGamesClass
Office: EUC 239 - hours b intment

Arena: Curry 238- M/W 2 -3:15

Course Objectives:

Demonstrate ability to conduct interdisciplinary feminist analysis

Explore the intersecti@of feminist pedagogy and Young Adult LiteratMAL)

Critically examine ideological assumptions underlying the institutioedofcation (and other
social institutions) and systems of representation

Student Outcomes:

Understand the process of inquiry in the interdisciplinary environment of WGS
Demonstrate the ability to critically analyze content
Express the application of criéik; creative thinking

Texts:

The Hunger Gamdsy Suzanne Collins
Catching Firby Suzanne Collins

Mockingjayby Suzanne Collins

The Girl Who Was on Fieglited by Leah Wilson

Other readingwill be posted in Blackboafdinks in the syllabus
0 This classequires you to bring readings to class on paper or in digital form

Assignments and Requirements:

Attendance and Participation (20%)
Critical Reflections (30%)

The Girl Who Was on Fire Essay (20%)
Final Project (25%)

Self-Assessment (5%)

283


mailto:secolonn@uncg.edu

Major ClassAssignments and Requirements

1 Participation (20%)
0 This class is designed to be interactiweost class periods will center on group
activities, questions and answer sessions, and largesmall group discussioris.
order to grapple with the material, iiVITAL that you read the assignments carefully
and on time, come to class with questions, opinions, and analysesther wordshe
prepared to participate in an intellectual debatelt iISESSENTIAat you complete
and reflect on reading assignments bef coming to class, and be prepared to
contribute to the discussion. Clparticipation will count for @% of your grade this
includes but is not limited to: coimg to class, participatingeading all assignments,
handing in all assignments on timeéagng awake and paying attention, and in general
being engaged with the work at hand.
1 Attendance is important for your academic growth.
0 Thisis a small class and as such your voice is important to the daily discussion.
o | appreciate an email if you ar®t going to be in class in case | need to make
pedagogical adjustments.
o Multiple absences require a meeting with me to be allowed back in class.
1 Throughout the semester | will assign smaller, weekly assignment, ask you to bring in things,
etc. ¢ These wilbe graded as patrticipation.

9 Critical Reflections (3@):

9 1am looking for an intellectual engagement with the mateciabmpare your reactions to
different readings, ask questions and try to answer them, pose opposing viewpoints, make
suggestions, usthe reading to think about something in your lifake risks, and
incorporate your ideas about the subjects, but remember to include the content from the
class readings.

1. Due 2/5 This class is based dhe Hunger Gamés S ¢S | NBy Qi ydrthedza a Ay 3
first month. Why?What are you thinking2Vhat are you learning? What connections are
you making?

2. Due 3/5 What are you learning and how is it all connecting for you? WhiesHunger
Gamesa YAL serieselevant to your college educationfow does it connect to education
at all? How do education, YAL, and social justice begin to connect for you?

3. Due 4/14 What are you learning and how is it all connecting for you? WigesHunger
Gamesa YAL serieselevant to your college educationfow does it connect to education
at all? How do education, YAL, and social justice begin to connect for you?

1 The Girl Who Was @Fire(TGWWOFEssay (20%)
1 Inclass, you will be reaped with an article frdime Girl Who Was On FfEGWWOF)
1 Onthe day thareading is due you will turn in an essay reflecting on that article and
connecting it toyourlearning.
1 This can be a meta analysis, or a detailed look at one point of the article (you decide),
but I am looking for your reflections and connections. kbtmead about your thoughts
and what you are learning. THIS IS NOT A BOOK/ARTICLE REVIEW.
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1 Final project: (25%) Manifesto
o Building on what you have learned, thought and connected to in class you will write
your own manifesto. It will link together yoexperience, education, and ideas to loudly
proclaim who you are, where you are rooted, and what you expect for your future.
o We will work through some of this in class and you will have to present it to class as
your final project

1 Self-Assessment (5%)
1 Inclass self assessment of your participation, rigor, and involvement in the class

*EXTRA CREDIT**

CKIG 320G @82dNJ GiSyldAz2yE RARYQG AdGHK ¢KSNX Aa az
does not allow time for students to thinkeflect, and learn. However, if you feel like you would like to
tackle them for extra credittalk to me and we can work it out!

-Keep a journal about your journey through class. Draw/scribble/explore. This is not a hastily put
together, last minute thmg, but rather something you use to document your learning. | imagine this
exercise could help you with your final project

-Show UNCG what we are doing in this class. This can be an individual or group effort
-Take up the class hashtag #HungerGames@tasslo something with impact

- Bring your favorittHunger Gamegquote to class on the first day written/printed on a piece of paper.
Lay it face down on your desk until | ask for it.

-Have another idea? Talk to me about it.

Writing

All written work willbe:
1. Typed

2. Doublespaced with 1-inch margins, and in 212 point Times New Raan font. Pages should be
numbered. All citations in APA format, with bibliography.

