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INTRODUCTION 

FEMINIST CONTRIBUTIONS TO EDUCATION  

IN THE FACE OF THE TRIPLE CHALLENGE: DIGITAL,  

MEDIA AND MULTIMODAL 

ROCĉO JIM£NEZ CORT£S 

Universidad de Sevilla 

LAURA TRIVI¤O CABRERA 

Universidad de M§laga 

 

The network society (Van Dijk, 2020) has completely blurred the tradi-

tional difference between virtual and real life. Our day to day is increas-

ingly characterised by our continuous connection to the Internet. Multi-

ple daily tasks merge with hybrid models of face-to-face and online ac-

tivity, ranging from shopping to attending classes, and meeting for work 

or recreation, among others. 

The moments, resources and contexts of learning in digital society are 

becoming more open and diversified while at the same time customised, 

depending on specific interests, motivations and needs. The network so-

ciety allows and enables us to be part of very diverse groups and com-

munities of effective learning, simultaneously ubiquitous and invisible 

(Cobo & Moravec, 2011). We could say that we are now facing a new 

social model characterised primarily by digital learning and interactivity 

with digital resources in virtual worlds. This places education in the 

foreground, through commitment and action. New increasingly disrup-

tive digital technologies such as artificial intelligence, new social media 

and media culture require in-depth knowledge of multimodal learning - 

especially among those who are dedicated to education and training - 

where the digital component is omnipresent, inevitable and inalienable.  

A few days ago, the press reported on the review that Sweden will carry 

out of its Digitalisation Plan to improve reading comprehension among 

students. In this regard, our schools strive to give shape to the digital 

world and integrate it into teaching. As feminist scholars and critics of 



 

digital technologies and media culture in the field of education, we know 

that technology is an indispensable space of empowerment and learning 

that requires us to work conscientiously on multimodal, critical, creative, 

social and citizenship skills within the framework of a digital world and 

society, where feminist theories and gender perspective are indisputable 

(Jim®nez-Cort®s & Aires 2021; Jim®nez-Cort®s, 2023; Trivi¶o, 2022).  

Nowadays, children and teenagers are constantly and alarmingly ex-

posed to degrading, discriminatory, anti-egalitarian, xenophobic dis-

courses, experiences, contenté, without control and without legislation 

that could help professionals and families to cushion the blow in social 

and personal terms, which could be devastating over the coming years. 

The impact of digital technologies on the lives of children and teenagersô 

mental health is the subject of study and reflection with regard to inter-

national regulation (Ghai et al., 2022; Livingstone, 2011; Livingstone et 

al., 2018). Actions are urgently needed at all political, educational and 

social levels, allowing digital technologies to be incorporated into the 

transformation of the world in a safe, equitable, healthy and sustainable 

way. Feminism becomes a theoretical and practical cornerstone for ed-

ucational intervention in the framework of this digitalised and hopefully 

inclusive network society. Some formative experiences carried out by 

the Research Group on the Didactics of Multimodal Humanities 

(GRIDHUM1053) and the Permanent Group on Educational Innovation 

#FEEL (GpIE058) have demonstrated the importance of the feminist 

perspective in promoting a critical and creative education, committed to 

social justice. From the use of social media (Trivi¶o et al., 2021) to the 

critical deconstruction of media culture and the creative construction of 

oneôs own multimodal productions that generate critical feminist think-

ing (Trivi¶o & Chaves, 2022) to contribute to more just, egalitarian and 

equitable societies through teacher training.  

We consider it a priority to incorporate the feminist perspective into re-

cent lines of research on the metaverse and education that suggest the 

need for ethical education for citizen training in the virtual world (Kye 

et al. 2021). Indeed, this has become one of the central pillars to the 

research project entitled Feminist Ethical Literacy and Multimodal 

Skills of Young People vis-a-vis Cultural Industries and the Metaverse 



 

(Universidad de M§laga). This triple challenge - digital, media and mul-

timodal - can converge within a metaversal space that will not only 

change the entertainment industry but also affect our daily lives, our way 

of socialising and the global economic system itself (Kim, 2021). There-

fore, the creation of metaverses can serve as a space of literacy from an 

ethical-feminist perspective. 

In this context, feminist approaches are paving the way in an extreme 

quest for survival in new digital spaces full of counter-discourses that 

are detrimental to life and life in society. It is in these spaces that the 

gender gap persists (Varoy et al. al., 2023). In the digital and technolog-

ical realm, women still face inequality both in the conception and design 

of technologies and virtual worlds and in the creation of emancipatory 

contents and non-discriminatory, non-intimidating, respectful and egal-

itarian participation, and even in the field disruptive technologies such 

as artificial intelligence (Lutz, 2019). Our starting premise is the convic-

tion that we must ensure technologies and media culture are not dis-

tanced from feminism. For educators and for society in general, this is 

the only option available to achieve an inclusive world where women 

are not left out of decision-making and are not subject to multimodal 

forms of sexism and expressions of violence. 

Therefore, this book represents an advance in the reflection and 

knowledge about the role of digital technologies, multimodality and me-

dia culture in the transformation of education, but in continuous and in-

dispensable interaction with feminist perspectives. The chapters ad-

vance theoretical and practical principles and research results that ana-

lyse online training, incorporate multimodality, media culture and video 

games in an analysis from feminist and gender perspectives. The articles 

presented here develop experiences and research in feminist critical lit-

eracies in different digital learning environments and with different 

technological tools, from social media to video games, exploring the 

need for training in transmedia and multimodal literacy skills from the 

perspective of feminism. There are a total of four sections and ten chap-

ters, presented below: 



 

SECTION 1. FEMINIST DIGITAL TEACHING AND 

ANALYTICAL LEARNING FOR GENDER EQUALITY IN 

HIGHER EDUCATION. 

In the first chapter on Theoretical principles and design guidelines for 

inclusive and feminist online teaching, professors Miriam Arenas 

Conejo and Iolanda Garcia Gonz§lez from the Universitat Oberta de Ca-

talunya present a practical guide for online training with a gender per-

spective, focusing on a feminist and inclusive approach. They analyse 

the relationship of women to online teaching spaces where the gender 

category is insufficient. In their chapter, they answer the question: how 

can feminist pedagogy contribute towards the achievement of an inclu-

sive higher education in the digital society? To do so, they list eight key 

principles and challenges for the application of the proposal within 

Higher Education. 

In the second chapter on Learning analytics, teacher training in social 

sciences and gender. Definitions, references and trends, Professor Dan-

iel David Mart²nez Romera from the Universidad de M§laga explains 

what happens with the quantification processes associated with training 

in the field of higher education and the relationship it establishes, or can 

establish, with subjects as socially relevant as the concept of gender. 

This chapter presents the dating of teaching-learning processes in virtual 

environments as a unique opportunity to determine measurable evidence 

on gender singularities in terms of identifying patterns that may or may 

not converge with current learning models. 

SECTION 2. SOCIAL MEDIA, VIRTUALITY AND 

MULTIMODAL RESOURCES IN FEMINIST TRAINING 

EXPERIENCES. 

In the third chapter entitled Memes as an educational tool to analyse 

hate speech and its counter-narratives. The case of The Little Mermaid, 

professors Arantxa Batres Vara and Elisa Isabel Chaves Guerrero from 

the Universidad de M§laga explore how the meme is a discursive unit 

capable of perpetuating hate speech and examine the potential of the 

meme as a multimodal teaching resource in the classroom to build 



 

counter-narratives that encourage critical attitudes among future teach-

ers of different educational stages. 

The fourth chapter entitled The multimodal project ËObservatubeË for 

feminist teacher training through Disney narratives, Professor Elisa Is-

abel Chaves Guerrero from the Universidad de M§laga presents a theo-

retical study that analyses how trainee teachers in their initial training 

tackle the influence of audiovisual productions present on the YouTube 

video platform and mainstream culture in the construction of gender 

identities. 

The fifth chapter on The use of virtual reality as an intervention tool to 

reduce sexism in video gaming: review and proposals by Mariela Bustos 

Ortega, Mar²a del Mar Rodr²guez S§ez and Gracia Cristina Villodres 

from the Universidad de Granada outlines an intervention programme to 

reduce sexism against women gamers through new technological tools: 

using virtual reality as a psychosocial tool. 

The sixth chapter on The use of the active TikTok app to motivate pre-

teens in physical education: a literature review and teaching sequence 

from a feminist perspective by Gracia Cristina Villodres, Mariela Bustos 

Ortega and Mar²a del Mar Rodr²guez S§ez from the Universidad de Gra-

nada outlines a teaching proposal that uses the active TikTok app to pro-

mote motivation towards physical education from a feminist perspective. 

SECTION 3. MULTIMODALITY AND GENDER IN THE 

TEACHING OF SECOND LANGUAGES IN HIGHER 

EDUCATION. 

In the seventh chapter entitled Approaching education with a gender 

perspective at university using manga comics, Mar²a Mart²nez Lirola 

and PhD student Alba Campoy Mart²nez from the Universidad de Ali-

cante present a study where the use of multimodal materials can be use-

ful to work with global issues such as gender equality in the English as 

a Foreign Language or Second Language (EFL/L2) classroom. Moreo-

ver, frameworks such as education with a gender perspective (EGP) 

should also be used so that students deepen their understanding of gen-

der equality and other social issues. In this study, the multimodal texts 



 

selected to work on gender are manga texts. The results show that the 

majority of students agree with the idea that manga multimodal texts 

with a gender perspective are effective tools to develop critical thinking, 

to bring cultural aspects to the classroom and to work on social skills.  

The eighth chapter entitled Informal use of authentic videos: the gender 

variable by Ekaterina Sinyashina from the Universidad de Alicante pre-

sents a study aimed at analysing the influence of the gender variable on 

how university students studying English as a FL use authentic videos 

in the informal environment. The results of the study show that, unlike 

male students, female students watch authentic videos with their friends 

more often. At the same time, male students are more likely to look for 

authentic videos on the Internet than their female counterparts. 

SECTION 4. DIGITAL TOOLS AND TACKLING SEXUAL AND 

GENDER DIVERSITY IN SECONDARY EDUCATION. 

The ninth chapter on Predictors of digital literary recommendations for 

education in sexual and gender diversity by Professor Delf²n Ortega 

S§nchez from the Universidad de Burgos presents a study describing the 

frequencies of differential gender construction / socialisation in the rec-

ommended digital reading set by Spanish teachers within the Compul-

sory Secondary Education system, and highlighting the specific influ-

ence of teachersô socio-demographic and formative factors in their read-

ing recommendations for the construction and understanding of diverse 

gender and affective-sexual identities. The results highlight the lack of 

an integral and inclusive literary contribution, the persistence of tradi-

tional gender attributions in the recommended digital reading, and the 

invisibility of LGBTQ+ identities in the articulation of studentsô literary 

knowledge. 

