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ABSTRACT 

 

 The concept of daydreaming has recently been praised as a necessary tool to access 

imagination and creative thought. English literature is a subject that requires analytical skills 

and writing mechanics, but it also necessitates creative thinking to be able to explore, 

understand and empathise with the narratives and themes that are discussed. Such creative 

thinking is sometimes difficult to foster, particularly in an exam-based culture where time is 

short and ploughing through content is prioritised. This study aims to see how daydreaming—

a term used to highlight the sometimes unpredictable and surprising nature of thought—could 

aid students in deepening their exploration of a literary text and forming personal 

connections—with the hope that a love and enjoyment of literature develops as a result.  

 This study uses an incubation paradigm to examine facilitated daydreaming and a 

journaling methodology to examine unfacilitated daydreaming. Participants were three A Level 

English students from an academy in London. The entire study comprises three trials. Due to 

its written linguistic nature, content analysis was used to explore, organise and make sense of 

the data which is, in its final write-up, presented as three case studies.  

 The study concludes that unfacilitated daydreaming could benefit students by allowing 

them to form reflective, personal connections between the literary texts and wider philosophical 

ideas and experiences. Facilitated daydreaming was found to offer students a space to hone 

their arguments and ideas which resulted in more detailed, definitive language; this led to the 

creation of higher-level thesis statements with a focus on authorial intention. It also produced 

further links between the literary text and more intentional historical context, cultural context 

and allusions. Wider implications of the study are that learning and progress extend beyond the 

classroom, and that time and space for personal connections and philosophical contemplation 

are recognised and encouraged. This challenges the reductive concepts of teaching and learning 

that seem to dominate contemporary discourses of education. 
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DEDICATION 

 

 In my first year of teaching, I took over a Year 11 class and taught Sharif, a young man who 

had been predicted a D in English. He was a quiet, perceptive and polite student who was also, I would 

shortly discover, a wordsmith even though Maths was his poetry. Throughout the year, he became more 

vocal in lessons; he began to reveal a talent for literary analysis which, for some reason, he had 

previously kept hidden; he started bringing friends to my classroom at breaktime to talk about the 

literature we were studying. Sharif ended up getting an A* in English—A*s in every subject, in fact. 

He was wickedly intelligent but had the good sense to never take himself too seriously. A couple years 

later, Sharif and five other students would travel with me on a school trip to Nicaragua to hike volcanoes 

and do community work for four weeks. There in Central America, I saw Sharif beyond the classroom: 

his generosity with the locals, his grace with a football as he played with the neighbourhood children, 

his adaptability in different circumstances and open-mindedness to see the world and its people and 

want to experience all of it.  

 Sharif was that student for me. The one who, in a sea of students valued and cared for, quietly 

and profoundly imprinted my life by showing me how extraordinary it is to watch someone grow up 

and feel pride in knowing them. 

 In March 2020, just a few weeks before the final submission of this thesis, Sharif passed away. 

I will never understand the unfairness of this loss to the world. For now, I take comfort in the quiet 

moments—which are abundant these days in the midst of the Corona pandemic—when I can sit, 

gratefully, with fond memories of my student: on top of Volcan Concepción, at the base of a waterfall, 

in my wonderfully chaotic and bare-boned London classroom. This thesis, started upon my return from 

Nicaragua, is for Sharif. 
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GLOSSARY OF TERMS 

 

 

daydreaming   “Thoughts that involve a shift of attention away from an  

    immediately demanding task” (Singer, 1975, p. 730) 

 

facilitated daydreaming  Daydreaming that occurs after a purposeful inciting thought, 

    often after the individual has made a conscious decision to steer 

    thoughts away from the physical task at hand 

     

    *It should be noted that the daydreams in this category are the 

    thoughts that occur unintentionally after the purposeful inciting 

    thought. For example, an individual might purposefully start 

    thinking about tomorrow’s breakfast whilst doing the dishes 

    and then his thoughts might unintentionally wander to  

    contemplating a news article read earlier that day. The  

    daydream, in this case, is about the news article and not about 

    tomorrow’s breakfast, as thoughts on the news article were  

    unplanned. 

 

unfacilitated daydreaming Daydreaming that occurs spontaneously at any time of the day  
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1. Introduction 

 

 This study looks at lessening some of the existing tensions of teaching A Level 

English Literature with the use of daydreaming, an activity recently praised for its positive 

facilitation of creative thought and imagination (Didion, 2007; Smallwood and Andrews-

Hanna, 2013; Kaufman and Gregoire, 2015; Gaiman, 2016). For several years, I taught at a 

comprehensive school in North London—one with a high percentage of students from 

disadvantaged backgrounds. Teaching in such a school—one judged ‘Good’ by Ofsted but 

rife with behavioural issues and a high English as an Additional Language (EAL) 

population—I was quickly made aware of tensions between the expectations of pulling these 

students across the passing line and the reality of the support, time and resources we were 

given to do so.  

 Three of these tensions, specifically, inspired this study: Firstly, teachers are expected 

to cover a vast and dense curriculum in very little time. English teachers, particularly those 

teaching both Language and Literature, have full curriculums to get through, packed with 

novels, plays, poetry and nonfiction (Department for Education, 2013, p. 4; Department for 

Education,  2014a, p. 5; Ofqual, 2014, pp. 13-14) with relatively little contact time to do so. 

Teaching these texts should be fun, ruminative and thought-provoking, yet it is difficult to 

achieve this consistently in fifty-minute lessons. Throw in the pressure to teach specifically to 

pass an exam and even more time devoted to the beauty and understanding of a text is lost. 

Secondly, we are increasingly being expected to teach creativity in an exam-based culture. To 

achieve top marks in several exam boards, students are required to articulate “creative 

responses” in their essays (Pearson Edexcel, 2015, p. 6; OCR, 2016, p. 14; AQA, 2017, p. 6). 

How do we foster and encourage such creativity when we barely have time to discuss the 

analytical and factual components of a text? Finally, the third and arguably most frustrating 

tension was the desire to help students develop a personal connection and interest in 
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literature in an education climate that seemed to value results and ploughing through content 

rather than the forming of a lifelong, meaningful appreciation of the subject. The Ofqual GCE 

Subject Level Conditions and Requirements for English Literature (2014) states: “A level 

specifications must encourage students to develop their interest in and enjoyment of literature 

and literary studies” (p. 13). Theoretically, this sounds ideal; realistically, it is difficult to 

achieve. I believe that personal interest and enjoyment come from forming personal 

connections with a text; students must be able to reflect on their own ideas and experiences 

whilst engaging with literature, and this cannot happen solely in the classroom and in such a 

constrained timeframe. 

 This study aims to lessen these tensions, at least in part, with the use of daydreaming. 

Traditionally, daydreaming was frowned upon as “thought intrusions,” “task unrelated 

thought” and “zoning out” (McMillan et al, 2013, p. 1); recently, however, studies have 

“employed newer methodologies to investigate potential benefits” (Kaufman and Gregoire, 

2015, p. 32). This study aims to see how daydreaming could aid students in deepening their 

exploration of a literary text and forming personal connections between a text and their own 

ideas, thoughts and experiences—with the hope that a love and enjoyment of literature 

develops as a result. Daydreaming would also be appealing to teachers as it would occur 

outside of the classroom and not encroach on precious classroom time. If daydreaming 

facilitates creative thought and an opportunity for personal meaning making, it could serve as 

a useful method for students to deepen their understanding of a text in conjunction with 

traditional lectures and learning in the classroom. I would like to note here that whilst my 

focus is on the concept of daydreaming, this discussion easily encompasses the overall act of 

thinking, both planned and unplanned, beyond the classroom. I have purposely used this term 

to highlight the sometimes unpredictable and surprising nature of thought, and in using it, I 
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wish to challenge the reductive concepts of teaching and learning that seem to dominate 

contemporary discourses of education.  

 

1.1 My positionality and path to the research question 

 

 When I began this doctorate in 2014, I was teaching at a comprehensive school in 

North London and many of my colleagues were in a rage about the recently published 

literature curriculum reform. The new national curriculum for secondary school would have 

students study work from “English literature, both pre-1914 and contemporary,” 

“Shakespeare (two plays)” and “seminal world literature” (Department for Education, 2014b, 

p. 15); the latter, whilst suggesting that teachers could teach non-British texts, was interpreted 

as being supplementary and not required, as the major exam boards for the English 

curriculum (as opposed to the International Baccalaureate, Irish or Welsh boards) kept only 

English set texts for GCSEs and dropped non-English classics altogether (Education 

Umbrella, 2017). Dropping Of Mice and Men (Steinbeck, 1937) and To Kill a Mockingbird 

(Lee, 1960) did not bother me. Even as an American teaching in the UK, I was not outraged 

like some because of the reform to leave out American texts. I did, however, begin to 

consider the implications this would have for my students. A thesis question began to form. 

As most of my students were British citizens but from non-UK or non-European 

backgrounds, I began to worry that reading only British texts would hinder them in some 

way—would offer them a narrow lens from which to see an increasingly multicultural world. 

These doubts were short-lived as I realised: are not the jealousy of Othello (Shakespeare, 

1622) and the selfishness of Scrooge (Dickens, 1843) completely universal sensations? 

Shakespeare’s moor, whilst not enslaved in the American south as Harper Lee’s integral 

character is, still embodies a non-white and non-traditional character. So this parting, I 
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realised, from non-English texts did not necessarily mean a parting from different cultures or 

indicate a lack of diversity. The more I reflected and talked to fellow teachers and students, 

the more I was able to pinpoint the real root of my fear: I worried that my students would not 

engage with literature in a creative and human way. I believe the love for literature is founded 

on human relatability—the essence of empathising with a character, being exposed to new 

experiences, or realising through reading that we are not alone in our feelings or 

understandings of the world. As Richard Attenborough emphasises in his film Shadowlands 

(1993), “we read to know we are not alone.” Looking back, my fear was that shrinking the 

range of literature that we introduce to our students would decrease their opportunities or 

chances of forming personal connections with a text. 

I am now Head of English at a private boarding school in the Cotswolds that values a 

classical education (I further discuss a classical education in the next chapter, as learning 

about this concept also played a significant role in my path to the research questions); I now 

have a very different demographic of students, yet my worries are much of the same. My 

question, then, was not really about which literature was being taught, but how. This fear that 

my students might not engage with the literature as fully as possible stemmed from an 

awareness of priorities. As much as I try to recall, I do not remember the particulars of the 

literature exam I took in high school. I do remember chiselling away at an expired tub of 

garlic powder to use as sand for a reconstruction of the pyramids when we read about 

Cleopatra; I remember debating Hamlet’s sanity whilst cutting out paper skulls to create an 

insane-o-meter; and I remember daydreaming about the halo of sea foam around Simon’s 

head in Lord of the Flies (Golding, 1954) not because I was examined on symbolism, but 

because I mourned his innocent death and would miss his quiet perceptiveness that I could so 

closely relate to. These quirky assignments are what I remember about secondary school 

literature. They are also largely responsible for why I love literature now. The contrast 
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between what I remember in my literature classes as a student and how I approach teaching 

literature as a teacher is stark. As much as I want to assign art projects and facilitate time to 

mull over a text, I feel pressure to teach for an exam—and with not much time to do so. What 

was meant to be my doctoral thesis question became a life question—one much too complex 

and messy to answer with one study or fifty thousand words: How do we enable students to 

creatively engage with literature in an exam-based culture? 

After much reflecting and daydreaming, this question was slowly whittled down to 

form the research questions of this study. Before reviewing the literature, I would like to 

briefly articulate how, over my lifetime, this question came to be so intrinsic and important to 

me, from the positionality of three perspectives and how, eventually, my focus landed on 

daydreaming itself. 

 

My positionality—as a ‘gifted’ student, writer and teacher 

 

For one of my doctoral assignments, I was required to consider my ‘story structure’ 

(Bolton, 2014, p. 75)—that is, to parallel my life to a narrative structure and consider my own 

agency in it. This idea was obscure to me but it did, in the end, help illuminate why I value 

creativity, curiosity and literature. I am disappointed—and slightly embarrassed to admit—

that out of all the literary protagonists, I found my personality and hamartia to be most 

similar to those of Romeo. Almost: I do not pretend to be a hero of any sort, and my tragic 

flaw has not yet been fatal. My hamartia is not for fickleness or rashness in love. Rather, I am 

a polygamous academic who is shamelessly promiscuous and quick to immerse myself in 

different academic fields. The passion that possesses me for a large variety of subjects is 

swift and intense. I believe this is important to know about myself; somewhere along the line, 
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I was encouraged to be curious about anything and everything. I was praised for asking 

questions and was rewarded for dabbling and endeavouring to excel in multiple fields. 

This curious mindset was instilled in me in primary school. I was taken out of my 

local primary away from the neighbourhood kids and enrolled in the “gifted program” at Pine 

Tree Elementary. I do not remember the test. I recall a friendly stranger with a kind smile 

who gave me a piece of paper with several different sized circles on it; he said, “create 

pictures.” Whatever I ended up drawing—I remember a goldfish bowl, bubbles, maybe a 

face—must have been what they were looking for, because my parents were quick and 

excited to transfer me to Pine Tree as soon as possible. It could have been a traumatic 

experience—being uplifted from my comfort zone and friends in such a way. But as I sit here 

and re-story myself, no other word seems sufficient enough to describe my time at Pine Tree 

aside from magical. It was here that my creativity and different way of thinking was cheered 

on; and I was never reprimanded for failing—in fact, I was encouraged whenever I made 

mistakes only to try again. I know now that my teachers facilitated a growth mindset (Dweck, 

2006) and Einstein’s idea that imagination, rather than knowledge, is what “encircles the 

world” (Einstein, 1929, as cited in Nilsson, 2010). Concepts like mindsets, the significance of 

grit (Duckworth, 2016) and the idea of focusing on learning goals to increase skills rather 

than scores (Kaufman, 2013, p. 111) are being hotly explored right now. Unsurprisingly, I am 

fascinated by these studies, if only because they resonate with how I was taught from age 

seven and onward. As a teacher, I now make a conscious effort to use these strategies, and I 

am certain that my own schooling influences my decision to do so. I believe this is why the 

lack of creativity and the constriction of teaching to an exam seem so glaring. 

The path to my becoming a writer has significant influence on my positionality as 

well. Whilst my love of creative writing stems from secondary school, the embracing and 

acceptance of being a writer occurred at university. My promiscuity between subjects was 
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unabashed. I jumped majors nearly every term, and there was no clear link or trajectory 

between them: telecommunications broadcasting to sports medicine to philosophy to art 

history. The one that stuck was the subject I had been doing simultaneously all along: 

creative writing. My parents, past teachers and professors were all in agreement that this 

made the most sense; it is arguably the only subject that, in a way, allows me to dabble in all 

the others, depending on what I am writing. So I accepted the title of ‘writer.’ With this title 

came several dualities: being sensitive and vulnerable to write a poem, only to be resilient 

and robust to receive twenty rejection letters for every one poem accepted for publication; the 

enjoyment of extroversion and being around people with the strong desire to be alone in order 

to produce work; and of course—the duality that I struggle most with today—the challenge of 

writing creative and academic work, both of which need time and energy but require two 

completely different mindsets and types of creativity. I see these dualities in the tensions of 

my research: creative expression and set exams, freedom and conformation, being able to see 

the humanity and richness in a story as well as being able to dissect and explain its literary 

techniques to earn marks. I have been able to reconcile the dualities in my professional life, 

which leaves me hopeful that the above tensions might also be reconciled when it comes to 

teaching creatively or finding creative interventions in an exam-based culture. 

Finally, I would like to acknowledge from the outset my positionality as a secondary 

school English teacher. I approach the data with students and fellow English teachers in 

mind, hopeful that my voice and interpretations offer interesting discussions on thought 

processes and patterns of student engagement outside of timetabled lessons. My everyday 

aim as a teacher is to foster a love of learning, literature and intellectual curiosity in my 

students; this study is no different, and I hope to use its findings productively in designing 

future pedagogies that might encourage engagement with literary texts and themes beyond 

the classroom.  
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The challenge of teaching in an exam-based culture 

 

It is necessary to acknowledge the overarching issue in which this exam-based culture 

lies: the measurement of success and intelligence. I have formed my questions in a way that 

suggests that an exam-based culture is concrete, permanent or accepted. I have not challenged 

the methods of measuring intelligence, aptitude and creativity; my question is not “In what 

creative ways can we measure the knowledge of literature aside from testing?” but rather, 

“How do we enable students to creatively engage with literature in an exam-based culture?” 

The latter suggests that an exam-based culture is inevitable or accepted. I want to clearly state 

that I do not believe this. Whilst I do believe that testing and exams are valuable in many 

circumstances, I think there are other ways of testing an individual’s aptitude and intellect 

that are largely unexplored. With the knowledge and experience I currently have, I am not 

equipped (or brave enough) to come up with a better solution for how to measure students’ 

understanding and aptitude for literature. So whilst I do hope that exams will not always 

dictate the fate of students and their diverse needs, as a teacher in this time and age, I must 

acknowledge that they are how society measures them now, and I need to accept this if I want 

my students to succeed. This is why my research questions are articulated in a way which 

embeds itself in an already established order—even one which seems to contradict the study 

of creativity in itself. 

Thankfully, pioneers and veterans in the field are tackling this idea of defining and 

measuring intelligence from several angles. The concept of testing is constantly being 

scrutinized, a few of the key arguments being: that IQ tests are “fallible instruments” 

(Kaufman, 2013b, p. 72), the fact that there is no such thing as a culture-neutral test of 

cognitive ability (Carman and Taylor, 2010, pp. 75-84), or what I believe to be the most 

obvious and weighty argument, crisply articulated by Hampshire College president Jonathan 
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Lash: “If we reduce education to the outcomes of a test, the only incentive for schools and 

students to innovate is in the form of improving test-taking and scores” (Strauss, 2015). 

These claims arguably ring truest for creative subjects in the arts and humanities. English 

language and literature, which do require analytical skills to demonstrate understanding, have 

massive scope for creative interpretation. If an English exam only reflects how well a student 

takes that English exam and not his deeper understanding of the story or language, we stifle 

the learning environment for both teacher and student. We risk missing the humanity of 

literature at the expense of a test. 

The scholarly work I have explored for this paper particularly resonates with me 

because of my personal interest and experience in creative cognition and unconventional 

teaching methods. It has been exhilarating to find that others share my struggles, questions 

and passion. The most relevant sources were from the book Wired to Create (Kaufman and 

Gregoire, 2015) and from ongoing studies at The Imagination Institute, a non-profit 

organisation based in Philadelphia, Pennsylvania, dedicated to “making progress on the 

measurement, growth and improvement of imagination across all sectors of society” 

(Imagination Institute: Who We Are, 2016). The fact that such an organisation exists verifies 

my belief that creativity is slippery, challenging to measure and foster, but is above all, 

essential to producing innovative and entrepreneurial individuals.  

For this study, I wanted to see if students could implement an exercise or practise a 

tendency outside of the classroom that fostered creativity and provided opportunity for 

personal connections with a literary text; for a long while, I was unsure what type of exercise 

to implement. I hungrily read chapter after chapter of Wired to Create—how artists, writers 

and innovators do a few habits differently: among others, they revel in solitude, they have a 

knack for turning adversity into advantage, they filled their childhoods with imaginative play 

(Kaufman and Gregoire, 2015).  
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And they daydream.  

I knew instantly after reading the chapter on daydreaming that this was the habit I 

wanted to test in my study. My own constant propensity to daydream was intrigue enough to 

carry out wider reading on the subject, but the recent surge of studies on daydreaming and its 

creative benefits solidified my decision to pursue it. How could daydreaming be used to 

explore literature? How could daydreaming be used to engage students with literary texts—to 

aid them in relating to characters and making meaning out of stories? My study aims to 

explore these questions, with the hope that its findings will be illuminative for English 

teachers, English students, writers and anyone who daydreams. 

  



 
 

18 
 

 

“I think I can confidently predict that anyone reading this article will at some point drift 

away, hopefully only momentarily, to thoughts of forthcoming rendezvous, anticipated 

dinners, delightful summer vacations, or clever bits of revenge on political opponents in their 

psychology departments” (Singer, 1975, p. 729). 

 

 

2. Literature Review 

 

2.1 The purpose of education: a positive educationist lens 

 

As with any education-related study, it makes sense to begin by asking the 

fundamental question: what is education for? Grounding any study—particularly one that 

involves such abstract concepts as daydreaming and meaning-making—in the current climate 

of education is integral to understanding its purpose. Before we can justify the research, we 

must understand the role of education. This is no easy feat as the purpose and definition of 

education have been points of discussion since Plato’s academy in Athens (Plato, 1985). Is 

education for philosophising as Plato’s philosopher kings once did, or is it for learning 

practical skills in order to survive in this world and contribute to society and the economy? 

The past century alone has seen the role of education change several times. In 1930s 

America, it was argued that the primary purpose of education and schooling is not so much to 

prepare students to live a useful life, but to teach them how to live pragmatically and 

immediately in their current environment (Dewey, 1938). This individual-focused concept 

eventually changed to account for a student’s role in society; the purpose of school was less 

about preparing individuals to live independently but more to equip individuals with the skills 

necessary to participate in the social life of their community and to change the social order as 

needed or desired (Counts, 1978). Eventually, Adler (1982) would argue for three objectives 
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of children’s schooling: the development of citizenship, personal growth, and occupational 

preparation, whilst Tyack (1988) refocused on the historical perspective that schooling has 

been traditionally tied to social and economic needs. Fast forward to the twenty-first century 

where the relationship between humans and technology has changed, and the purpose of 

education is debated once more. I have presented, here, American historical points on 

education to show the progression from a pragmatic education approach to a positive 

education approach which focuses around wellbeing—a concept I discuss over the next few 

pages. Although these points derive from an American background and my study primarily 

comments on English exams and classes, I believe it is a suitable backdrop for the study as 

UK exam boards now use much of the same language in their mark schemes: students must 

produce “creative responses” (Pearson Edexcel, 2015, p. 6; OCR, 2016, p. 14; AQA, 2017, p. 

6), and courses must develop a student’s “interest in and enjoyment of literature and literary 

studies” (Ofqual, 2014, p. 13). Such language reflects an increased interest in creativity and 

individual wellbeing in UK classrooms. 

These past aims of education have one thing in common: they all involve the interplay 

between the individual citizen and greater society in some way. How we now prepare 

students to engage with the world at large has changed because the world itself has changed. 

Several schools and government initiatives argue that we should promote twenty-first century 

skills; nineteen American states and thirty-three corporate companies have formed a 

partnership to promote a “broad approach to curriculum and learning” that include categories 

like interdisciplinary themes, learning skills, and life and career skills (Robinson, 2015, pp. 

46-47). Within the learning skills category are creativity and innovation, critical thinking and 

problem solving, and communication and collaboration (p. 46). More than ever before, 

creativity is a coveted skill. The world-renowned Finnish school system gives high priority to 

the development of creativity in schools through both practical and vocational programmes 
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(Sahlberg, 2014; Robinson, 2015, p. 60). And whilst we once praised the genius of the 

ancient Egyptians and the innovations of Galileo and Van Gogh, we kept them separate from 

mainstream society; now, creativity is not only sought after and rewarded but necessary to 

progress: “Individuals without creating capacities will be replaced by computers and will 

drive away those who do have the creative spark” (Gardner, 2008, p.18). Perhaps this is an 

extreme claim, but acknowledging that technology can provide us with droves of information 

and effectively tell us what to think and believe, there is merit in encouraging creative 

thinking, interpretation and synthesis. This study rests on the notion that individual creativity 

is of paramount importance, and that non-traditional methods of learning—such as testing 

knowledge and ability through discussion rather than essays, or using cognitive practises like 

individual daydreaming to explore texts in addition to brainstorms or group work—are 

encouraged to foster it. 

As the individual’s engagement with society has changed, so has our sense of the 

individual. This is reflected in Ken Robinson’s (2015) work on revolutionising education, 

where he argues that the aims of education are “to enable students to understand the world 

around them and the talents within them so that they can become fulfilled individuals and 

active, compassionate citizens” (p. xvi). The interplay between the individual and society is 

still present, but the concept of the individual suddenly takes into consideration what lies 

“within” them so they can be “fulfilled.” There is a shift here from focusing on practical, 

task-producing skills to personal skills and traits that can be honed for an individual to live a 

fulfilled and happy life. Robinson’s aims of education are reflective of the positive 

psychology movement, a movement birthed from Martin Seligman’s 1998 presidential 

address to the American Psychological Association; positive psychology would go on to be 

the theme of his presidential term (Linley et al, 2006, p. 4). What is positive psychology? 

Positive psychology is the scientific study of “the strengths that enable individuals and 
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communities to thrive” (Trustees of the University of Pennsylvania, 2017). It is also worth 

understanding the movement’s aims: 

The aim of positive psychology is to begin to catalyse a change in the focus of 

psychology from preoccupation only with repairing the worst things in life to 

also building positive qualities (Seligman and Csikszentmihalyi, 2000, p. 

5)…the focus of scientific research and interest should be on understanding 

the entire breadth of human experience, from loss, suffering, illness, and 

distress through connection, fulfilment, health and wellbeing. (Linley et al, 

2006, p. 6). 

With this newfound interest in personal fulfilment and wellbeing, studies began 

focusing on non-traditional education curricula. Educators and psychologists have begun 

redefining intelligence, exploring what it means to create a meaningful life, and questioning 

whether—in addition to traditional skills like maths, reading and grammar—we should teach 

behavioural traits like grit, resilience, and growth mindset (Kaufman, 2013; Esfahani Smith, 

2017; Duckworth, 2016; Dweck, 2006). Seligman himself claims that it is time to foster a 

new prosperity that combines wealth with wellbeing (Seligman et al, 2009, p. 308). I agree 

with Seligman on this point, though it is worth clarifying that “wealth” does not necessarily 

have to be used in the capitalistic sense; whilst Seligman does imply that wealth is monetary 

here, I believe it can also be interpreted as an affluence of knowledge, curiosity or even 

cultural capital, the “familiarity with the dominant culture in society, and especially the 

ability to understand and use ‘educated’ language” (Bourdieu, 1977 in Sullivan, 2002, p. 

145). Whilst fascinating and undoubtedly important, education equality and class structures 

are not the focus of this paper, though it is a comfort to know that all students—regardless of 

class—daydream, which suggests that all students can connect with texts in their own way if 

given the opportunity to do so. The participants in this study are students from a deprived 
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area in North London, and I believe their results would have yielded very similar results if I 

had used participants from my current school: a private boarding school in Oxfordshire with 

students from, generally, more affluent backgrounds. I believe Seligman’s idea to combine 

wealth with wellbeing rings true in the current UK educational climate, if only because 

wealth—be it monetary or cultural—is largely what we seek for our students once they enter 

society as grown individuals, in addition to being fulfilled and happy citizens.  

Coming out of the positive psychology movement is the concept of positive 

education: 

“[Positive education] challenges the current paradigm of education, which 

values attainment above all other goals. Drawing on classical ideals, [positive 

educationists] believe that the DNA of education is a double helix with 

intertwined strands of equal importance: academics alongside character and 

wellbeing.” (International Positive Education Network [IPEN], 2017) 

The goal of positive education is to promote overall human development and to help expose 

and develop the child’s ability to effectively engage their combination of character strengths 

(Linkins et al, 2015; Pascha, 2016); it is also defined as “education for both traditional skills 

and for happiness” (Seligman et al, 2009, p. 293). What distinguishes positive education from 

a more traditional concept of education is its focus on development beyond academic skills to 

other human qualities like character, wellbeing and happiness. These attributes are abstract 

and their definitions subjective. Seligman acknowledges that happiness is “too worn and 

weary a term to be of much scientific use” (p. 296). He explains how positive psychology 

divides happiness into three realms: positive emotion, a state of “flow” that is part of the 

“engaged life,” and the “meaningful life” (p. 296). It is this last realm of happiness that this 

study is interested in exploring. I would argue that character, wellbeing, engagement and 

happiness—all idealistic points of growth in positive education—can be developed when 



 
 

23 
 

students make meaningful connections. In the UK, the influence of positive psychology and 

positive education can be seen in the Every Child Matters policy (Department for Education, 

2003), in which the government sets out a “positive vision” of five outcomes: being healthy, 

staying safe, enjoying and achieving, making positive contribution and having the 

opportunity to achieve economic wellbeing (pp. 6-7). The content and language used here 

directly reflect the aims of positive education. The policy has inspired individual schools to 

run supportive tutor programmes alongside its academic ones; the initiative at my own 

school, for example, is called Equipped to Flourish and focuses on “enabling the pupils to 

think about their achievements, not just on the academic side of education” and to be 

proactive in discussing “character traits in informal (and formal) conversations” (Martin, 

2020, p. 1). Establishing programmes that include reflection and discussion on wellbeing to 

sit alongside academic curricula is reminiscent of IPEN’s double helix presented above—one 

which intertwines academics with character and wellbeing (2017). 