4. Include your name, the date.
5. Have an appropriate title.

6. Thoroughly proofreadSpelicheck is important, but please remember thiatioes not catch
everything.

TO ad LINBFSNEBYOS A& Ly StSOGNRYAO 0218 GdNYSR Ay 2y

work to save trees.
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| will consider the follaving criteria in graohg papers

1. The argument you are making (in other words, the content of the paper and the ideas you express).

The thesis or argument should be cleakpressed, and should be developed in a careful artepth

way. Your analysis should sheeriousand careful engagement with the theories addressed in the
course readings. Specific detaitsd careful analysis of the texts you are using are important.
Understanding of the critical terms amdeas we are learning should be demonstrated. @rgriment

should be precise avoid generalizations. | will also consider whether you follow assignment guidelines.

2. The organization of the paper. The argument should flow well, and the different ideas or specific details
you are engaging should be connectedaihgh clear transitions. You should pay attention also to carefully
citing your sources; this includes not only direct quotations, but also paraphrased ideas and arguments
taken from other authors.

3. The style and mechanics of the paper. This includeamar, diction, spelling, and punctuation.

LiQa Yeé 220 yz2i0 2yfeé (2yoithyol wrilirg.AND quegiolzisHoS sn@ltjzi | & 2
so feel welcome to come talk to me about your writing. | am happy to consult with you about adraft o
your paper before you hand in the final versiotalk to me, but it must be before the due date.

Grading

There are 1000 possible points in this class.
900-1000 A
800-890 B
700-790C
600-690D
<600 F

A: Work of exceptional quality. Exceptiomairk shows deep engagement with course materials and
lectures, clear logic, precise and artful writing, integration of different ideas and topics.

B: Work that is above average-ifA & &2 dzNJ LISSNBEQ 62N] yR GKS SELISOGL
for the course.

C: Work that adequately fulfills the requirements for the assignment or course.
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D: Work that does not adequately fulfill requirements, but is deserving of some credit.

F: Work that is not deserving of credit.

The University gding policy: http://www.uncg.edu/reg/Catalog/current/AcaRegs/Grading.html

Other Stuff

Late assignmentd: do not accept late assignments unless arrangements have been made in advance.
Even if you are absent, | will not accept the assignment late.

Attendance:Attendance is regired and you are an important part of the class. Please alert me (when
possible) if you will miss a class. Multiple misses will require meeting with me to be allowed back into
class.

TardinessTardiness is disruptive@nd all re@onable efforts to b on time shold be made. At my
discretion, habitual disruptive tardinessay need to be addressed

Electronics Calls, texting, and Faceboake not permitted in classWe will be exploring the class
hashtag#HungerGamesClasamit e-learning takes a backseat to in person participation

Plagiarism5 h b Q ¢ “Boh wilLfal he class and | will report you to the university. If you have any
concerns about APA format | will be happy to help you.

ASSUMPTIONS AND GUIDELINES FOR DISCUSSIONS
For the purpose of our discussions in this course we agree that:

1. We areall teachers and learners.

2. We all have multiple identities (including but not limited to those based on our race, gender, age,
class, sexual orientation, ethnicity, abilitiesgion, appearances, talents).

3. Societies construct meanings of gender, race, place, time, etc.

4. Oppression (i.e., racism, sexism, classism, heterosexism) exists.

5. One of the mechanisms of oppression is that we are all systematically taught misinformation

about our own groups and about members of both dominant and subordinate groups.
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6. We will not blame others or ourselves for the misinformation we have learned in the past, but
accept responsibility for not repeating misinformation after we have learned otlser.

7. We will not blame victims for their oppression.

8. We will actively pursue information about our own groups and those of others.

9. We will share information about our groups with other members of the class and never demean,
devalue, or in any way "putown" people for their experience.

10. We will actively combat the myths and stereotypes about our own groups and other groups so

that we can break down the walls thatohibit group cooperation and group gain.

Tentative Schedule
This is the schedule, but #re is always the possibility of change.

Part 1: Grounding
I would much rather you come away with questions than answers - Veronica Roth,
Divergent Series

Day 1 (1/13): Welcome to WGS 450

Welcome to class, get to know each other, expectations for class
Day 2 (1/15): Claiming an EducatibReaping

Claiming an education by Adrienne Rich
1/20- MLK Holiday Are you reading the books? This is a good time to do so!
Day 3 (1/22): Ideology

Toward a New VisierPatricia Hill Collins

Tired of playing MonopolfDonna Langston
Day 4 (1/27): Oppression

OppressionMarilyn Frye

In Full BloomAlice Walker
Day 5 (1/29): Higher Education

When Schools become Deddnes Henry Girouxhttp://www.truth -
out.org/opinion/item/18133when-schoolshecomedeadzonesof-the-imaginatiora-criticat
pedagogymanifesto

Neoliberalism and the politics of higher educatistenry Giraix- http://truth -
out.org/news/item/1523 #predatory-capitalismand-the-attack-on-highereducationan
interviewwith-henrya-giroux

58 cOHKOOY | AIKSNI 9RdzOF GA2Yy O2y Qi
Think tanks take aim at UNC
http://www.newsobserver.com/2013/10/25/331247 3/thinkank-takesaim-at-unc-ch.html

Letter to Gov. McCroy
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I am Malala (video, you need to watch all 3 parts)
http://www.thedailyshow.com/watch/tueoctober8-2013Imalalayousafzai