The tenth chapter entitled The Transgender Narrative in Video Games: 

Analysis of A Normal Lost Phone as an Educational Tool by Paula 

Rodr²guez-Rivera from the Universidad de Vigo, Ana Manzano Le·n 

from the Universidad de Almer²a, Jos® Miguel Rodr²guez Ferrer from 

the Universidad de Ja®n and Rub®n Camacho-S§nchez from the Univer-

sidad de Lleida is based on an analysis of the image of trans* characters 



 

in the video-game A Normal Lost Phone, taking into account the gender 

stereotypes with which they are presented in situations of discrimination 

and violence, and developing a teaching design to apply the video game 

in secondary education. 
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CHAPTER 1 

THEORETICAL PRINCIPLES AND DESIGN GUIDELINES 

FOR INCLUSIVE AND FEMINIST ONLINE EDUCATION 

MĉRIAM ARENAS CONEJO 

IOLANDA GARCIA GONZALEZ 

Universitat Oberta de Catalunya 

 

1. INTRODUCTION 

Online higher education has been around for decades, and face-to-face 

universities have been using technology to support teaching and learning 

for years. However, 2020 saw unprecedented mass exposure to digitally-

mediated education, due to the lockdown measures imposed during the 

Covid-19 pandemic.  

This sudden and unexpected situation of forced digitisation or ñemer-

gency remote teachingò (Hodges et al., 2020) also raised questions about 

how universities could fulfil their mandate to move towards gender 

equality. To help tackle this problem, the Vives Network of Universities 

invited us to produce a guide on the subject (Garc²a & Arenas, 2022), as 

part of its series on teaching from a gender perspective1. 

Although the guide was developed during the pandemic, it is not in-

tended as an emergency response. Instead, it proposes careful design and 

planning within a framework of continuous improvement in teaching. It 

can also be applied at various starting points in the different disciplines, 

as well as to different levels of knowledge on gender or technological 

matters.  

 
1  The Vives Network of Universities. Guide about online teaching from a gender perspective 
https://bit.ly/469Ro08  



 

Some of the key elements of the guide are set out below, together with 

the thinking that went into its preparation and other issues that have 

arisen since its publication. 

2. OBJECTIVES 

Our original ñguideò format involved approaching the subject in a form 

that was readily applicable for teachers. However, we felt it was essen-

tial that this guide be accompanied by a broader theoretical and peda-

gogical reflection. In this way, the approach would be meaningful and 

well-founded, making it easier for teachers to avail themselves of these 

tools in accordance with their own interests or position.  

We also felt the need to go beyond the framework of the ñgender per-

spectiveò and take a feminist and inclusive approach to the issue. In our 

analysis of womenôs relationship with online learning spaces, the cate-

gory of gender proved insufficient: other dimensions such as age, social 

class or level of previous studies, to name but a few, had to be taken into 

account at the same time. The feminist lens allowed us to move beyond 

gender equality towards an intersectional framework of inclusion and 

equity. Such a perspective is a departure from the deficit models that 

have pervaded analyses of the potential difficulties women face in vir-

tual spaces. This way, rather than focusing on the specific difficulties of 

the student body, our aim is to transform higher education so that it is 

responsive to these diverse needs and attitudes to learning. This is a much 

more fruitful approach and more in line with what we do as teachers.  

As such, our main objective is to provide an answer to the question: How 

can feminist pedagogy help in the quest for inclusive higher education 

in the digital society?  

3. METHODOLOGY 

We began with a comprehensive review of the literature on gender per-

spectives in the history of distance learning through to the current mod-

els of online or hybrid higher education. We also reviewed the discus-

sions on gender inequalities in the use of ICT (Garc²a & Arenas, 2022). 



 

This exercise did not provide us with a clear-cut and well-defined body 

of work. In the midst of this heterogeneity, however, feminist pedagog-

ical thought emerged as a model of analysis and concretion that made it 

possible to put together a coherent approach. Although feminist peda-

gogy has a longer history in relation to face-to-face teaching, its propo-

sitions are easily transferable to online teaching. In fact, a group of au-

thors is active in this field (FemTechNet, 2013) and their work has al-

ready allowed us to analyse how feminist pedagogy, from its various 

theoretical standpoints (Jim®nez-Cort®s & Aires, 2021), is taking shape 

in the so-called critical digital pedagogy (Kºseoĵlu et al., 2023; Stom-

mel et al., 2020). We draw on this entire body of research, without dis-

missing other conceptual frameworks, to put together a sound and co-

herent theoretical approach that is at the same time applicable to the 

conception and design of teaching practice in online environments.  

Along the way, we also set out to identify and select examples of good 

practice. To this end, we sent out a questionnaire to faculty members at 

our university and also contacted a number of female professors else-

where in Europe who had experience of these issues. Although the re-

sults of this exercise were somewhat limited, they did help us to pin 

down a number of issues and are also included as examples of good 

practice in the guide. However, we have found that many practices that 

teachers would not a priori consider to be feminist or inclusive would 

in fact be so based on the criteria set out in our approach. The systemi-

sation and dissemination of these practices is hampered by a lack of 

time, recognition and visibilisation on the part of academic institutions.  

Finally, on the basis of this framework, we carried out a reflective anal-

ysis of the pedagogical design elements with a view to identifying pos-

sible gender biases or issues that could imply some kind of exclusion or 

discrimination, and came up with the approach described below.  

4. RESULTS 

We begin by describing the pedagogical and technological foundations 

of our approach and the design pillars which underpin it. Towards the 



 

end, we move on to develop the eight principles of practice for a feminist 

and inclusive pedagogy through which the approach takes shape.  

4.1. PEDAGOGICAL FOUNDATIONS 

Feminist pedagogy draws its inspiration from the active pedagogical 

models of the early 20th century, with authors such as John Dewey, 

Paulo Freire or bell hooks, or from culturally relevant pedagogy, which 

emerged somewhat later. As a conception of epistemology and learning, 

these currents could be included under the umbrella of socio-cultural 

constructivism, understood to be the product of peopleôs participation in 

situations of social interaction and in culturally structured contexts 

(Crabtree et al., 2009; Kºseoĵlu et al., 2020). 

We also find fruitful perspectives for our work in the field of educa-

tional- and social-community design, such as gender-responsive design 

(Schmitz & Nikoleyczik, 2009), universal design for learning (Rao, 

Edelen-Smith & Wailehua, 2015) or design justice (Constanza-Chock, 

2018).  

Other contributions to feminist thought are also drawn upon, including 

the theories of intersectionality and situated knowledge, as well as the 

tradition of feminist scholarship (Davis & Hattery, 2018; DôIgnazio & 

Klein, 2020; Goel & Stein, 2012; Morgan & Houghton, 2011). 

4.2. TECHNOLOGICAL FOUNDATIONS 

The pervasiveness of technology in all walks of life (especially among 

younger learners) produces a continuous or seamless experience through 

a variety of virtual and face-to-face scenarios. This ñpost-digitalò expe-

rience involves moving beyond binary notions of ñdigital vs. realò or 

ñonline vs. face-to-faceò and leads us towards hybrid learning models 

(Fawns, 2019). University environments thus become broader learning 

ecologies, the product of different configurations of spatio-temporal var-

iables (Nßrg¬rd, 2021). 

In this context, feminist pedagogy would give priority to open, partici-

patory digital technologies that facilitate social contact and interpersonal 

relationships, network building and collaboration, and are controlled by 



 

the users themselves, etc. with a view to fully harnessing their emanci-

patory and inclusive potential. These objectives are aligned with the par-

ticipative and social philosophy of Web 2.0 technologies and practices 

that let us break away from the standardised usage of some eminently 

transmissive e-learning models, which fail to take into account the dif-

ferences and inequalities between learners (Chick & Hassel, 2009; Kir-

kup et al., 2010; Patterson, 2009). 

4.3. PILLARS OF LEARNING DESIGN TO GUIDE TEACHING AC-

TIVITY 

Our approach to teaching is transversal and holistic and is teleological 

and epistemological rather than purely methodological in nature. In 

other words, it involves rethinking the very meaning of teaching and 

learning, as well as disciplinary knowledge and how it is constructed, 

distinguishing between the didactics of each discipline and the pedagog-

ical approach or educational model (despite their complementarity).  

The following design pillars help to articulate a set of guiding principles 

for teaching activity in different dimensions of learning design.  

a. Teacher positioning on the pedagogical approach and concep-

tion of teaching and learning  

b. Formulating competences and learning outcomes 

c. Methodologies and learning activities 

d. Learning environments and resources 

e. Space-time combination: virtual/face-to-face and synchro-

nous/asynchronous  

f. Educational relationship and student involvement 

g. Evaluation of learning and teaching activity 

h. Student support 

While these pillars are interdependent, they can be explored separately, 

in varying levels of detail and also through their different layers: indi-

vidual or subject-teaching team (micro), curriculum (meso) or institu-

tional (macro). They are generally designed for group teaching situa-

tions (undergraduate or postgraduate), but most can also be used in in-

dividual learning situations (tutoring or work supervision).  



 

However, in order to support teaching practice and learning from a fem-

inist and inclusive perspective, we draw on eight principles, as set out in 

the following section. 

4.4. PRINCIPLES FOR RETHINKING TEACHING AND LEARNING 

FROM A FEMINIST AND INCLUSIVE PERSPECTIVE 

On the basis of the literature review, we developed eight theoretical and 

practical principles to guide teaching. Each can be applied to the various 

design pillars, levels and layers mentioned above. They can also be ap-

plied indiscriminately to face-to-face, blended or online contexts, alt-

hough the way they are put into practice in each of these contexts will 

vary.  

As each principle is developed, we offer some reflections on it and ex-

amples of how it may be used, which are in no way intended to limit the 

many possibilities for intervention and transformation of educational 

practice.  

4.4.1. Principle 1. Reshaping and negotiating the interpersonal and 

educational relationship between teachers and students 

We believe it is essential to review the educational and interpersonal 

relationships that exist in online teaching spaces, in particular by making 

a shift away from hierarchical teacher-student roles and towards more 

horizontal relationships (Gravett et al., 2021). 

Do we open clear channels of dialogue that enable us to negotiate and 

adjust expectations, boundaries, commitments and responsibilities? The 

response to this question involves self-reflection on our position of 

power and privilege as teachers, and a commitment to dialogue and ne-

gotiation in the face of potential conflict situations. The teacher becomes 

a figure of support, encouragement and facilitation, gradually helping 

students to improve their capacity for self-direction and self-regulation. 

This therefore involves a degree of role flexibility whereby students take 

responsibility for managing and making decisions about their own learn-

ing, and teachers are open to ongoing reflexivity and questioning. This 

can be illustrated by two examples: 



 

 Synchronous or asynchronous communication. Transactional 

distance theory, developed by Moore in the 1970s (Moore, 

1997) states that in distance learning there is a psychological, 

relational and communicative barrier between teacher and 

learner and also between learner, which is also present in 

current online learning, especially in asynchronous models. 