 I would like, here, to discuss the concept of “classical ideals” as IPEN mentions in 

their mission statement (2017) and the concept of a classical education. This is important 

because at the root of my personal teaching pedagogy, I value and believe in a classical 

education. At first glance, it might not seem like a study on daydreaming could go hand in 

hand with such a position. I believe this is largely because the understanding of what a 

classical education is has warped into something that it is not: “The popular mind associates 

the idea of a classical education with the narrow and elitist schools of Victorian England. […] 

To [the average Englishman in 1867], classical education meant little more than a symbol of 

ruling class privilege and a study of Latin, with perhaps a smattering of Greek” (Hicks, 1990, 

p. 17). In actuality, classical education is “not, pre-eminently, of a specific time or place. It 

stands instead for a spirit of inquiry and a form of instruction concerned with the 

development of style through language and of conscience through myth” (ibid p. 18). In other 
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words, a classical education puts the spirit of inquiry—curiosity, thoughtfulness, questions—

first; it encourages students to be curious individuals—not just in the classroom but as a way 

of life. In this way, a classical education is holistic in the sense that it goes beyond the 

classroom walls and encourages students to question and interact with the world. As a teacher 

of English whose job is to expose students to stories so they may engage with them, learn 

from them and, ideally, pass them on, this encouragement to inquire and be curious sits at the 

core of almost everything I do in the classroom. And with curiosity could come an awareness 

of conscience. In other words, if students are asking questions, it suggests that they are aware 

of matters that merit discussion; the concepts of cause and effect or right and wrong, or the 

grappling with scenarios in stories that inspire reflection on their own behaviour can all 

contribute to the development or awareness of their own consciences. David Hicks nicely 

articulates the importance of conscience in education: 

  So much in classical education depends on the development of conscience: the 

  student’s motivation to learn, his pleasure and understanding in reading old 

  books and in discussing new ideas, the quality of his relation with the teacher, 

  his ability to be objective about himself and to discover in learning a way to 

  compose his life. (1990, p. 69) 

The words “motivation,” “pleasure” and “quality” stand out here as they support the positive 

educationist value of wellbeing. Students should be required to learn and read, yes, but they 

should be taught in a way that motivates them to do so, and they should take pleasure in 

doing it. They should also find purpose in studying literary texts—learning from them, not 

just for knowledge but for how human beings can or should interact with one another. It is 

this importance of conscience and personal enjoyment in a subject that, for me, clearly links 

daydreaming to education. The nature of daydreaming is discussed in detail in the next 

section, but one link, simply stated, is that personal connections between an individual and a 



 
 

25 
 

literary text may be deepened through daydreaming, and meaning making can be enhanced. 

With personal connection comes deeper understanding and, ideally, enjoyment. Thus the 

ideal of a classical education—inspiring a mind of enquiry, thoughtfulness and curiosity—

pairs nicely with the concept of daydreaming, as daydreaming offers a space to explore and 

further question the knowledge that is learned in the classroom, and inspires students to 

reflect upon their own behaviours, actions and beliefs.  

 The broad aims of this study are to explore non-traditional methods in which students 

can understand and engage with literary texts in English, resulting in meaning making and the 

ability to creatively interpret literature. The study’s roots stem from the positive psychology 

movement on multiple levels and coincides with the values of a classical education. First of 

all, the study is designed through a positive educationist lens as it takes into consideration 

students’ personal connections with the text. Whilst it utilises traditional academic testing 

methods—namely essay planning and writing—it also aims to factor in personal experience 

and personal interpretation, which coincides with the positive educationist aim of creating 

meaning. Secondly, daydreaming—the cognitive process being studied—has only recently 

been praised for its benefits; this shift in focus from the costs to the values of daydreaming is 

a direct result of the positive psychology movement. 

 

2.2 Daydreaming: pinning down an abstract concept 

 

 The concept of daydreaming has recently been recognised as a tool to facilitate 

creative thought and imagination (Didion, 2007; Smallwood and Andrews-Hanna, 2013; 

Kaufman and Gregoire, 2015; Gaiman, 2016). Whilst psychologist Jerome L. Singer—known 

as the “father of daydreaming” (Kaufman, 2013)—was praising daydreaming for its positive 

effects on “planning” and “self-amusement” nearly sixty years ago, he was a lone voice in 
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advocating for its benefits until the past decade (Kaufman and Gregoire, 2015, p. 31; Singer, 

1964). Daydreaming was frowned upon as “thought intrusions,” “task unrelated thought” and 

“zoning out”—all labels carrying with them negative connotations (McMillan et al, 2013). In 

fact, between 1995 and 2013, twenty-nine studies focused on the costs of daydreaming, 

whilst only six focused on the benefits (Mooneyham and Schooler, 2013). More recently, 

studies have “employed newer methodologies to investigate these potential benefits” 

(McMillan et al, 2013; Kaufman and Gregoire, 2015, p. 32). This shift from focusing on the 

negative implications to the positive values of daydreaming could suggest a newfound 

interest in achieving creative and innovative thinking in non-traditional ways, and that the 

links between daydreaming and creative thought are prominent enough to merit further 

exploration (Heywood-Lonsdale, 2016, p. 2). A Harvard study found that 47% of people’s 

waking hours are consumed by daydreaming; if daydreaming is so costly to our wellbeing, 

“then why in the world are we so willing to spend nearly half of our lives in this mental 

state?” (Kaufman and Gregoire, 2015, p. 30-31). Such questions have also aided in the shift 

from negative to positive considerations of daydreaming. 

 It is helpful to briefly outline four theories of daydreaming here, understanding that 

the “theoretical underpinnings [of daydreaming] are not widely agreed upon and 

experimental methods are still developing” (Pachai et al, 2016, p. 134). These theories aim to 

consider the internal and external processes of daydreaming and attempt to explain why 

daydreaming occurs.  

1) Perceptual decoupling focuses on the process that ensures continuity in a 

bout of daydreaming. It argues that mental processes cannot be devoted to 

both an external task at hand and internal unrelated thought. Thus, perceptual 

decoupling argues that the executive control system allows mental processes 

to “decouple from the external environment” (Pachai et al, 2016, p. 135).  



 
 

27 
 

2) Executive failure hypothesis assumes that the executive control system 

reduces both external and internal distractions to sustain attention on the 

primary task. That is, daydreaming occurs when the system fails to hinder 

distracting—and off task—internal thoughts. This hypothesis classifies 

daydreaming as “an unintentional failure of our cognitive system” (McVay 

and Kane, 2009; Smallwood, 2013; Pachai et al, 2016, p. 135). 

3) Current concerns hypothesis theory focuses on why daydreaming occurs 

on a broader scale. It suggests that an individual’s personal goals and desires 

“trigger [daydreaming] by drawing attention away from the current external 

environment” (Klinger, Gregoire and Barta, 1973; Pachai et al, 2016, p. 135). 

This implies that personally relevant internal thoughts override thoughts on 

external stimuli or tasks. 

4) Resource control account is a more recent theory that suggests 

daydreaming is a default state of our cognitive system (Thomson, Besner and 

Smilek, 2015). Under this hypothesis, the executive control system allots 

resources to both external tasks and daydreaming “in an attempt to promote 

optimal performance”; “as time progresses, the executive control system 

depletes and is less able to keep the default state from intruding, thus leading 

to [daydreaming] and poorer task performance” (Pachai et al, 2016, p. 135). 

This suggests that daydreaming is not the end result of a failed cognitive 

system but is inherent to a successful one. 

Whilst this study is less focused on the triggers and reasons why daydreaming occurs, it was 

helpful to consider these theories when designing the experiment component of the research. 

These theories all classify daydreaming as internal thoughts that are separated from the 

external environment for one reason or another, which suggests that in order for the mind to 
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wander, conditions in the external environment must be a certain level of banality or 

somehow less relevant than the individual’s personal goals and desires. These theories also 

imply that the external task at hand suffers due to daydreaming; for this study, I am interested 

to see if this break from the immediate external environment can be used to benefit future 

external tasks, particularly in the realm of revision in an education context. This suggests that 

a limited task has to be set up to induce a daydreaming state of creativity, which is why my 

method involves activities that traditionally trigger daydreaming, such as long walks or 

showering; this is discussed further in the methodology section. Whilst this study is 

concerned with the effects of daydreaming on an external task, it is helpful to understand how 

and why daydreaming might occur. 

 But what is daydreaming? Such an abstract concept could be defined in several ways, 

and even across the aforementioned studies, daydreaming seems to be interpreted differently 

and is, in some cases, synonymous with other terms like mind wandering—the term most 

commonly used by cognitive researchers today. Singer’s (1975) three styles of daydreaming 

are succinctly summarised by McMillan et al (2013):  

  Positive constructive daydreaming, characterised by playful, wishful imagery,  

and planful, creative thought; guilty-dysphoric daydreaming, characterised by 

obsessive, anguished fantasies; and poor attentional control, characterised by 

the inability to concentrate on either the ongoing thought or the external task. 

(p. 1) 

Whilst these styles define the types of thoughts and traits that daydreams may consist of, the 

process of what constitutes a daydream itself is ambiguous. For example, if daydreaming 

occurs during the inability to concentrate on an external task, it is assumed that the mind 

wanders involuntarily from the task at hand to different thoughts altogether. This poses the 

question: is it considered daydreaming if the wandering thoughts are facilitated or controlled 
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in any way? The concept of active imagination utilises such a process. Active imagination 

involves setting the stage for “the emergence of previously unconscious images and then 

participat[ing] actively with these—interacting consciously with these once they have 

emerged” (Anderson and Braud, 2011, p. 236). Is “actively” “interacting” with thoughts the 

same as daydreaming? The notions of engagement and interaction suggest that some form of 

cerebral focus is intentional and controlled. The idea is reminiscent of lucid dreaming, an 

awareness of dreaming while still asleep (Voss et al, 2009, p. 1191). Whilst this study 

focuses on daydreaming and not sleep dreaming, it is interesting to consider that lucid 

dreams—an awareness of being in a sleep dream—is still considered dreaming. Is a 

daydream still considered a daydream if the dreamer is aware that he is in one? 

This potentially goes against Singer’s operational definition of daydreaming: 

“thoughts that involve a shift of attention away from an immediately demanding task” (1975, 

p. 730). He uses a study by Antrobus, Coleman and Singer (1967) that attempts to explore 

this; subjects are asked to report thoughts unrelated to an original task over a period of time, 

all whilst trying to keep track of signals in order to attain a monetary reward. Singer explains 

that “it is as if, almost by preference, the persons who report a good deal of daydreaming and 

thoughtfulness eschew the monetary reward they receive for accuracy in favour of their own 

private processes” (1975, p. 730). This observation is interesting because it suggests that 

people’s “private processes” are separate from their outward thoughts and actions, and that 

they are prominent or important enough to hold their attention over and over again despite the 

task that is immediately and outwardly being demanded of them. It should be noted that this 

does not necessarily mean that daydreaming is incompatible with financially driven work; it 

all depends on the individual’s goals and personal ambitions. If money was most important to 

the subject, it is highly likely that he would not have succumbed to his “private processes” 

and would have continued keeping track of signals in order to attain his monetary reward. 
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Whilst people chose to report their off-thought tasks and sacrifice the accuracy of their signal 

responses, they did not necessarily choose for their thoughts to deviate in the first place. 

Although they “began to report more task-irrelevant thought” (Singer, 1975, p. 730) as time 

went on, they did not direct their thoughts to do so or control why or when the deviation took 

place. This suggests, then, that daydreaming can be recognised after it happens, and perhaps 

even mid-daydreaming, but not before, as it is not intentional or directed. This is the greatest 

difference between active imagination—which involves setting the stage and “participating 

actively” with private processes (Anderson and Braud, 2011)—and daydreaming, which is 

less controlled and is not planned. Whilst the outcomes of these thought processes might be 

the same—like problem solving, creative incubation and future planning—the approaches 

themselves are slightly different, which is important to highlight for this study. 

It is necessary to consider here the act of volitional daydreaming, which is when 

individuals choose to disengage from external tasks, “decoupling attention, in order to pursue 

an internal stream of thought that they expect to pay off in some way” (McMillan et al, 

2013); this can also be called “stimulus independent thought” (Christoff, 2011, p. 53), which 

is the purposeful decoupling from current sensory information, or “intentional mind 

wandering,” defined as “wilfully engaging in thoughts unrelated to the current [external 

situation]” (Pachai et al, 2016, p. 137). It has been proven that individuals are capable of 

consciously shifting their thoughts away from an external task in order to explore internal 

thought processes. This might happen, for example, during a lecture, a boring conversation or 

a low-stakes quiz. Volitional daydreaming, then, is a conscious decision to steer thoughts 

away from the task at hand, usually when the short-term performance costs are low. This 

does not mean the individual is capable of controlling where those thoughts go, though it 

does suggest that he or she is able to at least partly control the content explored in the 

daydream. Despite these processes of volitional daydreaming, stimulus independent thought 
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or intentional mind wandering, previous research does tend to emphasize the unintentional 

onset of daydreaming (McMillan et al, 2013). It is this unintentionality that separates these 

processes from active imagination; active imagination is pre-determined, whereas volitional 

daydreaming, despite its intentional wandering away from the initial task, is still unplanned 

after the onset. 

Another interesting point in Singer’s (1975) observation is the almost synonymous 

use of daydreaming and thoughtfulness. This is not the first time that daydreaming has been 

associated or conflated with other cognitive processes. When talking about inspiration, a 

“heightened creative activity” (Thrash et al, 2016, p. 1), writers and philosophers specifically 

link daydreaming with productivity. In roughly the first century AD, Longinus (1890) argued 

that “sublime writing arises during moments of inspiration” (Thrash, et al, p. 1). T.S. Eliot 

(1933) recognised the importance of daydreaming in creative incubation, arguing that 

creativity “required an ‘incubation period’ during which the mind could unconsciously 

process pre-existing ideas” (Kaufman and Gregoire, 2015, p. 33). And several artists, 

inventors and scientists—Henry David Thoreau, Nikola Tesla, Gertrude Stein and Charles 

Darwin amongst them—credit their best thinking to long and solo walks and drives where 

they could be “absolutely free from all worldly engagements” (Kaufman and Gregoire, 2015, 

pp. 39-41). It is no surprise that these moments of inspiration and incubation periods that are 

“free from all worldly engagements” occur during lonely acts of strolling or other activities 

that require little attention to the task at hand. Simple tasks like walking, driving or even 

showering are familiar to us which means our external attention can be easily commandeered 

by the “private processes” (Singer, 1975, p. 730) mentioned above. The mind unintentionally 

wanders away from the initial task to explore and ruminate on subconscious ideas, past 

unresolved problems or future fantasies. Research suggests that an incubation period of 

daydreaming does lead to improvements in creative thinking (Baird et al, 2012). Walking, 
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driving and showering do not improve creativity in themselves; rather, they facilitate 

opportunities for daydreaming, which in turn allows for creative incubation. Daydreaming, 

then, is not synonymous with imagination, inspiration or thoughtfulness, but it can be a 

catalyst for them. 

It is this idea, the notion that daydreaming can foster creative thinking, that this study 

is interested in. Throughout this study, daydreaming is defined by Singer’s operational 

definition of the term: “thoughts that involve a shift of attention away from an immediately 

demanding task” (1975, p. 730). That is, daydreams are unintentional and unplanned though 

can be recognised for what they are after or during the act. The two types of daydreaming 

being studied are unfacilitated daydreaming: daydreaming that occurs spontaneously at any 

time of the day, and facilitated daydreaming: daydreaming that occurs after a purposeful 

inciting thought, often after the individual has made a conscious decision to steer thoughts 

away from the physical task at hand (it should be noted that the daydreams in this category 

are the thoughts that occur unintentionally after the purposeful inciting thought. For example, 

an individual might purposefully start thinking about tomorrow’s breakfast whilst doing the 

dishes and then his thoughts might unintentionally wander to contemplating a news article 

read earlier that day. The daydream, in this case, is about the news article and not about 

tomorrow’s breakfast, as thoughts on the news article were unplanned). These definitions of 

daydreaming are included in the glossary at the beginning of the thesis, for ease. This study 

specifically focuses on Singer’s positive constructive daydreaming style. It is concerned with 

purposeful and creative thought in an education context, as opposed to fantasies or the 

inability to focus, which constitutes the other two styles. And whilst daydreaming may 

inspire imagination, inspiration and thoughtfulness, it is not synonymous with these cognitive 

concepts, nor is it the same as sleep dreaming or active imagination.  

 



 
 

33 
 

2.3 Recent studies of daydreaming 

 

 The number of studies on daydreaming has significantly increased in the past decade, 

due to the shift from focusing on its costs to focusing on its benefits. This is a result of the 

positive psychology movement, as articulated above. With the movement’s objectives in 

mind, it makes sense that daydreaming—an act once seen in solely negative light—is now 

being considered for its positive qualities in aiding with human connection and wellbeing. A 

few studies have looked at both sides of daydreaming, offering a survey of both the benefits 

and the costs—like weak reading comprehension, poor quality note taking and distraction 

during creative idea generation (Mooneyham and Schooler, 2013; Hao et al, 2015; Pachai et 

al, 2016,). Most recent studies, however, focus primarily on the benefits, and they can be 

categorised into four main areas of value: creativity, socioemotional advantages, future 

planning and education.   

 Creativity. Several studies have highlighted the benefits of daydreaming when it 

comes to attentional cycling, dishabituation, creative incubation and problem solving 

(Schooler et al, 2011; Baird et al, 2012; Mooneyham and Schooler, 2013; Pachai et al, 2016). 

These studies found positive links between stints of daydreaming and creative outcomes, 

from improving an Unusual Uses Tasks (UUT) score—a widely used measure of divergent 

thinking (Baird et al, 2012), to solving challenges and puzzles that were previously 

introduced and previously unresolved. One study focuses on working memory capacity and 

daydreaming propensity, discovering that daydreaming does not in this instance improve 

divergent-thinking performance; the authors propose “rather than mind wandering boosting 

creativity, perhaps creativity boosts imaginative or constructive mind wandering” (Smeekens 

and Kane, 2016, p. 402). Creativity and creative habits are recurring outcomes of daydream 

studies, and this study aims to contribute to this area of the field. 
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 Socioemotional benefits. A handful of studies have yielded positive correlations 

between daydreaming and socioemotional wellbeing (Killingsworth and Gilbert, 2010; 

Smallwood and O’Connor, 2011; Franklin et al, 2013; Poerio et al, 2015). Daydreams that 

are predominantly social in nature have been found to be centred on social goals and needs, 

and daydreams involving significant others have been associated with increased happiness, 

love and connection (Poerio et al, 2015, p. 136). Studies have also found links between 

negative and positive moods and daydreaming (Smallwood and O’Connor, 2011; Franklin et 

al, 2013), as well as negative wellbeing and daydreaming (Killingsworth and Gilbert, 2010). 

This focus and interest in wellbeing further reflects the positive psychology movement and 

the aim to improve and foster man’s happiness and welfare.  

Future planning. Daydreaming has been found to have a positive impact on attaining 

future goals and planning for the future (Baird et al, 2011; Smallwood et al, 2011; Giblin et 

al, 2013; Mooneyham and Schooler, 2013; Smallwood et al, 2013; Pachai et al, 2016,). 

Studies show that positive constructive daydreaming positively affects the anticipation and 

planning of future goals (Baird et al, 2011), and that autobiographical memory and future-

oriented thought, all enhanced by daydreaming, may yield long term benefits (Smallwood et 

al, 2011; Mooneyham and Schooler, 2013). One study even examines daydreaming as a 

decision making strategy, further suggesting that the internal thought process may be 

immediately detrimental to the task at hand but is beneficial in the long term (Giblin et al,  

2013). This also supports the idea that personal, relevant thoughts override those associated 

with the external environment, which causes the executive control system to deviate thoughts 

away from the primary task.  

Daydreaming in Education. Unsurprisingly, several recent studies on daydreaming 

are focused on education-related skills and habits (Brackett et al, 2010; Yeager and Walton, 

2011; Immordino-Yang et al, 2012; Pachai et al, 2016; Zedelius and Schooler, 2016). Many 
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of these studies focus on socio-psychological interventions in education (Yeager and Walton, 

2011), with the aim to aid students in building up emotional wellbeing and self-confidence in 

order to bolster academic achievement; this focus has been especially prevalent in primary 

schools (Brackett et al, 2010; Immordino-Yang, et al 2012), which could suggest that 

primary schools are more concerned with emotional wellbeing than secondary schools are, or 

perhaps that it is easier or more flexible at the primary level to change the culture of socio-

psychological interventions. The fact that such focus is more prevalent in primary schools is 

more reason to consider possible interventions at the secondary school level. A recent study 

looks at how daydreaming affects creativity in creative writing, with the intention to develop 

an intervention that uses deliberate practice of daydreaming to increase creativity amongst 

students and writers (The benefits of daydreaming for creativity and creative writing, 2017). 

Whilst several of these studies do focus on the benefits of daydreaming in areas relevant and 

beneficial to education, a few studies focus on strategies used to prevent daydreaming. One 

study examines daydreaming “in the context of lectures, reading and general academic 

abilities” and offers strategies on how to mitigate the act of daydreaming so that thoughts 

remain on the classroom tasks at hand (Pachai et al, 2016, p. 136). A few strategies offered 

are implementing frequent breaks, integrating checkpoint questions throughout lessons and 

promoting active learning through demonstrations and discussions (p. 141). 

 

2.4 What’s missing? 

 

Recent studies on the impact or effects of daydreaming in education tend to look at 

socioemotional benefits, influence on creativity and creation or strategies on how to mitigate 

daydreaming in order to stay focused on the classroom task at hand. There is much scope to 

explore daydreaming in education further, not least in looking at ways to utilise daydreaming 
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as a means of enhancing classroom activities rather than focusing on methods of preventing 

it. In the UK, specifically, there is currently a lack of take up within the educational research 

community when it comes to daydreaming and its benefits in the classroom. My hope is that 

this study might illuminate such potential research as helpful, particularly for UK classroom 

practice in English. Here, let us step away from the socioemotional and future planning areas 

of benefit. As mentioned above, recent studies have been undertaken to examine the effects 

of daydreaming on creation, whether it be in a UUT trial or in producing a creative text. But 

no study has yet looked at the effects of daydreaming on creatively exploring or 

understanding—rather than creating—a text. This study aims to examine this area further—to 

see how daydreaming might be used rather than inhibited in or outside of the classroom to 

deepen the understanding and personal exploration of a literary text in English. There is a 

clear distinction between knowing a text and exploring it. Knowing a text suggests having 

knowledge of its plot, story, characters and themes; one can write a decent paper knowing 

these components of a text. Exploring a text, however, implies a deeper, multidimensional 

understanding of its plot, story, characters and themes; it requires examining the text from 

different angles, and making connections between what is on the page and what exists in the 

world around us. Such synthesis requires creativity, particularly creative interpretation and 

questioning. Drama can help students explore texts by reading lines, observing and acting out 

scenes; this undoubtedly helps to facilitate understanding by bringing the text to life. It relies, 

however, on the interaction or involvement with others. This study aims to use daydreaming 

as a means of creative exploration on an individual basis. 

 

2.5 English literature pedagogy and daydreaming 

 

 

“Unlike other subjects, English is not primarily about learning a body of core knowledge; it’s 

more about learning and practising skills…we expose [students] to great cultural works, we 
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give them time and space to articulate their nascent feelings. And we try to teach them about 

apostrophes. Where else, other than English lessons, are students at once creative and 

analytical? Where else are they exposed to such breadth and variety of experience?”  

(Didau, 2012, p. 3). 

 

 The subject of English is somewhat of a split personality; it is divided into English 

Language and English Literature, and then within these categories are reading components 

and writing components. And still within these two groups are the teaching of mechanics—

spelling, punctuation, grammar—as well as the exposure to humanity—culture, history, 

relationships, purpose and every other discussion under the sun regarding mankind. Whilst 

this may seem a dramatic summation of the subject, it is not untrue; not many other subjects 

study poetry, prose and plays for the sake of understanding their messages or making 

meaning from the text in our everyday lives. It is this facet of English that this study is 

interested in: the meaning making and creative exploration of texts in English Literature. 

 There are countless methods and strategies for teaching English skills. When teaching 

literacy, these include using codes of written language (like sound-symbol correspondence, 

grammar constructs, spelling), creating literate environments by encouraging children to 

write for a range of audiences in different mediums, using a range of models that demonstrate 

writing such as revision and re-drafting, and of course implementing broader methods that 

span a range of subjects like using praise and constructive criticism (Medwell et al, 1998). 

Methods used to specifically teach literature are abundant still: differentiated group work 

(Department for Education, 2004; Didau, 2012; Thompson, 2015); intentional classroom set 

up of the room with rows versus pods (Didau, 2012, p. 23); discussion, which includes the 

mastery of questioning, listening and response (Christensen, 1991); resiliency concepts when 

it comes to discussing depressing or complicated stories (Seligman et al, 2009, p. 305). There 

are also subject-centred methods: poetics, metaphors, genres and background; teacher-centred 
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methods: reading aloud and lecturing; and student-centred methods: memorizing, recitation, 

the commonplace book, writing poetry, comparison and contrast (Showalter, 2002). 

Naturally, no teacher ever uses one method alone (p. 75). These are just a handful of 

strategies presented to teachers in books, at Continuing Professional Development workshops 

and in teacher training programmes. 

 Whilst these methods have proven to be effective in their various circumstances, most 

of them focus on in-class, immediate instruction. That is, they aim to engage or involve the 

student with the task at hand with the intention of producing meaning making or 

understanding at that moment or shortly after. This is helpful—and necessary—for plenaries 

or receiving immediate feedback from students. But English Literature, with its breadth and 

depth of material, requires a thinking period—space and time to mull over ideas and 

questions in order to fully explore and appreciate a text. Research suggests that “direct 

instruction that concentrates on specific operations for accomplishing a task will produce 

immediate effects, but it is not likely to engender the higher level knowledge structures or 

strategies required for flexible use of these operations” (Doyle, 1983, p. 175). English 

Literature requires those higher level structures in order to approach texts uniquely; without 

them, students parrot back the ideas that are presented to them in their notes. According to 

Doyle’s argument, indirect instruction needs to be added to the teacher’s tool box (Edwards, 

2015, p. 19), but not many indirect strategies are discussed or promoted amongst teachers. 

 To consider this further, let us look at the role of culture in literature. When teaching 

literature, there must be both the interaction of the child with culture, as well as culture with 

the child (Burgess, 2007, p. 25; Didau, 2012, p. 35; Thompson, 2015, p. 89). This idea of 

child-world interaction is reminiscent of Vygotsky’s (1978) zone of proximal development 

(ZPD), which suggests that the focus of assessment should be on the process of learning that 
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leads development rather than the final product of literary tasks (Thompson, 2015). Such 

cultural development occurs in levels: 

Every function in the child’s cultural development appears twice: first, on the 

social level, and later, on the individual level; first, between people 

(interpsychological) and then inside the child (intrapsychological). This 

applies equally to voluntary attention, to logical memory, and to the formation 

of concepts. All the higher functions originate as actual relationships between 

individuals.” (Vygotsky, 1978, p. 57; Thompson 2015, p. 89) 

Most of the aforementioned English teaching strategies revolve around the social 

interpsychological level. This could involve group work, discussions, feedback and even how 

students’ desks are set up in a room. The intrapsychological phase, however, is dependent on 

the child’s individual thoughts and takes place within her. If we want students to form 

concepts and explore complicated meaning making in texts, we must give them the space to 

do so, which is not always immediately in the classroom. 

 This leads into consideration of thought incubation. If the key is what is going on in 

students’ minds, then perhaps “through assessing the incubation of thought in reading for 

meaning…it may be possible to glimpse the development of higher psychological processes” 

(Hattie, 2012, p. 33; Thompson, 2015, p. 103). In the revised Bloom’s taxonomy, meta-

cognitive knowledge involves personal learning and thinking, self-assessment and self-

monitoring (Pope, 2013, p. 19). Again, these processes take place inside the individual’s 

mind. I would also argue that much self-assessment and personal learning and thinking 

occurs outside of the classroom, and sometimes several hours or days after being exposed to 

the original content. It is when our minds wander off the immediate task at hand to think of 

previous material that we often develop new ideas or form unexpected meanings. 
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 It is the necessity of thinking time and the crucial opportunity for personal reflection 

and engagement with culture that inspires the link between daydreaming and English 

literature. As mentioned above, daydreaming has recently been praised for its benefits when 

it comes to creative incubation and divergent thinking. As individuals typically daydream for 

nearly half of waking hours anyway, how can students utilise this time to further their 

understanding or explore the literary texts that are studied in the classroom? Methods of 

indirect instruction are lacking in teaching literature pedagogies; could daydreaming serve as 

an effective strategy? Teachers are aware of the necessity to let students think, yet thinking 

cannot happen independently or in classrooms only—it must “be tied to what students know” 

(Didau, 2012, p. 34). This suggests that facilitating a brainstorm or simple reflective time is 

not enough—which is often what constitutes thinking time in an English classroom. Students’ 

thoughts must naturally create meaning from the text based on several personal interactions: 

past personal experiences, relationships and stories. Personal meaning enhances creativity 

because ideas and thoughts are unique to individuals. I would argue that exploring or writing 

about a literary text is creative work, and creative work “requires a connection to one’s inner 

monologue, and it is from this stream of desires, emotions and ways of making sense of the 

world that new ideas and novel perspectives arise” (Kaufman and Gregoire, 2015, p. 33). 

This study is interested to see how daydreaming—with its propensity to focus on personal 

thoughts and its beneficial qualities in creativity—might play a role in linking literary texts to 

personal inner monologues. Only through this interaction of social and independent cognitive 

processes is meaning created and explored. 
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2.6 Recent studies on teaching English, specifically at A Level 

 

 Whilst there are numerous studies on teaching strategies in the English classroom, 

there are surprisingly few that specifically focus on the teaching of English Literature at A 

Level and how students interact with the material outside of the classroom. For example, one 

study carried out by Doecke and Yandell (2019) discusses the English literature classroom 

and how students and teachers engage and connect with the subject; one of the participants, 

an early career teacher, stresses to his students, “you don’t have to leave yourself at the door” 

(p. 8). Whilst my study certainly resonates with this notion of personal connectivity between 

one’s self and the literature, my study focuses on the inverse locality of these connections: 

you do not have to leave the literature in the classroom. Another study I came across 

highlights the lack of focus on teaching writing skills in the post-16 classroom, as most 

research at this level focuses on content (Faull, 2007). Still other studies were indeed more 

focused on content (the teaching of it and student reception of it), three of which not only sit 

nicely with this study but also expose gaps in the research that this study can fill.  

 Simon Granath looks at the teaching of literature in an English as a foreign language 

(EfL) context in Sweden (2017). He claims that incorporating literature in EfL courses “aims 

at developing students’ translingual and transcultural competence…The cultural elements of 

literature that are examined consist of perspectives, practices and products. Perspectives 

include meanings, values, attitudes, and ideas, while practices include patterns of social 

interactions, and products include food, laws, music, games and literary texts” (p. 6). In other 

words, literature in this context is used to help students understand the values and 

perspectives of other cultures. This goes beyond the text and beyond the classroom, 

suggesting that the teaching of literature is linked to one’s wider life and the wider world. 