Malala being appropriatechttp://omidsafi.religionnews.com/2013/10/12/malala/
Day 7 (2/5) Revolution (critical reflection #1)

LGQ& I 6 A INomyLamnid Ptehordedetthgmy.html

http://www.trueactivist.com/you-are-the-revolution/

http://lesbonaut.wordpress.com/2012/02/05/thepersonalis-political/

Part 2: Exploring

Fiction allows us to slide into these other heads, these other places, and look though
other eyes- Neil Gaiman, American Gods

Day 8 (2/10) Hunge Games, Go! (You need to have read THG trilogy and be ready to discuss)
Thegirl who was on fire (TGWWOW®Yhy schungry for the hunger games
http://io9.com/hungergamescatchingfire-is-a-captivatingtale-of-pr-

1469527675/@Jessica

Day 9 (2/12) Love as a radical act

TGWWOFYour heart is a weapon
http://www.huffingtonpost.com/2013/11/22/thepassagecardboard
signs_n_4319568.html

Day 10 (2/17)Katniss (and a little Peeta)
http://bitchmagazine.org/post/therebelwarrior-andthe-boy-with-the-breadgale

peetaand-masculinityin-the-hungergames
http://popgoesalicia.com/2012/03/28/katnisgverdea-qirl/
http://www.theguardian.com/commentisfree/2013/nov/27/whhungergames

katnisseverdeenrole-modeljennifer-lawrence
http://m.theatlantic.com/entertainment/archive/2013/11/anothefreasorem-the-
hungergamesem-is-awesomekatnissis-taller-than-peeta/281826/

**Author Alicia Sowisdral will be skyping into class discussion today, come prepared to talk, ASK

QUESTIONS, artdnik!**

Day 11 (2/19): Race in Panem
http://jezebel.com/5896688/iseewhite-people-hungergamesand-a-brief-history-of-
culturakwhitewashing
http://jezebel.com/5896408/racishungergamesfansdont-carehow-much-money
the-moviemade
http://colorlines.com/archives/2012/03/hunger _games.html
http://thegrio.com/2013/11/22/catchingfire-becomes2nd-hungergamesfilm-with-
racialcastingcontroversy/
http://www.buzzfeed.com/michaelblackmon/Xharrowingexamplesof-white-

privilege9hu9
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http://www.thedailyshow.com/watch/tue-october-8-2013/malala-yousafzai
http://omidsafi.religionnews.com/2013/10/12/malala/
http://tehomet.net/nomy.html
http://www.trueactivist.com/you-are-the-revolution/
http://lesbonaut.wordpress.com/2012/02/05/the-personal-is-political/
http://io9.com/hunger-games-catching-fire-is-a-captivating-tale-of-pr-1469527675/@Jessica
http://io9.com/hunger-games-catching-fire-is-a-captivating-tale-of-pr-1469527675/@Jessica
http://www.huffingtonpost.com/2013/11/22/the-passage-cardboard-signs_n_4319568.html
http://www.huffingtonpost.com/2013/11/22/the-passage-cardboard-signs_n_4319568.html
http://bitchmagazine.org/post/the-rebel-warrior-and-the-boy-with-the-bread-gale-peeta-and-masculinity-in-the-hunger-games
http://bitchmagazine.org/post/the-rebel-warrior-and-the-boy-with-the-bread-gale-peeta-and-masculinity-in-the-hunger-games
http://popgoesalicia.com/2012/03/28/katniss-everdeen-girl/
http://www.theguardian.com/commentisfree/2013/nov/27/why-hunger-games-katniss-everdeen-role-model-jennifer-lawrence
http://www.theguardian.com/commentisfree/2013/nov/27/why-hunger-games-katniss-everdeen-role-model-jennifer-lawrence
http://jezebel.com/5896688/i-see-white-people-hunger-games-and-a-brief-history-of-cultural-whitewashing
http://jezebel.com/5896688/i-see-white-people-hunger-games-and-a-brief-history-of-cultural-whitewashing
http://jezebel.com/5896408/racist-hunger-games-fans-dont-care-how-much-money-the-movie-made
http://jezebel.com/5896408/racist-hunger-games-fans-dont-care-how-much-money-the-movie-made
http://colorlines.com/archives/2012/03/hunger_games.html
http://thegrio.com/2013/11/22/catching-fire-becomes-2nd-hunger-games-film-with-racial-casting-controversy/
http://thegrio.com/2013/11/22/catching-fire-becomes-2nd-hunger-games-film-with-racial-casting-controversy/

Day 12(2/24: Disability in Panem
TGWWORBent, shattered, and mended
http://tigerbeatdown.com/2012/03/26/sehow-aboutthose-hungergames/

http://thesedeafeyes.tumblr.com/post/20236466065bvedthis-essayabout
disabilitythe-hungergames

http://thecontributor.com/economy/reathungergameshundredsdisabledamericans
competeone-wheelchairaccessibleran

http://feministd isabiltystudiesblog.wordpress.com/2012/04/13/disabilibst-in-the-
translationof-the-hungergames?2/

http://news.moviefone.com/2012/03/27/irthe-hungergameswhat/

**CandiceBuss will be cdacilitating class discussion today, come prepared to talk, ASK
QUESTIONS, and think!**

Day 13 (2/26)What about Hunger?
http://hungergames.wfp.org/
http://www.thefoodeffect.org/all-about-hunger/hungeffacts/
http://www.philanthropyjournal.org/nc/ncnews/hungesoarsus-north-carolna
http://www.endhunger.org/north_carolina.htm
http://www.freerice.com
**Panel of Community leaders to discuss hunger, come prepared to talk, ASK QUE&RtDNS
think!**