From a gender perspective, there is some suggestion that asyn-

chronous discussions may benefit women. The distance would 

encourage them to take part, thus reducing the tendency for 

men to monopolise face-to-face or synchronous discussion 

spaces (Biglia & Jim®nez, 2012; Herman & Kirkup, 2008, 

2017). It has also been found to be helpful in dealing with sen-

sitive issues such as sexual and gender-based violence, as it 

allows for more personalised emotional adjustments and 

makes it easier to share certain experiences (Heikkinen et al., 

2008). However, synchronous communication (videoconfer-

encing or chat sessions) can also help women who have more 

difficulty using technology by allowing more direct and fluid 

communication (Montes-Rodr²guez et al., 2019). Given such 

ambivalences, we should explore the different communication 

options with students, analysing what each mode or channel of 

communication brings to the educational relationship and the 

learning activity, and what it costs. 

 Involving students in the assessment of their learning. This in-

volves weighing up the extent to which we take a dialogical 

approach to assessment, by sharing the criteria, procedures and 

expected learning outcomes, or see it as something external, a 

given that must be accepted passively and uncritically by stu-

dents. In order for learners to understand and participate in the 

evaluation process, it is necessary to develop their capacity for 

self-reflection and self-regulation in learning, as well as their 

critical judgement, for example by involving them in co-eval-

uation and self-evaluation processes (Grup dôEducaci· i 

G¯nere, 2020). 



 

4.4.2. Principle 2. Empowering and recognising students by valuing 

their knowledge and previous experiences, in a horizontal exchange of 

knowledge 

The previous principle goes hand in hand with the empowerment of stu-

dents and a greater appreciation of the wisdom they can bring to the 

learning process and the collective construction of knowledge. Here, a 

number of actions can be taken:  

 Develop skills for understanding and overcoming inequalities. 

These relate to understanding complex texts; analysis, synthe-

sis and evaluation of arguments; written and verbal reasoning; 

and connective thinking, to name but a few. It involves devel-

oping their sense of agency in learning, which they can then 

also exercise in society and professionally (Chick & Hassel, 

2009). 

 Value student input. Instead of ñdisposing of their workò, it can 

be given a usefulness and value that goes beyond the learning 

exercise, by, for example, reusing such material as a learning 

resource in later years or in other subjects (Seraphin et al., 

2019). 

 Involvement in the configuration and self-management of uni-

versity virtual learning environments or platforms. Encourage 

student ownership of these environments so they can take a 

proactive role in them, making changes or structuring them to 

suit their needs. If the learning environment can only be man-

aged/shaped by teachers, then this is an invitation to devolve 

all responsibility for learning to teachers (FemTechNet, 2013). 

 ñStudents as partnersò or ñpartnerships in teaching and learn-

ingò. This model redefines students as producers and agents of 

change in order to improve academic life. These are partner-

ships between students and academic staff that can encompass 

a wide range of activities, with varying degrees of student com-

mitment and involvement: co-teaching; disciplinary or educa-

tional co-research; curricular co-creation or co-design; review, 



 

analysis and reflection on learning activities; materials devel-

opment, and so on (Healey et al., 2016).  

4.4.3. Principle 3. Including studentsô voices and personal experiences 

as a basis for collective knowledge creation 

This involves taking a holistic view of learning and learners, considering 

not only the intellectual dimension, but also the physical, relational and 

affective or emotional dimensions. This allows the curriculum to be 

more fully linked to studentsô individual and subjective experiences. As 

part of the learning process, their knowledge and experiences (personal, 

social or professional) can be included as valid contributions that can tie 

in with the disciplinary content in a process of collective knowledge 

construction. Examples include: 

 Competency-based learning and assessment models. Although 

the competency approach may be associated with neoliberal 

and economistic educational discourses, here we mean recog-

nising the emotional dimension of learners and the values and 

beliefs they bring to learning. This can lead to a deeper and 

more critical understanding of reality and oneôs role in it, 

through a reflective analysis of the relationships between 

thought, experience, emotion and action (Valle-Ruiz et al., 

2015).  

 Planning authentic learning situations set in a real-life con-

text. These should be culturally, geographically and experien-

tially accessible to students, helping them to engage with their 

own personal and professional backgrounds and encouraging 

self-reflection (Klebesadel & Kempfert, 2004). This can be 

achieved, for example, through visits, field work or sharing 

their previous professional practice or organisational experi-

ence. Personal web pages, portfolios and reflective journals, 

debates or role-playing activities, and so on, can also be used 

to explore the diversity of identities, realities and perspectives 

that each student brings to the table (Heikkinen et al., 2008). 



 

4.4.4. Principle 4. Community building based on participation and 

partnership 

For everyone to be able to make an active contribution to the production 

of knowledge, it is vital to create a safe and democratic space for rela-

tionships and work, one that serves as a learning community. The dy-

namics of learning activities should foster interdependent work, co-re-

sponsibility and the collective construction of knowledge. The features 

of the technological environments and tools used must be conducive to 

supporting participation, social interaction and collaboration. Further-

more, it is important to create a sense of belonging and mutual identifi-

cation. The following strategies may be used: 

 Create a sense of presence. In asynchronous spaces, presence 

is often created out of physical invisibility. This can facilitate 

the participation of groups who might otherwise feel stigma-

tised or marginalised in spaces where their image is on display 

(face-to-face or synchronous settings). From an inclusive per-

spective, however, such concealment is less than desirable and 

is actually a misleading idea, as gender or cultural differences 

are also revealed through written communication (e.g. in the 

length of messages, communication styles, varying use of si-

lence, etc.) (Hughes, 2010; Kramarae, 2001). It will therefore 

be necessary to determine the situations in which it is advisable 

to enhance physical presence (for example, through synchro-

nous or more innovative methods such as virtual reality or the 

use of mobile devices) and in which it is better to create this 

sense of presence via other personal forms of expression and 

sharing that do not involve showing oneself physically.  

 Collaborative or individual learning. Some studies indicate 

that women would prefer more collaborative and interactive 

learning activities, while others suggest quite the opposite. 

Some e-learning models continue to attach more weight to in-

dividual work, which is more closely aligned with normative 

masculine expectations of independence and self-sufficiency 

(Kirkup et al., 2010; Kramarae, 2001; Von Pr¿mmer, 2004). 



 

The feminist approach would be in favour of greater collabo-

ration in and for student-to-student learning, but without over-

looking the increased exposure involved and its potential con-

sequences, as outlined above. Awareness is also needed of the 

challenges that may be involved in organising synchronous 

meetings for collaborative work. At the same time, such chal-

lenges are an opportunity to break with the myth of ubiquity 

and total availability that asynchronous relationships can en-

gender. They are also a reminder of the often unevenly distrib-

uted material constraints within which the educational relation-

ship unfolds. 

4.4.5. Principle 5. Creating a safe environment, which seeks to 

overcome prejudice, stereotypes and discrimination 

The fact that interactions take place in virtual space and asynchronous 

time does not mean that they take place in a vacuum: they inhabit real 

times and places, but for the sake of flexibility they are multiplied and 

fragmented, with all the advantages and disadvantages that this brings. 

Thus, from a feminist perspective, we can focus on two dimensions re-

lated to learning spaces:  

 Material and personal study conditions. Distance learning 

makes it possible to study without being tied to a fixed timeta-

ble or having to travel to a specific location. A priori, this 

should make it easier for students with family responsibilities 

to strike a balance between their personal and professional life 

and their studies. This does not apply equally to men and 

women, however, as women continue to spend more time on 

caring duties. Studying online thus ends up becoming a ñthird 

shiftò for many women, taking place during the evening or 

early morning hours, after paid work and child-rearing tasks, 

and at the expense of personal time or rest. The same applies 

to access to spaces and equipment. For many women, studying 

online, often from home, means that they are forced to negoti-

ate not only the time to study, but also the use of space and 

technological devices, which are also heavily gendered 



 

(Hughes, 2010; Kramarae, 2001; Montes-Rodr²guez et al., 

2019; Rensfeldt & Riomar, 2010; Von Pr¿mmer, 2004). This 

complex scenario of intra-family power relations may also end 

up reinforcing the traditional concept of the home as womenôs 

natural space, including for studying. We would need to be 

aware of and take into account the material and personal con-

ditions in which students undertake their studies, providing op-

portunities for flexibilisation and/or compensation where nec-

essary. The different life circumstances that shape this private 

space are closely connected to the quality and quantity of time 

available and determine the conditions in which students ap-

proach the learning experience.  

 Creating safe learning environments. These would be spaces 

of openness, freedom of expression and acceptance, based on 

dialogue, nurturing relationships, respect for diversity and 

where there is no fear of making mistakes, taking risks in learn-

ing or asking for help (Vivakaran & Maraimalai, 2017). Psy-

chological safety encourages participation and contributes to 

the bonding process and the sense of community mentioned 

earlier. This applies to formal spaces, but also to the more in-

formal spaces that students can create spontaneously in the vir-

tual world with the help of teachers, for sharing information, 

clarifying uncertainties, commenting on aspects of the course, 

creating peer support networks, and so on. Efforts must be 

made to ensure that all these spaces are perceived as trusted 

and free of prejudice, where fears and concerns can be shared, 

and where hierarchies, power relations and forms of oppres-

sion can be exposed and subverted. Key to this will be to bear 

in mind the sexist dynamics and problems of gender-based vi-

olence in digital environments, which affect both female and 

male university students and professors (Cripps & Stermac, 

2018; Donestech, 2020; Faucher et al., 2014; Heikkinen et al., 

2008). To this end, we must use inclusive language, put diver-

sity front and centre and encourage behaviours such as: mod-

eration and intervention in debates, drawing up shared 



 

guidelines for conflict management in group work and specific 

actions when situations of violence arise, among others. 

4.4.6. Principle 6. Towards personalised learning design: respecting 

the diversity of identities, learning paces and experiences  

Given the diversity of the student body, there is a need for self-evalua-

tion of our own knowledge and approach to diversity. To this end, we 

will review whether training and assessment provision is sufficiently ac-

cessible to all students and how we can encourage their positive engage-

ment with academia. Moreover, genuine interest in and concern for the 

student body necessarily involves investing some time and energy in be-

coming informed and ever more aware of their realities, as well as being 

knowledgeable about the issues and dynamics that may affect them, both 

in the subject area and the wider university environment. We suggest 

focusing on the following three main issues: 

 Inclusive curriculum. This involves content that is free of ste-

reotypes and prejudices, avoids the use of stigmatising portray-

als, or examples and materials that misrepresent any group, and 

puts forward alternatives that promote the subversion of nor-

mative roles. It is accessible to all students and reflects their 

diverse perspectives and experiences (gender, functional diver-

sity, age, class, ethnicity, and socio-economic status, as well as 

their interrelationships (Morgan & Houghton, 2011).  