Granath goes on to ask teachers what they believe is the purpose of literature. He finds that 



 
 

42 
 

“all of the teachers declared some aspect of personal growth to be an important aspect” (p. 

11) and that “six out of the seven teachers mentioned different forms of reflective exercises 

and assignments frequently utilised” (p. 17). This suggests that from a teacher’s perspective, 

literature is linked to a student’s personal growth; reflective exercises are often used, 

undoubtedly because reflection both inside and outside of the classroom enables a student to 

make connections between what he has learned and what he already thinks or believes. In 

other words, according to Granath’s findings, teachers have found that reflecting on literature 

may facilitate personal growth and development. Daydreaming, as I present in this study, 

may be one method of reflection.  

 Whilst Granath’s study examines the teaching of literature in an EfL course, the other 

two related studies I found focus on more traditional English classrooms, one in London 

(Bomford, 2019) and one in the Fiji Islands (Koya, 2001). In her paper, Bomford questions, 

“What are (English) lessons for?” whilst Koya examines practical strategies for teaching an 

appreciation of literature in secondary schools. Both studies highlight a recurring theme: the 

teaching of literature should extend beyond the classroom. Koya proposes “the need for the 

English teacher to see teaching literature as more than just another comprehension and 

memorisation exercise and, instead, use the texts to teach students more about themselves and 

human nature…it is a call to look beyond the examination” (2001, p. 9). Echoing this 

sentiment, Bomford finds that two of her most memorable research trials “seemed to involve 

forms of learning and experience that challenge the officially proposed purpose of a lesson” 

(2019, p. 4). In other words, both studies argue that English lessons at this level of secondary 

school should reach beyond trite lesson objectives or contrived lesson outcomes. Students 

should be encouraged to engage with texts in ways unplanned and unforeseen. By doing this, 

the learning of literature is enriched because it becomes personal to each student. The 

importance of these personal connections are further articulated: “For many children,” writes 
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Koya, “their first experience of literature relates to themselves and their environment. This 

can and should be continued at school, if literature teachers understand how important it is for 

students to see literature as reflecting life—their own and that of others” (2001, pp. 9-10). 

Forming personal connections between the text and one’s own experiences is key to 

developing an understanding and appreciation for literature. Bomford’s example is even more 

relatable to my own study as her participants are of a similar demographic in London; she 

explains that she wants her students to “ask themselves what aspects of their own knowledge 

and experience as young twenty-first-century Londoners might determine their readings of 

Shakespeare’s comedy, and in what ways” (2019, p. 6). She suggests that the learning of 

literature is active and reciprocal; students should not simply read and receive the text—they 

should interact with it by bringing their own knowledge and experiences to the reading and 

understanding of it.  

 These ideals of meaning making and forming personal connections with a text 

underpin the objectives of my own study. I believe that daydreaming is one way that students 

can reflect on their classroom learning and enhance it by taking the time and space to form 

connections between learned content and their own knowledge and ideas. Bomford concludes 

that “the perception that all the learning that a particular lesson entails necessarily takes place 

within that lesson is a fallacy…the most valuable forms of learning often take place over 

time, as the result of a complex interaction between conversation and reflection, and in a way 

and at a rate that is different for everyone” (2019, p. 12). Personal connections take time and 

will form outside of the classroom. Whilst Granath, Koya and Bomford all conclude that 

personal development is a key outcome of studying literature, and whilst Bomford 

specifically argues that time outside of the classroom is necessary to achieve this, no study 

offers strategies for how to encourage or facilitate it. This study can fill that gap: offering the 

time and space to daydream about literary texts may facilitate personal reflection and 
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meaning making, and thus achieve the desired outcomes of deepening a student’s 

understanding and appreciation of literature. 

 

2.7 Daydreaming in English literature texts 

 

 Considering the topic of this study and the academic subject in focus, there are 

interesting attitudes toward daydreaming in classic pieces of literature that, in their own 

words, value human well-roundedness and wellbeing, reminiscent of the positive psychology 

movement and positive education. Often, a key area of suppression in dystopian literature is 

not only freedom of speech but freedom of thought; Orwell’s 1984 and Golding’s Lord of the 

Flies come to mind, where individuals’ thoughts are monitored by the government (Orwell 

1949) or individuals who think differently than the status quo meet grisly deaths (Golding 

1954). A more modern dystopia that is taught in some secondary schools is Suzanne Collins’ 

The Hunger Games, where her protagonist immediately reveals to readers, “I learned to hold 

my tongue and to turn my features into an indifferent mask so that no one could ever read my 

thoughts” (2008, p. 11). These dystopian novels aim to make extreme political statements, 

and I do not mean to compare their dictatorial and controlling atmospheres to the current 

education climate. I do, however, want to highlight how such texts communicate the value 

and necessity for all individuals, particularly the young, to think for themselves. This echoes 

Robinson’s (2015) notion that in order for individuals to be “fulfilled” and “compassionate” 

citizens, they must look “within” themselves (p. xvi)—that is, have the freedom to have their 

own thoughts. 

 Two literary texts in particular relate to this study, not only for their encouragement of 

individual thought and wellbeing but for their focus on daydreaming and imagination as well. 

The character Sissy Jupe in Dickens’ Hard Times is arguably a master of volitional 
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daydreaming, choosing to “decouple” herself from her present situation; when she is 

repeatedly “assured” by facts, “it [has] no effect on Sissy, fact or no fact” (1854, p. 175). She 

is able to withhold some form of fancy in a stark and barren reality. Dickens ends the novel 

with Sissy’s happy duty: 

She, grown learned in childish lore; thinking no innocent and pretty fancy ever 

to be despised; trying hard to know her humbler fellow-creatures, and to 

beautify their lives of machinery and reality with those imaginative graces and 

delights, without which the heart of infancy will wither up, the sturdiest 

physical manhood will be morally stark death, and the plainest national 

prosperity figures can show, will be the Writing on the Wall. (p. 223) 

Roughly one-hundred and fifty years separating them, Dickens’ warning echoes those of 

modern educationists Gardner (2008), Sahlberg (2014) and Robinson (2015): the 

development of creativity in schools deserves high priority, or else those “without creating 

capacity” will be replaced by computers and machines (Gardner, 2008, p. 18). As we see 

from Sissy Jupe, the idea of nurturing creativity is not a new one; creating a culture to do so 

within mainstream schools, however, is.  

 J.M. Barrie’s Peter Pan (1911) communicates a similar message though less directly. 

The antagonists of the story, Mr. Darling and Captain Hook—often played by the same actor 

in dramatic versions, represent mainstream grownups who are products of a society that beats 

out childhood imagination as one ages. The majority of the story takes place on the 

Neverland where adventures are abundant and time itself is a fearsome thing, but Barrie’s 

message rings clearest in the concluding chapter. The lost boys return to London with 

Wendy, never to return to the Neverland: 

Before they had attended school a week they saw what goats they had been not 

to remain on the island; but it was too late now, and soon they settled down to 
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being as ordinary as you or me or Jenkins minor. It is sad to have to say that 

the power to fly gradually left them. (Barrie, 1911, p. 151) 

There is more here than a simple message of coveting imagination; Barrie suggests that not 

only are we less fulfilled without it, but we are sad creatures. He implies that without 

creativity, humans “settle” and that being ordinary is boring and unsatisfactory. He suggests 

that societal expectation—leaving the nursery, going to school, taking exams, getting a job—

do not necessarily create a happy person. In other words, wellbeing in such societies is not 

considered. Once more, I do not aim to compare the England of Dickens or Barrie with 

today’s education climate. I do, though, want to emphasise how creativity, imagination and 

thinking independently have been valued over centuries. Literature often reflects the ideas of 

society at the time. It is interesting to consider what the consequences have been in instances 

when creative thought and independent thinking have been oppressed. I would argue that the 

positive education movement is a response to centuries of neglecting individuals’ wellbeing. 

 

2.8 Objectives of the study 

 

This research contributes to the teaching and learning discussion in English, 

specifically in the A Level English Literature classroom. It offers alternative, non-traditional 

methods of engaging students with the material with the potential outcome of creative 

approaches to exam questions. In an exam-based culture where teachers and students alike 

are judged by exam results, it is even more crucial for English teachers to not lose sight of the 

point of studying literature in the first place: for its human stories and understanding. It is 

necessary to explore different, non-traditional ways in which we can inspire students to think 

about texts and engage with literature by bringing in their own experiences, sparking 

imagination and coming up with questions that might otherwise have been overlooked. 
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Research questions I aim to explore are: 

• (Q1) How does daydreaming affect creativity in answering exam essay questions in 

English? 

• (Q2) What are the effects of facilitated daydreaming compared to unfacilitated 

daydreaming when it comes to exploring characters and themes in a text? 

• (Q3) How can daydreaming be used to access, explore or connect with literature? 
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3. Methodology 

3.1 Defining terms and linking daydreaming to personal connection 

 

 Two types of daydreaming are examined in this study: facilitated daydreaming and 

unfacilitated daydreaming (please see Glossary for a definition of these terms). My method 

entails the use of an incubation paradigm to examine facilitated daydreaming and a 

journaling methodology to examine unfacilitated daydreaming. In problem solving, 

incubation is defined as “a process whereby initial conscious thought is followed by a period 

during which one refrains from task-related conscious thought” (Ritter and Dijksterhuis, 

2014, p. 1). In other words, incubation is the process of thought formation inspired by a 

deliberate act but examined after a certain amount of time once the thoughts have cultivated 

or developed. In this study, the deliberate act that instigates the incubation period will be an 

everyday action—taking a walk, having a long shower or doing a typical chore like washing 

the dishes. After the incubation period, daydreams, if any, will be examined. Journaling is the 

act of recording one’s thoughts in a notebook; such records will keep track of any 

unfacilitated daydreams that take place during a trial. These methods are explained in full 

detail below, but an initial understanding of them is necessary to bear in mind as I lay out my 

rationale for using them. 

 When I set out to design this study, the recurring question I faced was: how do I 

measure daydreaming? If I were to compare a student’s thought processes before and after a 

stint of daydreaming, surely I would have to measure the differences in some capacity. Whilst 

it seems like an obvious realisation, it took much reading, ruminating and discussion to 

reassure myself that this study would not be quantitative. Upon first consideration, the very 

nature of English as a subject might suggest this—that a study focused on English Literature 

and the teaching of it would mitigate against quantitative data. Yet this idea of measuring 
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differences continued to baffle me. I had to re-evaluate and constantly remind myself what 

exactly I was trying to understand: in what ways could daydreaming be used to facilitate the 

creative exploration and understanding of literary texts in English in order to create or deepen 

personal meaning in a text? I needed a study that could examine this exploration; that is, 

rather than measure the effects of daydreaming—i.e. counting or quantifying ideas—the 

focus would be on examining the content, development of and personal engagement with 

ideas. The quantity of ideas did not matter whilst the content of them did. Once this was 

clear, a research design began to materialise. 

 The other challenge I faced was forming a methodology that could examine the 

impact of both unfacilitated daydreaming and facilitated daydreaming. As stated in the 

previous chapter, I am defining unfacilitated daydreams as “thoughts that involve a shift of 

attention away from an immediately demanding task” (Singer, 1975, p. 730), caused by an 

unintentional decoupling of thoughts from the external environment (Antrobus et al, 1970; 

Pachai et al, 2016, p. 135). In other words, I understand unfacilitated daydreaming to be the 

process in which our thoughts move away from the physical task immediately before us; 

these thoughts are unplanned and unpredictable—for example, an unfacilitated daydream 

could involve unplanned thoughts on an upcoming dinner party when initial thoughts might 

have been focused on washing the dishes, the physical act taking place. The study had to 

enable students to keep track of such unfacilitated daydreams in some form. I was also, 

however, interested in investigating the impact of facilitated daydreaming. It is important to 

reiterate why facilitated daydreaming is indeed still considered daydreaming in the first 

instance. As previously defined, facilitated daydreaming occurs after a purposeful inciting 

thought, often after the individual has made a conscious decision to steer thoughts away from 

the physical task at hand. Whilst the start of these types of daydreams are intentional—

perhaps even with the original thought content pre-determined—where and how the mind 
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wanders after the intentional decoupling is not controlled, which, for this study, constitutes 

daydreaming. I am interested in this type of daydreaming with the exploration of literature in 

mind; if a student purposefully disengages from an external task in order to pursue thoughts 

on a literary text, will the ensuing daydreams continue to be on that text? Can such 

daydreaming prompt thoughts that connect the text to personal experiences, thus creating a 

space for intrapsychological—inside the child—cultural development (Vygotsky, 1978; 

Thompson, 2015) and meaning making to take place?  

 

A note on forming connections and personal engagement 

 

 A connection with “one’s inner monologue” is crucial to the development of new 

ideas and novel perspectives (Kaufman and Gregoire, 2015, p. 33). I understand this “inner 

monologue” to be one’s inner voice tied to one’s sense of self—that is, the ideas, opinions, 

questions and thoughts that take place privately in an individual’s mind. Such personal 

engagement with a text is necessary to explore its richness and depth, particularly at A Level. 

This idea of personal engagement is often vague, yet as an English teacher, I often advocate 

for it and stress its necessity to my students to ensure success—and even fulfilment. I base 

my own understanding of personal engagement with a text on Rosenblatt’s theory of aesthetic 

reading (1982, 1985). According to Rosenblatt, whose work forms the bedrock of reader 

response theory, there are two stances of reading which Courtland et al (1998) succinctly 

summarise: efferent—reading to learn or retain information, or aesthetic—reading to 

experience thoughts, feelings or entertainment. Efferent reading is useful when a reader needs 

to extract information, whilst aesthetic reading is useful when a reader “transacts with a text 

to evoke a personally enriching experience” (Courtland et al, 1998, p. 330). With aesthetic 

reading, “a much broader range of elements will be allowed to rise to consciousness, not 
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simply the abstract concepts that the words point to, but also what those objects or referents 

stir up of personal feelings, ideas and attitudes (Rosenblatt, 1982, p. 269). In other words, 

Rosenblatt’s concept of aesthetic reading is not a passive act of receiving information but an 

active act of interacting with the text by drawing on personal experiences. Aesthetic reading, 

for me, resonates with Kaufman and Gregoire’s (2015) idea of the inner monologue and 

Vygotsky’s (1978) space for intraspychological cultural development. I believe it is this type 

of personal engagement with a text that enriches a student’s experience in English; rather 

than simply taking in new information, the student interacts with the text based on personal 

feelings, ideas, experiences and attitudes. If facilitated daydreaming successfully prompts 

these personal connections between the text and the self, facilitated daydreaming could be a 

simple and worthwhile prep assignment to prepare for exam questions or coursework. It 

would be even more beneficial as the process would take place outside of the classroom—

which is always helpful as lesson time is often sparse and precious—offering a necessary, 

unrushed space for students to link literary texts to their own inner monologues, from which 

novel ideas may be birthed. 

 In this chapter, I explain the rationale behind my research questions; I then explain the 

research design, detailing why an incubation paradigm is the best method to examine 

creativity before and after facilitated daydreaming, and why a journaling methodology best 

enables the examination of the effects of unfacilitated daydreaming; I then present the 

research procedures; and finally, I explain my use of coding and content analysis when it 

comes to analysing the data. 
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3.2 The research questions: intentions and influence on the methodology  

 

• (Q1) How does daydreaming affect creativity in answering exam essay questions in 

English? 

• (Q2) What are the effects of facilitated daydreaming compared to unfacilitated 

daydreaming when it comes to exploring characters and themes in a text? 

• (Q3) How can daydreaming be used to access, explore or connect with literature? 

 

3.2.1 Rationale for Q1: How does daydreaming affect creativity in answering exam 

essay questions in English? 

 

 In the current education climate, English teachers are increasingly being expected to 

teach creativity: creative interpretation of a text, creative analysis of a text and creative 

approaches to answering questions. To achieve top marks in several exam boards, students 

are required to articulate “creative responses” in their essays (AQA, 2017, p. 6; OCR, 2016, 

p. 14; Pearson Edexcel, 2015, p. 6). These exam boards award creativity though do not offer 

precise definitions of what they consider creativity to be. “Creative” appears to be 

synonymous with a range of breadth of interpretations. In addition to offering a range of 

ideas, most English teachers I have worked with interpret creative answers to be unique and 

thoughtful—that is, answers that do not obviously parrot a teacher’s ideas, or answers that are 

not tired or clichéd from overuse. One way to facilitate such creative thought is to wed ideas 

around a text to a student’s personal experiences and knowledge. I would like to 

acknowledge here that such a ‘wedding’ will materialise in different ways for all students, as 

all students come from different backgrounds and experiences. Bourdieu’s (1986) concept of 

cultural capital comes to mind—the idea that the social assets of an individual may promote 
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social mobility—or in this case, make it easier to find meaning in literary texts. Bourdieu 

states that cultural capital “may be institutionalised in the form of educational qualifications” 

(1986, p. 242). This idea can directly relate to my study: the more cultural capital a student 

has, the more connections he might be able to draw between a text and his cultural 

knowledge. This inspires the question: would a student who has been exposed to “writings, 

paintings, monuments, instruments” have an advantage in finding meaning in literary texts 

over a student who is not familiar with these material cultural objects? I would argue yes and 

no. I choose to examine two outcomes here: success that materialises in “educational 

qualifications” (Bourdieu, 1986, p. 242)—which is the ‘creative’ response that exams boards 

look for, but also development of character and well-being, the second strand of education 

that parallels academics in the concept of positive education (IPEN, 2017). As stated in 

Chapter two, I align my goals as a teacher with those of positive education: to promote 

overall human development and educate for both traditional skills—academics—and for 

happiness (Linkins et al, 2015; Pascha, 2016; Seligman et al, 2009). In other words, whilst a 

disadvantaged student might not make links between an English text and well-known art or 

music, he is still capable of making links between the text and his own life experiences—

which, I would argue, is no less valuable when it comes to evoking a personally enriched 

experience (Rosenblatt, 1982; Courtland et al 1998), thus making engagement with the text 

enjoyable and fulfilling. I believe the personal aspect of the engagement is what equalises the 

experience of studying A Level literature for students. Returning, then, to the research 

question, if we recall Baird et al’s 2012 suggestion that an incubation period of mind 

wandering leads to improvements in creative thinking, then it is in our interest as teachers to 

offer opportunities for students’ inner monologues to interact with the texts they study. To 

achieve the highest grades at A Level, students must be “creative” and write “creative and 

personal” responses (AQA, 2017, p. 6; OCR, 2016, p. 14; Pearson Edexcel, 2015, p. 6); 
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daydreaming offers a space for this—to engage personal ideas and experiences with the 

literary texts. As daydreaming leads to improvements in creative thinking (Baird et al, 2012; 

McMillan et al, 2013; Smallwood and Andrews-Hanna, 2013; Kaufman and Gregoire, 2015), 

its practice in an English course could lead to unique explorations of exam questions specific 

to the individual. 

 

3.2.2 Rationale for Q2: What are the effects of facilitated daydreaming compared to 

unfacilitated daydreaming when it comes to exploring characters and themes in a text? 

 

 My motivation to include this question stems from the hope that facilitated daydreams 

around a literary text could indeed inspire unique, personal connection that deepen 

understanding of the text. Purposeful directed thinking around a novel outside of the 

classroom could lead to unplanned connections and meaning-making. If the outcomes of this 

study suggest this to be true, then setting a facilitated daydreaming task related to a text’s 

characters or themes would be a worthwhile prep assignment. For example, if a student 

begins a banal task whilst thinking of characters or themes in Frankenstein (Shelley, 1818), 

his subsequent thoughts—the uncontrolled thoughts that follow the intentional decoupling—

may continue to relate to Dr. Frankenstein, the monster or the themes of science, religion or 

responsibility. Such subsequent thoughts around the text may link to personal experiences or 

past knowledge, thus creating a space for meaning making and creative thinking as detailed 

in my rationale for Question 1 above. The main benefit of facilitated daydreaming from a 

teacher’s standpoint is that it provides opportunity to deepen textual exploration outside of 

the classroom. Class time is sparse and is often best used for close textual study; I see my A 

Level students twice a week for fifty minutes per session. During this valuable time, we delve 

into the words and lines of a novel; we discuss author intention and make connections 
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between techniques and the story created; and crammed into these lessons is the odd focus on 

exam technique and essay writing. I do not have the luxury to offer my students class time to 

slowly mull over the texts, explore personal connections or even simply reflect upon what the 

text means to them as much as I would like to. This is where facilitated daydreaming would 

prove beneficial and enriching. An official prep assignment could be to devote purposeful 

time to think about the text. No lesson time is taken up, yet the ideas and conversations 

discussed in the lesson are consolidated and made personal. Facilitated daydreaming on a 

theme or character could be a worthwhile assignment—particularly for long-term questions 

like coursework that require mulling time to reach conclusions. 

 Subsequently, it is also necessary to examine the influence of unfacilitated 

daydreaming on exploring characters and themes. Whilst we cannot control this type of 

daydreaming—where or when it happens—it would be interesting to see how thoughts on 

character or theme develop when thinking about them is unplanned. This is, of course, only if 

unfacilitated daydreams relate to a text’s characters or themes at all. Such daydreaming is not 

as controllable or targeted as facilitated daydreaming in a teacher’s arsenal of assignments, 

but if there are positive outcomes regarding character and thematic exploration after a stint of 

unfacilitated daydreaming, perhaps this could aid in justifying the use of time and longer 

written assignments in exam specifications—for example, including coursework in addition 

to timed essays. It is worth reiterating the importance of thought incubation from the previous 

chapter—that through assessing the incubation of thought in reading for meaning, it may be 

possible to glimpse the development of higher psychological processes and that deeper meta-

cognitive knowledge involves personal learning and thinking (Hattie, 2012; Thompson, 2015; 

Pope, 2013). Much, if not most, of this personal learning occurs outside of the classroom. A 

longer span of time on an assignment creates more opportunities for such thought incubation 

and, in turn, more opportunities for unfacilitated daydreaming that may aid in the exploration 
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or meaning making of a text. It would be interesting to compare the outcomes of facilitated 

and unfacilitated daydreaming, particularly to see if facilitated daydreaming is helpful in 

textual exploration and if opportunities for unfacilitated daydreaming are worth building into 

a curriculum. This is already in place for specifications that still utilise coursework. For 

courses that are purely exam based, however, both types of daydreams could still be used to 

foster deep and creative thinking. Whilst there is no—or very little—time to daydream 

between seeing the exam question and writing the essay under timed conditions, we could 

encourage facilitated daydreams leading up to the exam. Facilitated daydreaming on the 

themes or characters of a text throughout the duration of the course could introduce students 

to new ideas and create personal meaning as part of exam preparation. Whilst the outcome of 

an exam is still a timed essay, a student’s understanding of the text going into the exam could 

be deepened and uniquely explored due to daydreaming. 

 

3.2.3 Rationale for Q3: How can daydreaming be used to access, explore or connect with 

literature? 

 

 This question focuses on using daydreaming as an aid to access, explore or connect 

with literature as a whole—whether it be in individual thinking space at A Level, group 

discussions at GCSE level or in learning about empathy and character in primary school. This 

idea stems from the concept of positive education, a perspective that defines education as 

intertwined strands of academic, character and wellbeing (IPEN, 2017). This question 

embraces the idea of the holistic student, and how natural tendencies—like daydreaming—

can be used to advance or enhance our connection with literature. I would like to note here 

that my original draft of this question asked, “How can daydreaming be used to access, 

explore or understand literature?” Having put this methodology aside for a few months, I 
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revisited it with a clearer understanding of what I was truly trying to examine. It is a 

connection with literature rather than a mere understanding of it that instigates a love and 

appreciation of stories. This is what I strive to establish with my students. A personal 

connection with a literary text is necessary to appreciate its purpose and gravitas; as a result, 

hopefully the text widens a student’s understanding of the world in some capacity, great or 

small. It is this process of meaning making that I am interested in—how to facilitate 

opportunities for it and how to foster an individual’s personal interactions with a text. As 

previously stated, when teaching literature, there must be both the interaction of the child 

with culture, as well as culture with the child (Burgess, 2007; Didau, 2012; Thompson, 

2015); this happens first between people (interpscyhological development) and then inside 

the individual (intrapscyhological development) (Vygotsky, 1978; Thompson, 2015). 

Personal experiences must link to the literary text being explored. Without relating personal 

experience to literature, meaning making is scarce. 

 

3.3 Research Design 

 

3.3.1 Why an adapted incubation paradigm is best suited to examine creativity before 

and after facilitated daydreaming 

 

 In order to study the impact of daydreaming, it makes sense to compare an 

individual’s thoughts before and after a stint of daydreaming: thoughts are first recorded pre-

daydream and then again recorded post-daydream; the two groups of thoughts are then 

compared to examine changes or differences, if any. A few methodologies that have been 

used in the past for pre and post data studies in assessing creativity have included: 
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Torrance tests of creative thinking (TTCT): A means of assessing an individual’s 

flexibility, fluency and originality. An example of a TTCT is giving an individual 

simple shapes and asking him to use or combine them to form a picture. Evaluators 

then judge whether the results are more or less creative; for example, if given a set of 

circles, a less creative picture would be of a chain, whilst a more creative picture 

would be of Mickey Mouse (Alberta Teachers’ Association, 2014). This is just one 

example of a TTCT. 

Divergent thinking tasks and uniqueness scoring: Individuals are told to “generate 

ideas in response to verbal or figural prompts” (Silvia et al, 2008, p. 69); in other 

words, they are asked to think of as many ideas as possible in response to an open-

ended question. Example questions could be consequences of hypothetical events 

(“what would happen if people shrunk to twelve inches tall?” or “what if people no 

longer needed sleep?”), or similarities between common concepts (“in what ways are 

meat and milk similar?”) (p. 69). Their ideas are then scored based on their 

uniqueness by tallying how many unique answers a person generates compared to the 

answers that were consistently given by the group.  

The Unusual Uses Tasks test (UUT): This is one of the most popular types of 

divergent thinking tasks. Rather than pose a question on hypothetical events or 

similarities between common concepts, the UUT asks individuals to generate unusual 

uses for common objects—for example, paperclips, bricks or knives (Silvia et al, 

2008, p. 69). Their answers are then compared to others generated by the group. 

 

 These tasks intend to capture the creative quality of the responses rather than the mere 

number of responses—which is also what I am interested in examining in this study. There 

are, however, limitations to the above: according to Silvia et al 2008, uniqueness scoring in 
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divergent thinking tasks tends to confound fluency with creativity (the more responses you 

have, the greater chance you have of producing an answer that no one else has, which is not 

necessarily creative); furthermore, the concept of “rarity” is ambiguous, as sometimes a 

“unique” response might be “glib” or “inappropriate” to the task at hand but still count as no 

one else has produced the same response; and finally, uniqueness scoring penalises large 

samples, as a response is more likely to be scored as unique in a small sample than in a large 

sample (Silvia et al, 2008, p. 70).  

 It was helpful to learn about these assessments of creativity and their limitations even 

if my study was not as concerned with comparing individuals’ responses with others’ 

responses. These assessments seem focused on measuring their outcomes in some way—i.e. 

scrutinising the amount of unique ideas or using a point system to judge how creative an 

answer is. I want to reiterate that I am not interested in measuring the data of this study but 

rather interested in examining the change or impact in content. A similarity between my 

study and these assessments, however, was the use of idea generation. I knew that I had to 

examine the content of a student’s ideas before and after daydreaming, but how to do this was 

still unclear—until I read Baird et al’s 2012 study on mind wandering. 

 Baird et al’s 2012 study titled Inspired by Distraction: Mind Wandering Facilitates 

Creative Incubation used an incubation paradigm to assess whether performance on validated 

creativity problems (specifically UUT) “can be facilitated by engaging in either a demanding 

task or an undemanding task that maximises mind wandering—[or daydreaming as I am 

labelling it in this study]” (p. 1117). They were using the UUT to measure their outcomes, 

but they were using it twice: once before an incubation period that could potentially trigger 

daydreaming, and once after in order to compare the results to see if daydreaming had any 

impact. This is a summary of Baird et al’s procedure: 
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1. Baseline UUT. Participants were randomly assigned to work on two UUT 

problems (two minutes per problem). 

2. Incubation. After completing the baseline UUT, participants were 

assigned to one of four potential daydream-catalyst conditions in an 

incubation period that lasted twelve minutes. Immediately following this 

incubation interval, participants were asked to complete a self-report 

measure of daydreaming (i.e. one of the questions asked them to rate how 

often they engaged in different types of task-unrelated thought).  

3. Post-incubation UUT. Following the incubation period, participants were 

informed that they would work on the UUT again; four UUT problems 

(two minutes per problem) were presented in random order—two repeated 

problems from the original UUT and two new problems. 

4. Assessing propensity to daydream. At the end of the experiment, all 

participants completed the Daydreaming Frequency subscale of the 

Imaginal Process Inventory (IPI) which assesses individuals’ general 

propensity to daydream (Singer and Antrobus, 1972).1 

(Baird et al, 2012, pp. 1118-1119) 

  

 The use of pre and post daydreaming trials was more or less exactly the type of 

methodology I was looking to implement in my study. Thus, I decided to adapt Baird et al 

2012’s incubation paradigm with a few key changes: firstly, rather than use the UUT (or 

TTCT or other divergent thinking tasks for that matter) as my baseline and post-incubation 

data, I would use the ideas generated in response to an A Level Literature exam question. The 

 
1 It should be noted that I have summarised the study in its simplest form. For example, I do not define the four 

daydreaming conditions they use in the incubation period, and I do not detail the use of a control group. This 

specific information is not necessarily helpful in understanding my adaptation of their study; I believe the four 

steps I have outlined here are a suitable summary. 
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tasks set in the original study were UUT problems—for example, asking the participants to 

come up with as many uses for a paperclip as possible. My adaptation is similar as it also 

asks participants to generate ideas, but rather than focus on a random object, they would be 

asked to read an English Literature essay question and generate ideas on how to answer it. 

