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Abstract

Quality dialogue and interactions in the classroom are
crucial for creating effective learning environments
and reducing inequalities from an early age. Dialogic
reading interventions are known to be beneficial in
early childhood education, but there is still much to
learn about creating the most conducive interactions
in the classroom. This article focuses on dialogic liter-
ary gatherings (DLGs), a successful educational action
that introduces classic literature to children. DLGs cre-
ate a learning context where rich interactions emerge
from an egalitarian dialogue, valuing all contributions
regardless of the person’s position in making infer-
ences. The study analysed instructional, emotional
and social interactions in DLGs in an early childhood
classroom in a disadvantaged Spanish neighbourhood,
using a communicative research methodology. Find-
ings show that DLGs facilitate high-quality interac-
tions between teachers and students and among
students. The pre-school teacher used DLGs to stretch
the learning and thinking of participating 4- and 5-
year-old students, promoting self-regulation and
prosocial behaviours. DLGs can play a vital role in cre-
ating a more equitable and stimulating learning envi-
ronment in early childhood education.

Key words: dialogic literary gatherings, minority
students, early childhood education, dialogic reading,
classic literature, urban school

Introduction

This study sought to analyse instructional, emotional
and social interactions in dialogic literary gatherings
(DLGs) implemented in an urban early childhood
classroom. DLGs introduce the reading of classic liter-
ature through dialogue with adult guidance. Previous
research has demonstrated that this successful educa-
tional action generates learning environments in which

high-quality instructional, emotional and social inter-
actions emerge (García-Carrión et al., 2020;
Khalfaoui-Larrañaga et al., 2021). These studies have
focused mainly on DLG’s impact on teaching and
learning processes in primary and adult education.
However, how DLGs generate high-quality interac-
tions in early childhood education has been less ex-
plored. This study deepens the implications of this
action in an early childhood education classroom in a
low socio-economic status sample from a Spanish case
study. In addition to facing socio-economic disadvan-
tages, participating students are from ethnically, cul-
turally and linguistically diverse backgrounds.
Among them, 68% belong to cultural minority groups,
with approximately 47% being of Moroccan descent,
13% identifying as Roma and 8% from Latin American
countries. Furthermore, nearly half of the students do
not have Spanish or Catalan as their mother tongue de-
spite both languages are the official languages of the
school. Specifically, a qualitative analysis is carried
out on the interactions between the teacher and the
students and among the peers based on the reading
and debate on three adapted works of classic
literature.

Literature review

Research has shown that dialogic contexts improve
children’s reading and learning as well as their rela-
tionships with peers, families and their environment
(Khalfaoui-Larrañaga et al., 2021; Pillinger &
Wood, 2014). Prior studies have emphasised the im-
portance of dialogue and interactions in learning
(Aubert et al., 2017; Flecha, 2015), with Freire and
Macedo (1989) advocating for a dialogical approach
to reading, which involves reading the word and the
world and developing a critical perspective to
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transform reality. Bakhtin (1986) also highlights the im-
portance of chains of dialogues formed by prior com-
municative interactions of linguistic emissions, with
shared interpretation promoting new meanings
through collective interpretation. Considering these
contributions, researchers with diverse approaches
and methodologies have highlighted different aspects
of interaction. Some examples include Collaborative
Reasoning (Reznitskaya et al., 2009), Philosophy for
Children (Lipman et al., 1980) and the Thinking To-
gether approach (Mercer et al., 2019).

Research on literature instruction has identified spe-
cific patterns of classroom discourse that contribute to
the emergence of discussions (Nystrand et al., 2003).
These patterns, known as discourse moves, can be
made by teachers or students and have been found to
increase the likelihood of meaningful discussions tak-
ing place in classrooms. Examples of these discourse
moves include authentic teacher questions, which do
not have a predetermined answer, student-generated
questions, and the incorporation of the previous
speaker’s words or ideas through a process called
uptake.

Alexander (2020) also provides evidence of the pos-
itive impact of dialogic teaching on student engage-
ment and learning. This teaching approach aims to
enhance the quality of communication between
teachers and learners to improve children’s learning
experiences. It implies teachers’ training in strategies
that empower students to participate in reasoning, dis-
cussions, arguments and explanations, rather than
simply responding passively. These strategies foster
higher order thinking skills and promote effective
communication.

Dialogic reading interventions in early childhood
education have shown a positive impact by facilitat-
ing vocabulary acquisition, narrative production
skills and emergent literacy (Grolig et al., 2020).
High-quality early childhood education practices
involve teachers establishing warm and responsive
interactions, engaging infants in instructional interac-
tions and using effective language forms and commu-
nicative acts (Burchinal et al., 2023; Lonigan
et al., 2013; Rasku-Puttonen et al., 2012; White
et al., 2015). The benefits of dialogic teaching have
also been studied concerning early childhood educa-
tion. Thwaite (2023) has investigated teachers’ princi-
ples and repertoires in dialogic discourse with young
children in Western Australia. Furthermore, Jones and
Siraj (2023) have demonstrated how approaches that
emphasise the quality of the pedagogic talk, such as
dialogic teaching and sustained shared thinking
(SST), have contributed to successful literacy transi-
tions in the English curriculum. In their research,
SST refers to interactions in which individuals cooper-
ate ‘in an intellectual way to solve a problem, clarify

a concept, evaluate activities, or extend a narrative’
(Siraj-Blatchford, 2009, p. 79).

This article aims to investigate the interactions es-
tablished during DLG implementation in early child-
hood education. DLG is a dialogic reading practice
grounded in the conception of dialogic learning
(Flecha, 2000), which has shown successful results in
various learning and development dimensions
(Aubert et al., 2017; Díez-Palomar et al., 2020). Dialogic
learning has seven principles, including egalitarian
dialogue, cultural intelligence and transformation of
contexts. In the following section, the theoretical
background related to DLGs is presented, which puts
dialogic learning into practice through the reading
and discussion of classic literature works (Díez-
Palomar et al., 2020).

DLGs

With Flecha’s (2000) dialogic learning as the basis,
DLGs promote a dialogic context of learning in which
rich interactions arise from an egalitarian dialogue,
giving value to all contributions regardless of the per-
son’s position making the inference. These interac-
tions emerge from the reading and discussing texts
that have high cultural status (Díez-Palomar
et al., 2020; Flecha, 2015), often referred to as classic
literature. Understanding classical literature is not ex-
clusive to the elite (Torras-Gómez et al., 2021); adults
without basic education, children in primary and
their families enjoy reading classic works (Ruiz-
Eugenio et al., 2023). Participants are well aware of
the intrinsic value of literary classics as tools to reflect
on their experiences and imagine and work towards
any possible future (Torras-Gómez et al., 2021).
Lenhart et al. (2023) concluded using a longitudinal
study that among diverse types of literature, the re-
sults of their research do confirm that reading mod-
ern classic literature predicts more prosocial
behaviour and better social adjustment in the future,
with no such beneficial effects observed for nonfiction
and other types of literature. Furthermore, another re-
search study showed how Shakespeare’s grammatical
exploration forces the listener to take a more active
role in integrating the meaning of what is said, pro-
moting significant activation beyond regions of the
brain classically activated by typical language tasks
(Keidel et al., 2013). Plenty of research offers evidence
of the impact of DLGs (Ruiz-Eugenio et al., 2023) but
little on the impact of the classics in early childhood
education.