 Inclusive design. This is student-centred, flexible and adapta-

ble enough to accommodate changes based on individual cases 

and situations as they arise, including adaptable and versatile 

digital learning environments and tools to cater for learner di-

versity. The use of approaches such as Universal Design for 

Learning (UDL) can help to motivate students and develop 

their skills and knowledge (Alba, 2018; Collier, 2020).  

 Tackling sensitive issues. When addressing controversial is-

sues, there is a need to anticipate possible reactions and be pre-

pared to deal with dissenting opinions, bearing in mind oneôs 

own responses and emotions as well as those of the students. 



 

Personal prejudices and false expectations about studentsô be-

haviours and abilities should be recognised (Harquail, 2020). 

4.4.7. Principle 7. Critical perspective and questioning of the structural 

allocation of authority over knowledge 

Feminism rethinks the definition of knowledge as a social construct sub-

ject to a cultural and historical context. It is assumed that official, vali-

dated or hegemonic knowledge contains biases that must be identified. 

For this reason, it is necessary to improve studentsô critical capacity. It 

is from this perspective that we can develop the following strategies: 

 A critical approach to subject content. Approaches to learning 

should, for example, analyse the construction of gender in the 

corresponding professional field, problematising gender roles 

and possible stereotypes and biases within that professionôs 

own relationships and communicative contexts. This allows for 

complex and ambivalent thought, and a plurality of voices and 

perspectives, using diverse resources such as: complex or nar-

rative representations, which are contextualised and situated, 

and show the relationships and contradictions in the infor-

mation; debates, dilemmas and processes of enquiry, among 

others (Chick & Hassel, 2009).  

 Questioning traditional systems of knowledge production 

within disciplinary research. The idea that there is a shared au-

thority for knowledge and that it is constructed within a com-

munity means recognising and reclaiming the role of open and 

social learning, including on the Web, in the context of open 

and distance learning (Aneja, 2018). This will involve encour-

aging participation in professional and social debate forums, as 

well as other places where knowledge is produced beyond the 

academic sphere.  



 

4.4.8. Principle 8. Emancipatory political pedagogical approaches 

geared towards justice and social change 

Finally, feminist pedagogyôs ethical and political agenda requires a will-

ingness to transform reality and therefore also to analyse and evaluate 

this transformation. This brings us to educational initiatives that are 

grounded in reality, aim to address real societal problems or needs and 

encourage the social involvement of students at different levels: 

 Problem- or project-based learning methodologies, and ser-

vice-learning experiences, involving contact and networking 

with ñexpertò professionals, local and community stakeholders 

and/or groups in the contexts in question (Chick & Hassel, 

2009). 

 Impact assessment. Evaluation of the changes achieved should 

take place at subject, programme, institutional and societal lev-

els. Besides students and teachers, the groups involved in 

learning initiatives must be involved consistently and by mu-

tual agreement. This is to determine how and on the basis of 

what information or evidence the change or impact achieved is 

to be evaluated.  

5. DISCUSSION 

Our approach lays out an ambitious vision in which each teacher must 

establish their own point of departure and objectives and, based on this 

analysis, define what they wish to do in their teaching practice. Going 

beyond individual intentions, these changes must be driven forward at 

the institutional level, following the European Commissionôs guidance 

for moving towards more inclusive and connected higher education sys-

tems2, which are based on equity and non-discrimination, as set out in 

 
2 European Commission (2017) Communication from the Commission to the European Parlia-
ment, the Council, the European Economic and Social Committee and the Committe of Re-
gions on a renewed EY agenda for higher education. https://bit.ly/3PmfK0N  



 

the LOSU (Spanish Organic Law 2/2023, of 22nd March, of the Uni-

versity System)3.  

So where are we now? While there is no detailed diagnosis of the inclu-

siveness of online university education, some thoughts on the subject 

are set out below. We will look at the first two of three basic points of 

analysis (access to university, the educational process and academic re-

sults). Although our work focuses on the second (the educational pro-

cess), the analysis is meaningless unless access to university has been 

made possible on the basis of a model of equity. So that is where we will 

begin. 

5.1. BARRIERS TO ACCESS 

Online university education is an advanced model of what was originally 

distance learning (via post, television, telephone and so on). This mo-

dality was conceived as an opportunity for those social groups that, for 

a variety of reasons, found it more difficult to access higher education, 

such as women, the working classes or disabled people, among others. 

Is this still the case today? 

Women make up the majority of undergraduate students at Catalan-lan-

guage universities, both on campus and online (Daza et al., 2022). A 

priori, it would appear that gender-based barriers to access have been 

overcome. However, the percentage of women is lower in virtual uni-

versities and their distribution among the different studies is more une-

ven (horizontal segregation) than in face-to-face universities. Similarly, 

more married or cohabiting students with children, as well as students 

from less well-educated or underprivileged backgrounds, are found in 

virtual universities. Although these data cannot be extrapolated to online 

universities as a whole, they suggest that virtual teaching is improving 

inclusion in terms of social class or age, but that there are still outstand-

ing challenges in terms of gender inequality, for example.  

 
3 Art²cle 37 of the Organic Law 2/2023, of 22nd March, of the University System: 
http://bit.ly/3ZkqGNq    



 

5.2. BARRIERS IN THE PROCESS: IS IT THE TECHNOLOGY OR 

THE PEDAGOGY?  

Once access to online higher education has been guaranteed, as it is in 

the face-to-face modality, we must analyse whether or not consideration 

has been given to the fact that in order to guarantee inclusion it is also 

essential to transform university spaces, starting with the curricula and 

continuing with the relationships and modes of teaching and learning.  

When it comes to online education, there are also concerns about possi-

ble technological barriers for women, raising issues such as the digital 

divide or possible gender-based differences in online learning styles. 

While these debates pave the way for reflection and change, they con-

tinue to position women as passive consumers of technology, reinforc-

ing the deficit model. Cyberfeminism, on the other hand, takes a more 

empowering approach: women are not only users, but also creators of 

technologies and content. From this position, we can review the andro-

centric biases of technological tools and platforms and transform them 

from a design perspective.  

So, is technology currently a barrier to learning? Some preliminary data 

are available from studies conducted during the pandemic. The experi-

ence of students at Catalan-language universities during the 2020-2021 

academic year (Pons et al., 2022) showed that technology-related issues 

(lack of equipment for quality access, technological skills or physical 

study space) were perceived as being of lesser importance. However, the 

most problematic dimensions were those concerning sociability and 

communication (both with the teaching staff and the rest of the student 

body) and organisational and time management issues (workloads and 

difficulty in organising the subjects). Although the data are not disaggre-

gated between face-to-face and online modes or by gender, they do show 

that the technological factor, which is directly associated with access to 

and basic use of technology, was seen as a minor barrier by the student 

body. However, more problematic were factors linked to the difficulty 

of creating better connection, communication and presence in virtual 

learning spaces; the need for better subject design, planning and 



 

organisation; as well as the availability of support strategies to help with 

time management. 

5.3. MORE RESEARCH IS NEEDED 

This diagnostic analysis is a preliminary approach that needs to be fur-

ther corroborated by further research. While it would seem that the main 

barriers are no longer strictly technological but rather pedagogical, from 

an intersectional feminist perspective we cannot ignore the fact that cer-

tain social groups continue to struggle to access and use technologies. 

As became apparent, also during the pandemic, not everyone has the 

same access to devices, nor the same high-quality connection needed to 

provide the right conditions for online study.  

We must also not lose sight of the fact that different educational modal-

ities and technologies are neither inherently inclusive nor exclusive, and 

when they are, this is not homogeneous for all students. Indeed, some-

times they can be both at the same time, leading to ambivalent situations. 

This is possible because of the fluid nature of the relationship between 

gender (and other social categories) and technology: digital technologies 

organise our lives and influence the way we relate to each other, but as 

users and, increasingly, as creators of technologies and content, we can 

use them to build new tools and relationships for more transformative 

purposes (Biglia & Jim®nez, 2012; Bruestle et al., 2009; Sßrensen, 

2013). As such, different technological environments and tools can en-

able or favour different models of participation, communication and re-

lationships. At the same time, the tools that we may deem more appropri-

ate from a feminist perspective may not suit the ways in which the students 

have been socialised and, in this sense, could hinder their learning. There 

is therefore a whole world of practice and analysis yet to be explored and 

studied in more depth from this feminist and inclusive perspective. 

6. CONCLUSIONS 

To conclude, we share some of the challenges that we have identified so 

far in the application of this approach. Our aim is to continue our efforts 



 

to address these issues and to be alert to new challenges and opportuni-

ties that may arise in the years to come.  

Resistance to change 

At the heart of transformation invariably lies teachersô belief systems, 

values and ideas, including their own positioning on gender inequalities 

(hooks, 1994). There may therefore be some resistance to the change of 

teacher identity involved in putting this into practice, as it involves ced-

ing power to the students, being more adaptable and flexible, and being 

able to accept and show our own vulnerability. At the same time, we 

must be prepared to engage in a continuous process of learning and self-

evaluation. 

Structural constraints 

This changing teaching role also gives rise to some contradictions, as it 

entails a heavier workload in terms of coordination, emotional and rela-

tional activities, and the promotion of participation and collaboration 

(FemTechNet, 2013). This is all against a backdrop of job insecurity in 

digital environments, the undervaluation of this kind of work, both in 

terms of institutional incentives and opportunities and in the evaluation 

of teaching itself, as well as an expectation of flexibility and total avail-

ability, which jeopardises teachersô right to digital disconnection and 

work-life balance.  

Lack of coordination between different roles 

Viewing change as a shared and collaborative task makes this easier and 

is more in line with a feminist approach. This is especially true for online 

teaching models, which require greater coordination between teaching 

teams and other figures, such as the people who design and run the dig-

ital tools or those with management responsibilities (Gajjala et al., 

2017). Unless these different groups work together, it will be difficult to 

put some of the proposals mentioned above into practice.  



 

The speed of technological change 

The growth of fields such as artificial intelligence, datafication and data 

analytics, virtual reality and emotional technology, among others, is 

opening up many opportunities in the field of education and for feminist 

and inclusive pedagogical practice. However, it also presents chal-

lenges, such as respect for studentsô rights, which concerns the ethical 

boundaries around the use of these technologies. At present, for exam-

ple, the widespread use of ChatGPT and similar generative AI technol-

ogies is provoking all sorts of reactions. It is feared, among other things, 

that they could be used by students to cheat. Rather than delegating ed-

ucational responsibility to anti-plagiarism or remote surveillance soft-

ware companies, we believe from a feminist perspective that students 

should be involved in discussions on how to make critical, ethical and 

transformative use of this technology (Bozkurt et al., 2023).  

The appropriate time and space 

Genuine inclusion calls for anticipation, flexibility, rationality, collabo-

ration, transparency, fairness and so on, all of which require the appro-

priate time and space. Working in overcrowded virtual classrooms can 

make this very difficult, so institutional support in the form of manage-

able ratios and teacher training is also needed to give students the atten-

tion they need, not to mention the provision and recognition of the time 

and space necessary for individual and collective reflection on our teach-

ing practice. 
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1. INTRODUCTION 

The university, an institution of higher education since the Middle Ages, 

has undergone three major transformations in the course of its existence, 

running more or less parallel to the classical stages of history. 