Secondly, for the incubation period, participants would be asked to complete the same 

facilitated daydreaming task; Baird et al’s 2012 study assigns four different tasks to different 

groups of people so that all participants could complete their trials in one sitting. Instead, I 

would use three different trial sittings, all with the same participants who would all do the 

same incubation task, recording their generated ideas on designated sheets with the question 

printed on them. These facilitated daydreaming tasks are based on Kaufman and Gregoire’s 

2015 findings on activities that often instigate daydreaming; such activities may include 

taking a twenty-minute walk without company or music, or taking a long shower. And 

finally, the length of my incubation period would differ from Baird et al 2012; rather than an 

immediate twelve minute incubation interval, there would be a longer, more flexible 

incubation period ranging anywhere from one day to five days (depending on the students’ 

lesson schedule) in order to provide opportunities not only for the assigned facilitated 

daydreaming task but also for any relevant unfacilitated daydreaming. More specific details 

of my procedure are outlined below, but it is worth noting how key components of the 

research design were adapted from and inspired by Baird et al’s 2012 study. 

 Interpreting the data is where I further divert from the standard measurement of 

divergent thinking tasks—that is, the tallying of “unique answers” (Silvia et al, 2008, p. 69) 

or judging creativity based on a point-scale. In this study, I did not intend to score the ideas 

generated for creativity; not only do I believe that creativity is difficult to truly measure, but 

giving a numerical value to ideas generated for an exploratory English question seemed 

arbitrary or misleading. Rather than score a participant’s idea generation for uniqueness, I 
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compared the content (on themes, characters, etc.) of the baseline trial with the content of the 

post-incubation trial. For example, a question on the character of Dracula might generate 

baseline ideas of the count as a leader, a supernatural monster or a sexual corrupter; ideas in 

the post-incubation trial could repeat these initial thoughts or they could highlight new ones: 

Dracula as Satan or Dracula as a representation of The Other. Comparing the content of these 

two trials, I could suggest that the daydreaming incubation period brought ideas of religion or 

contextual fears of invasion to mind which were not present in the baseline sitting. The 

change in content is what is important rather than valuing how “creative” or “unique” the 

content is. Moreover, the focus here is not on the quantity of ideas but on the depth and 

variety of ideas and the difference in these ideas between pre and post daydreaming trials, if 

any. Furthermore, unlike the aforementioned creativity assessments, students will not be 

measured against each other but against themselves. For example, rather than tabulate 

uniqueness by comparing one student’s answers to another and cancelling out repeated ideas, 

this study is more interested in the difference between the student’s baseline and post-

incubation trial ideas, with the intention of examining the impact of daydreaming on their 

own individual work. This focus on individual data reduces limitations of fluency or issues 

with sample size (as criticised by Silvia et al, 2008), as there is no particular advantage or 

disadvantage of having a larger or smaller group of participants. As they are not being 

compared to one another, there is no measurement of uniqueness as detailed in the UUT or 

TTCT. The study is most interested in how daydreaming might impact an individual’s own 

idea generation, and in turn becomes a self-evaluative process. In addition to expanding their 

connections with the texts studied, students could also begin to recognise and evaluate when 

their ideas are relevant. 
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3.3.2 Why a journaling methodology is best suited to examine creativity before and after 

unfacilitated daydreaming 

 

 After I had loosely designed the adapted incubation paradigm to examine the impact 

of facilitated daydreaming, I struggled to think of a method for examining unfacilitated 

daydreaming. As it is impossible to know when this type of daydreaming occurs, it would be 

difficult to track or observe its occurrence or content. As I read through different 

methodologies and past studies, I came across Poerio et al’s 2015 study on socio-emotional 

adaptation. The study aimed to explore whether social daydreams—daydreams about 

relationships, social interactions with friends and social experiences at events, for example—

would be associated with increased social feelings. Whilst the focus on the emotional benefits 

of daydreaming was thought-provoking, I was particularly interested in the study because of 

its focus on tracking the content of random daydreams. This was done using a “signal-

contingent experience sampling protocol (Wheeler and Reis, 1991) to sample daydreaming 

and associated feelings” (Poerio et al, 2015, p. 137). A brief summary of their procedure is as 

follows: 

1. One-hundred-and-one volunteers were recruited for the study which was 

described as an investigation into the content and nature of daydreams. 

They attended a training session where they were given written and verbal 

definitions of daydreams. 

2. Participants were signalled four times via text messages to their mobile 

phones to answer online questionnaires about their two most recent social 

daydreams. Participants received the text messages on one day between 

10AM and 10PM at individually randomised times, with the constraint that 

consecutive signals were at least one hour apart. The time and order of the 
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questionnaires were randomised to prevent anticipation of signals and to 

sample daydreams and feelings across a range of times and daily activities. 

3. Data from the questionnaires was then analysed according to 

measurements of various social feelings and emotional content [not 

summarised here]. 

(pp. 137-138) 

 I was intrigued by Poerio et al’s 2015 experience sampling methodology; I liked how 

participants were triggered to record daydreams at unpredictable times—which suggests they 

were acknowledging and reflecting on unfacilitated daydreams, and I liked how the 

randomness prevented participants from assuming patterns of observation. I started to wonder 

if I could use experience sampling in my own study during the incubation interval—for 

example, sending randomised text messages to students instructing them to record their most 

recent daydreams between their baseline idea generation and post-incubation idea generation. 

It would enable students to record a few daydreams throughout the day, and it would 

certainly focus on the unfacilitated daydream component of the study. In the end, however, 

despite these benefits, the feasibility of the methodology became increasingly unrealistic as 

my planning went on, and ethical risks were highlighted in discussions with my advisors. For 

example, texting students would have required their personal mobile numbers in my own 

phone—or the procurement of a new phone altogether—which could have provided 

opportunity for unethical communication. Timing of texts could have also been an issue as 

truly random sampling might have included late-night messaging. For these reasons, I began 

discussing alternative methods with my supervisors who agreed that experience sampling 

sounded overly complicated and less than ideal for my study; eventually, one of them 

suggested journaling. 



 
 

65 
 

Further reading confirmed that a journaling methodology was clearer, less 

complicated and—most importantly—more beneficial for the study. Journaling as a research 

method is the practice of recording events, ideas and thoughts over a period of time, often 

with a particular purpose or project in mind (Coghlan and Brydon-Miller, 2014); it is ‘an 

accepted practice’ from constructivist, interpretivist and poststructuralist perspectives, and it 

‘offers a way to triangulate data and pursue interpretations in a dialogical manner’ (Ortlipp, 

2008, pp. 703-704; Janesick, 1998, p. 11). Journaling enables the students to record their 

unfacilitated and sporadic daydreams at any time without the ethical dilemmas of experience 

sampling. As students would be instructed to record their daydreams as soon as they 

occurred—or as close to the time as possible—they would not be limited to text reminders. 

They would also have the opportunity to record more than two daydreams throughout the day 

should there be more than two relevant instances. This was important as I was interested in 

all relevant daydreams rather than just a sampling, as in Poerio et al’s 2015 study. Keeping a 

daydream journal also required the students to interact with their own thoughts: one interacts 

with oneself in the form of dialogues (Progoff, 1992). This idea resonated with my desire to 

foster meaning-making for students, enabling them to connect and further engage with the 

literature. For example, having a daydream is one internal, passive process; having a 

daydream and then recognising its relevance to a theme, character or idea in a literary text 

and writing it down is a much more interactive and thoughtful process. This could enable 

students to purposefully link their daydreams to the literary texts that they were studying—a 

process that they perhaps would not normally recognise or acknowledge, but one that could 

help create meaning by finding connections between their personal experiences, relationships 

and stories and the literature. 

There were, of course, limitations to using journaling as a method, the main one being 

a question of honesty and reliability of the journal entries. To address the issue of honesty, I 
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instructed students to only record daydreams relevant to the essay question—characters, 

themes and ideas; this was intended to ensure that no dangerous, embarrassing or irrelevant 

material was submitted and that students did not feel uncomfortable in recording their 

daydreams. I went over examples of this in the initial training session (see Procedures below) 

and these instructions were reiterated on the participation sheet (See Appendix A). I did 

acknowledge that there might not be a clear line between relevant and irrelevant daydreams. 

The examples I offered in the training session were as follows: for a question on heroism, 

relevant daydreams could involve personal relationships or anecdotes of heroic deeds, whilst 

an irrelevant daydream might focus on what the student had for supper. Whilst these were 

obvious examples, I reiterated that the relevancy was, in the end, judged by the student. If the 

student created a link between a daydream and literature that was surprising or irrelevant to 

an outsider, I encouraged him to record it as it was relevant to him; the study is interested in 

personal meaning making, so the judgement of relevancy is, to a large extent, personal.  

Addressing reliability—that is, ensuring the recording of every relevant daydream 

experience—was more challenging. Students were instructed to record every relevant 

daydream as soon as they occurred to ensure the most truthful and accurate description of the 

daydream as possible. In circumstances when it was not possible to record the daydream 

immediately, students were instructed to record it at the earliest possible opportunity. In an 

attempt to make recording as easy as possible, the daydream journals were small, pocket-

sized notebooks so that they were easily transportable in a pocket or purse to be carried 

around for the duration of each trial. 

 

3.3.3 Challenges of the study: what I would change 

 Upon reflection of the data, I was pleased with the quality and quantity of material 

produced across the three trials. Before moving onto the specifications and procedures, I 



 
 

67 
 

would like to discuss the challenges of the research and offer what I would change to improve 

the process.  

 Firstly, it could have been helpful to include a control group. This could be 

implemented by having a subset of the participants sit a baseline trial with the others, 

followed by an idea generation session without having them record entries in a daydream 

journal or taking part in the facilitated daydream incubation task. It might have been helpful 

to compare a control’s idea generation notes with the others to see if significant changes 

occurred—for example, it would be interesting to see if an elevated thesis statement could 

develop without the stint of facilitated daydreaming. In the end, I decided that a control group 

was not essential, as the lack of recording entries in a daydream journal does not necessarily 

mean that the student did not daydream. For this reason, I can see why a control group might 

be beneficial, but it would be impossible to draw definitive conclusions without ensuring that 

no daydreams took place. 

 Secondly, whilst students provided fruitful daydream entries for analysis, I believe I 

asked for too much information to be recorded. My initial request was that students record: 

the date, time, duration and details of each relevant daydream. Out of my original sample 

size, only one student recorded all of this information consistently. The majority of them 

recorded the date and details of each daydream which ended up being enough. I found the 

more detailed entries were helpful in terms of putting their thoughts into context—for 

example, being able to observe patterns of when daydreams occurred or for how long. 

However, these details did not impact the content of the study, so if initially requesting less 

information would prompt more students to participate, it would be worth it. An additional 

request I would make, however, would be for students to write ‘No relevant daydreams’ in 

their journals if no relevant daydreams occurred. This is simply to mitigate any question of 
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participation should no daydream journal entries be recorded in a trial, as occurred in 

Ronaldinho’s first trial.  

 Finally, there was a limitation in timing that needs to be acknowledged. As previously 

conceded, “Experimental procedures are prone to problems of timing—too soon and the 

effect may not be noticed; too late and the effect might have gone or been submerged by 

other matters” (Morrison, 2009, p. 168). I tried to mitigate these problems as much as 

possible by having students record their post-incubation idea generation notes immediately 

after their facilitated daydreaming tasks. This way, their recorded notes should reflect the 

fresh ideas birthed from the twenty-minute task they had just completed. Still, there is no 

guarantee that new ideas in the post-incubation trial were inspired purely during the 

daydream intervention; ideas and arguments could have been formed previously in lectures, 

conversations or other interactions. Even so, I would argue that the recording of such notes 

after a stint of facilitated daydreaming suggests that the ideas were further explored or at least 

recognised as being relevant during the incubation task. This is also a form of deepening 

understanding or solidifying an argument, regardless of when the argument was initially 

formed. For this reason, I believe the potential problem of timing is relatively small. 

 

3.3.4 Presentation as Three Case Studies 

  

 The personal and rich nature of the data has prompted me to present it as three case 

studies. As articulated by Cohen et al (2011), “A case study provides a unique example of 

real people in real situations, enabling readers to understand ideas more clearly than simply 

by presenting them with abstract theories or principles…Case studies can penetrate situations 

in ways that are not always susceptible to numerical analysis” (p. 289). My hope is that these 

three students’ experiences with daydreaming and thinking time outside of the classroom are 
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brought to life by their notes and journal entries. Such documents enable the reader to gain a 

clear sense of each individual student and of the developments in their thinking throughout 

the trials. In the following sections, I discuss each student’s trial, and in doing so, 

demonstrate the hallmarks of a case study, according to Hitchcock and Hughes (1995, p. 

317): “it is concerned with a rich a vivid description of events relevant to the case”—in this 

instance, descriptions of ideas, daydreams and thoughts relevant to an essay question; “it 

provides a chronological narrative of events relevant to the case”; “it blends a description of 

events with the analysis of them”—which is what my commentary aims to achieve; “it 

focuses on individual actors…and seeks to understand their perceptions of events”; and “an 

attempt is made to portray the richness of the case in writing up the report.” I ground the 

discussion of my analysis in summaries or direct quotes from the data, however, the full data 

set, typed up and coded, can be found in Appendix A should a more comprehensive 

presentation be desired. A sample of the raw data can also be found in Appendix B. 

 I would also like to note here that the decision to use case studies naturally includes 

my own ongoing analysis of the data, which in turn gives credibility to the research. Case 

study data “comprises two main kinds of collection: the actual data gathered, recorded and 

organised by entry, and the researcher’s ongoing analysis report/comments/narrative on the 

data…Not only do the diverse data provide the evidence needed for the researcher to draw 

conclusions, but they provide the essential ‘chain of evidence’ that gives credibility, 

reliability and validity to the case study” (Yin, 2009, p. 118-122). My aim is to retain the 

integrity and voice of the students as I comment on each of their trials, but my own voice is 

constantly present in the discussion. It is the voice and interpretation of an English teacher, 

which I hope helpfully illuminates interesting thought processes and patterns of student 

engagement with the literature we explore—within school hours—outside of the classroom. 
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3.4 Specifications and Procedures 

 

Participants were A Level English students from School A, an academy in London. 

There were sixteen students in the class and participation was voluntary. A minimum of three 

participants was necessary (justified further in the Analysis section) for the study; eleven 

initially committed, though four ended up completing every trial.  

The entire study comprises three trials. As I designed the methods and thought about 

the type of data that would be produced, I wanted to use triangulation—in addition to the 

“chain of evidence” compiled by the case study data—to increase the credibility and validity 

of my qualitative results. Triangulation is an “attempt to map out, or explain more fully, the 

richness and complexity of human behaviour by studying it from more than one standpoint” 

and “gives a more detailed and balanced picture of the situation” (Cohen and Manion, 2000, 

p. 254; Altrichter et al, 2008, p. 147). In other words, triangulation may lend credibility to a 

qualitative study by offering multiple data sets so as not to rely on only one. According to 

Denzin (2006), four types of triangulation include: investigator triangulation—involving 

multiple researchers in an investigation; theory triangulation—involving more than one 

theoretical scheme in the interpretation of the phenomenon; methodological triangulation—

involving more than one method to gather data, such as interviews, observations, 

questionnaires and documents; and data triangulation—involving time, space and persons. 

My study will use data triangulation—that is, the completing of three different trials at three 

different times using the same methods with the same participants. The intention is to have 

three data sets from which patterns or narratives might arise. For example, one student’s three 

data sets could reveal that his daydreams connect his experiences with relationships to 

literary texts, or that ideas generated after a facilitated daydream are more creative than those 
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sparked by unfacilitated daydreaming. By examining more than one trial, the study is 

theoretically more credible and valid. The dates and details of these trials are given below. 

Steps for the procedure are as follows: 

 

1. Briefing. All sixteen English A Level students at Academy A attend a training session 

where they are given written and verbal briefs for the study. At this meeting, 

daydreaming is defined and examples are given of how and what to record in the 

daydream journals. After the meeting, students who do not wish to participate have no 

further involvement in the study.  

2. Baseline idea generation. Students are given an A Level English Literature exam 

question. They are instructed to explore the question and write down as many ideas as 

possible that could be used to answer it. Students are encouraged to generate and 

present ideas in any way that suits them—i.e. notes, outlines, lists, spider-diagrams. 

Data is collected.  

3a. Incubation: facilitated daydreaming. Students are given one facilitated 

 daydreaming task to complete within a set timeframe (dates vary depending on the 

 trial—see dates and trials below). They are instructed to think about the Literature 

 exam question at the start of the daydreaming task.  

3b. Incubation: unfacilitated daydreaming. In the time between the baseline idea  

      generation and post-incubation idea generation, students are instructed to record all  

      relevant daydreams in a daydream journal. These entries will be examined to see 1) if  

      unfacilitated daydreams ever relate to the literature question; 2) if so, what kinds of  

      thoughts take place? 

4. Post-incubation idea generation. Immediately after the facilitated daydreaming task 

is completed, students approach the same A Level English Literature exam question 
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they were given for the baseline idea generation. As with the baseline, they are 

instructed to generate and present ideas in any way that suits them. These notes will 

be examined to see 1) if ideas are new or more abundant than in the baseline; 2) if 

ideas are similar or different than those in the baseline and how they compare; 3) if 

content reflects any ideas noted in the daydream journal entries. 

 

 Details of the three trials are as follows: 

  

 Trial 1: 28 February to 2 March 2018 

 Question: Religion is central to readings of gothic texts. How far do you agree with 

 this statement in relation to two of the gothic texts you have studied for A Level? 

 Facilitated daydreaming task: Think of the essay question as you take a shower. 

 

 Trial 2: 21 March to 26 March 2018 

 Question: ‘For writers in the gothic tradition, the struggle between good and evil is 

 always of central importance and good is rarely victorious.’ How far do you agree 

 with this view in relation to two texts you have studied? 

 Facilitated daydreaming task: Think of the essay question as you take a 20+ minute 

 walk. The walk should be alone, without music and without being on your phone. 

 

 Trial 3: 30 April to 2 May 2018 

 Question: ‘Suspense is a key feature of narrative in Gothic writing.’ By comparing at 

 least two texts prescribed for this topic, discuss how far you have found this to be the 

 case. In your answer, you must include discussion of either Dracula and/or The 

 Bloody Chamber. 
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 Facilitated daydreaming task: Think of the essay question whilst performing one of 

 these banal tasks (and please specify which one you did): washing dishes, hoovering, 

 cleaning your room or another everyday task you do that does not require your full 

 alert attention. 

 

3.5 The use of content analysis 

 

 As qualitative data is “almost inevitably interpretive” (Cohen et al, 2011, p. 554) 

suggesting that “all research is researching yourself” and that the researcher brings “her own 

preconceptions, interests, biases, preferences, biography, background and agenda” (Walford, 

2001, p. 98), I want to acknowledge my own awareness of these potential partialities. For 

example, I use codes to label and organise the data in my content analysis; these codes are 

intended to be simple, logical and straightforward categories that any researcher or reader 

could understand upon reading the material; I am aware, however, that it is still I who am 

creating the codes, so naturally, they stem from my own ideas or conceptions of the words 

and language used in the codes themselves. Even so, my intention is to use codes that are 

clear and logical for anyone; these codes are explained in detail below. 

 Due to its written linguistic nature, I use content analysis to explore, organise and 

make sense of the data. Content analysis “defines a strict and systematic set of procedures for 

the rigorous analysis, examination and verification of the contents of written data” (Flick, 

1998, p. 192; Mayring, 2004, p. 266); it is also “a research technique for making replicable 

and valid inferences from texts (or other meaningful matter) to the contexts of their use” 

(Krippendorff, 2004, p. 18). As my data set is a collection of generated ideas in the form of 

written notes, it is fitting to use content analysis and coding to organise and extrapolate 

meaning from the material. The benefits of content analysis are as follows: 
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It is an unobtrusive technique (Krippendorff, 2004, p. 40), in that one can 

observe without being observed. It focuses on language and linguistic features, 

meaning in context, is systematic and verifiable (e.g. in its use of codes and 

categories), as the rules for analysis are explicit, transparent and public 

(Mayring, 2004, p. 267-269). Further, as the data are in a permanent form 

(texts), verification through re-analysis and replication is possible (Cohen et 

al, 2011, p. 563). 

Another benefit specific to this study is the ease in which texts may be compared. As I am 

interested in a student’s individual work before and after an incubation task, content analysis 

allows the data to be coded and organised into categories consistently over three trials, over a 

span of time. 

 

My process for content analysis is laid out here: 

 

Population of data: One data set consists of one student’s three trials; each trial 

consists of two written sets of notes—one baseline set and one post-incubation set—

and one set of daydream journal entries. My complete population of data is made up 

of three students’ data sets. Thus, the complete data is comprised of nine trials (three 

trials per each of the three students), which is eighteen sets of idea generation notes, 

and nine sets of daydream journal entries. Originally, eleven students volunteered to 

participate in the study. Of those eleven, four turned in complete data sets. Of these 

four, I randomly chose three—drawing them out of a stack—to use for the study due 

to time and space constraints of the project. A sample size of three was sufficient due 

to 1) the personal nature of the study (it is important to remember that I was interested 

in individual development rather than comparing participants to each other), 2) the 
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data triangulation which gives credibility and validity to the data, and 3) the focus on 

the quality of content rather than the quantity of ideas.  

 

Units of analysis: For each data set, the students’ written words are broken up by 

phrase, complete thought or note and are given a code(s). A ‘phrase’ or ‘complete 

thought’ is a complete sentence or idea (i.e. “Dracula has a central reading around 

religion”); a ‘note’ is a group of words or single word (i.e. “Dracula = monster”). 

 

Codes: The following codes are attached to each phrase, complete thought or note in 

the data sets. They focus on themes and characters—two components of every A 

Level English exam question. A piece of data may be labelled with more than one 

code. The codes are as follows: 

 

ARG A phrase, complete thought or note that poses an argument that 

answers the essay question 

CHAR A phrase, complete thought or note that explores character 

THE A phrase, complete thought or note that explores theme 

ID A phrase, complete thought or note that explores ideas outside 

of character or theme 

ALL A phrase, complete thought or note that explores allusions to 

other texts 

 

Categories for analysis: Once the data was coded, the next step was to sort it into 

categories; this enabled me to begin detecting patterns, if any, across the data sets, and 

it helped highlight any changes or development in thought. “Categories are the main 

groupings of constructs or key features of the text, showing links between units of 

analysis” (Cohen et al, 2011, p. 566). As the nature of this study was to observe 

potential change between ideas generated before and after an incubation period of 
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daydreaming, I categorised the coded data in the post-incubation notes and journal 

entries. The coded data was sorted into these three categories: 

 

NEW A coded piece of data consisting of new or different content to 

that of the baseline 

NEWDD A coded piece of data consisting of new or different content to 

that of the baseline but repeated from an entry in the daydream 

journal 

REP A coded piece of data consisting of repeated content from the 

baseline 

 

It should be noted here that categories can be “inferred by the researcher” and that 

“specific words or units of analysis are less inferential”; “the more one moves towards 

inference, the more reliability may be compromised, and the more the researcher’s 

agenda may impose itself on the data” (Cohen et al, 2011, p. 566). I argue that one 

strength of this study’s content analysis lies in its coding and categorising of specific 

words. For example, it is clear if a new idea appears in a post-incubation generation of 

ideas as the words are literally written in those notes when they are not written in the 

baseline. In this regard, there is no inference necessary. The study is more susceptible 

to inference in the discussion section, where the reasons or cause of a new idea is 

explored (this is addressed later). When it comes to categorising, however, the texts 

can be compared side by side to see exactly what units of analysis are new or 

repeated. In some circumstances where a coded piece of data is repeated though not 

verbatim, I rely on my own interpretation. For example, in one of the baseline trials, 

one student writes, “In Dracula, there is no objective good or evil” and then writes in 

the post-incubation trial, “morality being unclear.” I interpret this to be the same 

argument: that there is no clear definition of good or evil. This is the closest I come to 

inference in categorising the codes, and this is minimal. All results, coded and 

categorised, are discussed in Chapter 4: Analysis.  
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4. Analysis 

 In this chapter as I discuss the data, my hope is to retain the integrity of the students 

by keeping their voices in the discussion, whilst using my own voice to highlight possible 

links between daydreams and meaning-making of a literary text. This section is organised by 

student rather than question and is presented as three case studies. I have structured the data 

in this way to preserve the integrity of the individual’s response, which enables a whole 

picture of that person to be presented (Cohen et al, 2011, pp. 553-554)—keeping in mind the 

purpose of the study to observe changes in idea generation for each student after 

daydreaming. I examine each student by trial and identify patterns, repeated ideas and 

surprising ideas across the baseline and post-incubation sittings and in the daydream journal 

entries. I then summarise the findings after each trial and conclude with an overall summary 

of all three trials, highlighting, if applicable, patterns or themes that suggest how 

daydreaming might have impacted the student’s ideas or thought processes. For example, if a 

student’s post-incubation notes are consistently focused on the minute details of character 

compared to his baseline notes, I would identify this as a pattern of increased focus on 

character; depending on his daydream journal entries, this could suggest that daydreaming 

and thoughts outside of the classroom prompt the student to think about character in new or 

different capacities, or that daydreaming offers the time and space for a student to more fully 

consider a character.  

 It is worth commenting on my approach to data analysis here. Whilst I do not create 

full narratives for each student when exploring and discussing their data, I do use a narrative 

approach—that is, I attempt to make meaning out of each of their storied texts (Bruner 1960) 

and hope to “personalise generalisations” based on evidence (Gibbs, 2007, p. 57). It is 

impossible to create full narratives as I did not observe their acts of daydreaming, nor did I 

interview them about their daydreaming experiences; I base my observations and conclusions 
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on their written data alone, and I avoid inference of causality as much as possible. For 

example, if a student’s post-incubation idea generation reflects ideas that appeared in their 

daydream journal, I do not claim that an unfacilitated daydream is necessarily the sole cause 

of these ideas. In other words, I very consciously do not create a narrative of cause and effect 

when ideas are repeated. I do, however, highlight when new ideas arise in the post-incubation 

data and note when these ideas reflect entries in the daydream journals. Whilst I cannot prove 

that a daydream is solely responsible for a new idea (for example, over the trial period, the 

student could have had relevant discussions with peers or teachers, or he could have been 

inspired by wider reading, etc.), it is worth exploring what ideas appear in daydreams in the 

first instance and how these ideas later materialise after a facilitated daydreaming task. For 

example, in addition to birthing new ideas, a daydream could impact how a student thinks or 

how a student approaches an essay question. Daydreams could also inspire further 

discussions with peers or prompt a direction of reading. It is these types of possibilities that I 

discuss, based on the data. I construct a narrative analysis by “using verbatim quotations from 

participants” and accompanying them with my “interpretative commentary” (Cohen et al, 

2011, p. 553). Once more, my hope is to highlight possible links between daydreams and 

meaning-making of a literary text whilst keeping the student’s voice in the foreground. As 

stated in the methodology, my understanding of student voice is inspired by Rosenblatt’s 

(1982) concept of aesthetic reading: reading is not a passive act of receiving information but 

an active act of interacting with the text by drawing on personal experiences (p. 269). For me, 

it is this type of personal engagement with a text that enriches a student’s experience in 

English; an absence of such a voice, particularly at A Level, suggests a simple or surface 

understanding of a literary work. Rather than simply reading a story, the student must interact 

with the text based on personal feelings, ideas, experiences and attitudes. It is this idea of 

personalised meaning-making via daydreams that this study is most interested in. 
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 I begin presenting each case study with a vignette of each student to help create a 

more holistic picture of the individuals behind the data. These vignettes are composed of 

brief reflections from Teacher A (2020), their English teacher throughout the two-year A 

Level course. I then summarise the codes and categories tagged across the data set. Whilst 

this is a qualitative study, I find it helpful to examine the trial data numerically at first; this 

allows me to observe the quantity of ideas—new and repeated—throughout the trial and see a 

snapshot of changes or development (if any). I am still primarily concerned with the content 

of these ideas, but the numerical summation is useful to organise my observations in the first 

instance. Once again, the full data set, typed up and coded, can be found in Appendix A 

should a more comprehensive presentation be desired, whilst a sample of the raw data can be 

found in Appendix B. A reminder of the codes and categories for analysis is in Appendix D.  

 

 For context, Academy A is a secondary comprehensive school in North London with 

roughly 1100 students, aged 11-18. The average A Level result is a C grade, and roughly 

64% of pupils do not speak English as their first language. 71% of the school’s student body 

is eligible for Pupil Premium—that is, 71% of students are known to be eligible for free 

school meals or have been eligible in the last six years, or they have been looked after 

continuously for more than six months (Academy A, 2020). 

  

4.1 Mary2 

 Mary was a White British female and was therefore in the minority at Academy A in 

both gender and ethnicity. She joined Academy A from another school to complete her A 

Levels. Mary had a passion for English and, at the time of this study, desired to be a writer 

one day. Although she was not “fully academically secure at A Level study” (Teacher A, 

 
2 Students’ real names have been replaced throughout by culturally appropriate pseudonyms 



 
 

80 
 

2020), her passion for the subject meant that she not only secured a pass, but was also able to 

continue with the subject at university. 

 

4.1a Mary, Trial 1: An increase in attention to detail; A change in argument 

 

 Question: Religion is central to readings of gothic texts. How far do you agree 

 with this statement in relation to two of the gothic texts you have studied for A 

 Level? 

 

 Baseline: 6 THE, 3 CHAR, 4 ARG 

 Daydream Journal Entries: 3 THE NEW, 3 CHAR NEW, 1 ARG NEW 

 Post: 2 THE REP, 3 THE NEW, 3 CHAR NEW, 2 CHAR NEWDD (repeated 

 twice each), 1 ALL NEW 

 

 Mary’s first baseline trial consisted of thirteen coded ideas. Interestingly, only two of 

these ideas were repeated in the post-incubation sitting, and no ideas were repeated in the 

daydream journal. The repeated ideas were thematic: the idea of “crucifixes” being linked to 

Christianity and the idea that “science” is significant in Frankenstein. As both of these ideas 

are simple and obvious, it is not surprising that they were repeated across the sittings; it is 

perhaps worth noting, however, that in the post-incubation sitting, the idea of “science” from 

the baseline was elaborated to “meddling with the boundaries of science” post-incubation. 