DLGs provoke children’s active thinking, exchang-
ing ideas and knowledge about concepts, words,
meanings, diversity of contexts and feelings (Soler,
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2015). They help them go beyond the mere
repetition of disconnected or meaningless words or
texts. In addition to working on comprehension, DLG
participants develop connections between words and
stories, knowledge and experiences, both personal
and other members of the gathering. In this context,
DLGs in early childhood education entail the
implementation of an intervention recognised as a
successful educational action aimed at introducing
classic literature to very young children from diverse
backgrounds.

DLGs have been widely analysed and shown to
promote high-quality instructional, emotional and so-
cial interactions in adult and primary education
(Fernández-Villardón et al., 2021; Soler, 2015). Previous
research has also found that DLGs can promote
prosocial behaviour, better integration of students with
disabilities and social inclusion of vulnerable groups in
primary education (Molina, 2015; Villardón-Gallego
et al., 2018).

In the case of early childhood education, DLGs are
increasingly being applied in new contexts (European
Commission, 2019). Their implementation has been
documented in countries such as the United
Kingdom, Spain and Portugal and in different Latin
American countries, including Brazil, Colombia and
Mexico (European Union, 2019; General Directorate
of Education, 2021; Rodríguez-Oramas et al., 2021).
However, little research analyses DLGs in early
childhood education in depth (Soler-Gallart &
Flecha, 2018).

DLG is an educational action characterised by an
environment of respect for diversity and egalitarian
dialogue among all participants. DLGs encourage
the participation of individuals from different origins,
cultures and social positions as a positive strength
since learning develops through exchanging personal
experiences and points of view. Books from classic
literature, such as Romeo and Juliet, The Arabian Nights
or Ramayana, are debated and discussed in DLGs.
Even young children can participate in DLGs by
reading with the help of parents or another adult,
who can be a teacher or volunteer. During a DLG,
after reading a text, all participants select a sentence
or paragraph to comment on with other participants.
The DLGs have a moderator, usually, a teacher, who
ensures that dialogic interactions meet four condi-
tions: consideration towards verbal and nonverbal
aspects (e.g., listening and respect for others), consen-
sus on respecting the opinion of all participants, the
absence of coercion regarding interpretation or
speech, and honesty and sincerity. To implement
DLGs, teachers receive specific evidence-based
training on dialogic learning and detailed training
on preparing and conducting DLGs (García-Carrión
et al., 2020).

Material and methods

This research aims to identify what kind of instruc-
tional, social and emotional interactions DLGs pro-
mote in the minority urban 4- and 5-year-old
students. In the following pages, we present the central
aspects of the methodological design raised by this
qualitative research, focusing on the study context
and participants and the data collection procedure
and analysis.

The study context and participants

This case study examines how DLG interactions influ-
ence early childhood education students in an urban
school located on the outskirts of a city near Barcelona,
Spain. The school is situated in an isolated area sepa-
rated from the city by a stream and a road. The
neighbourhood was developed in the mid-1950s as
part of a protected housing programme, and it became
a reception area for non-European low-skilled
workers, mostly from Morocco, Senegal and Latin
American countries, due to the job demand in the
city’s construction sector in the early 2000s. The
neighbourhood has around 40% non-European immi-
grant residents, and only 10% have post-compulsory
education levels. Additionally, a large proportion of
the residents have limited knowledge of the region’s
official languages, Spanish and Catalan (Municipality
of Terrassa, 2019).

To address the school’s low academic achievement,
absenteeism and conflict, the school implemented the
Schools as Learning Communities (SLCs) project
(Flecha & Soler, 2013). SLCs are grounded in several
successful educational actions to improve academic
achievement and reduce conflict. Previous studies in-
dicate that DLGs are one of the successful educational
actions that have generated the most significant impact
in improving the results obtained by the school (De
Botton et al., 2014).

Our research involved students from two groups in
the second cycle of early childhood education. The
pre-school teacher had organised these groups before
the study. Thus, the groups were not explicitly consti-
tuted for the research since they were part of the school
organisation to carry out the DLGs. A total of 28 stu-
dents were involved in the fieldwork (N = 11 from
the second year [4–5 years old] and N = 17 from the
third year [5–6 years old]). Most of the participating
students (68%) belong to a cultural minority. Around
47% are Moroccan, 13% are Roma and 8% come from
Latin American countries. About half of the participat-
ing students do not have Spanish or Catalan (official
languages of the school) as their mother tongue.
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Based on the criteria of significance, the sample has
incorporated the pre-school teacher in charge of imple-
menting the DLGs in early childhood education. She
has been a Uruguayan teacher involved in the devel-
opment of DLGs at the school since 2009. At the field-
work time, she was retired but continues to implement
this action as part of the school’s extensive community
involvement programme.

Data collection procedure

This study follows the communicative research meth-
odology (CM) (Gómez et al., 2019). This methodology
is guided by postulates such as eliminating the inter-
pretative hierarchy, promoting equal epistemological
levels and encouraging dialogic knowledge. In con-
trast to other participatory approaches, CM involves
the active participation of researchers and the individ-
uals being studied, who collaboratively co-create new
knowledge on an equal footing. CM challenges the tra-
ditional distinction between researchers as mere ‘sub-
jects of study’ and participants as mere ‘objects of
study’. Instead, it recognises that individuals possess
valuable everyday knowledge and experiences that
are not to be treated solely as ‘data’ or disregarded. Re-
searchers are responsible for combining their scientific
knowledge with the knowledge contributed by partic-
ipants, fostering an egalitarian dialogue. Specifically,
data collection techniques included communicative
observations (N = 5) and a semi-structured interview
(N = 1).

Communicative observations allowed us to identify
organisational dynamics and strategies that promoted
interactions within participation situations during the
DLGs. They involved the video recording of five
DLG sessions, which lasted approximately 30 min
each. The selected DLGs focused on three books: The
Trojan Horse (adaptation from the Odyssey), David and
Goliath (adaptation from the Bible) and Aladdin and the
Wonderful Lamp (adaptation from The Arabian Nights).
The observations were carried out randomly through-
out the 2018–2019 academic year. The frequency varied
depending on the teacher’s availability. Besides over-
seeing video recordings, researchers also took notes
about relevant episodes of the DLGs in a field note-
book during the observations. According to the CM
(Gómez et al., 2019), the researchers engaged in a dia-
logue with the school’s principal and the pre-school
teacher, discussing their interpretations derived from
the analysis of video recordings and field notebooks.
Thus, new interpretations emerged from contrasting
the researchers’ analysis of the collected data with the
insights shared by the school’s principal and the
pre-school teacher.