During the Middle Ages, the university was institutionally defined and 

consolidated. This was shaped by the Studium generale of Bologna and 

the disciples of Irnerius (12th century), as well as by the institutional and 

secular conception of the term University, which would eventually pre-

vail with the granting of the Magna Carta of Salamanca by Alfonso X 

ñthe Wiseò in 1254. 

Its spread beyond Europe began during the early modern period. This 

was largely thanks to the Spanish Monarchy, which by 1519 had estab-

lished the Studium Generale in the Americas and in 1538 founded the 

first of many universities on this continent, the University of St Thomas 

Aquinas in Santo Domingo. The same is true in Asia, with the Philip-

pines getting its first university in 1590, but not before the first Christian 

educational establishment in these parts, the Santa Potenciana College 

and School for Girls, founded in 1589.  

In the late modern period, universities underwent their second expan-

sion, cementing their ubiquitousness as centres of higher education and 

research. Today, they are found in virtually every country in the world 

and are recognised not only for their role in the preservation and ad-

vancement of knowledge, but also as agents of social transformation. A 

second wave of transformation is now underway, driven by 



 

technological changes that began in the mid-20th century and have since 

led to a university model that is deeply intertwined with the digital 

realm. This is so much the case that the idea of traditional teaching with-

out some kind of virtual environment for each subject is now totally in-

conceivable. It is therefore both a live educational and social issue.  

It is precisely this question that we will address in the following pages, 

to shed light on what is happening with the quantification of learning 

processes in the field of higher education, and what the relationship is, 

or could be, with socially relevant issues such as the concept of gender.  

2. DEFINITION OF TERMS 

Due to the proliferation of terms and their meanings, there is a need to 

establish a theoretical frame of reference that allows for a univocal un-

derstanding of the arguments to be developed.  

The concept of learning analytics has been widely discussed in recent 

years (Ćlvarez et al., 2020; Arnold & Pistilli, 2012; Arroway et al., 

2016; Baek & Doleck, 2021; Baepler & Murdoch, 2010; Baker, 2019; 

Bienkowski et al., 2012). It refers to the datafication of teaching and 

learning processes that can take place in virtual learning environments, 

which results in a need to define two new terms.  

In terms of datafication, it is worth noting that Virtual Learning Environ-

ments (VLEs) are a diverse and rich source for measuring teaching and 

learning processes. This has forced the introduction of new analysis tech-

niques under the paradigm of Big Data. Terms such as metadata, machine 

and learning analytics, and natural language processing have become 

ever more commonplace among the specialist scientific community.  

The evolution of datafication processes parallels that of VLEs. As such, 

papers on the subject date back to the turn of the century, although the 

work of Willging (2008) is possibly the first to have had a widespread 

impact on the Spanish-speaking community. This was also thanks to 

these kinds of ideas making their way into prestigious journals with 

clearly overlapping thematic areas, as pioneered by the Revista Hispana 



 

para el An§lisis de Redes Sociales (Hispanic Journal for the Analysis of 

Social Networks).  

In general terms, datafication can be approached in two ways: data and 

metadata. The first explicitly transforms the teaching and learning pro-

cess into discrete variables of analysis, a process undertaken by teachers 

and researchers. The second is a result of the learning platformsô internal 

processes, which automatically generate data that contextualise user in-

teractions, a process involving neither teachers nor researchers. 

The latter is less well known and is a feature of IT applications like 

VLEs that generate and use vast amounts of metadata tailored to the 

user, paving the way for research into it. This is already being explored 

in the work led by Amare, Elatia, Ofori and Yunita. Virtuality is neither 

banal nor inconsequential; there is a clear and measurable relationship 

between social and educational dynamics in the digital and analogue 

spheres. 

Works such as that of Mej²as and Couldry (2019) remind us that this 

trend towards datafication is firmly linked to two interwoven dimen-

sions: power and knowledge. There are obvious economic aspects asso-

ciated with the dynamics of the economic model, but it goes without 

saying that this has its uses. As Jarke and Breiter (2019) have noted, 

from early childhood all the way through to higher education, data of 

educational value is being generated whether we want it or not. 

Putting data and metadata to good use for the benefit of society is a task 

that deserves attention, all the more so when technology can still become 

a barrier to education for large swathes of the population, whether be-

cause of difficulty of access, ignorance of how to use it, or contextual 

conditions.  

On the subject of Virtual Learning Environments (VLE). As Veytia 

Bucheli (2016) notes, this concept already has a proven academic track 

record. It can be traced back to the mid-1990s at least, when Churches, 

as cited by Veytia Bucheli, defined it as necessarily having four dimen-

sions, namely:  



 

1. The physical, referring to the physical working environment in 

which the technological interaction takes place. 

2. The functional, which relates to the educational purpose be-

hind such an interaction. 

3. The temporal, which determines the point in time and the du-

ration of the interaction. 

4. The relational, which identifies the people involved in the 

teaching and learning process and how it takes place (synchro-

nously or asynchronously). 

Over time, a number of other requirements have been added to this for-

mal definition of VLEs, in the form of more obviously pedagogical at-

tributes. Thus, Dillenbourgôs group (2002) suggests that VLEs:  

1. Must be by design; virtual archives or ñcatch-allò repositories 

should not be included. 

2. Should allow participants to interact with each other. 

3. Must be visually represented, from purely text-based formats 

to immersive 3D worlds.  

4. Must allow the learner to play a proactive role, not only in 

interacting with the platform, but also in its development, to 

whatever extent. 

5. Should also facilitate learning in face-to-face contexts, not 

just in distance learning situations. 

6. Must provide a range of technologies and approaches; nowa-

days multimodality would be regarded as a must. 

7. Will usually overlaps with the physical environment. When 

this list was written, the delocalising potential of mobile tech-

nologies had not yet taken hold. In our eyes, this is a feature 

that therefore requires some qualification. The static image of 

the IT classroom, for example, now coexists with mobile de-

vices that require a dynamic approach to the relationship be-

tween the virtual and the physical, rather than one that is rig-

idly anchored to one place.  

From this point it is possible to create other types of classifications fo-

cusing on aspects of interest to teachers and learners. Mention should be 



 

made here of the ideas put forward by Ray·n Parraôs group (2019) on 

knowledge, collaboration, advice and support, experimentation and 

management environments. The focus here lies on how it is expected or 

intended to be used for learning. Another example is Boneu (2007), who 

speaks of interactivity, flexibility, scalability and standardisation, with 

a focus on the development of standardised SCORM (Shared Content 

Object Reference Model) type content.  

What is more, all of this is currently undergoing a marked period of re-

formulation and change due to the gradual penetration of Web 4.0 with 

its learning machines and artificial intelligences. ChatGPT has been the 

first of many existing and pipeline projects to achieve global success.  

In the university environment, the most widespread manifestation of 

these issues is undoubtedly to be found in the form of Moodle-type vir-

tual campuses. Moodle was the first LCMS (Learning Content Manage-

ment System) to go mainstream and is still the benchmark for open 

source platforms today. Its creator, Martin Dougiamas, single-handedly 

developed the first version of his idea in response to what he saw as the 

limitations of the software available at the start of the 21st century. Little 

did he know that he was spearheading an educational transformation that 

looks to be irreversible.  

On the concept of gender. As is well known, there are three overarching 

perspectives at work here. Schematically speaking, they are: 

1. Gender as a biological consequence. As such, it is equated 

with sex, which is determined by the 23rd pair of chromosomes 

one possesses (XX or XY chromosomes). Here, intersex situ-

ations are understood to be an anomaly in a clearly dichoto-

mous situation. 

2. Gender as a cultural construct. It is therefore conditioned, if 

not determined, by the customs and habits of the culture in 

which one grows up. No or little importance is attached to ge-

netic inheritance of any kind.  

3. Gender as self-perception. It is thus the outcome of the mani-

festation of oneôs own will. As such, all biological or cultural 

conditioning is rejected. It is, therefore, self-determined. 



 

Taking these three positions as a starting point, it is possible to construct 

a whole range of intermediate situations, especially between the first 

two. The third, being atomistic in nature, can only be manipulated on 

the basis of statistical sampling. This is how we arrive at different 

stances on the number and meaning of genders in the human species or 

in the different societies recognisable today and in documented histori-

cal records. 

The advantage of working with virtual environments is that this data can 

be obtained directly from student records or by asking the question on 

the platform.  

Be that as it may, scientific research today, especially in or around the 

social sciences, tends naturally towards the first stance or, to varying 

degrees, towards a hybrid with the second. The conflict between the first 

and second is a common theme in politically discursive works, under the 

general umbrella of whether women are born or made.  

To name just a few examples, there is work from the fields of ethology, 

with Morris (1971); philosophy, with Beauvoir (1998); history, with 

Beard (2017); sociology and anthropology, with Delphy (1977) or 

Mathieu (2018), art, with Nochlin (2018) or Paglia (1990), not to men-

tion the historic controversy in Spain between two leading figures of 

their time, Clara Campoamor and Victoria Kent. This being so, the third 

stance can be seen to settle the biology versus culture debate by disa-

vowing the debate itself. 

While there is no doubt that this is an issue that is and will continue to 

be the subject of heated debate, at least in the short and medium term, it 

goes beyond the scope of this paper.  

3. FRAMES OF REFERENCE 

As the foregoing shows, addressing the state of play is a complex issue 

due to the myriad of approaches and criteria that can be used to sift 

through it. On this occasion, we have opted to provide an overview of 

trends that have led to or reflected a marked shift in scientific production 



 

in the field of education in general, or social sciences teaching in partic-

ular, as a discipline closely linked to the concepts in the title of the paper.  

There can be no doubt that the publication of Linda Harasimôs article 

ñThe virtual university: A State of the artò (2002) was both a true reflec-

tion of the technological changes that were taking place in higher edu-

cation teaching and learning practices and an early indication of some 

of the emerging trends. Based on a four-year longitudinal study involv-

ing 14 institutions, 250 faculties, 15,000 students and more than 450 

courses, the author outlines what she observed to be the practical im-

portance of some of the features outlined above. This included, in par-

ticular, flexibility in terms of interaction and presentation of content, the 

opportunity to measure academic performance gains, and the gradual 

emergence of universities designed to be virtual from the outset.  

This year is particularly noteworthy as it saw the birth of the first version 

of Moodle, the benchmark for the LCMSs that were to follow, among 

them BlackBoard, Claroline, Canvas, Edmodo, Google Classroom, IL-

IAS, Kannu and Sakai. This signalled the start of a period of exploration 

of the various options, which explains why many of them failed to stand 

the test of time and why others eventually converged in terms of concept 

and design.  