Whilst the idea is still simple and quite broad, perhaps the more specific details regarding 

science reflects further thoughtfulness—or an awareness of detail or necessity for 

specification. 
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 Seven new ideas appeared in the daydream journal entries: three thematic, three on 

character and one argumentative. Four of the seven ideas related to Frankenstein, and 

interestingly, the student’s overall argument is significantly changed: in the baseline, Mary 

writes that Frankenstein is “not that religious” and produces this thesis statement: “Dracula 

has a central reading around religion in comparison to Frankenstein. Religion is an element 

of the gothic and Bram Stoker has referred to religion in Dracula. It’s debatable whether 

Frankenstein has a central reading of religion. I agree with this statement.” Whilst statements 

for both texts are more exploratory rather than argumentative, it is still clear that Mary is 

more confident in finding religious links in Dracula than in Frankenstein. Interestingly, the 

daydream journal entries reflect significantly different thoughts; under a Frankenstein sub-

heading are these bullet-pointed notes: “Very religious, Christianity,” “Frankenstein plays 

God?” “Meddles with boundaries between good and evil,” “Biblical characters, Frankenstein 

= God, Monster = Lucifer.” To move from the notion that Frankenstein is “not that religious” 

in the baseline to arguing that it is “very religious” and paralleling its protagonists to God and 

Lucifer in the daydream journal is an extreme shift. It is important to remember that the 

daydream journals were kept between the baseline and post-incubation sittings, and that the 

post-incubation was always due to be completed before the next class meeting. The intention 

for these deadlines was to mitigate influence from further class discussion or lectures, as the 

emphasis is on the student’s own personal and private development of ideas. This suggests, 

then, that Mary’s religious perspective of Frankenstein could have changed due in part to 

daydreams or further personal thinking on the matter. 

 The daydream journal also reflects new thoughts on Dracula. Under a Dracula sub-

heading, Mary writes: “Catholic lore,” “Count Dracula = Anti-Christ,” and “Vampirism = 

expelling evil.” The student’s baseline considers Van Helsing as Jesus but makes no link 

between Count Dracula and the Anti-Christ. Thus, there is further development of character 
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understanding for both novels Dracula and Frankenstein to some degree. I find it interesting 

that such specific ideas related to the essay question were present in the student’s 

unfacilitated daydreams. It is easier to draw connections between this set of data and the post-

incubation sitting because of it; with other students’ daydream journals, it is not so 

straightforward (as presented later). 

 Mary’s post-incubation sitting reflects two of the new ideas from the daydream 

journal: the idea that the “Monster = Lucifer” and that he “rebels against creator, rejected,” 

and the idea of “Count Dracula as an anti-Christ→showing anti-Christian values” and how he 

“represents a Satanic figure, consumption of blood.” Both of these ideas on character are 

repeated from initially appearing in the daydream journal but are once more slightly 

elaborated upon. Furthermore, there are seven brand new ideas in the post-incubation sitting: 

three thematic (“Religion is represented from Eucharist,” “blood sucking → demon, 

considered the Blood of Wine,” “Holy water expels evil”), three on character (“Adam + 

Monster, first ‘man’ rejected from beautiful security,” “Frankenstein as Satan loses the ability 

to see the beauty in creation,” “Monster = God →sacrifices, takes life from Frankenstein and 

others around him”) and one allusion (to Paradise Lost). The ideas in this post-incubation 

sitting are very detail-oriented. Compared to the broad strokes of ‘Christianity’ or ‘elements 

[of] religion’ seen in the baseline, ideas in the post-incubation often focused on the minutiae 

(for example, symbols like “blood of wine” or “holy water,” or more precise passages of a 

text like “Jonathan cut[ting] himself shaving” which leads to bloodshed). Thoughts on 

character are also extended such as the comparison of Frankenstein’s monster to Adam, or 

even considering the monster as both God and Satan—when the monster’s character was not 

considered in the baseline trial at all. Such increased attention to detail is worth noting. The 

post-incubation sitting took place immediately after the facilitated daydreaming task (in this 

case, having a shower); an increase in new ideas and a change in attention to detail suggest 
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that the stint of facilitated daydreaming did impact the idea generation of the post-incubation 

thoughts in some capacity. Whilst it is not possible to know exactly how the time in the 

shower impacted the student’s thinking—for example, the ideas could have been newly 

created, or they could have pre-existed in the student’s mind but were released for further 

rumination in the shower space—it is interesting to see that the student’s ideas were 

significantly different after the task, which I would argue makes the act worthwhile 

regardless of the internal process that takes place. 

 To summarise Mary’s first trial, there was an overall increase in idea generation, both 

thematically and character-based after unfacilitated and facilitated daydreaming. Entries in 

the daydream journal reflected an argument completely changed from the baseline sitting, 

which was then repeated in the post-incubation sitting. Thoughts on character development in 

the daydream journal were also repeated in the post-incubation sitting, which suggests that 

unfacilitated daydreams did impact future idea generation. Finally, post-incubation ideas 

were more focused, specific and detail-oriented. 

 

4.1b Mary, Trial 2: A more challenging question; Hints at personal engagement 

 

 Question: ‘For writers in the gothic tradition, the struggle between good and evil 

 is always of central importance and good is rarely victorious.’ How far do you 

 agree with this view in relation to two texts you have studied? 

 

 Baseline: 3 THE, 8 CHAR 

 Daydream Journal Entries: 3 ID NEW, 1 ALL NEW 

 Post: 1 THE REP, 4 CHAR REP, 3 ARG NEW 
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 Mary’s second baseline trial consisted of eleven coded ideas—three thematic and 

eight character-based. Five of these ideas were repeated in the post-incubation idea 

generation, compared to only three new ideas. The one repeated thematic idea was that 

“binary oppositions → good vs evil” was of “central importance”; repeated character ideas 

included “Good = Mina” and “Evil = Dracula” for Dracula, and “Evil = monster → killing 

spree” and “Doctor for creating and meddling with nature” for Frankenstein. Similar to trial 

1, these repeated ideas are simple and obvious. The key difference between this trial and the 

first is that several new ideas were articulated in Trial 1, whereas these repeated ideas make 

up the majority of thoughts in Trial 2. This could suggest a few possibilities: perhaps both 

unfacilitated and facilitated daydreaming were not as impactful as in Trial 1; fewer ideas in 

both the baseline and post-incubation sittings could suggest that the question was more 

challenging for the student, or that not as much time was devoted to either sitting compared 

to in Trial 1.  

 Three new ideas appeared in the daydream journal. Entries this time were short and 

not nearly as precise as in Trial 1: “gothic writing → respected,” “Highgate cemetery,” 

“Edgar Allan Poe.” Interestingly, none of these ideas were repeated in the post-incubation 

sitting. Whilst they loosely relate to the essay question (unlike entries in Trial 1 that very 

specifically did) and could potentially be used as context in an essay, their impact on the 

post-incubation idea generation is not evident. Despite this, in many ways, I find these 

daydream journal entries much more fascinating. For example, what made the student think 

of gothic writing as a genre and conclude that it is respected? What made her think of Edgar 

Allan Poe—was she reading his work in her own time? Did his stories remind her of her A 

Level texts? It is impossible to know based on the data alone, but the link is potentially more 

personal than other entries that are solely focused on the essay question. Furthermore, I know 

the A Level class takes a school trip to Highgate Cemetery once a year to visit the graves of 
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Karl Marx and Christina Rossetti. What inspired the link between the cemetery and the 

question of good and evil? By recording the entry, Mary confirms a relevance or link. I am 

interested in these entries because of their curious links to the question or to the course. 

Whilst this particular set of data does not illuminate clear connections between unfacilitated 

daydreaming and future idea generation, I believe it gives insight into a student’s personal 

engagement with ideas around a text. The exercise of writing down the daydream is reflective 

in itself, and if anything, these entries suggest that Mary does engage with ideas related to 

English literature in her own time—which I believe is crucial to deeply exploring a literary 

text. Opportunity for such engagement is not often available in a traditional classroom 

setting, mainly due to time constraints and having to prioritise the teaching of course 

material. Daydreaming, then, as prep assignments in a student’s own time could be used to 

make creative connections between a text and her own knowledge and ideas; it could also be 

used to foster independent learning and thinking which, as an English teacher in a small 

private school where students are far too reliant on teacher guidance, I find challenging but 

crucial. This idea of wider thinking and independent learning at A Level is one that I revisit 

throughout this discussion. 

 Mary’s post-incubation reflects three new arguments: that she “strongly agrees” with 

the question, that the concept of Good is “questionable,” and that Dracula is “victorious due 

to binary oppositions.” The latter is most interesting as in the baseline, “Van Helsing is 

victorious”—which is the opposite. As in Trial 1, Mary’s main argument seems to have 

changed by the post-incubation sitting. The greatest difference between the baseline and post-

incubation sittings is that ideas are more definitive. For example, the baseline includes more 

summary than arguments: “monster wins,” “creating life is God’s job,” “Mina not affected by 

Dracula.” Whereas ideas in the post-incubation are more decisive with Mary claiming she 

“strongly” agrees that good is rarely victorious and that Dracula does indeed come out the 
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victor. Even so—compared to Trial 1—ideas in Trial 2 are sparse and not as deep; attention 

to detail has not increased in the post-incubation sitting; and idea generation in all three 

components feel thin. As stated above, I would argue that the student struggled with this 

question—or was uninterested in it—due to the sparseness of writing. Details sufficient to 

produce an essay are lacking. 

 

4.1c Mary, Trial 3: A clarification of broad ideas; An increase of evidence from the text 

 

 Question: ‘Suspense is a/the key feature of narrative in Gothic writing.’ By 

 comparing at least two texts prescribed for this topic, discuss how far you have 

 found this to be the case.  In your answer you must include discussion of either 

 Dracula and/or The Bloody Chamber. 

 

 Baseline: 8 THE, 1 CHAR, 3 ARG 

 Daydream Journal Entries: 4 THE REP, 1 THE NEW, 2 ARG NEW 

 Post: 4 THE REP, 2 THE NEWDD (both ‘unknown’ applied to both texts), 2 THE 

 NEW, 1 ARG REP, 2 ARG NEWDD 

 

 Mary’s third baseline trial consisted of twelve coded ideas—eight thematic, one 

character-based and three argumentative. Four of these thematic ideas were repeated in the 

post-incubation idea generation (suspense is a feeling whilst reading the gothic, 

transformations play a key role, twisted gender roles), as well as one argumentative idea: the 

notion that “suspense is used as a tactic of the gothic writing.” This idea is quite broad as the 

student does not define “tactic,” nor does she clarify the outcome achieved by using suspense 

as a “tactic.” I imagine the student has her own understanding of the term though it is not 
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defined in the data. Another broadly stated argument in the baseline is a loose attempt at 

answering the question: “Suspense is a key feature (debateable!) →Not denying that suspense 

isn’t a key feature but it isn’t the main as elements like transformations, the uncanny, good vs 

evil is [in]evitable.” This argument is more exploratory than definitive—it is clear that Mary 

does not have a clear thesis statement at this stage; rather than argue that suspense is or is not 

a key feature in gothic writing, she convolutes her argument with the double negative, “not 

denying that suspense isn’t a key feature.” Whilst this is confusing and her grammar is 

imperfect, looking at the end of the sentence, it seems she is claiming that suspense is a key 

feature but is not the main one (compared to “transformations,” “the uncanny” and “good vs 

evil”). Mary’s thoughts are more confidently clarified in the post-incubation idea generation: 

“Suspense isn’t key” but is an “element of the supernatural.” Although the ideas are not 

wildly different between the two idea generations, the student’s writing is more succinct and 

clear. She no longer labels her argument as “debateable!” but solidifies it and attempts to 

support the argument with examples in the rest of the idea generation. 

 This clarification of ideas in the post-incubation idea generation is repeated from the 

daydream journal entries. Whilst most of the daydream entries repeat thematic and 

argumentative ideas from the baseline (“Codes and conventions,” “suspense is a tactic,” 

“transformations,” “supernatural” and “gender role reversal”), the student articulates one final 

argumentative sentence below the entries which is new: “These are all justifications why I 

believe suspense isn’t a key feature of narrative in Gothic writing.” This opposes her initial 

idea in the baseline—that suspense “is a key feature”—which suggests that at some point in 

the space of unfacilitated daydreaming, the student has had the time or opportunity to clarify 

her once-fuzzy ideas and come to more confident conclusions. As stated in my analysis of 

trail 1, it is impossible to know the internal processes that took place throughout these 

unfacilitated daydreams. We can, however, see that Mary’s ideas were solidified after a span 
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of unfacilitated daydreams, eventually leading to an argument that opposed the baseline 

idea—and remained the concluding argument in the post-incubation idea generation. This 

brings the idea of time to the discussion once more; is it valuable for students to have that 

additional thinking space outside of the classroom to wade through ideas and arguments? If it 

is not offered to them, are they forced to write essays on loose and uncertain ideas that have 

not had the opportunity to ripen? I suppose it depends on what we as teachers and examiners 

want to test: either how well a student can analyse a literary text upon immediate reflection 

and understanding, or how well a student can understand or engage with a text over time and 

express this understanding. 

 As in trial 1, the unfacilitated daydreams in this trial have helped to clarify broad 

ideas. The post-incubation idea generation also includes more specific, honed points; for 

example, a general note in the daydream journal of “the unknown” is fleshed out with 

specific passages from the text in the post-incubation ideas: “The unknown→the aspect of the 

unknown about Dracula’s ‘climbing down the wall like a lizard’” and “The unknown→how 

the female protagonist will attempt to be free ‘She swiped the right forepaw of the wolf with 

her father’s hunting knife.’” Not only are Mary’s ideas more clearly stated compared to in the 

baseline, but they are supported by evidence in the novels. These specific quotes are not 

present in the baseline or daydream journals, which suggests that they were inspired by the 

facilitated daydreaming task—in this case, thinking about the prompt whilst performing a 

banal task. It is interesting that such specific passages were remembered and recorded. This 

suggests once more that additional time and space to think about an essay question outside of 

the classroom in a purposeful manner not only helps clarify ideas but also inspires a greater 

attention to detail. Such extra time could enable students to make connections between their 

ideas and evidence from the text—evidence that is perhaps not obvious upon first 

consideration or analysis. 
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4.1d Summary of trials 1-3, Mary: A drastic change in arguments, an increased 

attention to supportive textual evidence and the opportunity for personal engagement 

 

 Across Mary’s three trials, there are a few interesting observations: Firstly, in two of 

the three trials, the main argument in response to the question completely changes between 

the baseline and post-incubation idea generations. In trial 2, Mary moves from arguing that 

Van Helsing is victorious (suggesting that good prevails) to arguing that Dracula is victorious 

“due to the binary oppositions” (thus claiming that evil prevails); In trial 3, Mary moves from 

loosely arguing that suspense is a key feature in gothic writing to confidently arguing that 

suspense is not a key element in gothic writing. I find these extreme changes in argument 

interesting and unexpected. Whilst I might have predicted that daydreaming would inspire 

further elaboration or consideration of an argument, I would not have expected the argument 

to drastically change—in both cases, moving from one side to the opposing side. This poses 

several questions: does daydreaming offer the space to solidify understanding of a literary 

text (or essay question)? Does this suggest that the student’s initial response to the question 

was not thought through—that perhaps only one side was originally considered upon seeing 

the question? Does this suggest that in Trial 1, when the student’s argument did not 

drastically change, the daydreams did not inspire new or opposing ideas? Or perhaps the 

student more deeply understood Trial 1’s texts and question immediately without needing 

further thinking space? The change in argument is surprising and merits further 

consideration. 

 The second interesting observation across the trials is that in two of the three, the 

student’s attention to detail significantly increased between the baseline and post-incubation 

idea generations. For example, in trial 1, the student’s baseline notes of “Crucifixes” is 
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elaborated upon in the post-incubation: “Jonathan cuts himself shaving and Dracula lunges at 

his throat but stops when seeing the Crucifix.” Similarly, in trial 3, the student’s daydream 

journal note of “the unknown” progresses to “The unknown→the aspect of the unknown 

about Dracula’s ‘climbing down the wall like a lizard’” and “The unknown→how the female 

protagonist will attempt to be free ‘she swiped the right forepaw of the wolf with her father’s 

hunting knife’” in the post-incubation idea generation. In these three examples, the student 

elaborates upon a general, one-to-two-word idea and offers a paraphrase or direct quote from 

the novels. This suggests that stints of facilitated or unfacilitated daydreaming offers the 

opportunity to scrutinise particular details of a literary text, or offers the time to match ideas 

with thoughtful textual evidence. This is not to say that the student would not have eventually 

produced textual evidence for an essay without daydreaming; after all, a successful essay 

grounds its arguments in the text, so I imagine that Mary would have supported her points 

with quotes had she been required to write an essay after the baseline idea generation. 

However, perhaps the additional space to think about such evidence enables a more detailed 

scrutiny of effective and convincing quotes. I often tell my students that the most obvious 

quote is usually not the best or most impressive to demonstrate analysis—that rather, a 

passage requiring deeper thinking and a subtle understanding of language is much more 

interesting to write about and read about. I would argue that such nuanced thinking is not 

possible solely within the classroom; time and space to carefully consider the text is 

necessary and satisfying. 

 My final observation of Mary’s trials regards the daydream journal. Entries in trial 2 

are sparser than entries in trials 1 and 3, and they are comparatively much more abstract. For 

example, the three entries in trial 2 are: “gothic writing,” “Highgate cemetery” and “Edgar 

Allan Poe.” Entries in trials 1 and 3 are much more focused on the given essay question—the 

student’s entries, whilst meant to be daydream recordings, are still organised by novel, and 



 
 

91 
 

the concluding entry in trial 3 even directly responds to the question: “These are all 

justifications why I believe suspense isn’t a key feature of narrative in Gothic writing.” As 

stated above, I find the abstract entries in trial 2 to be most interesting—if only because they 

potentially reflect the student’s connections between literature and life rather than a process 

of exploring a question. The nature of trial 2’s entries—its sparseness and abstractness—

does, however, pose questions regarding relevancy. Does this suggest that loosely related 

daydreams are not as helpful in producing the final outcome of an essay? Or does this not 

matter as long as the student is making some kind of personal connection between her world 

and the literature? As stated above, the length and lack of detail in trial 2’s entries could also 

simply suggest that the question was more challenging for the student compared to the other 

two.  

 These observations—particularly the patterns of solidifying arguments and an 

increased attention to detail—suggest that daydreaming as focused prep assignments does 

enhance learning and interpretation of literary texts. It supplements the time in the classroom 

by allowing students to think further about the question and scrutinise best possible passages 

to use as evidence when supporting an argument. 

 

4.2 Darius 

 Darius was the son of Romanian-speaking parents and had been at Academy A since 

year 7. He was part of a sub-cohort of exceptionally academic students in the year group. In 

English, Darius was strong at textual analysis and had the ability to link this with broader 

thematic and contextual insights from wider reading. He went on to study Economics at 

university. Teacher A (2020) makes a note that for several students at the school, “vocational 

subjects [implying Economics in this instance] are considered less risky than classically 

‘academic’ subjects.” 
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4.2a Darius, Trial 1: Philosophical musings; Progression from a mid-level thesis 

statement to an upper-level thesis statement 

 

 Question: Religion is central to readings of gothic texts. How far do you agree 

 with this statement in relation to two of the gothic texts you have studied for A 

 Level? 

 

 Baseline: 6 THE, 5 CHAR, 10 ARG 

 Daydream Journal Entries: 5 THE NEW, 1 CHAR NEW, 3 ID NEW 

 Post: 3 THE REP, 4 THE NEW, 2 CHAR NEW, 3 ARG NEW, 3 ARG REP 

  

 Darius’s first baseline trial consisted of twenty-one coded ideas: six thematic, five 

character-based and ten argumentative. The notes are a mixture of supporting quotes from the 

novels (“Dr Abraham Van Helsing, who, as a doctor…is Dracula’s opposite and double” and 

“Noble work that he is doing for mankind” amongst others) and clear argumentative 

sentences (“Religion allows for the supernatural,” “In the Bloody Chamber, religion acts as a 

saviour through indirect means,” “Religion helps create a sense of insurmountable obstacles 

or there is something bigger at play than you, warning against acts that cause demise”). The 

notes begin with a clear answer to the question: “Religion is central to gothic texts,” and they 

end with a definitive thesis statement: “Religion is central to gothic texts and the genre at 

large since it provides a good vs evil justification, it reinforces the moral compass of 

characters and can foreshadow downfalls or a bigger danger by allowing supernatural 

intervention or hinting at it.” Whilst the main argument and thesis statement remain 

essentially the same in the post-incubation idea generation, they are expanded upon in a 
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fascinating and beneficial way. I discuss this below when I examine the post-incubation 

sitting. 

 Interestingly, no ideas from the baseline idea generation were repeated in the 

daydream journal entries, but nine new coded ideas were recorded. Darius includes the date 

and time of the daydreams, which helps paint a clear picture of the frequency in which he had 

them and the themes that recurred throughout. His voice is also very present—rather than 

record the daydreams as a list of fragmented ideas, he writes conversationally, often in the 

form of questions: “Werewolves, why are they so interesting? Are they more human than 

animal or vice versa?” and “Why is the night time considered evil? The quiet is peaceful but 

scary.” The full sentences are reflective as he ponders these thoughts that are related to the 

gothic, but they are also reflexive: by recording them at all, he is acknowledging that they are 

related to the essay question, which suggests that he recognises links or is making 

connections between these personal thoughts and the literature being studied. As previously 

stated, I believe this reflexivity and recording of daydreams is beneficial as it encourages the 

student to think about the literary texts outside of the classroom. It makes him consider their 

relevancy. The most interesting aspect of these entries, however, is their focus on bigger 

questions—that is, questions that contemplate humanity and how humans interact with 

philosophical ideas. For example, Darius explores how humans interact with the concept of 

religion and the supernatural: “Thought about why the supernatural is still really interesting 

despite having lots of rational explanations for the phenomenon”; “Thought about how the 

supernatural is really the same as religion in terms of effects on people”; “What happens to 

people who lived before current religion? Doom or safe since they couldn’t have known?”; 

“How religion affects our expectations of situations.” These thoughts are speculative and 

philosophical; they reflect a curiosity in the student which I find exciting, particularly in a 

student at A Level. Whilst these journal entries do not directly answer the essay question—



 
 

94 
 

for example, none of the thoughts specifically relate back to the gothic or to the assigned 

literary texts—the idea of religion and the supernatural are clearly relevant. This suggests 

that in the span of two days, Darius had seven unfacilitated daydreams related to the essay 

question, and he consciously recognised their relevance. Recognition here is key as it means 

Darius was actively linking his daydreams outside of the classroom with the literature being 

studied within it. The content of the daydreams also reveals a deeper exploration of the 

themes discussed in the classroom. For example, the baseline idea generation includes notes 

on religion and the supernatural or religion and good vs evil in the context of literature; the 

daydreams reflect wider thoughts on religion, focusing on religion and its effects on people, 

religion and human knowledge or naivety, or the debate on religion versus human rationality. 

The space of unfacilitated daydreaming provides an opportunity for students to expand their 

ideas and make connections between them and literary themes that go beyond the text—

connections which are integral to engaging in English. It is worth remembering here the need, 

according to other current research, “to look beyond the examination” when it comes to 

English (Koya, 2001, p. 9), and that the “proposed purpose of a lesson” is not one-

dimensional but interactive and not immediate (Bomford, 2019, p. 4). In other words, 

daydreaming offers the opportunity to explore ideas beyond a lesson objective or lecture. 

 Whilst no daydream journal entries are directly repeated in the post-incubation idea 

generation, it can be argued that two of the new coded ideas do echo the philosophical ideas 

posed in the unfacilitated daydreams. For example, in the post-incubation notes, Darius 

claims, “Religion and supernatural build up on each other adding legitimacy”; this is 

reminiscent of the journal entry stating that “the supernatural is really the same as religion in 

terms of effects on people.” Darius uses religion and the supernatural almost synonymously 

in this argument, claiming that their effects are the same and that they may exist upon one 

another rather than separately for one unified purpose: to add legitimacy. This idea of 
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legitimacy is philosophical and brings the human condition into the discussion—that is, how 

humans interact with and respond to abstract concepts like religion and the supernatural. 

Compared to the baseline idea generation where ideas were kept closely tied to the texts, 

ideas in the post-incubation sitting are more focused on human understanding and greater 

meaning. This is also seen when Darius writes, “Dracula—religion is saviour of humanity 

→Could be a human excuse to vilify the unknown.” Again, Darius links purpose and 

explanation to an abstract idea, which is reminiscent of the philosophical thoughts in the 

daydream journal, particularly the entry that considers “why the supernatural is still really 

interesting despite having lots of rational explanations for the phenomenon.” There is a focus 

on linking religion to human rationality which goes beyond the texts and offers a 

thoughtfulness that is not as present in the baseline sitting. 

 Finally, there is a fascinating development in the post-incubation idea generation that 

is worth exploring. As stated above, the main argument and thesis statement in the baseline 

and post-incubation sittings essentially do not change: “Religion is central to gothic texts” 

and “Religion in the gothic genre adds mystery by foreshadowing, may cause conflict based 

on expectations of evil vs good.” However, the final note in the post-incubation sitting states: 

“Religion is cautionary of issues and upcoming conflicts.” This links to author intention in a 

way that the baseline thesis statement—or other notes, for that matter—do not. The baseline 

thesis statement poses an argument but is focused on craft: plot (“Religion is central to gothic 

texts and the genre at large since it provides a good vs evil justification”), character 

development (“it reinforces the moral compass of characters”) and use of literary techniques 

(“and can foreshadow downfalls or a bigger danger by allowing supernatural intervention or 

hinting at it”). In the post-incubation idea generation, the argument moves from a focus on 

craft to a focus on author intention (“Religion is cautionary of issues and upcoming 

conflicts”). In other words, the notes focus on a bigger “why”: why the authors wrote the 
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novels compared to how. This is a crucial distinction in A Level English Literature and 

separates a middle band essay from a higher band essay. In March 2019, my English 

department hosted a consultant from a popular exam board to give us feedback on our 

students’ mock exams (I will refer to her as Consultant A). As part of our meeting, 

Consultant A went over the A Level English Literature mark scheme for prose and 

coursework (this mark scheme along with Consultant A’s notes can be found in Appendix C); 

she explained that a middle band essay (Level 3 in Appendix C) has an exploratory thesis 

statement, meaning the statement addresses and explores themes, ideas or components in the 

texts but does not have a “driving argument” (Consultant A, 2019, p. 1-5). A driving 

argument is necessary to achieve Level 4+, she explained, and often links the themes, ideas or 

components of the text to author intention—that is, a bigger idea or message that the author is 

trying to convey (Consultant A, 2019, p. 5). Darius progresses from an exploratory thesis 

statement in the baseline sitting to one with a driving argument in the post-incubation sitting. 

The driving argument—which is linked to author intention—analyses religion as cautionary 

which, I would argue, reflects a wider and deeper consideration of the theme. Such 

exploration is reflected in the daydream journal entries and in the post-incubation sitting, 

which suggests that the space for unfacilitated and facilitated daydreaming inspires wider 

thinking. In other words, space to think about the question outside of the classroom 

encourages reflective and philosophical thought which, when eventually connected to the 

texts, can offer opportunity to see why an author wrote a text (the ‘bigger picture’) in addition 

to how (the minutiae—literary techniques, story arc, character development—often studied in 

the classroom). Space to recognise these wider links are necessary at A Level, and 

daydreaming could be a useful tool to bring such links to light. 
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4.2b Darius, Trial 2: Recognition of links to Netflix series; Continued elevation of thesis 

statement by consideration of author intention 

 

 Question: ‘For writers in the gothic tradition, the struggle between good and evil 

 is always of central importance and good is rarely victorious.’ How far do you 

 agree with this view in relation to two texts you have studied? 

 

 Baseline: 2 THE, 2 CHAR, 6 ARG 

 Daydream Journal Entries: 2 ID NEW, 3 THE NEW 

 Post: 1 CHAR REP, 2 ARG REP, 2 THE NEW, 3 CHAR NEW, 1 ARG NEW, 1 

 THE NEWDD, 1 CHAR NEWDD, 1 ARG NEWDD 

 

 Darius’s second baseline trial consisted of ten coded ideas: two thematic, two 

character-based and six argumentative. His notes argue that “conflict in gothic texts is central 

to the genre” but that good and evil are rarely distinctive: “The hidden threats and desires 

(‘His eyes see only appetite’) cause ambiguity as to who represents good and bad thurst 

[thus?] also creating a struggle between those that are allegedly on the same side”; “In 

Dracula there is no objective good or evil while in The Bloody Chamber wolf tales the 

seemingly evil beasts end up being very human (‘paws of the tender wolf’)”; “The company 

of wolves has no true victor as the wolf and girl coexist with a compromise: she is more 

animalistic while he is tame (human like).” These ideas emphasise that good and evil in both 

texts are not clearly defined. Two of Darius’s baseline notes also put ownership on the reader 

when it comes to the judgment of good and evil: “It allows the discussion of the 

contemporary issues while making the audience think what is truly right,” and “Perspective 

makes morality.” The first idea hints at author intention—that is, the idea that the writer has 
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posed contemporary problems in the text but leaves it up to the reader to decide what is 

right—but remains vague; these “contemporary issues” are not articulated by the student. The 

latter idea is more philosophical but is also imprecise; whose “perspective” makes morality? 

And what does Darius mean by “makes” morality? It would be helpful to further understand 

the intention or meaning of this note. Even so, it is worth noting that for Darius, the answer to 

the essay question requires reader intention and judgment. 

 No ideas from the baseline were repeated in the daydream journal entries. All three 

daydream entries were coded as thematic ideas, whilst two of the three also included thoughts 

relevant to the question but posed ideas outside of character or theme. The first entry argues 

that “Good and bad are subjective, who defines morality defines the two.” This slightly 

clarifies the vague ownership of judgment in the baseline sitting. It suggests that anyone—

reader or writer—can define morality and that that code of morality helps determine what is 

good and bad. The second entry is less clear: “Conflict results in branding the opponent evil. 