The interview aimed to capture the pre-school
teacher’s perceptions about the strategies imple-
mented to promote quality interactions between the
students. In this regard, the interview script has in-
cluded questions focused on planning and developing
the DLGs, for instance: ‘Before starting the DLG, do
you provide any orientation to the students? What
kind of orientations do you provide?’; ‘When a student
loses attention during the DLG, do you do something
to regain their attention?’; or ‘When a student is not in-
tervening in the DLG, what do you do to promote their
participation?’. At some point, we asked the teacher to
recreate how she acted in a real classroom to under-
stand her answers entirely based on these questions.
Furthermore, the interview script incorporated ques-
tions to identify her perception of the impact of the
interactions that occur in the DLGs in three areas:
instructional, emotional and social. The questions in-
cluded in the script in this regard aimed for the teacher
to provide examples of interactions and learning situa-
tions in the DLGs in which she identified improve-
ments in these specific areas.

The study followed ethical criteria and was ap-
proved by the Community of Researchers on Excel-
lence for All (CREA) Ethics Committee. We obtained
written consent from the school’s principal and the
families to video-record the DLG sessions. Also, all
personal information was anonymised by applying
pseudonyms, coding and carefully safeguarding data
privacy.

Data analysis

Data analysis aimed to identify what instructional,
emotional and social interactions occur in the DLGs.
We designed an analysis matrix following the commu-
nicative methodology (Gómez et al., 2019) (see Table 1).
We established two categories of analysis extracted
from the literature review: instructional interactions
and emotional and social interactions. The literature
review on DLG, which focuses mainly on primary ed-
ucation and adult education, allowed us to identify
these two categories. We refined their definition by
contrast with the scientific literature on early child-
hood education and debates among the research team.

We also established two dimensions: exclusionary
and transformative. The exclusionary dimension refers
to the barriers or limitations identified when promot-
ing quality interactions during DLGs. In contrast, the
transformative dimension relates to the elements and
strategies that help overcome these situations.

We codified and transcribed the content of the video
recordings, field notebooks and interviews.
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Finally, the analysis was performed, which allowed
us to group and interpret the data. The preliminary
findings were discussed again with the pre-school
teacher and the school’s principal. This exchange
allowed us to refine some of the findings and identify
some limitations of our study.

Findings

The findings indicate that DLGs promote central class-
room quality elements (Blewitt et al., 2018; Díez-
Palomar et al., 2020). This section provides the main
findings related to those elements that have enhanced
quality interactions between the teacher and the stu-
dents and among students during the DLGs. First,
the implementation phases of the DLGs are
systematised. Second, findings related to instructional
interactions and emotional/prosocial interactions facil-
itated by the DLGs are provided.

DLG’s implementation process

Through the analysis of communicative observations
and the interview, four distinct phases have been

identified in the implementation of the DLGs: (a) prep-
aration of the DLGs, (b) pre-gathering, (c) develop-
ment of the DLGs and (d) closure. We briefly
summarise them as follows:

a Preparation of the DLGs: The teacher selects an
adapted classic literature book, and each weekly
session focuses on a small fragment or specific pages
of the book. Supporting materials, such as puppets
and flashcards, are used, and students are organised
into heterogeneous small groups to facilitate famil-
iarity and trust.

b Pre-gathering: In this phase, the teacher prepares
students for the DLGs by reviewing norms (e.g.,
raise your hand, respect the turns to speak and no-
body can make fun of a classmate’s intervention),
recalling the story’s main elements and using cards
to visualise characters and their characteristics, fos-
tering a safe and contextualised environment.

c Development of the DLGs: It involves the applica-
tion of the seven principles of dialogic learning
(Flecha, 2000), which can be summarised as follows:
(a) egalitarian dialogue: All contributions are valued
regardless of the individuals presenting them, as
long as reasoned arguments support them; (b) cul-
tural intelligence: It goes beyond academic intellect
and encompasses various aspects of human

Table 1: Data analysis matrix.

Category Definition
Dimension and
code Definition

Instructional
interactions

It covers interactions established with the
aim of engaging infants deliberately in
instructional exchanges. Includes quality
in the teachers’ feedback and other
relevant aspects as her capacity to
encourage children to communicate,
develop reasoning skills, elicit their
thoughts and ideas, or shape children’s
use of language and vocabulary
(Alexander, 2020).

Exclusionary
(1)

Factors present in the DLGs
hindering the emergence of quality
instructional interactions

Transformative
(2)

Factors present in the DLGs
promoting the emergence of quality
instructional interactions

Emotional
and social
interactions

It encompasses interactions that monitor
children’s behaviour and establish a good
classroom climate (i.e., establishing clear
rules and providing students cues for how
to behave) (Rasku-Puttonen et al., 2012). It
also includes interactions that create a safe
environment where students feel invited
to share their emotions and ideas
(Burchinal et al., 2010). Behaviours related
to promoting solidarity and rejection of
violence have also been considered.

Exclusionary
(3)

Factors present in the DLGs
hindering the emergence of quality
emotional and social interactions

Transformative
(4)

Factors present in the DLGs
promoting the emergence of quality
emotional and social interactions

Abbreviation: DLGs, dialogic literary gatherings.
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interaction, including academic intelligence, practi-
cal intelligence and communicative intelligence; (c)
transformation: Instead of adapting learning to the
existing context and interactions, DLGs focus on
transforming the context and interactions them-
selves to facilitate enhanced learning; (d) instrumen-
tal dimension: DLG aims to bridge the gap between
instrumental and humanistic dimensions of knowl-
edge, integrating the acquisition of knowledge and
skills with the cultivation of humanistic aspects; (e)
creation of meaning: DLGs foster the creation of
meaning by respecting participants’ identities and
future aspirations, aligning education with their ev-
eryday experiences, cultural background and lan-
guage while emphasising the social value of what
they are learning; (f) solidarity: DLGs promote the
establishment of spaces of solidarity, welcoming in-
dividuals from diverse backgrounds, and priority
is given to those who have not yet participated or
find engagement more challenging; and (g) equality
of differences: Equality in DLGs means recognising
and respecting the right of all participants to be
and live differently while treating them with equal
respect and dignity. Contemplating these principles,
the teacher reads the book slowly, pointing at each
syllable, and periodically opens up a dialogue with
the students. After reading a page, the teacher asks
a question and encourages students to express
themselves freely, guiding the discussions and intro-
ducing new questions when necessary.

d Closure: The teacher invites students to share their
highlights and what they learned. The teacher con-
gratulates the participants and reminds them to
leave the library calmly.

Instructional interactions

This section provides the findings concerning the in-
structional interactions generated during the DLG’s
observations. Specifically, we collected evidence on
how the pre-school teacher used this action to stretch
the learning and thinking of the participating 4- and
5-year-old students.

First, concerning the elements identified in the ex-
clusionary dimension, two challenges have been iden-
tified that the teacher has addressed to promote good
DLG functioning. Early childhood education students’
ability to involve in a dialogic exchange is, in many
cases, limited and challenging (Rasku-Puttonen
et al., 2012) and therefore has required the teacher to
play a prominent role in scaffolding interactions to
guide the construction of knowledge. It implies that al-
though the main aim of DLGs is to encourage students
to freely express their ideas and build new ones based

on the interventions of their classmates, the teacher
provides guidance and support for this to happen.
For instance, the teacher often highlights a phrase or
a specific situation on the book’s page and contributes
with a question encouraging student intervention and
interaction.