For this reason, the production of technical analysis was quite intensive 

during this period, culminating in works summarising and reorganising 

what had been discovered. Such is the case of the classic text ñWeb In-

teractive Multimedia Technology: State of the Artò by Md Ali and Rich-

ardson (2011), in which the title itself recognises the main educational 

virtue of these technologies, though not to the exclusion of others, of 

course. Familiar concepts such as blended learning or multimedia envi-

ronments (sometimes referred to as audio-visual) are embraced here.  

However, one thing that must stand out here is the clear practical com-

mitment demanded of universities in the adoption of this new paradigm. 

This 2011 study therefore highlights another critical aspect that will be 

further developed, namely teacher involvement. In other words, it 

should be integrated into classroom design and practice, in this case the 

university lecture hall. Twelve years later, it is fair to say that this has, 



 

by and large, been achieved. On that note, we should also highlight Will-

cox, Sarma and Lippelôs work ñOnline education: a catalyst for higher 

education reformsò (2016).  

The Hispanic literature has produced some interesting works on these 

same issues, with useful commentary on their potential based on learn-

ing contexts in non-English-speaking environments, the initial reference 

point for this process. Here we find Gabriel Ram²rez, C®sar Collazos 

and Fernando Moreiraôs ñAll-Learning: the state of the art of the models 

and the methodologies educational with ICTò (2018).  

This clearly outlines and defines the main learning modalities enabled 

by virtual learning environments: Ubiquitous >> learning at any time 

and in any place, using a variety of technological devices and contexts 

(U-Learning); Mobile >> using smartphones, as they have become more 

and more widespread (M-Learning); Blended >> combining virtual 

learning environments and traditional methods, which is by far the most 

common, especially in university contexts (B-Learning); Virtual/Digital 

>> the exclusive use of technologies to deliver education at all stages 

without the need for face-to-face contact between the educator and the 

learner (E-Learning).  

As can be seen, there are degrees of overlap between these categories. It 

is in fact a menu of possibilities rather than a list of exclusionary choices. 

The study was based on a review of 919 texts found in six databases of 

published scholarly output, out of which 129 finally met the selection 

criteria. Of these, 15 were written in Spanish, 12 in Portuguese and the 

remainder in English. What is interesting about this analysis is that it 

zooms in on didactic methodologies, rather than the mere technical side 

of things. We therefore find recognisable terms like Gamification and 

Reverse Classroom alongside more finely tuned ideas about delivery 

models, with the addition of TPACK to the established list of B/E/M/U-

Learning. 

As these technologies become more widespread and successful, they 

will gradually be overshadowed by the individualisation of the teaching 

and learning processes to meet the specific nature of each learner. In 

other words, we have to find ways of tailoring educational technology 



 

to the different learning styles recognised in the pedagogical literature. 

Here we find a seminal work in Portuguese by Monica Raleiras, Amir 

Nabizadeh and Fernando Costa ñAutomatic learning styles prediction: a 

survey of the State-of-the-Art (2006-2021)ò (2022).  

This powerful meta-analysis of 192 papers published during this period 

raises a critical issue: the need for research on progressively more spe-

cific contexts to ensure that methods, content, environments and learners 

are tailored to each other. However, the authors acknowledge that a 

greater focus on increasingly meaningful areas makes it correspondingly 

more difficult to obtain representative samples and tacitly put forward 

the importance of the metadata generated by learners as they interact 

with the applications. This is a source of information that needs to be 

considered.  

This brings us to one of the most recurring present and medium-term 

concerns: datafication as a teaching resource, i.e. learning analytics. It 

is here that individual characteristics such as sex or gender can be ex-

plored as an area of research, while touching on the questions raised 

earlier in this paper regarding their measurement.  

On the subject of general datafication we find Sofie Flensburg and Stine 

Lomborgôs powerful literature review of 463 publications in the field of 

higher education, ñDatafication research: Mapping the field for a future 

agendaò (2021).  

However, the work of Marcela Hern§ndez, Rub®n Morales, Carlos Es-

cobar and Ricardo Ram²rez ñLearning analytics: state of the artò (2022) 

may be more relevant to the context at hand. It not only helps to over-

come the polysemy and synonymy inherent in the concept, defined as 

ñanalyzing educational data to enhance the learning experienceò, but 

also to distinguish it from other related emerging concepts, such as Ed-

ucational Data Mining (EDM), which can be seen as similar approaches 

under complementary paradigms.  

While learning analytics leads us to explore work social networks, per-

formance, learner emotions and discourse analysis, educational data 

mining shifts towards the application of automata and mathematical 

models and the Big Data paradigm. This is useful for establishing 



 

patterns in the data and identifying underlying relationships in the data, 

creating a visual representation of them and identifying classification 

patterns and courses of action for teachers that could improve any aspect 

of the e-learning process (the design of the environment, the presenta-

tion of materials, evaluation methods or the multimodality available, for 

example). 

It is here that the subject of gender is approached in some of the ways 

mentioned earlier but, above all, it is where it can be used as an inde-

pendent variable to be compared with the development of the subject 

over time. At present, most studies choose to use the sex variable typi-

cally recorded at the time of enrolment in a Bachelorôs or Masterôs de-

gree. However, this variable can be collected from students in a simple 

questionnaire for the purpose of carrying out studies to this effect. While 

this is the case, the norm is for research that takes gender plurality into 

account to focus on discrimination, integration or diversity issues, and 

not on questions about the nature of the content and the possible nuances 

of learning styles that this may entail.  

4. TRENDS AND FINAL CONSIDERATIONS 

In view of the above, there is a need to articulate what we see as the 

main lines of work and possible areas for future development. 

Bearing in mind the points emerging from the major studies mentioned 

above, we believe that work now and in the immediate future should 

further develop the issues previously explored. These include a deeper 

exploration of the technological component and interface relationships. 

As early as the 1960s, Licklider (1960, 1968) defined this as man-ma-

chine relationships by resolutely exploring incipient but necessary ave-

nues, three of which are highlighted here. 

The first is to enhance the value of metadata, the set of records generated 

automatically by users as they interact with applications. The aim is to 

explore the new forms of social and educational relationships that take 

place inside and outside virtual classrooms and materials. Parallels are 

drawn here with approaches like CyberGeography with works such as 

those by Gustavo Buzaiôs ñParadigma Geotecnol·gico, Geograf²a 



 

Global y CiberGeograf²a, la gran explosi·n de un universo digital en 

expansi·nò (2001), Mei-Po Kwanôs ñCyberspatial cognition and indi-

vidual access to information: the behavioral foundation of cybergeogra-

phyò (2001), Kajsa Elleg¬rdôs new ChronoGeography ñThinking Time 

Geography Concepts, Methods and Applicationsò (2018), or the Sociol-

ogy of Education and Sociometrics, to cite just a few examples. 

Linked to the previous point, but reverting to the core areas of each dis-

cipline rather than their frontier situations, the second focuses on spe-

cific didactics. Pedagogical and general education studies account for 

the lionôs share of relevant contributions in the last two decades. Despite 

their undoubted value and use as a theoretical and practical basis, clear 

objective evidence must also be put on the table: teaching activity is 

based on subject matter that is not without its effects on teachers or 

learners alike. In other words, teaching Physics is not the same as teach-

ing History, Chemistry or Geography; the specific nature of this 

knowledge requires a specific didactic approach. This is due in particu-

lar to the greater difficulty and complexity of rigorous and objective re-

search and teaching in disciplines such as the Social Sciences, where 

subject neutrality cannot be achieved. Here, the ideologies, preferences 

and personal interests of teachers and students are a unique barrier that 

is not found with the same intensity and complexity in disciplines such 

as Mathematics, to pick an obvious example. Objectivity has to be de-

fined in other terms and reality has to be studied in other ways. However, 

the fact that the range of certainties obtained is more temporally and 

spatially contingent does not negate their existence; on the contrary, it 

vindicates it. Otherwise, we would be faced with dogmatic teaching or 

the nihilistic denial of the very existence of knowledge. 

Thirdly, we believe that the proper datafication of teaching and learning 

processes in virtual environments is a unique opportunity to obtain 

measurable evidence on gender singularities in terms of identifying pat-

terns that may or may not align with the learning models currently used 

as a benchmark. This can only be achieved by recognising the im-

portance of going beyond generalist approaches and focusing on disci-

plinary singularities (what happens, and what it means, to learn Geogra-

phy and History in such a context). Seen in this light, VLEs are genuine 



 

laboratories for experimentation and for testing social theories that 

should not be overlooked.  

Finally, we believe that the technical sophistication that makes the quan-

tification of teaching and learning processes possible will let us revisit 

datafication both as a useful tool for training processes, as already 

demonstrated in previous research (2017, 2019, 2020) and also as an aid 

to reflection and training for Social Science teachers (Mart²nez Romera, 

2022; Mart²nez Romera et al., 2021, 2021, 2022). 
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1. INTRODUCTION 

Education has to respond to the demands of the XXI century. In this 

sense, active methodologies and multimodal resources must be imple-

mented in the English as a foreign language classroom so that students 

have a central role while they learn at the same time that they feel moti-

vated in the teaching-learning process (Gonz§lez Mujico & Lasagabas-

ter, 2019; Llorente-Cejudo et al., 2022). Moreover, teaching practices 

must relate to real life situations and contribute to the development of 

critical and committed citizens.  

For this reason, introducing gender issues in the classroom contributes 

both to the development of political responsibility and of critical think-

ing. Thus, activities and exercises focused on the use of multimodal texts 

in the classroom are appropriate to introduce global topics, since these 

texts include social content that can be used to deepen not only on the 

contents of the subject, but also on the acquisition of social competences 

such as communication, cooperation, or leadership, among others. The 

use of multimodal texts involves the development of multiliteracies and 

some knowledge on the principles of visual grammar (Kress & van 

Leeuwen, 2021) in order to understand how the said texts are designed, 

how they have to be read and interpreted, how the different modes are 

combined to express meaning, etc.  



 

Therefore, the XXI century is the time to open the corpus of the educa-

tive curricula to other literatures or world literatures. As Kapur (2018) 

states, traditional learning has become obsolete, ñneeding to be replaced 

with more dynamic and interactive strategies, to make the classroom 

more relevant to the twenty-first century learner and the world they in-

habit, thus becoming less of an anomaly as it appears now.ò (p. 5). In 

addition, any language classroom should offer prodigious opportunities 

for the language-learning context which could be characterized by 

meaningful activities. Nowadays, there are many multimodal texts 

available that can be used with pedagogical purposes, such as films, 

texts from advertisements, videos, videogames, among other resources. 

In this article, we will use some examples from manga due to not only 

their multimodal nature, but also to their cultural content taking into 

consideration their reading habit, their drawing style, and their pacing. 

Thus, these texts are useful to teach grammar, to deepen on multimodal 

texts and especially on social issues. In fact, the topic of the two manga 

titles selected, i.e., Inuyasha (Takahashi, 1996) and Gurren Lagann 

(Mori, 2007) has been chosen to introduce gender and the principles of 

education with gender perspective in the classroom. For this reason, the 

titles used throughout the sessions portray female identities with a focus 

on gender issues. 