Result of misunderstanding.” The use of “branding” here is interesting; it implies that the 

reader labels the antagonist (and thus, it would seem, the protagonist as well) after judging a 

conflict of some sort. The second half of the statement (“Result of misunderstanding”) is 

cryptic. I would interpret this to be a sympathetic creation of an antagonist. In other words, as 

a result of a misunderstanding between characters, one of them is labelled the hero whilst the 

other, less fortunately, is labelled the villain. This falls in line with Darius’s notion that good 

and evil are difficult to define and, as a result, so are heroes and villains. It is Darius’s final 

daydream entry, however, that is most interesting. He writes, “Was watching Black Mirror—

parental surveillance episode—thought that there was no objective good or bad. Its use and 

the actions committed led to a perceived evil as a result of the conflict.” Darius’s reference to 

the television series Black Mirror is a helpful detail that further explains his fragmented 

thoughts on perception. Having watched the parental surveillance episode titled ‘Arkangel’ 
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myself, I believe I understand Darius’s concept of “perceived evil.” Throughout the episode, 

the audience watches a mother intrusively monitor her child’s life via an implanted chip 

technology (‘Arkangel’, 2017). As we watch the story unfold from both mother’s and 

daughter’s perspectives, we can relate and empathise with both parties. There is no objective 

protagonist or antagonist as Darius notes. Once more, Darius argues that it is the result of a 

conflict that we as a reader or audience label the villain. This particular daydream entry 

suggests a few ideas: firstly, Darius recognised the relevance of the Black Mirror episode 

which shows that he is connecting experiences outside of the English classroom with those 

within it. He recognised similar themes and consciously chose to record his ideas in the 

journal. Secondly, the experience of watching the episode further supports Darius’s originally 

vague baseline idea that “perspective makes morality.” The content of the episode and the 

audiences’ judgment of the characters exemplifies the notion that good and evil are 

subjective—which is what Darius reiterates in both the baseline sitting and daydream entries. 

The audience decides who is good and who is evil, based on who they relate to, or based on 

their own experiences and what defines ‘good’ or ‘bad.’ Whilst I would not say that the 

unfacilitated daydreams in this trial drastically altered Darius’s original ideas in response to 

the question, I would argue that they helped solidify originally vague claims. The 

unfacilitated daydreams also inspired a more philosophical approach to the labelling of good 

and evil which went beyond the literary texts—similar to the thought processes that occurred 

in trial 1. 

 The post-incubation idea generation repeats a few arguments from the baseline: 

“Good and bad is not clearly defined”; “The struggle between good and evil is a central 

conflict point”; Reinforcement of morality being unclear.” Darius’s main argument remains 

unchanged: that the struggle between good and evil is of central importance to the story and 

that good and evil are not easily defined. The student’s ideas develop in the post-incubation 



 
 

100 
 

sitting, however, when he brings author intention into the discussion. For example, Darius 

writes, “The struggle between characters appear before we know who is the good. The 

exposition in the tales acts to prejudice us against the wolves.” This is the first time in trial 2 

that author intention is considered. Compared to the student’s analysis of author intention in 

trial 1—when he addressed the author’s why or overall purpose of the novel—his analysis in 

this trial focuses on the author’s craft. Due to the exposition, we are “prejudiced” against 

certain characters. Ownership is not simply on the reader to interpret conflict; rather, we are 

meant to acknowledge the author’s craft first and how the conflict has been presented to the 

reader before making any judgments. By analysing how the writer has crafted the narrative, 

the reader can begin to assume or understand what message the author is trying to convey. I 

see parallels to the student’s Black Mirror entry here. How the episode was crafted led to a 

“perceived evil” according to Darius. In other words, how the episode was filmed influenced 

the audience’s perception of who was good or evil. Darius is arguing the same for the wolf 

tale: how the exposition was crafted influences the reader’s perception of good and evil. 

Perception is coloured by author craft; it is not purely created by reader interpretation alone. 

Darius concludes the trial with this final note: “By reading the tales from the heroine’s 

perspective we are forced to see her as the ‘good’ although there is moral corruption.” Again, 

the student focuses on authorial craft: how we are given information and how this might 

influence how we judge something. It was only after the unfacilitated and facilitated 

daydreams that these ideas linked to author intention surfaced—or were at least recorded. The 

student’s ideas moved from being relevant but vague in the baseline sitting, to considering 

non-textual, philosophical but related ideas in the daydream journals, to bringing focus back 

to the texts but connecting meaning to author intention and reader interpretation in the post-

incubation sitting. The overall outcome is similar to trial 1 in that the student’s ideas became, 

for a time, more philosophical, and links to author intention were recognised.  
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4.2c Darius, Trial 3: Simpler, less philosophical reflections and an increase in specific 

textual evidence 

 

 Question: ‘Suspense is a/the key feature of narrative in Gothic writing.’ By 

 comparing at least two texts prescribed for this topic, discuss how far you have 

 found this to be the case.  In your answer you must include discussion of either 

 Dracula and/or The Bloody Chamber. 

 

 Baseline: 3 THE, 1 CHAR, 6 ARG 

 Daydream Journal Entries: 1 THE NEW, 1 ID NEW 

 Post: 1 THE NEWDD, 1 ARG NEW, 2 ARG REP 

 

 Darius’s third baseline trial consisted of ten coded ideas: three thematic, one 

character-based and six argumentative. The majority of argumentative ideas directly answer 

the question and justify why “suspense is a key feature” in gothic writing: “Suspense drives 

other emotions such as fears, excitement and resentment”; “Leads to catharsis—builds up 

emotions in order to later relieve or emphasise them”; “Reflects contemporary ownacity—

uses the reader’s mind to create fears relevant to the audience.” The student’s ideas are 

precise and clearly respond to the question posed. The remaining argumentative and thematic 

ideas largely focus on viewing the literary texts as reflections of the audience or readers. For 

example, Darius writes, “This makes the gothic text relevant for as long as any worries of the 

audience can be reflected and seen in the text.” He goes on to claim that, “Uncertain 

outcomes in Dracula and Frankenstein lead to doubt and makes us analyse the situation and 

ourselves.” These ideas suggest a reflective nature of literature: gothic texts will be relevant 
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as long as readers can relate to the “worries” in the stories at the time of reading—an 

interesting note as I would argue that many themes and conflicts in gothic novels are indeed 

timeless (for example, revenge in Wuthering Heights, religion and god versus science in 

Frankenstein or fear of the unknown in Dracula). Darius’s latter claim that events in the 

novels make us “analyse the situation and ourselves” again urges readers to look in the 

mirror. He is hinting that author intention in these stories is to make us question, criticise or 

simply be aware of our own societies and human qualities. Overall, the notes in the baseline 

are succinct and directly answer the question; they consist mainly of ideas with few textual 

examples given. 

 Darius recorded only two daydream journal entries for this trial—neither of which 

repeated ideas from the baseline idea generation. Both are short entries, the first one reading, 

“The unknown is scary.” The second entry is reflective but on the student’s feelings about the 

question rather than on how to answer it: “Thinking about what the next extract question in 

English may be. It could be a passage I find difficult to analyse.” I find it interesting that the 

student daydreamed about an upcoming English question—a relevant daydream for the 

exercise as it does relate to English—but without further thought on the given question topic 

or themes. This last entry is personal and hints at a bit of anxiety, making it unique amongst 

the student’s other daydream journal entries. In addition to being the shortest list of 

unfacilitated daydreams, it is also the simplest. The idea that “The unknown is scary” is 

significantly less philosophical than Darius’s ideas in the previous two daydream journals. 

This is a statement of feeling—or arguably fact—whilst previous entries contemplated more 

complex ideas: the “branding” of good and evil, the effect of religion on humanity, the 

fascination of the supernatural despite progressive rational thought. Compared to these 

inquisitive thoughts, “the unknown is scary” is a simple statement, indeed. 
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 Even so, the idea was repeated in the post-incubation idea generation as Darius’s 

concluding thought: “‘Heavy iron doors’ has her progress making us imagine what is behind. 

Not knowing is scary, finding out is even more so.” Perhaps the idea of the unknown is 

particularly distressing for Darius. Whilst this was the sole idea repeated from the daydream 

journal, two argumentative ideas were repeated from the baseline sitting: “Suspense is the 

key feature of narrative in gothic writing” and “It sets up the reader for fears of their own 

creation.” It could be noted that the wording changes from “suspense is a key feature” to 

“suspense is the key feature,” though I suspect the nature of the argument remains the same 

as there was no clear emphasis to highlight the change. A new idea is also recorded: 

“Suspense immerses the reader into the tale.” This falls in line with the string of arguments in 

the baseline sitting, providing further justification for the significance of suspense. The main 

difference between the baseline and post-incubation idea generations is that the student 

provides more textual evidence after the facilitated daydreaming task. For example, in the 

baseline notes, Darius refers loosely to “uncertain outcomes in Dracula” and provides a more 

specific incident in the post-incubation notes: “Harker’s escape from the castle is left on a 

hanger making us fear for his life as we learn about his fiancé.” Similarly, another baseline 

note reads, “The Bloody Chamber ‘Anticipation is the better part of pleasure,” whilst the 

post-incubation notes offer a specific example: “In The Bloody Chamber the girl’s 

exploration of the castle is suspenseful and drawn out to make it seem like she is unravelling 

long lost secrets.” In both cases, specific textual passages exemplify the broader ideas 

presented in the baseline sitting. Unlike in trials 1 and 2, the post-incubation idea generation 

in trial 3 does not seem deepened after the space of unfacilitated daydreaming or the stint of 

facilitated daydreaming. Whilst some greater attention to detail was achieved, the ideas 

themselves were not challenged or elaborated upon—which I would argue strengthened the 

post-incubation notes in the previous trials. There could be a few explanations for this: 
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perhaps, as evidenced by the sparse two entries in the daydream journal, the question was not 

as exciting or relatable, thus not inspiring as many unfacilitated daydreams or philosophical 

questions? Perhaps this question was more challenging for Darius than the previous ones? Or 

perhaps it was not challenging enough, given the clear, direct responses to the question at the 

onset of the baseline trial? It is not possible to know why this trial was different than the 

others, but it is interesting nonetheless to compare the variances. 

 

4.2d Summary of trials 1-3, Darius: Unfacilitated daydreaming inspires philosophical 

questions; Facilitated daydreaming aids in thesis formation with author intention 

 

 Across Darius’s three trials, there is an overall pattern of thought processes and 

argument development. Trial 3 follows the pattern to a lesser extent, which I explain below. 

The loose pattern is: Argument is established (baseline notes) → Unfacilitated daydreams 

inspire reflection on thoughts related to the question, often philosophical (daydream journal 

entries) → Argument remains the same but is enhanced, often strengthened by a clearer 

understanding of author intention surfacing after the facilitated daydreaming task (post-

incubation notes). As trial 3 deviates more from this pattern, I will discuss it first. Darius’s 

main argument remains the same throughout the trial: that suspense is a key feature in gothic 

writing. The space of unfacilitated daydreaming inspired reflection, although in this trial, 

rather than inspire philosophical questions, it prompted Darius to reflect on what the next 

English question would be. It is personal and related but it does not deepen the exploration of 

the given essay question. The stint of facilitated daydreaming seems to have allowed Darius 

to flesh out his broad ideas from the baseline sitting. He offers specific textual examples in 

the post-incubation sitting which do enhance the argument but would not necessarily elevate 

the essay from an exploratory Level-3 answer to one with a “driving argument” (Consultant 
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A, 2019, p. 1-5). Even so, it provides a greater attention to detail with textual support which 

is necessary for any A Level English essay. The outcomes of this trial were similar to Mary in 

that greater attention to the minutiae was achieved. I want to reiterate here that I am not 

interested in comparing students to other students as the focus of the study is on how 

daydreaming impact’s an individual’s engagement with English. However, I think it is 

helpful to distinguish patterns if and when they present themselves, so I will discuss this 

further in the next chapter, Conclusions.  

 The first two trials, then, were very similar: the main arguments were established in 

the baseline sittings of trials 1 and 2. The space of unfacilitated daydreaming inspired 

reflection in the form of philosophical questions and ideas, as evidenced in the daydream 

journal entries: in trial 1, the focus was on “bigger questions” like the state of religion and its 

effects on an increasingly rational human race; in trial 2, the focus was on linking the 

literature to the student’s world—in one instance, to an episode of Black Mirror which 

inspired deeper thinking on how we judge good and evil. Finally, the facilitated daydreaming 

task in both trials seems to have inspired links to authorial intention. Darius seems to have 

reined in his philosophical thoughts from the unfacilitated daydreams to draw conclusions on 

why or how the authors wrote their novels. In the post-incubation idea generation of trial 1, 

Darius focuses the author’s wider message: for example, that perhaps religion “could be a 

human excuse to vilify the unknown”; in trial 2, Darius focuses on author craft: the idea that 

how an author presents information can influence how the reader judges good and evil or 

“brands” the hero and villain. These outcomes are exciting and are suggestive of the fact that 

both unfacilitated and facilitated daydreaming offer space to consider wider ideas that lead to 

greater understanding of a literary text or why an author might have written such a text. Time 

and space to think about an essay question are necessary to make these deeper connections 

and ask further challenging, probing questions. On the practical side of A Level exams, space 
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to daydream is beneficial as it could allow students to elevate their ideas from exploratory 

thesis statements to driving arguments that link to authorial intention. This in itself suggests 

that setting a prep assignment of facilitated daydreaming is worthwhile—or to give time and 

space to think about an essay question before writing the essay. Of course, with timed exams, 

this is not always possible, but it does suggest that specifications with coursework 

components are beneficial and could offer students the chance to produce interesting essays 

that they engage with on a personal level. On the more philosophical side of A Level 

teaching, I am most excited about the opportunity and space for a student to be curious. 

Darius’s daydream journal entries are fascinating not only for their development of 

arguments but also for their philosophical nature which connects the student’s world with the 

literature. For me, this is crucial. It harkens back to Rosenblatt’s concept of aesthetic reading: 

reading is not a passive act of receiving information but an active act of interacting with the 

text by drawing on personal experiences (1982, p. 269). Once more, I believe it is this type of 

personal engagement with a text that enriches a student’s experience in English. Darius’s 

trials suggest that daydreaming is one way this could be achieved and that daydreaming does, 

in fact, enhance learning.  

 

4.3 Ronaldinho  

 Ronaldinho was Black British of Caribbean descent. Like Darius, he had been at 

Academy A since year 7 and was part of the same sub-cohort of exceptionally bright students 

in the year group. Ronaldinho’s love for literature came from his ability to mine texts for the 

deepest of insights into how language and structure support meaning. Teacher A describes 

him as a kind and funny student and calls him “a gem—a boy of whom his mother was 

rightly proud.” He is currently reading English Literature at university. 
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4.3a Ronaldinho, Trial 1: Recordings of related contextual notes; philosophical 

ponderings after facilitated daydreaming 

 

 Question: Religion is central to readings of gothic texts. How far do you agree 

 with this statement in relation to two of the gothic texts you have studied for A 

 Level? 

 

 Baseline: 6 THE, 1 CHAR, 4 ARG, 3 ALL, 1 ID 

 Daydream Journal Entries: 0 

 Post: 1 THE REP, 2 THE NEW, 1 CHAR NEW, 1 ARG NEW, 2 ID NEW 

 

 Ronaldinho’s first baseline trial consisted of fifteen coded ideas: six thematic, one 

character-based, four argumentative, three allusions and one related idea. The student’s main 

argument that answers the question is that religion is “essential, even when it’s absent.” This 

is supported by evidence related to both texts: “Gothic literature is largely secular. 

Frankenstein and TBC suggest that cruelty of humanity cannot be attributed to Satan / other 

opposing figures”; “Frankenstein’s only religious reference is made by Justine who is 

executed unjustly. So it shows religion is futile.” The student reiterates here that although 

religion is futile (in Frankenstein), the concept of religion is still essential. This is an 

interesting argument and it would have been helpful to see it developed further in the baseline 

notes. Rather than directly flesh out the idea, Ronaldinho records short notes on related facts 

and allusions: “The genre became popular in the 18th century (late) and 19th century during a 

period of technological advancements”; “Post-Darwin and during the enlightenment”; “PB 

Shelley’s influence on Mary Shelley reverberates the text”; “Intertextuality of PL [which I 

imagine is Paradise Lost] in Frankenstein”; “‘A hand stretched out’ -allusion to 
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Michelangelo’s Creation of Adam.” These facts and allusions are clearly related to the 

question but Ronaldinho makes no clear indication of how they would be used in an essay or 

which arguments they would be used to support. This format of bullet pointed notes perhaps 

gives insight into how the student thinks and forms an argument; rather than write up an 

essay outline or construct a detailed thesis statement, the student answers the question in a 

sentence and then lists some textual evidence, facts and allusions—in no obvious order. This 

does not mean that the baseline idea generation would produce a poor essay, but some of the 

links between facts, allusions and arguments remain unclear based on the data. 

 Interestingly, Ronaldinho recorded no entries in the daydream journal for this trial. 

This should suggest that he had no unfacilitated daydreams between the baseline and post-

incubation sittings that were related to the question—or daydreams that he considered 

relevant, anyway. It is worth considering alternative reasons for not recording entries as well: 

he could have forgotten to record daydreams, or perhaps he was not yet invested in the study 

(he does go on to record daydream entries in the proceeding two trials). Whatever the reason, 

the absence of daydream entries for trial 1 means the post-incubation discussion can only 

relate to facilitated daydreams. 

 Ronaldinho’s post-incubation idea generation repeats only one idea from the baseline 

compared to six new ideas. As in the baseline sitting, the student tends to write a list of 

related ideas with some textual evidence in response to the question—with no clear outline or 

indication of how the information would be used in an essay. In other words, as a teacher 

looking at the notes, I would not be able to follow the student’s logic or organisation of 

arguments without a conversation with the student. These are a few examples of new ideas in 

the post-incubation idea generation: “Humans judge God on its/his harsh actions. But don’t 

judge themselves”; “Victor always abjects himself from guilt and responsibility when he 

created the monster”; “TBC blurs the difference between humans and animals”; “The 
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Renaissance, invention of glass, micro/telescopes demonstrated how small we are / how small 

life can be.” They are a list of notes that relate to the question but sometimes loosely so, and 

it is not always clear how the information might be used in an essay. Compared to the 

baseline, ideas in this sitting are less fact-focused and are more abstract—even philosophical. 

For example, the student connects Victor’s denial of responsibility with the overarching idea 

that humans judge God but never themselves. This idea considers a much wider theme and 

message: humanity and responsibility—an idea not confronted in the baseline. Humanity is 

measured again in the student’s note on the Renaissance: “how small we are / how small life 

can be.” Again, this contemplates bigger philosophical questions of self, identity and even the 

purpose of life. Whilst it does not directly answer the question, its ties to the concept of 

religion can be argued. It is important to reiterate here that the purpose of the exercise is not 

to write a clear outline for an essay but to generate and record ideas in whatever fashion suits 

and benefits the student. This trial suggests that Ronaldinho uses planning time to loosely 

answer the question and generate any facts, allusions and ideas that could be used in the 

essay; I can only assume that the student then goes on to organise these notes as the essay is 

being written. Even though Ronaldinho has approached the idea generation the same way in 

both baseline and post-incubation sittings, his post-incubation ideas consider wider themes 

and are less focused on contextual facts. This suggests that facilitated daydreaming—in this 

case, prompted thoughts before a long shower—inspire wider thinking. Such time and space 

for daydreaming allows students to entertain ideas beyond the texts and facts discussed in the 

classroom. 

 

4.3b Ronaldinho, Trial 2: A deeply personal and reflective daydream journal entry; 

increased attention to the minutiae; an improved thesis statement with driving 

argument 
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 Question: ‘For writers in the gothic tradition, the struggle between good and evil 

 is always of central importance and good is rarely victorious.’ How far do you 

 agree with this view in relation to two texts you have studied? 

 

 Baseline: 4 THE, 11 ARG 

 Daydream Journal Entries: 3 ID NEW, 1 ALL NEW, 4 THE NEW 

 Post: 1 THE REP, 5 ARG REP, 2 ID REP, 1 THE NEWDD, 1 THE NEW, 5 

 ARG NEW, 3 ID NEW 

 

 Ronaldinho’s second baseline trial consisted of fifteen coded ideas—four thematic 

and eleven argumentative. He answers the question: “The battle between good and evil is 

central to the plot,” and he considers three texts that support this: “TBC [The Bloody 

Chamber] titular tale: Good vs Evil, Good wins; TBC snow child: Good vs Evil, Evil wins; 

TBC wolf Alice: Good vs Evil, Neutral but Alice abandons her wolf tendencies”; “Dracula is 

a struggle of Good vs Evil. Good wins”; “Frankenstein is a mixture.” It would have been 

helpful to have a bit of elaboration on this final consideration of Frankenstein but none is 

offered. Ronaldinho also includes in the baseline notes three reasons that the struggle 

between good and evil is of central importance: “1. Good vs Evil occurs in the gothic to 

reflect the social climate. 2. Good vs Evil to create fear and horror (Gothic elements). 3. 

Good vs Evil to suggest change where evil wins. *Good never wins cleanly, there’s always 

an element of blemishing.” The final of these reasons hints at author intention—that is, 

arguing that the struggle between good vs evil is present to highlight or draw attention to 

issues that need change. This ties to another note in the baseline that argues the struggle 

between good and evil “often reflect[s] the current social climate of what is good 
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(subjective).” Both statements suggest that these particular gothic writers use good and evil to 

present a sort of social commentary. What the social commentary precisely is, is not defined; 

as no specific text is linked to these notes, I imagine they apply to all three. Ronaldinho very 

nearly provides an argument based on author intention, but details in the baseline notes are 

too vague to be fully formed. 

 Unlike in Trial 1, Ronaldinho did record entries in the daydream journal for this trial. 

The first entry, recorded at 9PM, is particularly long. There is much to be said about this 

entry, so I believe it is worth including it in its entirety: 

   

  “21.3.18 9PM Is it even possible to be 100% pure good or evil. People who 

  are amongst ‘the most evil of all time’ (Hitler, Mao, Genghis Khan, Jim Crow) 

  could probably be diagnosed with a form of mental health problems. Which 

  means that they may have not known the extent of their behaviour. But saying 

  this makes me sound like I’m a sympathiser with perpetrators of genocide. 

  Despite this these despicable individuals must have had some redeeming  

  qualities that would allow them to not be considered 100% evil. Even Milton’s 

  Satan had some qualities that allow us to not see him as completely evil. 

  It is also impossible to be considered 100% ‘good’ either. I’m sure Nelson  

  Mandela has done something to reduce his ‘goodness.’ But with that being 

  said I hope he hasn’t.” 

 

 Ronaldinho’s entry is reflective and conversational. It is as if he is having a 

conversation with himself—even acknowledging that he might sound like “a sympathiser 

with perpetrators of genocide” before making clear his opinion by calling “Hitler, Mao, 
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Genghis Khan, Jim Crow” “despicable individuals.” Is this part of his thought process to 

reach conclusions? Does he play devil’s advocate with himself? Or does he entertain the idea 

that these men who are “amongst ‘the most evil of all time’” were not 100% bad then quickly 

admits that this might make him sound sympathetic because he knew these entries would be 

read by me? Regardless of his reasoning for recording the daydream as he did, it is 

fascinating to see how personal the entry is. He calls these men “despicable” yet reminds 

himelf that “even Milton’s Satan had some qualities that allow us to not see him as 

completely evil.” He then considers the opposing side, suggesting that Nelson Mandela might 

have done something in his life to reduce his “goodness” but once again ends the thought 

with a personal optimism: “with that being said, I hope he hasn’t.” The reflective and 

personal nature of this entry shows that Ronaldinho has considered wider ideas and personal 

opinions around the theme of good vs evil. He has linked what is being studied in the 

classroom to historical figures, allusions to outside literary works and, perhaps most 

importantly, his personal opinions. It is this type of thinking process—reminiscent of 

Vygotsky’s (1978) concept of a child’s intrapsychological cultural development (p. 57)—that 

takes place outside of the classroom which is so valuable in A Level English Literature. It is 

exciting to see that the space of unfacilitated daydreaming offered an opportunity to entertain 

such thinking. 

 Ronaldinho’s second entry becomes philosophical. He questions, “How many acts 

constitute being ‘good’ and after how many acts of ‘evil’ does that constitute them being 

evil? If someone does ten acts of good in a week but three acts of evil in a week can they still 

be considered a good person?” This entry is a conversation of ethics; the student considers 

the measurement of good and evil and how they weigh against each other. It can be likened to 

the ethics question: if you murder one murderer who would have killed five innocent people, 

are you considered good even though you committed an act of murder? Such philosophical 
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thinking is not directly related to the essay question, but expanding upon themes and ideas is 

certainly beneficial. This particular entry seems to have influenced a more developed thesis 

statement, which I will now discuss. 

 Notes in the post-incubation idea generation have the same main argument (“Good vs 

Evil is central to the plots of TBC and Dracula”), but there are a few notable changes. Firstly, 

two of the three reasons for good and evil’s central importance were repeated from the 

baseline whilst one was changed: the argument changes from “1. Good vs Evil occurs in the 

gothic to reflect the social climate” to “1. Good vs Evil transformation.” This is a new idea 

not clearly present in the daydream journal, which suggests that perhaps the idea of 

transformation was inspired or remembered in the facilitated daydream. There is no further 

elaboration on this, so it is unclear what Ronaldinho means by “transformation.” Secondly, 

unlike in the baseline, the post-incubation notes include several specific quotes from the 

texts, presumably to use as support in an essay: “Sanctions of patriarchy and suggest an 

alternative to it”; “She prospered”; “Not confined to ‘the white-washed wall of the convent’”; 

“She was nobody’s meat.” Unfortunately, these quotes are not clearly labelled and do not 

appear in any obvious order, so it is unclear which arguments they would be used to support. 

Even so—and I assume the student knows how he wanted to use them—the post-incubation 

ideas focus on more specific details that the baseline notes did not, suggesting that time and 

facilitated daydreaming inspire attention on the minutiae. Thirdly, Ronaldinho ends his notes 

with a list of contextual ideas, labelling them as “AO3”: “The rights of women…” “Stoker 

the unionist,” “Fin de Siecle,” “Changing property rights,” “Beginnings of the suffragette 

movement,” “the new woman.” These notes are specifically tied to the context Assessment 

Objective of the mark scheme, that is, “AO3” (Consultant A, 2019, pp. 1-2, p. 5). As with the 

seemingly randomly recorded quotes, there is no obvious organisation to these contextual 
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points; I imagine the student knows how and where he wanted to use them in the essay, but it 

is unclear in the trial recordings. 

 Lastly, the most significant change in the post-incubation idea generation notes is the 

inclusion of a thesis statement with specific author intention. Ronaldinho writes: “Both 

writers suggest that humans are both good and evil simultaneously. Carter: Evil is necessary 

for good to be victorious, e.g. TBC titular’s ending. Stoker: Murder is necessary to eliminate 

Dracula from the world.” This is a much clearer and developed argument than that presented 

in the baseline notes. Compared to the baseline idea that “[the struggle between good and 

evil] is evident,” the post-incubation idea argues that it is “necessary.” This is a driving 

argument—one that does not simply explore how good and evil exist in the novels but how 

they play an active role in the purpose of the text or the message that the authors are trying to 

convey. Such a driving argument is elevated above the exploratory Level 3 into Levels 4 or 5 

(Consultant A, 2019). This thesis statement is also reminiscent of the student’s daydream 

journal entry on quantifying acts of good and evil. The student questioned, “If someone does 

ten acts of good in a week but three acts of evil in a week can they still be considered a good 

person?” It seems he has considered this ethical dilemma and come to a conclusion: 

sometimes evil is necessary for good to prevail. This is especially prevalent in his argument 

on Stoker’s text: “Murder is necessary to eliminate Dracula from the world.” Thus, an evil 

deed is necessary to achieve the ultimate good. It is interesting to see the crossover of 

thoughts from the unfacilitated daydream entries to the post-incubation idea generation. 

Perhaps the stint of facilitated daydreaming allowed the student to consider these 

unfacilitated daydream ideas further. The idea develops from a general, philosophical thought 

to one applicable to both novels. The notes of this trial suggest that unfacilitated daydreams 

inspired wider thinking around the themes whilst a space of facilitated daydreams allowed 

further connections to be made between this thinking and the literary texts being studied. 
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Overall, the outcome is a clearer and more developed thesis statement with a driving 

argument that is linked to author intention. 

 

4.3c Ronaldinho, Trial 3: A reflective exploration of humanity in the daydream 

journals; ideas linked to historical context 

 

 Question: ‘Suspense is a/the key feature of narrative in Gothic writing.’ By 

 comparing at least two texts prescribed for this topic, discuss how far you have 

 found this to be the case.  In your answer you must include discussion of either 

 Dracula and/or The Bloody Chamber. 

 

 Baseline: 5 THE, 5 ARG, 2 ID 

 Daydream Journal Entries: 3 ID NEW 

 Post: 1 ID REP, 1 ARG NEW, 3 ID NEW 

 

 Ronaldinho’s third baseline trial consisted of ten coded ideas—five thematic, five 

argumentative and two wider ideas related to the question. He states his main argument first: 

“Suspense is a key feature of narrative in Gothic writing.” He then goes on to argue why it is 

a key feature: “Suspense reflects the fears of that era,” “Suspense creates fear within the 

reader” and “Suspense is a distraction to develop character.” Within the first subheading, he 

considers the fears in three texts: “Carter: the oppression of women, the way men are 

socialised/raised- is dangerous to themselves as well as women”; “Shelley: the continual 

development of technology”; “Stoker: the new woman in Stoker’s era.” Two open-ended 

questions follow this final note on Stoker—“Is the higher education of women dangerous to 

society?” “Is a woman who isn’t bound by men a good or bad thing?” The student’s baseline 
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notes are clear and logically easy to follow. His arguments for why suspense is a key feature 

lean toward addressing author intention though could be strengthened by identifying a precise 

message. For example, rather than argue that “Suspense reflects the fears of that era,” a more 

driving argument might be, “Suspense reflects the fears of that era in order to criticise the 

oppression of women” for Carter’s text, or “Suspense reflects the fears of that era to bolster 

support for the development of technology at the time” for Shelley’s text. The pieces are 

present in the notes, but Ronaldinho does not quite link them together to form the strongest 

argument possible. 