It is also important to highlight that DLGs have de-
veloped in Catalan (one of the school’s and the region’s
official languages) and that this is not the student’s
mother tongue. Therefore, their skills to express them-
selves in Catalan were very diverse, ranging from stu-
dents who had difficulties speaking fluently in Catalan
to students who were highly competent in the use of
the language.

Regarding the transformative dimension, we found
DLG strategies that mitigate challenges and promote
quality instructional interactions, including engaging
in conversations, fostering shared thinking and intro-
ducing classic literature and culture from an early age.

For instance, the following dialogue extracted from
a DLG based on the book Aladdin and the Wonderful
Lamp illustrates how the teacher’s dialogic interactions
promoted in the DLGs favour the emergence of
‘dialogue chains’ (Bakhtin, 1986) that allow students
to get involved in SST (Siraj-Blatchford, 2009). In
this case, students cooperate in an intellectual way
to define one of the text’s highlighted words:
‘genie’. It shows how students collectively build
knowledge, grounding their contributions on previous
interventions made by their classmates. As evidenced,
Child 5 defines the word genie, including previous
definitions provided by her classmates (Child 1 ‘grants
wishes’, and Child 3 ‘is like a ghost’). Besides these
previously highlighted qualities, Child 5 clarifies the
complex term ‘transparent’, which had already
been suggested by Child 4 (‘it is white, but you cannot
touch it’). We present the whole sequence of
dialogues below:

Teacher: (reading aloud) the genie from the lamp appears
(Asking the students) What is a genie?(Eight children
raise their hands)(Teacher: looking at Child 1 and nodding)
Child 1: it is the one who gives us wishes(Teacher: nods her
head and smiles. He looks at Child 2, who has raised his
hand, and nods.)
Child 2: it is like Santa Claus(Teacher: keeps shaking her
head and smiling. She points to Child 3 whose hand is
raised.)
Child 3: He is like a ghost, but you can touch him because he
is a genius. He is like a ghost, but he gives you wishes. He is
like a ghost, but he is good. You can touch him, and he
doesn’t do anything to you.
Teacher: aha, so … what is the genie-like?
Child 4: the genie is not black, he is not red, he is white, but
you cannot touch him.
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Teacher: mmm … interesting … (points to Child 5 whose
hand is raised).
Child 5: he is like white; he is like grey … he is … (thinks)
… transparent! It is like glasses. And he is also a ghost that
gives you wishes.

The teacher’s feedback is crucial in contributing to
the emergence of discussions and promoting instruc-
tional interactions during the DLGs. Our communica-
tive observations have recorded a variety of prompts
and moves used by the teacher. These moves include
authentic teacher questions, which do not have a
predetermined answer, and student-generated ques-
tions (Nystrand et al., 2003). Furthermore, the teacher
also uses open-ended and Wh questions, distancing
and recall questions, and completion prompts. Unlike
conventional feedback that focuses solely on the cor-
rectness of students’ responses, the teacher’s prompts
actively engage children in conversation, eliciting their
expressions, thoughts and ideas. Additionally,
teachers’ feedback is often directed towards promoting
higher order thinking skills. An example is seen in the
following dialogue from a DLG session on The Trojan
Horse. After reading the sentence ‘Ulysses has an idea’,
the teacher asks the students, ‘What does it mean to
have an idea?’ This question prompts the students to
move beyond the book’s content and initiate a conver-
sation about their intellectual processes.

Teacher: (reads aloud) Ulysses has an idea.(Ask the stu-
dents) What does it mean to have an idea?Six students raise
their hands. She points to Child 1.
Child 1: an idea is when I raise my hand, and you say my
name, and I talk about the idea I have.
Teacher: And when you talk, what have you had to do
before?
Child 1: (pauses thoughtfully) I thought
Teacher: Great! So, having an idea is …
Child 2: to think!
Teacher: Aha! So, we have ideas when we think (nodding).
For example, what ideas have you had? Think about it… be-
cause I would love to know any idea that each of you has
had.(Points to Child 3, who has raised his hand)
Child 3: He [Ulysses]thought he could give the Princess the
Trojan Horse, but maybe she did not want it …
Teacher: Yes, but I am also interested in what ideas you have
had. Let’s see, who has ever had an idea?(Four raise their
hands. The teacher looks at Child 4)
Child 4: I had a good idea: one idea is that this afternoon I
will buy a ball.
Teacher: Look what a fantastic idea Child 4 has had! This af-
ternoon, she will buy a ball. And Child 5? What idea have
you had? (Points to Child 5 whose hand is raised)
Child 5: We think because we have a brain in our heads.

The communicative observations have also allowed
us to identify that basing the DLGs on classic literature

books is perceived as enabling learning. The topics in
these books (e.g., love, friendship, war or justice) have
incentivised students to make meaning towards learn-
ing. We have also identified it in the interview with the
teacher. In this regard, she remarks that, compared to
other types of children’s literature she uses in other
contexts, the universal topics present in these texts
help students go beyond reading and connect it with
personal and social experiences. Moreover, as can be
identified in the following quote from the teacher’s
interview, the work carried out on the classic works
through the DLGs brings students from non-academic
families into contact with highly valued culture and so-
cially recognised literature they usually have no access.
It also improves connections between school and home
contexts, as they identify classic cultural references be-
yond the school and put them into dialogue with their
families.

We talk about Troya’s Horse, Aladdin’s lamp, David, and
Goliath … without the gatherings, these children would
not have known these books. And sometimes relatives tell
me they are amazed when children tell them about King
Menelaus, about someone so wholly estranged from
them. And that they (the children) treat King Menelaus
or Princess Elena like family …. I see that the DLG also
bring them an opening to the world. (Margarita,
teacher)

Emotional and prosocial interactions

This section presents findings on emotional and
prosocial interactions in the DLGs. It highlights how
these interactions have promoted self-regulation and
monitoring challenging behaviours, created a support-
ive and safe environment and encouraged prosocial
behaviours such as solidarity and rejection of violence.