Day 14 (3/3):The ArenaPhysical Space and Collectivestory

*** We will meet at the Mclver Statue in fromf Jackson Library for class today**
Day 15 (3/5): The Arena Cont.

*** We will meet at the Mclver Statue in frorf Jackson Lilary for class today**

*SpringBreak: (oh, Thank Goodness!)

Day 16 (3/17): SEX in The Hunger Games

TGWWOFTeam Katniss

http://www. theonion.com/video/theonionreviewsthe-hungergamescatching
fire,34637/?playlist=recerhews

http://www.good.is/posts/4-thingsthe-hungergamescanteach-us-aboutthe-war-on-
women

http://thehairpin.com/2013/11/closetedcharactersandthe-booksthat-love-them

http://jezebel.com/whatif-katnissdidnt-haveto-choosebetweenpeetaand
1475060744
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http://tigerbeatdown.com/2012/03/26/so-how-about-those-hunger-games/
http://thesedeafeyes.tumblr.com/post/20236466065/i-loved-this-essay-about-disability-the-hunger-games
http://thesedeafeyes.tumblr.com/post/20236466065/i-loved-this-essay-about-disability-the-hunger-games
http://thecontributor.com/economy/real-hunger-games-hundreds-disabled-americans-compete-one-wheelchair-accessible-van
http://thecontributor.com/economy/real-hunger-games-hundreds-disabled-americans-compete-one-wheelchair-accessible-van
http://feministdisabiltystudiesblog.wordpress.com/2012/04/13/disability-lost-in-the-translation-of-the-hunger-games-2/
http://feministdisabiltystudiesblog.wordpress.com/2012/04/13/disability-lost-in-the-translation-of-the-hunger-games-2/
http://news.moviefone.com/2012/03/27/in-the-hunger-games-what/
http://hungergames.wfp.org/
http://www.thefoodeffect.org/all-about-hunger/hunger-facts/
http://www.philanthropyjournal.org/nc/ncnews/hunger-soars-us-north-carolina
http://www.endhunger.org/north_carolina.htm
http://www.freerice.com/
http://www.theonion.com/video/the-onion-reviews-the-hunger-games-catching-fire,34637/?playlist=recent-news
http://www.theonion.com/video/the-onion-reviews-the-hunger-games-catching-fire,34637/?playlist=recent-news
http://www.good.is/posts/4-things-the-hunger-games-can-teach-us-about-the-war-on-women
http://www.good.is/posts/4-things-the-hunger-games-can-teach-us-about-the-war-on-women
http://thehairpin.com/2013/11/closeted-characters-and-the-books-that-love-them
http://jezebel.com/what-if-katniss-didnt-have-to-choose-between-peeta-and-1475060744
http://jezebel.com/what-if-katniss-didnt-have-to-choose-between-peeta-and-1475060744

Day 17 (3/19): Finnick Odair
http://socialwrkgirlwordpress.com/tag/finnickodair/
http://jezebel.com/evenfinnick-doesnt-think-he-s-attractive-enoughto-be-

1466262647

Day 18 (3/24) Fashion, feminiity, and playing womar(critical reflection #2)
TGWWOFRCrime of fashion
http://entertainment.msnbc.m$.com/_news/2012/03/28/10904124o0mehunger

gamescriticssayjennifer-lawrencewastoo-bigto-play-katniss
http://jezebel.com/catchingfire-producerweighsin-on-the-makeupmerch

1471917858
http://www.bloomberg.com/news/201310-15/bodiesdouble-ascashmachineswith-

u-sincomelaggingeconomy.html
http://jezebel.com/volunteeringfor-the-hungergamesdont-forget-the-cov508277061

Day 19 (3/26)Bread and Circuses
TGWWOFPanem et Circses
http://www.nytimes.com/2013/11/10/books/review/whatwould-aldoushuxleymake