 There were two daydream journal entries in this trial, both reflective: “Suspense is 

probably the reason wars begin. The Cold War almost ended the entire existence of humanity. 

Anticipation is probably” [unfinished sentence]; and “Gothic writing is typified by suspense 

and it is probably caused by humans. Anticipation being hard-wired into human existence.” 

The first entry, similar to daydream journal entries in Trial 2, links related ideas to history—

in this case, the Cold War. The student also explores the concept of humanity as a whole in 

both entries. The first contemplates the existence of humanity and how it was almost lost, 

whilst the second argues that anticipation—used synonymously for suspense here by 

Ronaldinho—is innate to human nature. Such links between suspense and humans contribute 

toward a wider picture, which we see remnants of in the post-incubation idea generation. 

 Ronaldinho’s post-incubation notes are shorter than the baseline and are organised in 

a similar manner to those of the post-incubation in Trial 2. His thesis statement is essentially 

the same argument but is phrased more clearly and links to a “bigger picture”: “Suspense is 

the key feature within gothic writing as it reflects the innate fears within humanity.” Whilst 

one of his baseline arguments claimed that “suspense reflects the fears of the era,” the post-

incubation thesis focuses on the innate fears of humanity, suggesting that fear is not simply 

topical or temporal but intrinsically tied to human life. The focus on humanity is reminiscent 
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of the daydream journal entries which suggests, like in Trial 2, that unfacilitated daydreaming 

inspired wider thinking around the subject of suspense, whilst the incubated facilitated 

daydreaming offered a space and opportunity to link such thinking to the specific essay 

question. In addition to this development, the student’s post-incubation notes also included 

three textual quotes (compared to one in the baseline trial) which could suggest increased 

attention to detail. Finally, the student once again ended his notes with contextual ideas which 

I assume would be used to fulfil AO3 (Consultant A, 2019, pp. 1-2, p. 5): “Emancipation of 

Ireland” and “Emancipation of women.” Including such notes could suggest that the stint of 

facilitated daydreaming inspired wider thinking or provided an opportunity for the student to 

connect initial ideas to relevant, historical context. 

 

4.3d Summary of trials 1-3, Ronaldinho: Daydreams seem to encourage wider thinking; 

philosophical ideas inspire clearer thesis statements that address author’s message 

 

 Ronaldinho’s baseline and post-incubation notes were written consistently across the 

three trials; he approached the exercise in a note-taking fashion—that is, not necessarily 

labelling or linearly organising ideas for an outsider to follow, but recording thoughts in 

bullet-pointed lists to be organised as the essay is being written. His consistency between the 

three trials is helpful to detect patterns.  

 In two of the three trials (T2 and T3), the student’s post-incubation notes include 

more specific supporting quotes than in the baseline, as well as a list of contextual points to 

potentially include for achieving AO3 marks. This suggests that spaces of unfacilitated and 

facilitated daydreaming offer opportunities for students to hone into specific examples in the 

texts—perhaps it gives them time to mentally sift through the novels and extract useful 

evidence; it also seems to encourage wider thinking and making connections between the 
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essay question and relevant historical or authorial contextual information. Across all three 

trials, a significant development in the post-incubation idea generations was an expression of 

more philosophical ideas which often resulted in a clearer, more specific thesis statement that 

addressed the author’s wider message. For example, in Trial 1, the student’s post-incubation 

ideas explored philosophical themes like humanity’s responsibility in the world and the 

concept of self, identity and purpose; Trial 2 explored the complex measurement of good and 

evil and produced the driving argument that evil is necessary to achieve good; and Trial 3 

explored the idea of fear and its innate presence in humanity. All three trials consider this 

‘big picture’ notion of humanity and link it to the authors’ messages and stories. Such wider 

thinking was consistently absent from the baseline trials, which suggests that daydreaming 

inspired—or offered the space to remember or expand upon—such ideas. Whilst trials 2 and 

3 include daydream journal entries that are particularly reflective and philosophical, it is 

worth remembering that trial 1 had zero daydream journal entries. This suggests that 

facilitated as well as unfacilitated daydreaming could offer the space for philosophical 

rumination which results in more interesting and developed ideas. 
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5. Discussion 

 In this chapter, I address the research questions and how the three trials illuminate 

patterns, thought processes and further discussion points around daydreaming and engaging 

with English outside of the classroom. I also use this chapter to examine the data and 

consider the wider significance of my analysis, drawing attention to the current teaching 

climate and culture and how the outcomes of these trials might challenge such narratives. 

 

5.1 Addressing the research questions 

 

 The aim of this study was to explore the following research questions: 

 

• (Q1) How does daydreaming affect creativity in answering exam essay questions in 

English? 

• (Q2) What are the effects of facilitated daydreaming compared to unfacilitated 

daydreaming when it comes to exploring characters and themes in a text? 

• (Q3) How can daydreaming be used to access, explore or connect with literature? 

  

 For ease, I would like to briefly summarise the results of my nine research trials, 

student by student, before drawing out patterns and the subsequent practical conclusions that 

I have reached. 

 For Mary, across the three trials there was an overall increase in attention to detail, 

and ideas in the post-incubation sittings tended to be more focused, specific and decisive 

compared to ideas generated in the baseline sittings. Interestingly, in two of the three trials, 

Mary’s main argument completely changed; for example, arguing that Dracula’s Van 

Helsing is victorious in one baseline to arguing that Dracula is victorious in the post-
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incubation sitting. In all three trials regardless of a change in the main argument, Mary’s 

language became much more decisive post-daydreaming and ideas were solidified: “suspense 

is a key feature in Gothic writing” or she “strongly agrees” that the concept of Good is 

questionable, when her baseline notes had not been nearly as definitive. An increase in 

attention to detail appears in the form of specific textual examples to support ideas or more 

fleshed out quotes compared to broad, unsupported ideas in the baseline. 

 For Darius, an overall pattern of thought processes and argument development was 

detected: An argument is established (in baseline notes) → Unfacilitated daydreams inspire 

reflection on thoughts related to the question, often philosophical (in daydream journal 

entries) → Main argument remains the same but is enhanced, often strengthened by a clearer 

understanding of author intention surfacing after the facilitated daydreaming task (in post-

incubation notes). In other words, a thesis statement that includes authorial intention emerges 

after the stints of facilitated and unfacilitated daydreaming, when baseline notes suggest a 

more exploratory thesis statement—one that considers related ideas to the given question but 

does not link to the author’s wider purpose. As stated in the discussion, such a thesis that 

relates to authorial intention elevates a paper from sitting in Level 3 to achieving Level 4+ on 

an A Level mark scheme (Consultant A, 2019, pp. 1-5). In addition to an elevated thesis 

statement, Darius’ post-incubation notes also show an increased attention to detail (specific 

quotes, detailed textual examples), similar to Mary. 

 For Ronaldinho, across all three trials, post-incubation notes revealed an increase in 

philosophical ideas which often resulted in a clearer, more specific thesis statement that 

addressed the author’s wider message. In this respect, both Darius and Ronaldinho benefited 

from unfacilitated and facilitated daydreaming when it came to developing higher-level thesis 

statements that linked to authorial intention. Ronaldinho’s post-incubation notes also 

included lists of contextual points, arguably to fulfil the Assessment Objective 3 criteria on a 
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mark scheme—links between the literary text and historical context. Ronaldinho’s journal 

entries were also notably reflective and conversational.  

 The conclusions I have reached could be discussed in an infinite number of ways. I 

have ideas of how teachers could practically use facilitated and unfacilitated daydreaming in 

their practice; I can argue how space for facilitated and unfacilitated daydreams benefits 

students outside of the classroom in multiple ways; and I can hypothesize how daydreaming 

might impact students of different learning levels, and how—regardless of academic ability 

in English Literature—daydreaming is beneficial for engaging with the subject and deepening 

understanding of an essay question for all students. To keep the discussion organised and to 

ensure that I address my initial research questions, I will present my findings by discussing 

each question in turn. 

 

5.1.1 Discussing (Q1): 

 

 How does daydreaming affect creativity in answering exam essay questions in 

 English? 

 

 This study explored how daydreaming could affect creativity but also helped pin 

down ways in which creativity might be inspired outside of the classroom when it comes to 

approaching an exam essay question in English. In my literature review, I considered two 

ways to define creativity: one borrowed from Baird et al’s (2012) findings of positive links 

between daydreaming and Unusual Uses Tasks (UUT) scores—that is, comparing 

participants’ lists of uses for a paperclip, for example, and counting how many ideas were 

unique (p. 2); a critique of this definition of creativity lies in its quantitative nature: the more 

ideas one has, the more likely he is to have produced an idea that no one else has. Such a 
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method of measuring does not necessarily mean that the participant is more creative than his 

peers. The other definition of creativity presented in my literature review involved the nature 

of creative work and how this links to personal engagement. I argued that exploring or 

writing about a literary text is creative work, and creative work “requires a connection to 

one’s inner monologue, and it is from this stream of desires, emotions and ways of making 

sense of the world that new ideas and novel perspectives arise” (Kaufman and Gregoire, 

2015, p. 33); my argument depended on this idea of “novel perspectives,” with an 

understanding that perspectives and ideas were “novel” because every student would interpret 

texts differently and make different connections based on their own unique background and 

knowledge base.  

 Having mulled over the outcomes of my research trials, and having grappled with A 

Level English Literature exam questions and mark schemes for two additional years since 

beginning this study, I believe, now, that the concept of creativity when it comes to English 

exam essay questions is neither of the above definitions but a hybrid of both and more. A 

creative approach to an essay question involves a multi-layered understanding of the question 

and topic posed. By multi-layered, I mean an understanding of writer’s craft (technical 

components of prose and literary techniques used to create meaning), historical influence on a 

literary work and links to authorial intention and the wider world. In some ways, this is 

quantitative like the UUT scores, as more layers brought to discussion often makes for a more 

interesting, multi-dimensional paper. Such creativity also requires personal connection as 

discussed by Kaufman and Gregoire (2015), as I would argue that links to the wider world—

and even to authorial intention—stem from a personal understanding or interpretation of 

stories and how an author might critique, perpetuate or respond to cultural and historical 

circumstances at the time of production. Creativity in the context of this study, then, can be 

seen as the ability to approach an essay question and form a multi-layered understanding of it 
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and the given topic. Such a definition of creativity is not new (as evidenced by the intention 

of addressing five different Assessment Objectives by exam boards [Consultant A, 2019, pp. 

1-5]), but how these layers of creativity are realised and deepened can be further explored. 

Mark schemes are rigid with their levels and point systems; how a student might access these 

levels, however, is not. For example, an exam board recognises multi-layered creativity by 

rewarding discussions of literary techniques and thesis statements with authorial intention in 

the highest Level 5 bracket (Consultant A, 2019, pp. 2-5). How a student comes to 

understand, recognise and argue for an author’s message or intention is not only difficult to 

do but is achievable in a number of ways. The results of this study show that daydreaming 

could be one way to nurture such creativity and grant access to higher-level thinking and thus 

higher-level marks, both inside and outside of the classroom. 

 Returning to the research question, then, how does daydreaming affect creativity in 

answering essay questions in English? In summation, the study suggests that daydreaming 

increases attention to detail and elevates an overall driving argument by including authorial 

intention. For Mary, the time and space to daydream provided opportunities for solidifying an 

opinion or, in some cases, an argument. Mary’s language was much more definitive in all 

three post-incubation sittings, which suggests that understanding was deepened over the span 

of daydreaming. For example, perhaps Mary needed the additional space and time outside of 

the classroom to firstly consider the question further, but to secondly come to understand it 

and have the confidence to argue and defend an answer. The fact that she changed arguments 

completely between the baseline and post-incubation sittings suggests that such space to think 

about the question further was necessary for her to reach conclusions. Perhaps the most 

significant impact of daydreaming for Mary’s idea generations was her increased attention to 

detail in the form of specific supporting quotes, fleshed out textual examples and the 

movement from broad language to decisive language. In terms of creativity, this would 
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enhance her answer to the essay questions, as a heightened attention to the minutiae of the 

text—specific techniques used, quotes that develop character—would demonstrate layers of 

understanding; whilst this does not necessarily elevate her answer to one that considers 

authorial intention, it does suggest an understanding of craft and a purposeful use of 

techniques—an understanding that was not evident in the baseline approach to the question.  

 The impact of daydreaming on creativity was even more beneficial for Darius and 

Ronaldinho. Not only were their post-incubation idea generations enhanced by a greater 

attention to detail, but their overall thesis statements were elevated from a Level 3 

exploratory statement to a Level 4+ statement with a driving argument, often linked to 

authorial intention (Consultant A, 2019, pp. 1-5; see Appendix C). This suggests that time 

and space to daydream offered the opportunity to make connections between the literary 

work and the wider world—connections from the time of production historically and with the 

present day. Such connections resulted in clearer argumentative answers to the essay 

questions, which considered authorial motivation for writing the work—a creative, multi-

layered approach to answering the question that was not evident in the baseline trials. This 

improvement in the depth and argumentative quality of thesis statements is an incredible 

benefit from daydreaming. Having the time and space to make valuable connections between 

the literary text and wider world is, in my opinion as a teacher, essential to forming deep, 

informed and thoughtful arguments. Seeing these results has certainly influenced my practice 

and how I encourage students to interact with the texts outside of the classroom, which I 

present in detail below. 

 My final observation when it comes to this research question has to do with student 

ability. A follow up question that formed as I conducted the trials was: in addition to knowing 

how daydreaming affects creativity in answering exam essay questions, are students of 

various abilities affected in different ways? Whilst I did not design the study to intentionally 
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focus on this sub-question, I believe a few patterns stand out to make a few conclusions. I 

want to reiterate here that my main interest has to do with the impact of daydreaming on 

individual progress rather than across individuals. But if individuals are impacted in similar 

ways, I believe it is worth noting to help influence teacher practice. With this sub-question in 

mind, I noted that Darius and Ronaldinho were similarly benefitted by daydreaming: their 

attention to detail increased, their ideas became more philosophical and their thesis 

statements were elevated by considering authorial intention. Mary benefitted by an increased 

attention to detail and forming more decisive arguments after daydreaming. Based on these 

outcomes and looking at the content of their daydream journals and idea generations across 

all three trials, I would have speculated that Mary had a less complex grasp of the literary 

texts or that Mary engaged with the texts less thoughtfully at a lower-ability level than Darius 

and Ronaldinho. As these trials took place two years ago, I was in the fortuitous position to 

ask their English teachers what final grades the students received on their A Level English 

Literature exams. Unsurprisingly, Mary received an E whilst Darius and Ronaldinho both 

received Bs (Teacher 1 at Academy A was disappointed in Ronaldinho’s grade as he was 

predicted a solid A). I do not mean to define these students’ abilities by these grades alone; 

however, the final grades provide one benchmark to use to compare their abilities and can be 

used to show that regardless of the outcome, daydreaming impacted all three students 

positively. Higher-level students like Darius and Ronaldinho benefitted from an increased 

exploration of philosophical ideas and elevated thesis statements; lower-level students like 

Mary benefited from greater attention to detail and forming more decisive arguments. It is not 

possible to verify whether these benefits materialised in their final exams, although I do 

believe it is fair to say that in the six months leading up to their exams, they had ample 

opportunities to daydream, thanks in part to this study, where their multi-layered 

understanding of the literary texts could deepen in an unconventional way—that is, with a 
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non-traditional exercise outside of the classroom. It is exciting to see that regardless of 

student ability, daydreaming can benefit all students in varying ways, particularly in how they 

creatively approach an essay question. 

 As I acknowledge different abilities of students, I would like to briefly comment on 

the potential issues that could have arisen around the students’ different home demographics. 

It is worth remembering that the participants of this study were students from some of the 

poorest areas of North London. Whilst this might not necessarily impact ability, it could have 

affected the students’ priorities and how they were willing or able to spend their time outside 

of school—for example, I know a few students in the class cooked their own dinners and 

were expected to take care of their younger siblings whilst parents worked. Despite these 

challenges, it seems that all of the students—in this A Level English class, at least—had 

chosen to study the subject out of sincere interest; several of them had made an effort to 

prioritise their English prep—tasks for this study included—and those that did not were 

generally not productive with prep assignments across all subjects. Mary, Darius and 

Ronaldinho were not only deeply interested and passionate about English, but two of them 

even went on to study English at university. Furthermore, it is important to recall the Harvard 

study which found that 47% of people’s waking hours are consumed by daydreaming 

(Kaufman and Gregoire, 2015, p. 30-31). This includes all people regardless of financial 

background, which suggests that all students daydream and could benefit from the wider 

thinking that often happens as a result. This is another argument in support of using 

daydreaming to deepen understanding and creativity: all students of varying abilities and 

backgrounds have the potential to benefit from the activity. 
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5.1.2 Discussing (Q2) 

  

 What are the effects of facilitated daydreaming compared to unfacilitated 

 daydreaming when it comes to exploring characters and themes in a text? 

 

 To discuss the effects of unfacilitated daydreaming, I looked at entries in the 

daydream journals, and to discuss the effects of facilitated daydreaming, I looked at the post-

incubation idea generation notes as these notes immediately followed a stint of facilitated 

daydreaming (for trial 1, this was a long shower; for trial 2, a long walk; for trial 3, a banal 

task). I would like to reiterate here that whilst my focus is on the concept of daydreaming—

and again, I have purposely used this term to highlight the sometimes unpredictable and 

surprising nature of thought—this discussion easily encompasses the overall act of thinking, 

both planned and unplanned. I will discuss the impact of unfacilitated daydreaming first.  

 Unfacilitated daydreaming, for this study, is defined as “thoughts that involve a shift 

of attention away from an immediately demanding task” (Singer, 1975, p. 730), caused by an 

unintentional “decoupling” of thoughts from the external environment (Pachai et al, 2016, p. 

135; Antrobus et al, 1970). In other words, unfacilitated daydreaming is the process of 

unplanned mind wandering. Thoughts, ideas and musings that occur organically without 

specific prompting fall into this category. Students were asked to record any relevant 

unfacilitated daydreams in their daydream journals, ideally as soon as possible after they 

occurred. In her daydream journal, Mary recorded significantly different arguments and ideas 

than those in her baseline sitting; her entries reflect a development of character understanding 

and link to personal experiences or ideas—for example, her connections between the texts 

and Edgar Allan Poe, as well as the A Level trip to Highgate cemetery. Her entries also 

suggest that unfacilitated daydreaming helped to clarify broad ideas. In Student Darius’ 
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daydream journal, his own voice is very present: entries are conversational and he asks 

several questions with a focus on wider ideas that contemplate humanity—for example, how 

humans interact with the concept of religion and the supernatural, or considering a more 

philosophical approach to the labelling of good and evil. Similar to Mary, his entries also link 

to personal experience—in his case, watching an episode of Black Mirror. Finally, 

Ronaldinho’s daydream journal has reflective, conversational and personal entries—for 

example, acknowledging how he might appear as a sympathiser with perpetrators of 

genocide. His entries also included related historical events—for example, the Cold War—

and how such events relate to relevant literary themes like suspense and anticipation. 

Considering all three students’ entries, it is clear that unfacilitated daydreaming offers a space 

to create links and connections between the literary text and personal ideas, experiences and 

the wider world—both historical (like ideas related to the Cold War or Edgar Allan Poe) and 

modern (links to Black Mirror or a school trip to central London). Such personal connections 

are crucial, and it is exciting to see that all three students engaged with ideas related to 

English Literature outside of the classroom in their own time. I believe this is crucial, 

especially at A Level, to understanding a text or having the ability to creatively interpret it. 

The exercise of writing down the daydream in a journal is also reflective in itself, which 

shows that students are aware when their thoughts are relevant or might be helpful in further 

contemplation of a text.  

 Unfacilitated daydreaming, then, benefits students by allowing them to form 

reflective, personal connections between the literary texts and wider ideas and experiences. It 

offers an opportunity for the “intrapsychological” cultural development of a student which 

takes place “inside the child,” compared to the “interpsychological” development which 

occurs “between people” on a social level (Vygotsky, 1978, p. 57). Whilst unfacilitated 

daydreaming itself cannot be planned, offering the space for its occurrence can be, which 
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suggests that it is beneficial to have a few longer-term assignments (such as coursework or 

prep essays) in addition to instant timed essays where an immediate response is required. The 

extra time outside of the classroom could inspire wider thinking and personal connections, 

which is valuable for deepening the understanding of a text for students of any ability level. 

 Let us consider, now, the act of facilitated daydreaming, which is defined in this study 

as daydreaming that occurs after a purposeful inciting thought, often after the individual has 

made a conscious decision to steer thoughts away from the physical task at hand. In other 

words, students were instructed to think about the essay question whilst doing a task that did 

not require their utmost attention, thus enabling them to pursue further thoughts on the 

question easily and purposefully. There was no guarantee that their thoughts mid-

daydreaming would continue to focus on the essay question—it is still daydreaming, after all, 

which means a natural path of ideas must flow—but I was interested to see if beginning with 

intentional thoughts focused on an essay question might bear fruit. In the end, there were 

indeed positive results. The post-incubation idea generations were recorded immediately after 

the facilitated daydreaming task; by comparing these ideas to those in the baseline sitting, we 

can see how this targeted and planned focus on the question outside of the classroom 

impacted ideas. 

 Notes in Mary’s post-incubation idea generation are more detailed than those in her 

baseline; her language is more definitive—for example, she moves from using broad strokes 

of “Christianity” in the baseline to using specific textual passages and symbols. Darius’ post-

incubation notes include philosophical thoughts which reflect some ideas in his daydream 

journals; it is in these notes that he also includes ideas linked to authorial intention. His 

daydream journals and post-incubation notes suggest that his thoughts were expanded and 

that he drew connections between the literature and wider world in his unfacilitated 

daydreams, and then after a stint of facilitated daydreaming was able to more clearly 
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articulate his arguments and exemplify them more convincingly than in his baseline sitting. 

Facilitated daydreaming, then—that is, the focused, intentional act of thinking about a 

question at the start of a daydreaming stint—provides opportunity to draw clearer conclusions 

and definitive arguments, which are more focused and precise compared to the sometimes 

abstract and philosophical ideas born out of unfacilitated daydreams. And from this, 

arguments linked to authorial intention are sometimes realised. Ronaldinho’s post-incubation 

idea generation notes reflect a similar trajectory: they consider wider themes and messages—

for example, notes around humanity and responsibility—and then go on to present thesis 

statements which link to authorial intention. As observed in the discussion, this suggests that 

unfacilitated daydreaming inspired wider thinking around the subject, whilst the incubated 

facilitated daydreaming offered a space to link such thinking to the specific essay question. 

Ronaldinho also includes several notes on allusions and historical events. This further 

suggests that thinking around the specific question is elaborated upon and that the student, 

during a facilitated daydreaming stint, even had specific Assessment Objectives in mind.  

 The impact of facilitated daydreaming, then, can be summarised as such: it offers 

students a space to hone their arguments and ideas which results in more detailed, definitive 

language; it can lead to the creation of higher-level thesis statements with a focus on authorial 

craft and intention; and it can produce further links between the literary text and more 

intentional historical context, allusions and other related contextual information that fulfils 

Assessment Objective 3 on the designated mark scheme (see Appendix C).  

 Both unfacilitated and facilitated daydreams, then, offer their own unique benefits. I 

would argue that both can be used independently to achieve these results but equally, using 

them in tandem might be even more beneficial still. Scope for unplanned mulling and making 

connections between texts and the wider world is necessary for deepening understanding; 
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following this with a focused stint of facilitated daydreaming to hone ideas and produce 

precise, articulated arguments is then equally valuable. 

 

5.1.3 Discussing (Q3) 

 

 How can daydreaming be used to access, explore or connect with literature? 

  

 It is the answers to this question that will be most helpful and interesting to teachers 

of English Literature: the practical uses of daydreaming and how it can be facilitated or 

encouraged to aid students in accessing, exploring and connecting with literature. Firstly, 

teachers could set daydreaming prep assignments—either unfacilitated or facilitated. An 

example of an unfacilitated daydream prep task would be: ‘Between now and our next lesson 

[often the next day or day after for English classes], record every relevant daydream that is 

related to the text/chapter/essay question in your exercise books.’ Whilst I am hopeful that 

students naturally make connections between literary texts and their lives outside of the 

classroom anyway, setting this as a prep task formalises the process, and the reflexivity 

component allows teachers to see exactly what connections are being made—which could 

lead on to in-class discussions. An example of a facilitated daydreaming prep task emulates 

those of this study: ‘Between now and our next lesson, take a twenty-minute walk (alone and 

without music) and think about this essay question. After the walk, in your exercise books, 

take 8-10 minutes to jot down notes and make an essay plan to answer the question.’ Again, 

teachers are able to see how a student grapples with a question outside of the classroom. 

Ideally, this task would follow a first attempt at planning an essay so that plans could be 

compared, or it could follow a class discussion or lecture to give students a chance to sift 

through information and consolidate it into more focused, purposeful arguments. 
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 I want to acknowledge, here, my own awareness that setting a daydreaming task for 

prep comes with the risk of sounding ‘wishy-washy’ or could be seen as an easy assignment 

to ‘waffle’ or ‘fudge’ as some of my students would say. My response to this is: firstly, yes, 

this is indeed an easy assignment—and why shouldn’t it be? A prep assignment to simply 

think about the text outside of the classroom perhaps sounds too trivial or informal, but it is, 

in my opinion, important and crucial. We as teachers and students are already pressed for 

time to get through a syllabus during our precious classroom hours. Any time spent 

ruminating on the text outside of the classroom should be encouraged, celebrated and 

expected. Encouraged thinking coupled with the necessary scaffolds presented above 

(daydream entries or essay plans in their exercise books) is simple, yes, but also purposeful. 

My second response to hesitant prep-setting around daydreaming is: it all depends on how 

you pitch the assignment. If I told my students to spend twenty minutes daydreaming about 

Victor Frankenstein’s hamartia, I imagine they would write it in their prep diaries, think 

about Victor for a minute before or after supper and consider their prep completed. If I 

presented the task to them by introducing Victor as a complex and surprising character whose 

hamartia will never be understood without considering his pride and relationship with 

nineteenth century popular science and the occult, suddenly, a mere minute devoted to Victor 

before supper is not only insufficient but is far less interesting. Like any topic we teach, we 

need to hook the students and make them feel that the texts we study are worthwhile—both 

inside and outside of the classroom. The daydreaming task should deepen their understanding 

by providing the space to make connections which will, ideally, increase the text’s worth to 

each student on a personal level. Perhaps setting such a prep task should start at A Level 

where we can assume that the initial interest in the subject is enough for them to take a 

daydreaming assignment seriously. I do believe such prep tasks can be brought down to 

GCSEs—would be beneficial, even, for higher sets who are learning about driving arguments 
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and thesis statements with authorial intention. The beauty of such an assignment is that it is 

accessible to anyone, and that even lower ability students will benefit in some way, even if it 

is only to clarify ideas or gain confidence in expressing an opinion on a text. I also want to 

highlight that setting prep tasks around daydreaming emphasises the importance of personal 

connection and meaning making. As mentioned in my literature review, personal connection 

often does not happen within the classroom environment; rather, it occurs more organically in 

the student’s wider life. By encouraging such time and space devoted to thinking about the 

texts outside of the classroom, we foster a safe, unique and hopefully personal engagement 

with the literature. 

 My final practical takeaway from this study is not only how we can use daydreaming 

to access and explore literature, but that we as teachers should build a curriculum and 

syllabus that allows us to use it. Whilst most exam boards base students’ final results on 

exam-only assessments, we can ensure that in the lead-up, we set a mixture of timed and 

longer-term essays. Longer-term assignments should focus on digging deeper, taking time to 

formulate thoughtful responses and encouraging multi-layered levels of thinking without the 

pressure of a timer on the board. Timed essays will help prepare for the final exam, yes, but 

writing slower, thoughtful essays also contributes to preparation by deepening understanding. 

This study has also reaffirmed the potential benefits of coursework. Both the A Level and 

GCSE exam boards we use at my school have hefty coursework components. There is always 

a lull in the middle of the course when coursework feels like a slog for both teachers and 

students alike; often, we play with the idea of switching to an exam-only qualification. This 

study, however, has reminded me of the great potential benefits of coursework: how its 

longevity encourages thoughtfulness, depth and personal connection as each student creates 

his own title. Admittedly, I see such potential mainly at A Level where students are excited 

and passionate to devote a significant number of hours to one focused piece of writing. 
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Assigning daydreaming tasks would bolster their thinking and once again encourage time 

outside of the classroom to be devoted to the texts. Coursework, then, should be a privilege as 

it comes with the opportunity to spend time on longer musings around a text. As I teach the A 

Level coursework component at my school, I will make a point to emphasise these 

advantages to my students—to not take for granted the longevity of the piece and to draw 

connections between their coursework novels and their own wider ideas and lives. 

 

5.2 The beautiful messiness of learning  

 

 Much of the existing literature around teaching and learning in English, particularly in 

the last seven years of my teaching career, voices frustrations around what seems to be a 

limited or reductive approach to the subject in current models of education. Education in 

broad strokes should reflect the fact that students spend much of their time outside of the 

classroom, and teachers should offer time and space for students’ engagement with the wider 

world around them (Craft, 2014; Wylie, 2018). Considering English specifically, the concepts 

of engagement, creativity and knowledge have become so contrived that the personal, often 

weird, wonderful and complex ideas that emerge from English classrooms have been reduced 

to compartmentalised pots of information (Brady, 2013; Yandell, 2017; Smith, 2019). 

Pleasure in the subject is all but absent. The outcomes of this study are exciting in that the 

data suggests that students, in a sense, pick up the pieces where time constraints and 

curriculum-heavy lessons limit deeper exploration of a topic; they daydream and think widely 

in their own time, forming connections that would most likely not take place immediately in 

the classroom anyway. Whilst this is a positive takeaway, this study reiterates the somewhat 

disheartening claims of the existing literature: by simplifying the teaching and learning of 
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English to tidy, lesson-sized transferals of information, we limit the potentially rich 

engagement with the subject matter. 