First, it is relevant to highlight some exclusionary
aspects identified in the analysis. In the communica-
tive observations, we detected factors that put at risk
the correct development of DLGs (e.g., challenging be-
haviours and difficulties for some students to maintain
attention during the session). The teacher has devel-
oped strategies to promote student self-regulation
and monitor challenging behaviours to cope with these
risks. For instance, she constantly provides them with
cues about how they should behave during the DLGs.
A prominent strategy in this regard has been the
so-called pre-gathering phase. It contributes to creating
a positive and participatory predisposition by the stu-
dents, anticipating what will happen and ensuring that
they know the gathering’s rules. In addition to this
group strategy, the teacher has implemented
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individualised interventions for students with behav-
ioural difficulties. For instance, she usually places
these students in positions close to her. When she ob-
serves that they begin to lose attention, she generates
positive interaction (e.g., she invites them to partici-
pate or assigns them a relevant task in the functioning
of the DLGs). The strategies contributing to generating
a complicity climate, especially with the students with
more difficulties, have been identified in the communi-
cative observations. They have also been put into dia-
logue with the teacher through the interview, as stated
in the following quote:

When you are with this child who is more active or is
more distracted, I say: listen, if you want, you can be
my secretary, and when a character appears, you can
point to it and show it to your mates (showing the
card). King Menelaus! He takes King Menelaus and
shows the others. It is a way of integrating him into
the pre-gathering, in the gathering, to make him inter-
ested, to make him participate … and after that, you
have seen, he is hooked on the DLG and does it super
well. (Margarita, teacher)

Second, the trustworthy climate generated in the
DLGs has helped students express their feelings and
emotions. Among the elements that have intervened
to create this atmosphere, it is essential to mention
the teacher’s role in putting into practice the principles
of dialogic learning that have contributed to creating
this trustworthy climate (Flecha, 2000), such as
guaranteeing an egalitarian dialogue, highlighting the
value of students’ cultural intelligence, promoting sol-
idarity and recognising the equality of differences. Fur-
thermore, the child-centred approach adopted by the
teacher is also relevant. Thus, the teacher puts chil-
dren’s emotions at the centre of the dialogue. This
child-centred approach is identified in the following
fragment corresponding to a DLG session based on
Aladdin and the Wonderful Lamp. The situations experi-
enced by the book’s characters, the interactions
provided by the teacher and the classmates, and the
trustworthy climate created encourage the students to
reflect on and express their feelings.

Teacher: (reads aloud following with her finger) Aladdin
marries the Princess.
All the students repeat: Aladdin marries the Princess
Teacher: (looking at the students) What does it mean to
marry?(Five students raise their hands. She points to Child
1.)
Child 1: It is when a boy is very handsome, and a girl meets
him and wants to go live together with him
Child 2: It means that he is in love with her … or that she is
in love with him

Child 3: That is it! It means that she goes to live together
with him, that she is in love with him.
Teacher: (nods her head) And what happens when we fall in
love?(Six students raise their hands. She points to Child 4.)
Child 4: That someone loves us … my father loves me
Child 3: Mine loves me too! And I love my father and my
mother
Child 5: I love my family
Teacher: (she addresses a distracted student who begins to
play with the chair). Juan, and you? Whom do you love?
Child 6: Me? (He is thoughtful for a few moments) I love my
father, mother, sister, and grandmother (he returns to focus
on the gathering).(The teacher points to Child 7, who has
her hand raised)
Child 7: When somebody loves me … I feel very happy!

Finally, another aspect identified with the emer-
gence of prosocial behaviours has been constructing a
safe context where values such as solidarity and rejec-
tion of violence have prevailed. The sense of security
installed through the relationships enhanced in the
DLG has contributed to the students expressing their
feelings and generating opportunities to demonstrate
empathy and care towards others. The teacher has re-
inforced these behaviours, providing consistent posi-
tions with her interventions. She has offered specific
cues such as ‘no one can laugh at a classmate. If he
makes a mistake, we help him’ or ‘what we say in
the gathering, cannot leave the library’. Furthermore,
during the sessions, we have identified that their ac-
tions have always been consistent with this type of
speech, intervening against disrespectful attitudes on
the students’ part and involving students in deep
reflections on violence. The following fragment is an
example of these types of interactions. It collects the
dialogue generated from the gathering based on the
book David and Goliath. With the statement, ‘The giant
makes fun of the shepherd’, the students engage in a
conversation about what it means to make fun of
someone else. The trust climate generated in this ses-
sion allows one of the participants to dare to speak
about the bullying situations he suffers. Also, the
dialogues generated open opportunities for students
to reflect on the bystanders’ responsibility and focus
on students who openly position themselves against
this type of violent behaviour.

Teacher: (reads aloud, following with her finger) The giant
makes fun of the shepherd.What does it mean to tease some-
body?(Five students raise their hands)
Child 1: (makes a mocking gesture with his hands)
Teacher: yes, that is teasing.(Points to another student
whose hand is raised)
Child 2: Goliath says many things to David, who is very
small, many ugly things.
Teacher: Is that okay with you?
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Child 2: No, because I do not like anybody who makes fun of
me.
Teacher: And when they make fun of you, how do you feel?
Child 2: Bad (thoughtful)
Teacher: And when it happens, what do you want to do?
Cry?
Child 2: Run
Teacher: Run?
Child 2: Run, so I do not hear them (he covers his ears)
Teacher: You want to run, so you do not hear them (with a
sad voice). (Points to a boy whose hand is raised)
Child 3: That is attacking a person who has done nothing to
you.
Teacher: Exactly, that is attacking a person. Because …
would you like them to do it to you?
Child 3: No, because that is coward, and the brave do not
make fun of anyone nor their friends
Teacher: You have said that it is not brave … and are you
brave or coward?
Child 3: Brave
Teacher: And why are you brave?
Child 3: Because I help people
Teacher: Whom do you help?
Child 3: Chamna, Hamsa, and Adam when a child was go-
ing to hit them and I said, but what are you doing? I said it
in Spanish.
Teacher: in Spanish, in Catalan, or whatever language, but
the important thing is that you said that they could not do
that.

Discussion and conclusions

This article has analysed the instructional, emotional
and social interactions DLGs promote in urban 4- and
5-year-old students. Specifically, we have explored
how this successful educational action has generated
a context of high-quality dialogue and interactions
for minority urban students. Thus, the article has con-
tributed to expanding the knowledge generated by
previous research on the benefits provided by DLGs
about enhancing critical understanding, providing
emotional benefits and improving relationships be-
tween participants in very diverse educational con-
texts (e.g., primary education, teacher training, and
adult education or social programmes with children
at risk) (García-Carrión et al., 2020). Based on these
previous findings, this study has also addressed a
little-explored perspective: the implications of this ac-
tion in early childhood education (Soler-Gallart &
Flecha, 2018).

This work provides theoretical and practical impli-
cations for improving dialogic reading interventions
in urban schools (Grolig et al., 2020; Lever &
Sénéchal, 2011). More specifically, it provides evidence
of the successful implementation of DLGs in early

childhood education in a highly diverse Spanish and
marginalised urban school.

First, this research has illustrated how DLGs can
help mitigate some of the challenges of early childhood
education classrooms, such as students’ limited ability
to be significantly involved in dialogic reading ex-
changes (Rasku-Puttonen et al., 2012). The case study
shows how the pre-school teacher has used the DLGs
as an opportunity to promote quality instructional in-
teractions aimed at stretching the learning and think-
ing of all participating students. The evidence indicates
how, during the DLGs, the teacher has provided
prompts and moves to engage students in meaningful
conversations (Nystrand et al., 2003) and has fostered
SST (Jones & Siraj, 2023; Siraj-Blatchford, 2009).

These examples confirm that evidence-based ac-
tions such as DLGs put into practice the potentialities
of dialogic reading and teaching from an early age. In
this way, students learn to read while developing their
interpretations of the text and ‘reading of the world’
(Freire & Macedo, 1989). Moreover, through the DLGs,
students are involved in reading as a collective action
in which their contributions are fundamental to creat-
ing new meanings based on chains of dialogues
(Bakhtin, 1986). The teacher’s feedback has played an
essential role in this regard, not just focusing on the
‘correctness’ of the students’ responses but actively en-
gaging children in eliciting their expressions, thoughts
and ideas.