Although comic books were mainly considered a superficial reading, or 

even linked to distraction exclusively, nowadays they have established 

themselves as an increasingly popular reading genre due to their useful-

ness as a pedagogical resource (Murakami, 2009), being the topic and 

multimodal characteristics of these materials the main motivation for the 

realization of the following teaching proposal. Despite any previous 

prejudice, comic books are greatly present in our culture, and this project 

focuses on manga ones ïJapanese comics that combine both visual and 

linguistic elementsï since their visual nature makes them an attractive 

medium not only to enjoy reading, but also as an instrument for promot-

ing criticism and reflection while working with meaningful materials. 

Consequently, comics can be considered an effective pedagogical re-

source that can motivate university students to learn and to deepen on 

social aspects such as gender roles and gender stereotypes, as we will 



 

see in this article. In our teaching proposal (see section 5.1), students 

will be introduced to the principles of visual grammar (Kress & van 

Leeuwen, 2021) so that they can learn how to read images and can work 

comfortably with these materials while they apply visual grammar in the 

analysis. This is the first step to observe the relationship between teach-

ing and real texts (in this case, from manga comics), and the presence of 

cultural and gender aspects in university classrooms. 

2. HYPOTHESIS, OBJECTIVES AND RESEARCH QUESTIONS 

As it has been previously advanced, the hypothesis of this paper assumes 

that it is possible to foster gender equality using manga materials. To 

that end, the main objectives of this article are the following:  

1. To teach English grammatical contents using mangas that in-

troduce gender issues at tertiary education, and  

2. To teach students how to read manga comics using visual 

grammar at the same time that a genre-based perspective is 

incorporated in the teaching-learning process.  

Regarding the main research questions, they are as follows: Are mangas 

appropriate multimodal texts to teach grammatical contents? Does the 

use of these manga comics contribute to promoting gender equality 

among students? 

3. LITERATURE REVIEW 

This section is divided in three subsections: firstly, Education with gen-

der perspective (EGP) will be presented. Next, we will concentrate on 

manga. Finally, the fact that manga is a multimodal text justifies that 

this section finishes referring to multimodality. 

3.1. EDUCATION WITH GENDER PERSPECTIVE 

Education with gender perspective is characterized by its commitment 

to equal opportunities for girls and boys in access to education, by its 

commitment to the empowerment of girls, by advancing in inclusive 

curricula that includes the achievements of women in the different 



 

disciplines, among others (Farr®, 2020; Mart²nez Lirola, 2017; Ortega 

S§nchez & Pag®s Blanch, 2017). The fact that gender inequalities are 

observed in educational institutions (Barrientos et al., 2022; Garc²a, 

D²az & Hern§ndez, 2020) justifies the convenience of using the EPG 

approach in teaching. This pedagogical proposal encourages students to 

become aware of the inequality in the distribution of power, of the ex-

amples of symbolic violence suffered by women, etcetera. 

The selection of EGP entails a firm commitment to equality between 

women and men and to comprehensive education that goes beyond the 

acquisition of knowledge and contributes to the formation of critical cit-

izenship that knows how to respond to the demands of the 21st century 

(Mart²nez Lirola, 2022; Murga-Menoyo, 2018). It is a pedagogical pro-

posal that makes visible the way in which women are discriminated and 

made invisible in order to avoid forms of oppression and discrimination. 

To do this, it is necessary to deconstruct gender stereotypes and patriar-

chal ideas present in the collective consciousness that give women and 

girls an inferior place. As L·pez Hern§ez and Sabater Fern§ndez point 

out (2019, p. 124): "Gender is not a natural quality of people but a com-

plex set of cultural beliefs related to each other, which stipulate the so-

cial meaning of masculine and feminineò.  

This pedagogical perspective claims the human dignity of people re-

gardless of their sex, and it also seeks equal opportunities that lead to a 

balanced distribution of power and a responsibility to the construction 

of a global citizenship committed to the construction of an egalitarian 

society in which women and men have equal opportunities (Mesa, 

2019). For this reason, the EGP is an important contribution to eliminate 

the sexist stereotypes that exist in the collective consciousness (Mart²nez 

Lirola, 2017). The studies that have implemented EPG highlight that this 

approach is adequate to overcome discrimination or undervaluation by 

gender and that it contributes to promoting equality and diversity (Del-

bury, 2020; L·pez Hern§ez & Sabater Fern§ndez, 2019; Ruiz-Bejarano, 

2020). There are also researchers that indicate that the implementation 

of the EPG contributes to fostering models of new masculinities, a fact 

that is associated with a liberating education (Mart²nez Lirola, 2020; 

Rios, 2015). 



 

Apart from this, EGP also combats and denounces any type of discrim-

ination suffered by girls or women, both privately and publicly (media, 

religion, or cultural practices in general) (Ruiz-Bejarano, 2020). It is 

about making gender inequalities visible and offering alternatives to 

combat them (Galarza et al., 2016). Consequently, introducing the gen-

der perspective in education contributes to the empowerment of women 

and girls, which traditionally has not been taken into account. Therefore, 

the EPG encourages the critical analysis of the roles that have been 

granted to the different sexes throughout history, a fact that means that 

despite the fact that we are in the 21st century we have to continue claim-

ing the need to introduce the perspective gender at all educational levels. 

In addition, this educational proposal makes visible the achievements of 

women in society in general and in the different disciplines in particular. 

Another of the fundamental challenges is to offer alternatives of an in-

clusive and egalitarian language in the face of sexist language.  

In fact, EGP is essential for students to receive a comprehensive educa-

tion that allows them advancing as critical citizens in the 21st century. 

We are therefore faced with a pedagogical proposal that goes beyond 

the acquisition of content, since equality between women and men is 

promoted. Gender equity occupies a central axis because it is considered 

a matter of human rights and social justice. It is related to objective 5 of 

the Sustainable Development Goals (SDG) that the United Nations pro-

poses in 2015, as we have previously indicated. 

Then, the educational proposal offered in this article is framed in the two 

SDG that the United Nations proposes for the year 2030 (United Na-

tions, 2015), related to promoting education and gender equality: SDG 

4. Guarantee inclusive, equitable and quality education and promote 

lifelong learning opportunities for all, and SDG 5. Achieve gender 

equality and the empowerment of all women and girls. Thus, the social 

nature of the SDG contributes to introducing social issues in the class-

room such as gender, poverty, sustainability, etc. so that students can 

discuss them and deepen on social competences such as communication 

or cooperation. 

  



 

3.2. MANGA 

The term manga came into common use in 1814 by Katsushika Hokusai, 

a Japanese painter who published his collected sketchbooks under the 

name of Hokusai Manga. According to McCarthy (2014), the first part 

of this word (ñman-ñ) is usually translated as whimsical or unrestrained, 

so on the whole (manga), it means ñirresponsible picturesò (p. 80), and 

even though at first it was used to refer to a set of drawings of a didactic 

nature which served as a model to others, nowadays it is just referred to 

as comics.  

In the 1950s onwards, Japanese comics made their way to the West 

through occupation, trade, immigration, among others, and they prof-

fered a culture that embraced all ages and all sorts. Therefore, it was a 

cultural exchange, and it still is. Also, Murakami (2009) declares in her 

article that there are many scholars who have shown that hybrid texts ï

this is, works which combine both visual and textual materialsï are great 

options regarding efficient learning and understanding.  

Indeed, these materials will ñcontribute to a dynamic and multifaceted 

repertoire of knowledge both of the word and the world.ò (Bland, 2018, 

p. 6). There are myriad genres of manga which are broadly differentiated 

based on the target audience; thus, they can be divided into five basic 

types: shǾnen, or young-boy readers; seinen, or men readers; shǾjo, or 

young-girl readers; josei, or women readers, and kodomo, targeting chil-

dren. However, this is not a rule as such: originally, these stories were 

targeted this way, but it does not mean that girls cannot read shǾnen or 

seinen stories, neither that boys cannot read shǾjo or josei manga, as all 

genders constitute readership nowadays. Furthermore, professors should 

include cross-curricular topics, apart from fostering the intercultural 

competence and promoting studentsô awareness of the Japanese culture 

with some key concepts as the following ones:  

Beginning with their cultural differences, manga comics and books in 

Japan open from right to left ïjust the opposite to Western booksï, and 

their lines of writing are vertical, since Japanese population write from 

the top to the bottom. Because of this, American and European readers 

need some time to adapt themselves to this new way of reading. If 



 

Japanese comics had to change their reading direction, both drawings 

and diagrams would suffer from alterations. Therefore, manga comic 

pages must be read like an ñSò, so the reader must start reading it at the 

upper-right corner and end it at the bottom-left corner of the same page. 

Another significant cultural difference is the pacing: mangaôs is much 

slower, and it places less importance on action. As these comics give 

more value to the emotional side, they tend to dedicate full pages to 

emotional reactions, whereas Western comics do the same with action. 

This is one of the reasons why manga creators ïalso called mangakasï 

do not rush to finish the story line, since they can publish many volumes 

before finishing a single manga series. 

According to their style differences, many manga artists place their pic-

tures as though they were film frames, since animation and cinema in-

spired them at the beginning of the XX century. For this reason, Japa-

nese illustrators used changes in perspective and other visual effects 

closely related to cinemaôs ones, also known as cinematic techniques. 

Then, manga characters are portrayed in more dramatic angles, con-

forming a storyboard which represents a snapshot of the action which 

corresponds to the dialogue. Thus, the reader experiences the sense of 

watching a movie by reading through the frames. Furthermore, these 

frames are usually characterized by simple, monochromatic drawings 

showing characters with background scenery which lack of narration, so 

these readings are meant to be scanned promptly, with the advantage of 

understanding most of its story only by observing their images. 

3.3. MULTIMODALITY 

The concept of multimodality is used as a reference to the fact that hu-

man beings tend to process information by combining different modes 

of communication, which can be classified into music, written text, im-

ages, among other aspects. There are many experts who have developed 

this theory (Baldry & Thibault, 2006; Bezemer & Jewett, 2010; 

Bowcher, 2012; Painter, 2018, inter alia), but special allusion must be 

made to the work done by Kress and van Leeuwen (2001, 2006, 2021).  



 

A multimodal text one that combines different modes of communication 

(written text, images, diagrams, music etc.) to express its meanings. For 

this reason, students must be aware of the potential of multimodal texts, 

stepping monomodal ones aside, so that the class can be studied as a 

multimodal learning environment (Trivi¶o Cabrera, 2018; Zammit, 

2019). 