of-the-way-we-consumemediaand-popularculture.html?pagewanted=2& r=1&src=meé&

Day 20 (3/31)Are we the Capitol or a district?
TGWWOFSmoke and mirrors and someone to watch over m
http://advicepeeta.tumblr.com/post/15724917840/yclnow-whatsironic-about-the-
hungergames
http://k -punk.org/remembeswho-the-enemyis/
Vietham Draft Lotteds http://www.sss.gov/lotterl.htm
1969 draft http://www.youtube.com/watch?v=p5X1FjyD g
Day 21 (4/2): Capitol or District Cont.
Village of 100http://www.youtube.com/watch?v=D_efnYwHXxTc
http://www.huffingtonpost.com/2013/10/30/north-carolinavoter-id-
kKid n 4176141.html
http://www.theatlantic.com/politics/archive/2013/10/whymanyamericansare-
averseto-unironicexpressionsf-patriotism/280317/
Day 22 (4/7)Politics determines who has the power, not who has the trutRaul Krugman
TGWWOHRPolitics of Mockingjay
http://the -wopr.newsvine.com/ news/2013/09/19/2057226zhurchmembers
mistreathomelessmartin-churchrunawareit-is-their-pastorin-disquise
Day 23 (4/9) What about the future?
TGWWOFThe Decline of Decadence
http://www.trueactivist.com/gab_qgallery/bertranerussellsmessageo-the-
future-recordedin-1959/
Day 24 (4/14): Bilding Community
TGWWOFCommunity in the face of tragedy
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http://socialwrkgirl.wordpress.com/tag/finnick-odair/
http://jezebel.com/even-finnick-doesn-t-think-he-s-attractive-enough-to-be-1466262647
http://jezebel.com/even-finnick-doesn-t-think-he-s-attractive-enough-to-be-1466262647
http://entertainment.msnbc.msn.com/_news/2012/03/28/10904124-some-hunger-games-critics-say-jennifer-lawrence-was-too-big-to-play-katniss
http://entertainment.msnbc.msn.com/_news/2012/03/28/10904124-some-hunger-games-critics-say-jennifer-lawrence-was-too-big-to-play-katniss
http://jezebel.com/catching-fire-producer-weighs-in-on-the-makeup-merch-1471917858
http://jezebel.com/catching-fire-producer-weighs-in-on-the-makeup-merch-1471917858
http://www.bloomberg.com/news/2013-10-15/bodies-double-as-cash-machines-with-u-s-income-lagging-economy.html
http://www.bloomberg.com/news/2013-10-15/bodies-double-as-cash-machines-with-u-s-income-lagging-economy.html
http://jezebel.com/volunteering-for-the-hunger-games-dont-forget-the-cov-508277061
http://www.nytimes.com/2013/11/10/books/review/what-would-aldous-huxley-make-of-the-way-we-consume-media-and-popular-culture.html?pagewanted=2&_r=1&src=me&
http://www.nytimes.com/2013/11/10/books/review/what-would-aldous-huxley-make-of-the-way-we-consume-media-and-popular-culture.html?pagewanted=2&_r=1&src=me&
http://advicepeeta.tumblr.com/post/15724917840/you-know-whats-ironic-about-the-hunger-games
http://advicepeeta.tumblr.com/post/15724917840/you-know-whats-ironic-about-the-hunger-games
http://k-punk.org/remember-who-the-enemy-is/
http://www.sss.gov/lotter1.htm
http://www.youtube.com/watch?v=-p5X1FjyD_g
http://www.youtube.com/watch?v=D_efnYwHxTc
http://www.huffingtonpost.com/2013/10/30/north-carolina-voter-id-kid_n_4176141.html
http://www.huffingtonpost.com/2013/10/30/north-carolina-voter-id-kid_n_4176141.html
http://www.theatlantic.com/politics/archive/2013/10/why-many-americans-are-averse-to-unironic-expressions-of-patriotism/280317/
http://www.theatlantic.com/politics/archive/2013/10/why-many-americans-are-averse-to-unironic-expressions-of-patriotism/280317/
http://the-wopr.newsvine.com/_news/2013/09/19/20572264-church-members-mistreat-homeless-man-in-church-unaware-it-is-their-pastor-in-disguise
http://the-wopr.newsvine.com/_news/2013/09/19/20572264-church-members-mistreat-homeless-man-in-church-unaware-it-is-their-pastor-in-disguise
http://www.trueactivist.com/gab_gallery/bertrand-russells-message-to-the-future-recorded-in-1959/
http://www.trueactivist.com/gab_gallery/bertrand-russells-message-to-the-future-recorded-in-1959/

Part 3: Creating

Day 25 (4/16) Manifestos

i F r thenidea that the selfis not given to us, | think there is only one practical
consequence:we have to create ourselvesas a work of a r ti Miohel Foucault

http://www.1000manifestos.com/manifestananifesto/
http://99u.com/articles/7005/5manifestosfor-art-life-business

http://circuitous.org/scraps/combahee.html
http://literarymovementsmanifestowordpress.com/text2/mina-loy-feminist
manifesto/
http://junketstudies.com/joomla/1 trulesof-writing/the-rules
http://www.library.csi.cuny.edu/dept/history/lavender/2decs.html
http://playpen.meraka.csir.co.za/~acdc/education/Dr_Anvind_Gupa/Learners_Library
7_March_2007/Resources/books/readings/17.pdf
Day 26 (4/21)TBA
Day 27 (4/23): TBA
Day 28 4/28): TBA
Day 29 (5/7): Final Exam
Selfevaluation This is done in class and is part of your final grade

May the Odds be Ever in Your Favor!