Concerning promoting quality instructional inter-
actions, our findings highlight the importance of clas-
sic literature as the basis of the DLGs, breaking with
some elitist conceptions that consider this type of
work unsuitable for learners who face more signifi-
cant difficulties (Torras-Gómez et al., 2021). The evi-
dence presented here illustrates that not only does
socio-economic status fail to hinder these students’
ability to comprehend and derive enjoyment from
such literature, but in alignment with Flecha (2000),
age also proves to be no obstacle. In turn, the topics
present in these books (e.g., love, friendship, war or
justice) have involved students in deep reflections
and dialogues on universal issues. It has allowed stu-
dents from non-academic families to contact highly
valued culture and socially recognised literature,
which has incentivised students to make meaning to-
wards learning.

Throughout this research, we have also addressed
relevant insights concerning how DLGs can contribute
to the socio-behavioural development of early child-
hood education students (Burchinal et al., 2023). We
have identified specific strategies contributing to stu-
dents’ self-regulation and monitoring of challenging
behaviours. It has included the pre-gathering phase
(the teacher ensures that all students know the rules
before starting the session) or providing cues about
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how they should behave during the DLG develop-
ment. The supportive and safe environment climate
generated in the DLGs has also contributed to students
expressing their feelings and emotions. Among the
elements that have intervened to create this
atmosphere, the teacher’s attitude stands out (support-
ive and sweet but also directive about compliance with
the agreed rules). Furthermore, the child-centred
approach (oriented to putting students’ emotions at
the centre of the dialogue) has also been identified as
one of the elements contributing to generating this
positive climate.

This article also provides valuable knowledge con-
tributing to previous studies that have addressed the
promotion of prosocial behaviours. Specifically, the
study identifies how DLGs have promoted prosocial
behaviours such as solidarity and rejection of violence.
The situations provided by the texts and shared in the
DLGs have promoted relevant dialogues around vio-
lence. The consistent positioning of the teacher rein-
forced these interactions throughout the sessions. The
sense of security installed through the relationships en-
hanced in the DLGs has also generated opportunities
for students to demonstrate empathy and care towards
others. It aligns with previous studies showing how
DLGs promote a positive classroom climate and
prosocial behaviours such as friendship, empathy
and solidarity in different contexts (Villardón-Gallego
et al., 2018). However, no previous studies have fo-
cused on how DLGs promote these behaviours and
feelings in early childhood education. Thus, this study
suggests that DLGs could be an appropriate tool for
identifying bullying or aggressive behaviours from an
early age.

Finally, paying attention to some of the limitations
present in this study is relevant. It is worth mentioning
that this article provides findings related to a case
study analysis. Therefore, further research on different
contexts will make it possible to delve into the depth
and breadth of the impact of the identified benefits.
This article also opens the door to future longitudinal
studies that make it possible to identify the degree to
which DLGs can make a difference in the student’s ac-
ademic and social trajectories.

Our study contributes relevant evidence on the kind
of high-quality interactions that DLGs promote in an
early childhood education classroom in an urban
school in a vulnerable context in Spain. Notably, it
has identified instructional, emotional and prosocial
interactions strengthened at an early age through read-
ing some of the best literary creations of humankind on
the ground of dialogic learning. The findings contrib-
ute to a body of research that, for decades, has been
promoting and studying the social impact of DLGs,
providing all communities and individuals, regardless
of age, socio-economic status or ethnicity, with a

quality education that opens up possibilities for ad-
vancing towards their desired futures.

Conflict of interest statement

The authors declare that there is no conflict of interest.

Data availability statement

Data are available on request due to privacy/ethical
restrictions.

References
ALEXANDER, R. J. (2020) A Dialogic Teaching Companion. London:

Routledge.
AUBERT, A., MOLINA, S., SCHUBERT, T. and VIDU, A. (2017)

Learning and inclusivity via interactive groups in early childhood
education and care in the hope school, Spain. Learning, Culture and
Social Interaction, 13, pp. 90–103. https://doi.org/10.1016/j.lcsi.
2017.03.002

BAKHTIN, M. M. (1986) Speech Genres and Other Late Essays. Austin:
University of Texas Press.

BLEWITT, C., MORRIS, H., NOLAN, A., JACKSON, K., BARRETT,
H. and SKOUTERIS, H. (2018) Strengthening the quality of
educator-child interactions in early childhood education and care
settings: a conceptual model to improve mental health outcomes
for preschoolers. Early Child Development and Care, 190.7,
pp. 991–1004. https://doi.org/10.1080/03004430.2018.1507028

BURCHINAL, M., PIANTA, R., ANSARI, A., WHITTAKER, J. and
VITIELLO, V. (2023) Kindergarten academic and social skills and
exposure to peers with pre-kindergarten experience. Early Child-
hood Research Quarterly, 62, pp. 41–52. https://doi.org/10.1016/j.
ecresq.2022.07.012

BURCHINAL, M., VANDERGRIFT, N., PIANTA, R. and
MASHBURN, A. (2010) Threshold analysis of association between
child care quality and child outcomes for low-income children in
pre-kindergarten programs. Early Childhood Research Quarterly,
25.2, pp. 166–176. https://doi.org/10.1016/j.ecresq.2009.10.004

DE BOTTON, L., GIRBES, S., RUIZ, L. and TELLADO, I. (2014)
Moroccan mothers’ involvement in dialogic literary gatherings in
a Catalan urban primary school: increasing educative interactions
and improving learning. Improving Schools, 17.3, pp. 241–249.
https://doi.org/10.1177/1365480214556420

DÍEZ-PALOMAR, J., GARCÍA-CARRIÓN, R., HARGREAVES, L.
and VIEITES, M. (2020) Transforming students’ attitudes towards
learning through the use of successful educational actions. PLoS
ONE, 15.10, e0240292. https://doi.org/10.1371/journal.pone.
0240292

European Commission (2019) INCLUDE-ED Dialogic Literary Gath-
erings. European Toolkit for Schools. https://www.
schooleducationgateway.eu/en/pub/resources/
toolkitsforschools/detail.cfm?n=354

European Union (2019) Social transformation through educational
policies based on successful educational actions. https://www.
step4seas.org/

FERNÁNDEZ-VILLARDÓN, A., VALLS-CAROL, R., MELGAR
ALCANTUD, P. and TELLADO, I. (2021) Enhancing literacy and
communicative skills of students with disabilities in special
schools through Dialogic Literary Gatherings. Frontiers in Psychol-
ogy, 12, 662639. https://doi.org/10.3389/fpsyg.2021.662639

Literacy Volume 58 Number 2 May 2024 237

© The Authors.