Multimodality ïin other words, creating meanings throughout the use of 

different modes of communication such as images, sounds, language, 

music, gestures, among othersï has been developing in our society. All 

these different semiotic resources can be found only by themselves or 

by the combination of various ways simultaneously. Following Kress 

(2010): 

ñEach mode does a specific thing: image shows what takes too long to 

read, and writing names what would be difficult to show. Colour is used 

to highlight specific aspects of the overall message. Without that divi-

sion of semiotic labour, the sign, quite simply, would not work. Writing 

names and images shows, while colour frames and highlights; each to 

maximum effect and benefit.ò (p. 1) 

Moreover, van Leeuwen (2014) also points out that ñthe term multimo-

dality refers to the integrated use of different semiotic resources (e.g. 

language, image, sound and music) in texts and communicative events.ò 

(p. 281). For this reason, these modes of communication are significant 

in our everyday life, yet some of these authors remark the importance 

that images have according to their capacity to capture peopleôs atten-

tion (Kress & van Leeuwen, 2021; Kress, 2010; Unsworth, 2010). 

The various components of multimodal texts have, as Trivi¶o Cabrera 

(2018) defends, a function. They are designed that way and not in a dif-

ferent one because they have a purpose in order to achieve a certain ob-

jective: persuading, convincing, disclosing information, etc. For this 

reason, all the different modes of communication are semiotic resources 

that contribute to the development of meaning. 

Using multimodal materials is increasingly spreading in language class-

rooms, since these are suitable places when it comes to promoting criti-

cal thinking, thus bringing students closer to different contexts that de-

mand the use of some skills that are requested in social realities, and also 



 

developing multiliteracies regarding their communicative nature. Opt-

ing for a multimodal approach implies several points of view during the 

teaching-learning process, since students are able to work actively with 

the different modes of communication that are present in those materi-

als. That is the reason why many teachers and professors have incorpo-

rated multimodal perspectives and tools in their teaching practices in the 

last decades. Quoting Mart²nez Lirola (2013), ñwe understand the class-

room as a multimodal learning environment in which modes of commu-

nication, different to language, are present to facilitate the teaching-

learning process.ò (p. 198). 

It is important that teachers, professors and students are aware of the 

power that multimodal materials have in order so that they can contrib-

ute to developing classrooms that are multimodal learning environments 

(Baldry & Thibault, 2006). That being the case, a multimodal teaching 

proposal should leave aside traditional written and monomodal texts and 

should focus on integrating different semiotic modes in the foreign lan-

guage teaching. In addition, teachers should help students understand 

how those modes are created, which elements are likely to be inter-

preted, and how to examine any multimodal material in detail. 

As it has been stated, conducting dynamics which entail a both mean-

ingful and multimodal teaching experience facilitates studentôs learning 

process (Mart²nez Lirola, 2014). Nevertheless, there are other aspects 

that should not be put aside: teaching not only multimodal materials per 

se, but also social topics such as intercultural aspects, ecology, gender 

issues, cultural differences, human rights, among others, to encourage 

students to be self-aware within a social and cultural context, and then 

promote a sense of ethical responsibility and community spirit. After 

that, students will be able to develop social skills of cooperation and 

mutual understanding through those awareness-raising lectures. 

Consequently, the relationship which exists between discourse and so-

ciety is understood by a proper analysis of multimodal texts and the way 

in which the aforementioned texts interact with people every day. As it 

has been noted, these materials are highly productive and should be pre-

sent in educational contexts, as it happens with university classrooms, 



 

since they are spaces to learn about how society works (Hidalgo & Mu-

rillo, 2016; Mart²nez Lirola, 2017). 

4. METHODOLOGY 

The methodology used has followed a qualitative-descriptive model 

with an exploratory nature since it focuses on the notes that the professor 

took in class while students participated in the designed activities. In 

addition, some quantitative data are provided based on a questionnaire 

in which students expressed their opinion anonymously on certain as-

pects related to the didactic proposal and on a rubric that both the pro-

fessor and students completed in at the end of the teaching-learning pro-

cess (see Table 1). 

4.1. CONTEXT AND PARTICIPANTS 

English Grammar as FL/L2 is an optional 6 credit subject which is 

taught during the first semester of the Master's degree in Spanish and 

English as a Second and Foreign Languages. Its fundamental purposes 

are to offer students techniques, theories and pedagogical proposals to 

teach grammar at different educational levels, taking into account the 

educational demands of the 21st century.  

The practice that is presented in this study was carried out with students 

enrolled in said subject. The total number of people enrolled in the 2022-

2023 academic year was 14, 11 women and 3 men, all graduated in Eng-

lish Studies, Education or Translation. All the students participated in 

two practical classes of two hours each (see section 5.1). 

4.2. INSTRUMENTS 

The research instruments used consisted, on the one hand, of the notes 

taken by the professor while students carried out the activities framed in 

Education with gender perspective and in the rubric that the professor 

completed during the teaching-learning process (see Table 1). On the 

other hand, the anonymous questionnaire was prepared at the end of the 

semester in order to know studentsô opinion about multimodality, 

manga and gender issues (see Appendix 1). 



 

The questionnaire provides quantitative data that helps to identify the 

contribution of the didactic experience in the integral formation of stu-

dents. As it was aforementioned, this questionnaire was based on the 

notes that the professor took in each class while students were partici-

pating in the different activities designed so that they could be aware of 

different grammar aspects and gender issues. For this reason, the ques-

tions were designed to make students reflect on the main aspects that the 

professor had taken into account both in the design of the activities. The 

data was collected anonymously at the end of the semester and analyzed 

manually. There are 4 dichotomous questions, 3 short-answer questions, 

1 multiple choice question, and 2 questions in which a Likert scale is 

used (5 = strongly agree, 4 = agree, 3 = neutral, 2 = disagree, 1 = strongly 

disagree). The data obtained from the questionnaire were statistically 

analyzed using Excel software (Microsoft office), in order to obtain uni-

variate statistical parameters. 

4.3. PROCEDURE 

Regarding the procedure, in the first place, the professor compiled mul-

timodal texts where gender topics were foregrounded so that students 

could be critical with gender issues. Consequently, some chapters from 

different manga comics mainly starred by female characters, with a fo-

cus on a future gender analysis, were selected. At the same time that the 

texts were collected, the professor prepared both the rubric and the ques-

tionnaire in order to observe aspects related to multimodality, manga 

and gender issues in the teaching-learning process (see Table 1 and Ap-

pendix 1). 

When selecting the manga materials that gathered different gender is-

sues, as it has been explained throughout this document, it was decided 

to search for manga titles in which a female character appeared through-

out a whole chapter. The fact that they belonged to different composi-

tions was crucial in order to compare all of them during the session. 

MyAnimeList (Top Manga, 2022) is an online platform which has 

nearly 60,000 titles collected in its database. All these comics were fil-

tered according to the 47 different themes in which they are distributed, 

and taking into account the gender component, there were some themes 



 

more welcomed than others, such as adult cast, gore, historical, mecha 

or robot manga, military, mythology, organized crime, psychological, 

school, superpower and even the vampire one.  

Once the said themes were selected, the professor read the first twenty 

manga entries that appear throughout the platform, all of them ordered 

according to the maximum score they had. Then, the professor pro-

ceeded to choose one title from each theme, being this title familiar to 

the knowledge of the said professor so that the session could be well-

driven. After this, two titles were obtained, consisting of multimodal 

materials with which students could work with different female charac-

ters: On the one hand, Gurren Lagann (Mori, 2007): Chapter 2, starring 

Yoko Littner (Theme: Mecha) and, on the other hand Inuyasha 

(Takahashi, 1996): Chapter 1, starring Kagome Higurashi (Themes: 

Historical; Mythology; Time travel). 

5. DIDACTIC PROPOSAL AND ANALYSIS OF THE RESULTS 

This section is divided into two subsections: the first one concentrates 

on the didactic proposal designed in order to accomplish the objectives 

of this article; the second one offers the results of the questionnaire and 

the rubric. 

5.1. TEACHING PROPOSAL 

As it has been pointed out throughout this article, the designed activities 

pursued the objective that students could delve into the use of manga com-

ics to review grammatical aspects in a dynamic way while applying basic 

aspects of multimodality and deepening into gender issues. Consequently, 

different grammar aspects were emphasized to work with throughout the 

session which was about to be carried, such as articles, verbal tenses, 

modals and semi-modals, relative clauses, among other equally relevant 

elements. Likewise, the selected manga comics offered the possibility for 

students to advance as gender egalitarian citizens because they make di-

rect allusion to womenôs empowerment, overcoming gender stereotypes, 

breaking with gender roles, and other significant aspects. 



 

The teaching proposal was held in two sessions of two hours each, and 

they followed this structure: In the first practical session, the teacher in-

troduced the concept of education with a gender perspective along with 

its most important notions so that students were familiar with this ap-

proach. Later, the teacher explained the main principles of visual gram-

mar following Kress and van Leeuwen (2021) and referred to manga 

culture. Students were given time to ask questions and to comment crit-

ically the examples and concepts presented in the classroom.  

Once students were introduced to the main theoretical concepts, the pro-

fessor explained the activities that students had to carry out applying the 

theory to some practical activities. Students were given an outline with 

the most important aspects they had to pay attention to in their analysis. 

First of all, they needed to provide a brief analysis of the physical ap-

pearance of the female character which was portrayed in Inuyasha 

(Takahashi, 1996). This was relevant so that students could point out if 

there were fan service methods, or sexual elements which served to 

please the audience. Then, they had to refer to the personality of the 

female character to show if she was independent, strong or capable 

enough. Next, students should present at least two extracts of visual 

grammar that they found interesting, sharing how the images contribute 

to their meaning. In the end, they had to state if they considered this 

character a model example.  

Once the explanation about what students should do was finished, the 

professor started grouping them in pairs so that they could work deeply 

on the manga texts. During this time, they were provided with the manga 

extracts, and the professor guided and advised them in reference to the 

Inuyashaôs (Takahashi, 1996) chapter. After this part, students worked 

on the different extracts until they were presented in class. Some screen-

shots taken from the aforesaid manga titles are displayed below, which 

help to understand what students had to do during the practical session 

(see Figures 1 and 2): 

  



 

FIGURE 1. Kagome telling his brother not to be afraid of the situation 

 

Source: Inuyasha (Takahashi, 1996). © VIZ Media 



 

FIGURE 2. Kagome confronting the demon without hesitation 

 

Source: Inuyasha (Takahashi, 1996). © VIZ Media 

  



 

During the second session, students worked with Gurren Lagannôs 

(Mori, 2007) chapter 2 in the same way that they did with the Inuyashaôs 

(Takahashi, 1996) one in order to continue delving into the portrayal of 

the different female characters and observing how meanings were ex-

pressed throughout the written text and images. Some of the pages with 

which students had to work in this session are as follows (see Figures 3 

and 4): 

FIGURE 3. Yoko arriving for the first time at the place where Simon and Kamina were 

 

Source: Gurren Lagann (Mori, 2007). © Bandai Entertainment 



 

FIGURE 4. Yoko being saved by Kamina and getting angry because of his manners 

 

Source: Gurren Lagann (Mori, 2007). © Bandai Entertainment 
















































































































































































































