Additional material to consider:

http://www.huffingtonpost.com/kathy-buckworth/hungryfor-hungergames
e b 1337411.html#s801333

http://www.rachelremen.com/service.html

http://www.thekatnisschronicles.com/

http://www.huffingtonpost.com/2012/03/23/hungerganesryan-gosling
tumblr n 1375144 .html?ref=women#s806872

http://www.forbes.com/sites/carolpinchefsky/2012/04/10/1-8uestionsthe-hungergames
movie-doesntanswerthat-the-book-does/

http://www.hgfiresidechat.com/episode-index/
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http://www.1000manifestos.com/manifesto-manifesto/
http://99u.com/articles/7005/5-manifestos-for-art-life-business
http://circuitous.org/scraps/combahee.html
http://literarymovementsmanifesto.wordpress.com/text-2/mina-loy-feminist-manifesto/
http://literarymovementsmanifesto.wordpress.com/text-2/mina-loy-feminist-manifesto/
http://junketstudies.com/joomla/11-rules-of-writing/the-rules
http://www.library.csi.cuny.edu/dept/history/lavender/2decs.html
http://www.huffingtonpost.com/kathy-buckworth/hungry-for-hunger-games-e_b_1337411.html#s801333
http://www.huffingtonpost.com/kathy-buckworth/hungry-for-hunger-games-e_b_1337411.html#s801333
http://www.rachelremen.com/service.html
http://www.thekatnisschronicles.com/
http://www.huffingtonpost.com/2012/03/23/hunger-games-ryan-gosling-tumblr_n_1375144.html?ref=women#s806872
http://www.huffingtonpost.com/2012/03/23/hunger-games-ryan-gosling-tumblr_n_1375144.html?ref=women#s806872
http://www.forbes.com/sites/carolpinchefsky/2012/04/10/16-questions-the-hunger-games-movie-doesnt-answer-that-the-book-does/
http://www.forbes.com/sites/carolpinchefsky/2012/04/10/16-questions-the-hunger-games-movie-doesnt-answer-that-the-book-does/
http://www.hgfiresidechat.com/episode-index/

http://entertainment.msnbc.msn.com/ _news/2012/03/23/1082818Mberalsconservatives
embracinghungergamesfor-very-different-reasons

http://hungergamestweets.tumblr.com/

http://religion.blogs.cnn.com/2012/03/26/mytake-hungergamesasksus-not-to-
watch/?hpg=hp bnl10&hpt=hp bnl0
http://www.nytimes.com/2012/04/08/movies/katniseverdeena-new-type-of-woman
warrior.html? r=2
http://geekout.blogs.cnn.com/2012/03/23/tharuth-aboutthe-hungergameskatnissis-better-
than-bella/?hpt=hp_bn13
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http://entertainment.msnbc.msn.com/_news/2012/03/23/10828159-liberals-conservatives-embracing-hunger-games-for-very-different-reasons
http://entertainment.msnbc.msn.com/_news/2012/03/23/10828159-liberals-conservatives-embracing-hunger-games-for-very-different-reasons
http://hungergamestweets.tumblr.com/
http://religion.blogs.cnn.com/2012/03/26/my-take-hunger-games-asks-us-not-to-watch/?hpt=hp_bn10&hpt=hp_bn10
http://religion.blogs.cnn.com/2012/03/26/my-take-hunger-games-asks-us-not-to-watch/?hpt=hp_bn10&hpt=hp_bn10
http://www.nytimes.com/2012/04/08/movies/katniss-everdeen-a-new-type-of-woman-warrior.html?_r=2
http://www.nytimes.com/2012/04/08/movies/katniss-everdeen-a-new-type-of-woman-warrior.html?_r=2
http://geekout.blogs.cnn.com/2012/03/23/the-truth-about-the-hunger-games-katniss-is-better-than-bella/?hpt=hp_bn13
http://geekout.blogs.cnn.com/2012/03/23/the-truth-about-the-hunger-games-katniss-is-better-than-bella/?hpt=hp_bn13

APPENDIX B

WGS 450 SEMISTRUCTUWRED INTERVIEW QUESTIONS

Interview Questions:

1. How would you describe your fiction reading?
a. What genres?
b. How much/often do you read fiction?
2. Tell me how you chose to take WGS 450.
a. How did the class being abolihe Hunger Gamesterest you?
b. How did the class being about feminist education interest you? see above
3. Describe your experience taking WGS 450.
a. What readings resonated with you?
i. What did you like about those?
b. What themes?
i. How did reading THG help you think about those themes?
c. What activities?
d. How did The Hunger Gamdscilitate those takaways?
4. What do you see as the benefits to learning with young adult dystopian fiction?
a. The challenges?
5. The sociepolitical issues are similar to current events, but more pronounced in
The Hunger Gamesiow did this impact your learning?
a. How did you us&'he Hunger Games think about realife issues?
b. How have you used this as a reference point since class ended?
6. In what ways did/does the literature cause you to think abouwiviaadd issues of
oppresion and power?
What did you learn about yourself as a learner in this class?
What would you do differently if you took this class again?
a. Interms of structure?
b. How you engaged with class material?
9. Anything to add?
10.What was your faerite character?

© N

After Questions:

1. What was/is your major/minor?

2. Had you taken any other WGS classes? Which ones?
3. What year when taking the WGS 450 class?

4. Had you read’ he Hunger Gamdsefore taking this class?
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APPENDIX C
UNIVERSITY OF NORTH CAROLINA AT GREENSBORO CONSHNTO ACT AS
A HUMAN PARTICIPANT

Project Title:tAShe has no i dea. ThéHungeriGaneagsd s he can
Womends and Gender Studies (WGS) Classroom

Principal Investigator: Sarah E. Colonna
Faculty Advisor : Dr. Leila E. Villaverde

Participant'sName:

What are some general things you should know about research studies?