 17414369, 2024, 2, D
ow

nloaded from
 https://onlinelibrary.w

iley.com
/doi/10.1111/lit.12354 by R

eadcube (L
abtiva Inc.), W

iley O
nline L

ibrary on [12/06/2024]. See the T
erm

s and C
onditions (https://onlinelibrary.w

iley.com
/term

s-and-conditions) on W
iley O

nline L
ibrary for rules of use; O

A
 articles are governed by the applicable C

reative C
om

m
ons L

icense

https://doi.org/10.1016/j.lcsi.2017.03.002
https://doi.org/10.1016/j.lcsi.2017.03.002
https://doi.org/10.1080/03004430.2018.1507028
https://doi.org/10.1016/j.ecresq.2022.07.012
https://doi.org/10.1016/j.ecresq.2022.07.012
https://doi.org/10.1016/j.ecresq.2009.10.004
https://doi.org/10.1177/1365480214556420
https://doi.org/10.1371/journal.pone.0240292
https://doi.org/10.1371/journal.pone.0240292
https://www.schooleducationgateway.eu/en/pub/resources/toolkitsforschools/detail.cfm?n=354
https://www.schooleducationgateway.eu/en/pub/resources/toolkitsforschools/detail.cfm?n=354
https://www.schooleducationgateway.eu/en/pub/resources/toolkitsforschools/detail.cfm?n=354
https://www.step4seas.org/
https://www.step4seas.org/
https://doi.org/10.3389/fpsyg.2021.662639


FLECHA, R. (2000) Sharing Words: Theory and Practice of Dialogic
Learning. Lanham: Rowman & Littlefield Publishers, Inc.

FLECHA, R. (2015) Successful Educational Action for Inclusion and So-
cial Cohesion in Europe. Springer Publishing Company.

FLECHA, R. and SOLER, M. (2013) Turning difficulties into possibil-
ities: engaging Roma families and students in school through dia-
logic learning. Cambridge Journal of Education, 43.4, pp. 451–465.
https://doi.org/10.1080/0305764X.2013.819068

FREIRE, P. and MACEDO, M. (1989) Literacy: Reading the Word and
the World. New York: Routledge.

GARCÍA-CARRIÓN, R., VILLARDÓN-GALLEGO, L., MARTÍNEZ-
DE-LA-HIDALGA, M. and MARAURI, J. (2020) Exploring the im-
pact of dialogic literary gatherings on students’ relationships with
a communicative approach. Qualitative Inquiry, 26.8–9,
pp. 996–1002. https://doi.org/10.1177/1077800420938879

General Directorate of Education (2021) Comunidades de
Aprendizagem em Portugal. https://comunidades-
aprendizagem.dge.mec.pt/pt/lancamento-do-site-comunidades-
de-aprendizagem

GÓMEZ, A., PADRÓS, M., RÍOS, O., MARA, L. C. and PUKEPUKE,
T. (2019) Reaching social impact through communicative method-
ology. Researching with rather than on vulnerable populations: the
Roma case. Frontiers in Education, 4.9. https://doi.org/10.3389/
feduc.2019.00009

GROLIG, L., COHRDES, C., TIFFIN-RICHARDS, S. P. and
SCHROEDER, S. (2020) Narrative dialogic reading with wordless
picture books: a cluster-randomized intervention study. Early
Childhood Research Quarterly, 51, pp. 191–203. https://doi.org/10.
1016/j.ecresq.2019.11.002

JONES, P. and SIRAJ, I. (2023) ‘The contribution of ‘sustained shared
thinking’ to successful literacy transitions in English curriculum’,
in A. THWAITE, A. SIMPSON, P. JONES (Eds.) Dialogic Pedagogy:
Discourse in Contexts From Pre-school to University. New York:
Routledge, pp. 52–68.

KEIDEL, J. L., DAVIS, P. M., GONZALEZ-DIAZ, V., MARTIN, C. D.
and THIERRY, G. (2013) How Shakespeare tempests the brain:
neuroimaging insights. Cortex, 49.4, pp. 913–919.

KHALFAOUI-LARRAÑAGA, A., ALVAREZ, P., GUTIÉRREZ-
ESTEBAN, P. and FLECHA, R. (2021) “I also like it that people care
about me.” Children’s dialogues on values, emotions and feelings
in dialogic literary gatherings. Journal of Language, Identity & Edu-
cation, pp. 1–15. https://doi.org/10.1080/15348458.2021.1956318

LENHART, J., RICHTER, T., APPEL, M. and MAR, R. A. (2023) Ad-
olescent leisure reading and its longitudinal association with
prosocial behavior and social adjustment. Scientific Reports, 13.1,
pp. 1–19, 9695.

LEVER, R. and SÉNÉCHAL, M. (2011) Discussing stories: on how a
dialogic reading intervention improves kindergartners’ oral narra-
tive construction. Journal of Experimental Child Psychology, 108.1,
pp. 1–24. https://doi.org/10.1016/j.jecp.2010.07.002

LIPMAN, M., SHARP, A. M. and OSCANYAN, F. (1980) Philosophy in
the Classroom. Philadelphia, PA: Temple University Press.

LONIGAN, C. J., PURPURA, D. J., WILSON, S. B., WALKER, P. M.
and CLANCY-MENCHETTI, J. (2013) Evaluating the components
of an emergent literacy intervention for preschool children at
risk for reading difficulties. Journal of Experimental Child
Psychology, 114.1, pp. 111–130. https://doi.org/10.1016/j.jecp.
2012.08.010

MERCER, N., HENNESSY, S. and WARWICK, P. (2019) Dialogue,
thinking together and digital technology in the classroom: some
educational implications of a continuing line of inquiry. Interna-
tional Journal of Educational Research, 97, pp. 187–199. https://doi.
org/10.1016/j.ijer.2017.08.007

MOLINA, S. (2015) Alba, a girl who successfully overcomes barriers
of intellectual disability through dialogic literary gatherings. Qual-
itative Inquiry, 21.10, pp. 927–933. https://doi.org/10.1177/
107780041561169

Municipality of Terrassa (2019) Anuari Estadístic 2019 [Statistic an-
nual directory 2019]. http://xifres.terrassa.cat/A2019/index.php

NYSTRAND, M., WU, L. L., GAMORAN, A., ZEISER, S. and
LONG, D. A. (2003) Questions in time: investigating the
structure and dynamics of unfolding classroom discourse.
Discourse Processes, 35.2, pp. 135–198. https://doi.org/10.1207/
S15326950DP3502_3

PILLINGER, C. and WOOD, C. (2014) Pilot study evaluating the im-
pact of dialogic reading and shared reading at transition to pri-
mary school: early literacy skills and parental attitudes. Literacy,
48.3, pp. 155–163. https://doi.org/10.1111/lit.12018

RASKU-PUTTONEN, H., LERKKANEN, M. K., POIKKEUS, A. M.
and SIEKKINEN, M. (2012) Dialogical patterns of interaction in
pre-school classrooms. International Journal of Educational Research,
53.1, pp. 138–149. https://doi.org/10.1016/j.ijer.2012.03.004

REZNITSKAYA, A., KUO, L. J., CLARK, A. M., MILLER, B.,
JADALLAH, M., ANDERSON, R. C. and NGUYEN-JAHIEL, K.
(2009) Collaborative reasoning: a dialogic approach to group dis-
cussions. Cambridge Journal of Education, 39.1, pp. 29–48. https://
doi.org/10.1080/03057640802701952

RODRÍGUEZ-ORAMAS, A., ALVAREZ, P., RAMIS-SALAS, M. and
RUIZ-EUGENIO, L. (2021) The impact of evidence-based dialogic
training of special education teachers on the creation of more in-
clusive and interactive learning environments. Frontiers in Psychol-
ogy, 3.12, 641426. https://doi.org/10.3389/fpsyg.2021.641426

RUIZ-EUGENIO, L., SOLER-GALLART, M., RACIONERO-PLAZA,
S. and PADRÓS, M. (2023) Dialogic literary gatherings: a system-
atic review of evidence to overcome social and educational in-
equalities. Educational Research Review, 100534.

SIRAJ-BLATCHFORD, I. (2009) Conceptualising progression in the
pedagogy of play and sustained shared thinking in early child-
hood education: a Vygotskian perspective. Educational and Child
Psychology, 26.2, pp. 77–89.

SOLER, M. (2015) Biographies of “invisible” people who transform
their lives and enhance social transformations through dialogic
gatherings. Qualitative Inquiry, 21.10, pp. 839–842. https://doi.
org/10.1177/1077800415614032

SOLER-GALLART, M. and FLECHA, A. (2018) ‘Early childhood ed-
ucation with disadvantaged children: actions for success’, in M.
FLEER, B. VAN OERS (Eds.) International Handbook of Early Child-
hood Education. Cham: Springer, pp. 393–408.

THWAITE, A. (2023) ‘“We’re going to do it together”: dialogic dis-
course with young children in Western Australia’, in A.
THWAITE, A. SIMPSON, P. JONES (Eds.) Dialogic Pedagogy: Dis-
course in Contexts From Pre-school to University. New York:
Routledge, pp. 52–68.

TORRAS-GÓMEZ, E., RUIZ-EUGENIO, L., SORDÉ-MARTÍ, T. and
DUQUE, E. (2021) Challenging Bourdieu’s theory: dialogic inter-
action as a means to provide access to highbrow culture for all.
SAGE Open, 11.2, 21582440211010739.

VILLARDÓN-GALLEGO, L., GARCÍA-CARRIÓN, R., YÁÑEZ-
MARQUINA, L. and ESTÉVEZ, A. (2018) Impact of the
interactive learning environments in children’s prosocial
behavior. Sustainability, 10.7, p. 2138. https://doi.org/10.3390/
su10072138

WHITE, E. J., PETER, M. and REDDER, B. (2015) Infant and teacher
dialogue in education and care: a pedagogical imperative. Early
Childhood Research Quarterly, 30.Part A, pp. 160–173. https://doi.
org/10.1016/j.ecresq.2014.10.008

238 Promoting high-quality interactions through DLG

© The Authors.

 17414369, 2024, 2, D
ow

nloaded from
 https://onlinelibrary.w

iley.com
/doi/10.1111/lit.12354 by R

eadcube (L
abtiva Inc.), W

iley O
nline L

ibrary on [12/06/2024]. See the T
erm

s and C
onditions (https://onlinelibrary.w

iley.com
/term

s-and-conditions) on W
iley O

nline L
ibrary for rules of use; O

A
 articles are governed by the applicable C

reative C
om

m
ons L

icense

https://doi.org/10.1080/0305764X.2013.819068
https://doi.org/10.1177/1077800420938879
https://comunidades-aprendizagem.dge.mec.pt/pt/lancamento-do-site-comunidades-de-aprendizagem
https://comunidades-aprendizagem.dge.mec.pt/pt/lancamento-do-site-comunidades-de-aprendizagem
https://comunidades-aprendizagem.dge.mec.pt/pt/lancamento-do-site-comunidades-de-aprendizagem
https://doi.org/10.3389/feduc.2019.00009
https://doi.org/10.3389/feduc.2019.00009
https://doi.org/10.1016/j.ecresq.2019.11.002
https://doi.org/10.1016/j.ecresq.2019.11.002
https://doi.org/10.1080/15348458.2021.1956318
https://doi.org/10.1016/j.jecp.2010.07.002
https://doi.org/10.1016/j.jecp.2012.08.010
https://doi.org/10.1016/j.jecp.2012.08.010
https://doi.org/10.1016/j.ijer.2017.08.007
https://doi.org/10.1016/j.ijer.2017.08.007
https://doi.org/10.1177/107780041561169
https://doi.org/10.1177/107780041561169
http://xifres.terrassa.cat/A2019/index.php
https://doi.org/10.1207/S15326950DP3502_3
https://doi.org/10.1207/S15326950DP3502_3
https://doi.org/10.1111/lit.12018
https://doi.org/10.1016/j.ijer.2012.03.004
https://doi.org/10.1080/03057640802701952
https://doi.org/10.1080/03057640802701952
https://doi.org/10.3389/fpsyg.2021.641426
https://doi.org/10.1177/1077800415614032
https://doi.org/10.1177/1077800415614032
https://doi.org/10.3390/su10072138
https://doi.org/10.3390/su10072138
https://doi.org/10.1016/j.ecresq.2014.10.008
https://doi.org/10.1016/j.ecresq.2014.10.008


CONTACT THE AUTHORS
Sandra Girbés-Peco, PhD, Department of
Teaching and Learning and Educational
Organization, Faculty of Education, University of
Barcelona, Campus Mundet, Edifici Llevant, 2nd
Floor, Office 221, Passeig de la Vall d’Hebron,
171, 08035 Barcelona, Spain.
email: sandra.girbes@ub.edu

Itxaso Tellado, Department of Pedagogy, Faculty
of Education, Translation and Humanities,
University of Vic—Central University of Catalonia,
Vic, Spain.
e-mail: itxaso.tellado@uvic.cat

Garazi López de Aguileta, Department of
Curriculum and Instruction, School of
Education, University of Wisconsin–Madison,
Madison, Wisconsin USA.
e-mail: lopezdeaguil@wisc.edu

Lenade Botton Fernández, Department of
Sociology, Faculty of Economics and Business,
University of Barcelona, Barcelona, Spain.
e-mail: lenadebotton@ub.edu

Literacy Volume 58 Number 2 May 2024 239

© The Authors.

 17414369, 2024, 2, D
ow

nloaded from
 https://onlinelibrary.w

iley.com
/doi/10.1111/lit.12354 by R

eadcube (L
abtiva Inc.), W

iley O
nline L

ibrary on [12/06/2024]. See the T
erm

s and C
onditions (https://onlinelibrary.w

iley.com
/term

s-and-conditions) on W
iley O

nline L
ibrary for rules of use; O

A
 articles are governed by the applicable C

reative C
om

m
ons L

icense


	Promoting �high�&hyphen;�quality interactions among early childhood education minority students: a case study of dialogic literary gatherings
	Introduction
	Literature review
	DLGs

	Material and methods
	The study context and participants
	Data collection procedure
	Data analysis

	Findings
	DLG's implementation process
	Instructional interactions
	Emotional and prosocial interactions

	Discussion and conclusions
	Conflict of interest statement
	Data availability statement

	References