You are being asked to take part in a research stddyr participation in the study is
voluntary. You may choose not to join,yaru may withdraw your consent to be in the

study, for any reason, without penalty.

Research studies are designed to obtain new knowledge. This new information may help
people in the future.There may not be any direct benefit to you for being in theareke
study. There also may be risks to being in research studies. If you choose not to be in the
study or leave the study before it is done, it will not affect your relationship with the
researcher or the University of North Carolina at Greensboro.

Details about this study are discussed in this consent ftrim.important that you

understand this information so that you can make an informed choice about being in this
research study.

You will be given a copy of this consent forrfi.you have any quesins about this study

at any time, you should ask the researchers named in this consent form. Their contact
information is below.

Sarah E. Colonnaecolonn@uncg.edu

Dr. Leila E. Villaverde Levillav@uncg.edu

What is the study about?

This is a research project. Your participation is voluntary. This project is educational
research looking at the Spring 2014 WGS 450 classHunger Gameand Feminist
Education. The purpos# this study is to better understand the learning experience of
that class and to explore the intersection of feminist pedagogy and popular culture.
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Why are you asking me?

You are being asked to participate because you took part in the Spring 2014 WGS 450
classThe Hunger Gameand Feminist Education. You must be 18 or older to
participate.

What will you ask me to do if | agree to be in the study?

If you agree to be in this study you are agreeing to be interview for approximately one
hour with the possility of follow up interviews for clarification for about 30 minutes, if
needed. You are also giving permission for me to review and use your assignments from
Spring 2014 WGS 450 cla3fie Hunger Gameand Feminist Education for this project.
There is nmimal risk associated with being part of this research project. All identifying
information will be removed from interviews and assignments and will be coded and
organized under a pseudonym.

Is there any audio/video recording?

Interviews will be audigecorded for transcription. All data will be coded under
pseudonyms, but because your voice will be potentially identifiable by anyone who hears
the tape, your confidentiality for things you say on the tape cannot be guaranteed
although the researcher ity to limit access to the tape as described below.

All audio recordings will be stored on a password protected computer and pseudonyms
will be used in transcription and analysis.

What are the risks to me?

The Institutional Review Board at the Univeysof North Carolina at Greensboro has
determined that participation in this study poses minimal risk to participants.

If you have questions, want more information or have suggestions, please contact Sarah
Colonna asecolonn@uncg.edor Dr. Leila E. Villaverde at levillav@uncg.edu

If you have any concerns about your rights, how you are being treatesrns or
complaints about this project or benefits or risks associated with being in this study
please conta¢he Office of Research Integrity at UNCG tbitte at 855)251-2351.
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Are there any benefits to society as a result of me taking part in this research?

Benefits to society from this study may include beittéormed pedagogical practices

Are there any berefits to mefor taking part in this research study?

There are no direct benefits to participants in this study.

Will I get paid for being in the study? Will it cost me anything?

There are no costs to you or payments made for participating in this study.

How will you keep my information confidential?

Data will be kept confidential by assigning of pseudonyms, all information will be kept
on a passworprotected computer, and that computer will be locked in my home office
when not in use. A master list wistudent names and pseudonyms will be kept in a
locked cabinet in my home office, separate from research data. Data will be kept for
three years past the end of the project then will be erased from the protected computer.
All information obtained in thistudy is strictly confidential unless disclosure is required
by law.

What if | want to leave the study?

You have the right to refuse to participate or to withdraw at any time, without penalty. If
you do withdraw, it will not affect you in any way. ybu choose to withdraw, you may
request that any of your data which has been collected be destroyed unless it is in a de
identifiable stateThe investigators also have the right to stop your participation at any
time. This could be because you have hadraexpected reaction, or have failed to

follow instructions, or because the entire study has been stopped.

What about new information/changes in the study?

If significant new information relating to the study becomes available which may relate
to your wllingness to continue to participate, this information will be provided to you.
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Voluntary Consent by Participant:

By signing this consent form you are agreeing that you read, or it has been read to you,
and you fully understand the contents of thisuhoent and are openly willing consent to
take part in this study. All of your questions concerning this study have been answered.
By signing this form, you are agreeing that you are 18 years of age or older and are
agreeing to participate, or have the indual specified above as a participant participate,
in this study described to you by Sarah E. Colonna
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APPENDIX D

THE HUNGER GAMESERMINOLOGY

People:

Annie Cresta- Winner of the 78 Hunger Games from District 4. Married to Finnick
Odair.

Avox- A person punished by the Capitol. Their tongue is cut out and they work in a
service capacity in the Capitol.

Beetee Latier Former Hunger Games winner (year unspecified) from District 3.
Electronics and wiring expert.

Career Tributes (Careers} In digtricts 1,2, and 4 select children train with past victors
until they are 18, and then volunteer to enter the Games.

Cinna-( Last name unknown.) Katni 'fandBVver deend
Hunger Games. Rebellion supporter.

Finnick Odair - Winner of the 6% Hunger Games from District 4. Married to Annie
Cresta.

Gale HawthorneKat ni ss Everdeends hunting partner
solider and weapons designer.

Gamemakers Capitol citizens who design the yearly Hunger Games antta the
arena during play.
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Greasy Sae Black market food vendor in District 12. She buys Katniss Everdeen and
Gal e Hawthornedés illegally hunted game.

Haymitch Abernathy- Only living District 12 victor of The Hunger Games. Serves as a
mentor to the garly District 12 tributes.

Katniss Everdeen Narrator ofThe Hunger Gameseries and main protagonist. She
entered the 22Hunger Games as a volunteer for her sister, Primrose Everdeen.

Mags Flanagan (Old Mags) Winner of the 11 Hunger Games from Birict 4.
Volunteered to take ARunjgeeGafiesest ads pl ace i

PeacekeepersThe Capi tol 6s internal security forc
Capitol b6s | aws and punish those who break

Peeta Mellark- Male tribute for the 74 Hunger Games from District 12. @&ctor and
rebellion leader alongside Katniss Everdeen.

President Coin Leader of District 13 and rebellion leader.

President Snow President of Panem. It is unknown if he was eletidthis position.

Primrose EverdeenKat ni ss Everdeends younger sister.
tribute for the 7% Hunger Games. Worked as a healer for the rebellion.

Rue- (Last name unknown.) Female tribute from District 11 for tHéHdnge Games.
Though small, she was surprisingly highly rated (7/12) by the Gamemakers.

Tigris- (Last name unknown.) Disgraced former stylist for The Hunger Games. Runs a
second hand shop in the Capitol.
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Tributes- District residents who are required/volusitéo participate in the yearly
Hunger Games. Every district supplies a male and female tribute between the ages of 12
18.

Places:

Arena- A large, enclosed area whefae Hunger Gameare held. A new one is
designed and built each year.

Capitol-Panend s seat of power. Home of the ri
west of the Rocky Mountains.

Districts- Panem is divided into 13 states, 12 of which are ruled by the Capitol. Each
one is responsible for one particular industry. There is littieraction between the
districts.

District 1- The closest district to the Capitol. It is tasked with making luxury goods for
the Capitol and is considered the wealthiest district. This district produces career tributes.

District 2- Masonry is produagin this district along with weaponry, trains, and the bulk
of the Peacekeeping force. This district produces career tributes.

District 3- Electronics and mechanical products define this district. This district does not
train career tributes.

District 11- This is the agriculture district. Most of the food is shipped to the Capitol, so
this is one of the poorest districts with many of the residents being underfed. This district
does not train career tributes.

District 12- This district mines coal fahe Capitol and is the poorest of the 12 districts.
This district does not train career tributes.
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District 13- The official industry of this district is graphite mining, but they also worked

in nuclear science and technology. Until the Dark Days, nbtieether districts knew

of its investment in nuclear weapons. It was the starting point for that rebellion and was
thought to be destroyed by the Capitol by chemical bombs. In reality, the people of the
district moved underground due to a ragygession pact with the Capitol. They

remained independent and isolated in exchange for not attacking the Capitol. The second
rebellion was planned in District 13.

Panem A North Amercan nation established duringpalitical and ecological upheaval
wheresea | evels rose, changing the shape of
enough to separate into 13 districts, perhaps separate nations that were annexed by
Panem. A rebellion, referred to as the Dark Days, occurred about 74 years before the
events m The Hunger Games) which various districts rebelled against the oppressive
regime of the Capitol. The Capitol retained control of 12 districts and annihilatedthe 13
entirely. The yearly ritual ofhe Hunger Games was started to remind the disiicthe
Capitol 6s power .

Other:

The Hunger Games (the Games)A yearly reminder of the thwarted rebellion by the
districts. Each district must send a boy and a girl to the Capitol for a televised fight to the
death.

Jabberjay- A mutated male bird ceged by the Capitol to spy on enemies of the Capitol.
The bird can memorize and repeat entire conversations. The rebels learned how to send
them back telling lies and the Capitol ceased using them. They were abandoned to die in
the wild.

Mockingjay - A hybrid bird produced by the mating of the abandoned male jabberjays

and female mocking birds. They have lost the ability to memorize words, but can mimic

noi ses they hear in the environment. Kat n
mockingjays bedre his death and Rue used them to communicate in the Arena. They are
seen as a slight to the Capitol because of the connection to the failed jabberjays. Katniss
wore a mockingjay pin into the Games and it became her symbol during the rebellion.
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Three Finger Salute An old custom from District 12 in which the three middle fingers
of your left hand are pressed to your lips and then held up toward the person to whom
you are showing respect. ltis first seen when Katniss Everdeen is on stage after she
volunteered for her sister. Most famously, Katniss shows the sign to the cameras after
she is finished singing for Ruebds deat h.
Katniss during the victory tour for her treatment of Rue. The man who startduteeisa
killed by the Peacekeepers.

Victory Tour - Following The Hunger Games, the Capitol parades the winner through
each district. It is billed as a happy event allowing each district to congratulate the
winner, but is done to cultivate the fear anudeof the Games between events.
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