 Three studies in particular highlight what I believe to be dangerous absences in the 

teaching of English if we approach the subject with reductive teaching models: the absence of 

the personal and the absence of the messiness of learning. In her article that considers the 

current National Curriculum for English in England from a historical perspective, Lorna 

Smith brings our attention to the English orders: “pupils should learn English to prevent their 

being ‘disenfranchised’ [2014: 13]. While this recognises the role of an individual in 

society—perhaps thereby acknowledging their place in the conversation of mankind—it 

seems to ignore the personal…the human element is absent” (p. 262). She goes on to claim 

that “the challenging and prescriptive content…does not necessarily lend itself to pleasure, 

and nor is there much opportunity in a crowded curriculum for teachers [or pupils] to choose 

other texts to study” (p. 262). Smith’s arguments inversely illuminate my own: without 

personal connection, and without enjoyment for that matter, English as a subject becomes 

two dimensional. I maintain that daydreaming—or purposeful thinking time outside of a 

classroom—fosters  meaning-making and enables students of English to be active in their 

learning. The motivation to learn English literary texts should not be to prevent 

disenfranchisement but to promote empowerment and awareness. Students should be active 

participants rather than passive recipients. My study sits nicely next to Smith’s as it 

endeavours to highlight the importance of forming personal connections with literary texts, 

and that it is necessary to do so in order for students to recognise their value. 

 Equally important to personal connection is the acknowledgment that learning is 

messy and complicated. Monica Brady (2013) writes about the disconnect between a 

student’s personal life and school life: a “compartmentalization of ‘school knowledge’ and 

‘cultural knowledge’ was practised by all the students I worked with…The school curriculum 
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transforms disciplines into an uncontentious body of knowledge to be learned and tested. 

‘Within it there is no room for uncertainties, ambiguity or unpredictability, only conceptions 

and misconceptions of concepts…’ [Popkewitz et al, 2001, p. 27]” (p. 69). This idea of 

compartmentalising bodies of knowledge is both fascinating and dispiriting. Particularly in a 

subject like English where themes and ideas need to be picked apart and mulled over across a 

span of time, to stopper rumination outside of a lesson because it is seen as “school 

knowledge” is not only limiting but detrimental to fully understanding the complexities and 

intricacies of a text. If students are dividing their thoughts in this way, it is because they have 

been taught that this is okay—that it is not necessary to draw from a myriad of experiences 

and connect them with the literary texts being studied—all because the school curriculum 

could be boiled down to information that is learned and tested. 

 John Yandell appropriately likens this concept of static, fixed knowledge to “a sack of 

potatoes” ready to be delivered to the next generation “[rather] than a box of delights” (2017, 

p. 250). He goes on to argue, “In life, though, even in the rarefied life of academic 

communities, knowledge isn’t like this at all. It is dynamic, shifting, uncertain, argued over. It 

is the stuff of debate and uncertainty, not of lists and certitudes” (p. 250). It is this idea, 

perhaps more than any other, that I hope my study enforces: knowledge is complex, and so is 

learning. Learning, if done well, does not stop when a student leaves the classroom. On the 

contrary, what is discussed in that formal academic setting should be the spark to a much 

longer and intertextual discourse. Yandell also reiterates that learning does not happen in neat 

sequences: “To pretend that this is the case is to ignore all that we know about the messiness 

of learning, about the complex interplay of social, emotional and intellectual dimensions, 

about the vital importance (for teachers) of remaining attentive to the interests and motives of 

the learners themselves” (p. 250). The resounding takeaway from my study is exactly this: 

learning is messy and we as teachers must not only remember this but embrace it and use it to 
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foster multidimensional explorations of the texts we teach. As I have said throughout this 

paper, the act of daydreaming, like learning, is non-linear, surprising and often unpredictable. 

Daydreaming can offer the opportunity for the important interplay between the social, 

emotional and intellectual dimensions mentioned above. My study sits amongst the 

aforementioned literature and makes a similar claim to acknowledge the messiness and wide 

expanse of learning beyond the classroom—beyond the reductive models of teaching and 

simplistic definitions of knowledge. My study calls for a more spacious understanding of 

education, particularly when it comes to the exploration of literary texts and how students 

experience them. 
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6. Conclusions 

 There are many conclusions to be drawn from this study—both practical and 

theoretical. In this chapter, I first discuss a philosophical response, addressing the concept of 

connections and the place of daydreaming in a classical education; subsequently, I present 

where I would take the research next; I then address the tensions laid out in my 

introduction—arguing that daydreaming may aid in lessening these tensions if the 

opportunity to daydream is offered in conjunction with traditional lectures and learning in the 

classroom; finally, I discuss the wider implications of the research—how teachers, schools 

and governing bodies might recognise learning beyond the classroom and challenge the 

prevailing discourses in education 

 

6.1 A philosophical response and where I would take the research next 

 

 In addition to the practical conclusions presented in the previous chapter, this study 

has also inspired the contemplation of several overarching ideas, bigger questions and 

philosophical musings on education. It is this philosophical response that has kept me 

fascinated with the topic—which perhaps reflects my interest in the overall ideals of 

education and how teachers today play a role in delivering and exemplifying these ideals to 

their students. In this subsection, I would like to discuss: the concept of connections between 

literary texts, creativity and independent learning; how daydreaming and opportunities to do 

it fits into a classical education; and how daydreaming might help facilitate a culture of 

curiosity. 
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6.1.1 The concept of connections 

 

 In one of my meetings with my supervisors, we concluded that this daydreaming 

study reveals and exposes a question about connections—connections between texts and 

personal ideas that, in a more traditional classroom setting, are less frequently made by 

students who are too reliant on teacher guidance. I would like to reiterate, here, the concept of 

creativity when it comes to answering exam essay questions in English: a creative approach 

to an essay question involves a multi-layered understanding of the question and topic posed. 

Multi-layered means an understanding of writer’s craft (technical components of prose and 

literary techniques used to create meaning), historical influence on a literary work and links 

to authorial intention and the wider world. These layers of understanding can be taught by a 

teacher, but I would argue that self-discovering them is far more beneficial, memorable and 

satisfying for students. For example, the technical components of prose could be taught in a 

lecture, but understanding their use when it comes to authorial intention and how an author 

creates meaning should be pondered and revealed after thoughtful consideration. Such 

meaning-making should be discovered by the student rather than taught to him; I see this akin 

to ‘working out the answer’ rather than the answer being ‘spoon-fed’ to them. This concept of 

‘spoon-feeding’ is one I have struggled with at every school I have worked in, especially at 

my current boarding school where students heavily rely on teachers to do a lot of thinking for 

them. I believe we should scaffold their learning: set students up for success with 

informative, engaging lessons that give them a generous base of knowledge from which to 

draw conclusions; they should then draw conclusions themselves by using their brains and 

engaging with the text. Unfortunately, I think we sometimes over-scaffold to the point where 

we give away the ‘answers’ and the students are not required to think much at all. Our 

scaffolds cripple rather than hold them up. This is where I see daydreaming to be an 
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advantageous opportunity for independent thinking and meaning-making. I am connecting 

daydreaming to creativity—that exploration of multi-layered thinking that must occur outside 

of the classroom—which in turn connects to independent learning. I believe the learning of 

literature needs to be more holistic—a process that relates to wider thinking and personal 

reading experience. This independent learning culture is especially crucial at A level where 

students should grapple with ideas, contextual information and personal responses to form 

their own conclusions. In some ways, this study comforted me by verifying that students do 

indeed think about literature and English discussions outside of the classroom. In other ways, 

it reminds me that such independent thinking and interaction must be encouraged and 

celebrated. We can do this by providing a framework for thinking outside of the classroom, 

such as the assignment of daydream journal entries or assigning a facilitated daydreaming 

task followed by an essay plan. Regardless of what the task may be, it is necessary for 

students to spend time interacting with the texts outside of the classroom, which leads aptly to 

my next point of discussion. 

  

6.1.2 Daydreaming in a classical education 

 

 I am fascinated by this duality of in-the-classroom and outside-of-the-classroom 

learning; the appropriate balance must be struck. I would like to reiterate here the lens from 

which I consider this balance as a classical educationist. As discussed in my literature review, 

I present the misconceptions and realities of what a classical education is. Whilst it is often 

associated with the elitist schools of Victorian England—that is, strict teacher-led practice, a 

focus on Latin and memorisation and a seemingly dry focus on knowledge impartation, the 

true aim of a classical education is “not, pre-eminently, of a specific time and place”; rather, 

it is “the formation of a mature person who loves inquiry that reaches into earthly as well as 
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transcendental realms of knowledge, who makes the connection between this knowledge and 

his responsibility in the life of virtue, and who struggles against long odds to fulfil in himself 

the high exigencies of the Ideal Type” (Hicks, 1990, p. 66). In other words, a classical 

education aims to develop a holistic individual who makes connections between knowledge 

and what he knows and how he lives. It is, philosophically, supportive of growing holistic 

individuals, which I believe coincides with the past decade’s aims of a positivist education. 

Earlier, I acknowledge that the concept of daydreaming seems too modern or abstract to fit 

into a classical education framework. I hope that the findings of this study suggest that on the 

contrary, daydreaming can be one type of process that can help students link knowledge to 

their own lives and how they conduct themselves. The concept of “connection” in this regard 

is more significant than ever: connections between what students learn in school—in this 

case, stories, themes and lessons from literature—and how they interact with this knowledge 

can and should influence how they behave and interact as human beings. Such interaction is 

evident in the students’ daydream journals—for example, when Darius questions who defines 

morality, or when Ronaldinho expresses concern for sounding like he sympathises with 

perpetrators of genocide. These entries show students grappling with challenging topics and 

connecting themes of literature with life decisions and responsibility. The concept of 

daydreaming, then, fits nicely into a classical education as it provides the opportunity for 

connections to be made outside of the learning classroom. Hicks emphasises the importance 

of personal engagement with knowledge:  

  So much in a classical education depends on the development of conscience: 

  the student’s motivation to learn, his pleasure and understanding in reading old 

  books and in discussing new ideas, the quality of his relation with the teacher, 

  his ability to be objective about himself and to discover in learning a way to 

  compose his life. (Hicks, 1990, p. 69) 
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 Such a development of conscience is impossible to occur strictly inside the classroom. 

Additional space, attention and focus on personal interaction with texts is necessary in the 

students’ own time. This—coupled with the fact that teachers are already pressed for time to 

get through a syllabus—further encourages the implementation of purposeful prep tasks and 

frameworks for interacting with texts for intention. 

  

6.1.3 Daydreaming and a culture of curiosity 

 

 Finally, I would like to draw attention to one specific component of Hicks’ notion of 

student development: the student’s “motivation to learn, his pleasure and understanding in 

reading old books and in discussing new ideas” (1990, p. 69). The concept of student 

motivation links back to independent learning—the ability to, the opportunity to and the 

desire to do so. The independent learner takes pleasure in the learning itself, which suggests 

that he is constantly seeking to learn. This resonates with how Plato regards knowledge: 

“neither as a possession of something outside the mind nor as a measurable state of mind, but 

as a logical process attending the activity of learning. His definition of knowledge [is] an 

activity of learning rather than as a condition of having learned” (Hicks, 1990, p. 20). How do 

we inspire such an attitude toward learning in school? How can we teachers facilitate a 

culture of curiosity so that students not only enjoy learning about literature but pursue further 

knowledge in their own time? I believe the answer lies in personal interest and forming 

personal connections between what they are learning and these interests.  

 This is where I would take the research next: if daydreaming positively benefits 

students by offering a space to make personal connections between a text and the wider 

world, how might daydreaming influence a student’s intellectual curiosity? Can daydreaming 

inspire further pursuit of knowledge? Can it be used to build a culture of curiosity? Books on 
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curiosity have been published within the past five years, suggesting that an interest in the 

concept is on the rise; titles include The Hungry Mind: The Origins of Curiosity in Childhood 

by Susan Engel (2015), Curious: The Desire to Know and Why Your Future Depends On It 

by Ian Leslie (2014), A Curious Mind: the Secret to a Bigger Life by Brian Grazer (2015) and 

Why? What Makes Us Curious by Mario Livio (2017), amongst others. Curiosity, as a 

concept, sits nicely next to daydreaming: “it’s democratic. Anyone, anywhere, of any age or 

education level, can use it” (Grazer, 2015, p. xv). As everyone daydreams, perhaps everyone 

is capable of developing a more curious attitude or mindset. Curiosity is also fundamental in 

an ideal learning environment: there is a “paradoxical attribute of curiosity—it is stimulated 

by understanding and by the absence of understanding. This tells us something important 

about the motivation to learn” (Leslie, 2014, pp. 35-36). This idea of withholding information 

echoes the notion of scaffolding rather than ‘spoon feeding’ knowledge and information to 

our students. We should facilitate a culture that celebrates when a student wants to know 

more. As this study has shown, students daydreamed about the literary texts in a way that 

connected learned content to outside, often personal, information; in other words, they 

daydreamed to fill in gaps of understanding or gaps of wider thinking. To me, there is a 

natural link between curiosity and daydreaming, as daydreaming so aptly allows us to pursue 

thoughts, ideas and opinions that intrigue and interest us. As of late, sincere curiosity is also a 

trait that we admire and encourage in students. It would be fascinating to explore this further: 

to see if daydreaming or the encouragement of daydreaming could be linked to fostering a 

culture of intellectual curiosity in schools.  
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6.2 Alleviating tensions in the English classroom and filling a gap in the research 

 

 At the onset of this dissertation, I highlighted three tensions of teaching English 

Literature in the current education climate. In a society that values grades and primarily 

recognises schools for their examination results, we teachers—with an unsatisfactory amount 

of support, time and resources—are faced with the pressured challenge of getting students to 

pass, sometimes when, perhaps, they should not. I would like to conclude how this study fills 

a few gaps in the current research, and how its findings on daydreaming can help to alleviate 

some of these tensions. 

 The first tension I addressed was that between curriculum content and time: teachers 

are expected to cover a vast and dense curriculum with relatively little contact time to do so. 

This study has suggested that the act of daydreaming can help solidify understanding, form 

arguments and increase attention to detail when it comes to writing about literature. Such 

understanding and attention to detail is crucial to learning a text. Ideally, we should not move 

on in the curriculum until the content is understood at significant depth; unfortunately, we 

often speed through due to time constraints. Daydreaming, however, offers a space to 

consolidate and deepen understanding of a text outside of the classroom, and thus, does not 

encroach on precious teaching time. By encouraging daydreaming via facilitated 

daydreaming prep tasks or the recording of unfacilitated daydream journals, we can gain time 

devoted to English without sacrificing contact time in lessons. 

 The second and third tensions I highlighted go hand in hand: the increasing 

expectation to teach creativity in an exam-based culture and the desire to help students 

develop a personal connection and interest in literature in an education climate that seems to 

value results and ploughing through content rather than forming a lifelong, meaningful 

appreciation of the subject. I have reiterated throughout this paper the idea that personal 
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connection with a text can inspire creativity. This occurs as students draw connections 

between new knowledge and their own life experiences, ideas and questions. This study has 

shown that daydreaming may inspire philosophical reflection—that students have the time 

and space to recognise outside ideas relevant to the texts they are studying in English and 

form further questions and arguments as a result. By interacting with the material in this 

way—via facilitated or unfacilitated daydreaming, and reflexively recognising relevant 

thoughts—students reach conclusions about the texts themselves rather than being ‘spoon-

fed’ by their teachers. Such opportunity for “intrapsychological” cultural development 

(Vygotsky, 1978, p. 57) provides ample space for more creative, unconventional ideas. Most 

importantly, because daydreaming nurtures personal connection, it has the opportunity to 

instil a personal love and interest—ideally, a personal curiosity—in the subject of English as 

a whole. There needs to be a cultural shift here: we must encourage further thinking, 

questioning and challenging outside of the classroom. Learning does not stop once a student 

leaves school, and we as teachers must remember to reiterate this. 

 Recent research by Koya (2001), Granath (2017) and Bomford (2019) all conclude 

that personal development is a key outcome of studying literature, and Bomford (2019) 

specifically argues that time outside of the classroom is necessary to achieve this. No study 

that I came across offered concrete strategies for how to encourage or facilitate this. I hope 

that this study has, at least partially, filled that gap: offering the time and space to daydream 

about literary texts may facilitate personal reflection and meaning making, and thus achieve 

the desired outcomes of deepening a student’s understanding and appreciation of literature. It 

also physically occurs outside of the classroom and theoretically goes beyond the classroom. 

The outcomes of learning about English Literature should, after all, go well beyond a lesson 

objective. Daydreaming, then, could serve as a useful method for students to deepen their 

understanding of a text in conjunction with traditional lectures and learning in the classroom. 
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6.3 Beyond the classroom: challenging the current narrative of reductive teaching 

strategies 

 My analysis suggests that daydreaming and thinking time outside of the classroom 

benefit students in unquantifiable ways—for example, prompting philosophical thought and 

challenging their views of morality—as well as in tangible ways—inspiring higher-level 

thesis statements and a more focused attention to detail. But the research also comments on 

the wider theme of English Literature, and education overall, continuing beyond the 

classroom, which I believe challenges the current narrative of reductive teaching strategies 

and the perceived assessment of academic success. In their paper ‘What makes great 

pedagogy? Nine claims from research’ for the National College for School Leadership, 

Husbands and Pearce (2012) articulate nine assertions on the characteristics of successful 

pedagogies; these claims consider pupil voice, teachers’ behaviour, learning outcomes and 

the diverse needs of a range of learners (pp. 2-3). Claims 4-8, over half of the strategies 

presented, are specific to classroom practise: 

  4. Effective pedagogies build on pupils’ prior learning and experience.  

  5. Effective pedagogies involve scaffolding pupil learning.  

  6. Effective pedagogies involve a range of techniques, including whole-class 

  and structured group work, guided learning and individual activity.  

  7. Effective pedagogies focus on developing higher order thinking and  

  metacognition, and make good use of dialogue and questioning in order to do 

  so.  

  8. Effective pedagogies embed assessment for learning.  

(p. 3) 

 Whilst I cannot deny that these strategies are helpful, they are unequivocally focused 

on classroom practise and suggest that student success was assessed on their immediate 



 
 

147 
 

responses to them. There is no indication of an awareness that learning continues outside of 

the classroom, and even if this idea is implied, no pedagogy offered encourages teachers to 

view and present classroom material as a springboard for further engagement beyond the 

lesson. We need only look at the inspection frameworks of state and private inspectorates to 

verify this hawk-eye emphasis on classroom ‘tick-boxing.’ For example, when it comes to 

observing teaching, learning and assessment, Ofsted inspectors may engage in:  

• Short visits to a number of lessons, spending a few minutes in each 

• Short observations of small group teaching 

• Observing learning in lessons, during which they may observe 

activities, talk with pupils about their work and scrutinise pupils’ work 

• Joining a class or specific group of pupils as they go from lesson to 

lesson, to assess their experience of a school day or part of a school 

day. In this way, the experience, progress and learning of these pupils 

can be judged within the context of other pupils’ experience, such as 

their behaviour, their attitudes to learning and their access to the 

curriculum 

• Joint observations of teaching and learning carried out with the 

headteacher and/or senior staff 

(Ofsted, 2018, p. 26) 

 Based on this guidance from the School Inspection Handbook, an Ofsted inspector’s 

judgment is based on glimpses into school life and classroom practise. The language 

specifically clarifies “short visits” to lessons and “short observations” of small group 

teaching. I acknowledge that such time spans are reflective of the finite time that inspectors 

are in schools and that it would be impossible, without formally observing a school over the 

course of a year or longer, to observe the long-time progress of teaching, learning and 
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assessment. I suppose this limitation in itself speaks of the shortcomings of these one-to-two-

day inspections and judgments. But if some form of judgment or observation is necessary to 

assign value or to measure the success of a school, should inspectorates not consider the 

wider impact of students’ education outside of the classroom? Would it not be valuable to 

consider if a student’s appetite for thinking and learning extends beyond the classroom? As a 

teacher, I would be fascinated to explore strategies that would inspire such independent 

thought and initiative. The Independent School Inspectorate (ISI) framework is slightly more 

open-ended but is, in many ways, still reductive. Judgments are based on first-hand evidence 

gathered from the “observation of lessons and scrutiny of pupils’ written and other work,” 

“consultations with pupils” and various discussions, questionnaires, and self-evaluation (ISI, 

2019, pp. 5-6). The focus on in-class work and activities is still prominent, but the inclusion 

of discussions, questionnaires and evaluations is comforting in that such evidence has the 

potential to include discussions on students’ wider engagement with education beyond the 

classroom; a deeper and more profound experience of education could be explored. Even so, 

it would be helpful to have this acknowledgment of wider learning mentioned in the 

literature. 

 It is worth recalling that the purpose of studying English, according to the Department 

of Education (2014b), is for students to “develop culturally, emotionally, intellectually, 

socially and spiritually” and that “Literature, especially, plays a key role in such 

development” (p. 13)—development that occurs over time and largely outside of the 

classroom. And yet school inspections narrowly focus on classroom time and space with little 

acknowledgment of what crucial development takes place beyond the lessons. A sole focus 

on “observing learning in lessons, “[observing] activities” and “[scrutinising] pupils’ work” 

(Ofsted, 2018, p. 26) feels reductive and superficial. This also implies that progress is 

achieved within the lesson and that teachers might be judged on how well they have achieved 
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the supposed lesson objective. Progress might occur within the lesson, yes, but student 

engagement should ideally continue beyond the lesson if we as educators are aiming to 

develop a student’s overall intellectual curiosity and a love of learning; alternatively, progress 

might not be evident within a lesson but take place in the next lesson or even several lessons 

later. As the data in this study has suggested, space and time to think outside of the classroom 

is sometimes necessary and beneficial for students to deepen and define their ideas and 

opinions. It would be helpful for school inspectorates to consider this; acknowledging a more 

holistic picture of education and the idea of the well-rounded, intellectually curious student 

who is eager to learn outside of the classroom would not only take unnecessary pressures off 

of teachers to perform reductive and basic tasks for the sake of measuring instant progress, 

but it could also encourage a deeper, enriched observation of a school and its wider, longer-

standing impacts on students and their engagement with education. I discuss the potential 

ways inspectorates might include such considerations in the following section. 

 

6.3.1 Celebrating the messy and dynamic nature of learning 

 

 A key takeaway from this study, which has been both comforting and exciting, is that 

students do think about their English literary texts and themes outside of the classroom. In 

these three case studies, the interactions varied from being brief, one-off connections with a 

fleeting idea, to being philosophical and reflective internal debates about morality and 

humanity. I was encouraged and relieved to see that these students did not stop engaging with 

their subject material once they stepped foot outside of the classroom. Such complex and 

unpredictable thoughts and interactions are integral to developing curious students who are 

able to form their own opinions and think creatively. And yet the current neoliberal regimes 

of truth are upheld by inspectorates who continue to focus on reductive teaching strategies 
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and instant progress which is often superficial. Kate Bomford (2019) highlights the tension 

between restricted classroom time and the formation of students’ deeper connections: “Some 

of the most interesting and potentially valuable things that happen in the classroom cannot be 

openly acknowledged because there is no space for them in the prevailing discourses of 

education” (p. 3). I would echo this concern but add that there is also no space for valuable 

connections and philosophical speculations that take place outside of the classroom—or they 

are, at least, not currently acknowledged for being valuable in discussions surrounding 

supposedly successful teaching and learning. 

 In the previous section, I drew attention to a list of successful teaching pedagogies 

and the frameworks for judging teaching and learning used by Ofsted (2018) and ISI (2019). 

Their judgments rely heavily on observing learning in lessons, observing activities in lessons 

and scrutinising students’ work. There are, of course, time restraints which limit the amount 

of teaching and learning an inspectorate can observe, and I appreciate that some student 

learning, engagement and creativity can certainly be captured in these glimpses of a school 

day. I believe, however, that in addition to these methods of observation, schools and 

inspectorates alike should seek ways to recognise and support the valuable time outside of the 

classroom where students’ thoughts incubate, deepen and form connections. For example, in 

addition to the focus on classroom practise, could interviews or surveys be used to foster a 

discussion on students’ wider engagement with their academic subjects beyond the 

classroom? If we in English are aiming to develop students “culturally, emotionally, 

intellectually, socially and spiritually” (Department of Education, 2014b, p. 13), does it not 

make sense for governing bodies to consider the space and time outside of school to see how 

students are developing as human beings? If English teachers are to be judged for student 

progress, development and engagement with complex ideas, then the right conversations need 

to be had—which acknowledge time and the complexity and unpredictability of thought. 
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Reducing the teaching and learning experience to brief classroom observations is not only an 

over-simplification but it is inaccurate; it forms an incomplete picture of progress. 

 We as teachers can aid in this attitudinal shift regarding reductive teaching strategies 

and learning beyond the classroom as well. Yes, we must continue to use effective classroom 

activities, and yes, we must use timed assessments and have the necessary benchmarks in 

place to keep track of student progress with these measures as this is how students are judged 

in the current education system. But when it comes to developing the whole student—his 

curiosity, lifelong learning and ability to form connections between literature and life—we 

must view the classroom material as the introduction to a longer relationship which will 

continue beyond school. I believe much of what we do as English teachers already establishes 

this ideal in our students of a continued desire to grapple with ideas and question opinions, in 

order to form their own. But we can emphasise that the texts and ideas we explore in the 

classroom are just the beginning, and we can advocate for more of their time to be spent 

simply thinking about the literature at their leisure. This study has reminded me that personal 

connection and philosophical contemplation cannot be forced but must occur naturally—and 

often occurs unexpectedly. We should not only offer students the time for such opportunities 

of connection to take place, but we should celebrate it and encourage it. 

 As I have said throughout this paper, the act of daydreaming, like learning, is non-

linear, surprising and often unpredictable. It is this unpredictability of learning that continues 

to fascinate, intrigue and inspire me as an educator. I like the fact that I can teach 

Frankenstein (Shelley, 1818) to my A Level students and not fully be able to know or control 

how they grapple with themes of egoism, responsibility and contestations over science and 

religion in their own personal worlds. The uncertainty despite my carefully planned 

discussion points and precise curation of ‘go-to’ passages that casts a wide net over the most 

likely tapped essay topics is precisely why I love teaching English Literature. It would be 
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refreshing and exciting if inspectorates and policy makers were also invigorated by this 

uncertainty. We need a spacious understanding of education—a model that recognises the 

depth, unpredictability and multidimensional work of teaching and learning that is not tidily 

defined or packaged in a lesson objective over a fifty-minute period. I would like an 

acknowledgment, if not a celebration of, the messiness. Only then can we begin to develop a 

holistic picture of education and more fully measure the progress of our students. Only then, 

when we can accept and encourage the messy and dynamic nature of learning, can we begin 

to do justice to this complex, collaborative and important work. 
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APPENDICES 

Appendix A—Data 

 The following data is presented and organised by student. As this study is interested 

in the changes from each individual student’s baseline data to post-incubation data, it makes 

the most sense to present the material by student rather than by question. This preserves the 

coherence and integrity of the individual’s response and enables a whole picture of that 

person to be presented (Cohen et al, 2011, pp. 553-554), which is the main focus of this 

study. Thus, the order of data is as follows: Mary trial 1, trial 2, trial 3; Darius trial 1, trial 2 

trial 3; and finally Ronaldinho trial 1, trial 2, trial 3. Whilst the primary interest of this study 

is on the individuals’ responses, a secondary interest is in common material, themes and 

patterns across the individuals. I go over this in the Discussion chapter. 

 The data has been typed up as it is the content that is important rather than how it was 

originally written on the page. Data has been transcribed as close to the original material as 

possible; this includes mis-spellings, underlines and punctuation. A sample of the raw data—

that is, the handwritten notes and journal entries—produced in one of the trials by one of the 

students can also be found in Appendix B. 

 As a reminder or reference for what the assigned codes and categories stand for, 

please see Appendix C.  
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Mary Trials  

 

MARY, TRIAL 1 

 

Daydream intervention: Shower 

Essay question: Religion is central to readings of gothic texts. How far do you agree with 

this statement in relation to two of the gothic texts you have studied for A level? 

 

BASELINE 

 

Gothic = horror, love  THE 

     →elements = religion  THE 

 

Dracula: 

Van Helsing → Jesus?  CHAR 

Crucifixes  THE 

Victorian Era → Supernatural  THE 

Setting → Whitby Abbey  THE 

 

Frankenstein: 

The doctor → Science  CHAR, THE 

                  →Creature  }Miracle  CHAR 

Not that Religious  ARG 

 

Thesis: 

In both texts, Dracula has a central reading 

around religion [ARG] in comparison to 

Frankenstein. Religion is an element of the 

gothic and Bram Stoker has referred to 

religion in Dracula. Its debateable whether 

Frankenstein has a central reading of 

Religion. [ARG] I agree with this 

statement. [ARG] 

 

POST-INCUBATION 

 

Frankenstein 

-Paradise Lost? ALL NEW 

-Adam + Monster, first ‘man’ rejected from 

beautiful security CHAR NEW 

-Christianity → crucifixes THE REP 

-Biblical characters →Frankenstein = God? 

Monster = Lucifer? CHAR NEWDD 

-Frankenstein playing God by creating life 

→meddling with boundaries of science 

THE REP 

-Monster = God →sacrifices, takes life from 

Frankenstein and others around him CHAR 

NEW 

-Frankenstein as Satan? →Loses the ability 

to see the beauty in creation CHAR NEW 

-Monster = Satan rebel against creator, 

rejected CHAR NEWDD 

 

Dracula 

-Count Dracula as an anti-Christ →showing 

anti-Christian values and abuses the religion 

CHAR NEWDD 

-Dracula represents a Satanic figure, 

consumption of blood CHAR NEWDD 

-Religion represented from Eucharist from 

Christianity THE NEW 

→Eucharist→Christian service ceremony or 
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sacrament commemoration the Last Supper 

→represents the Eucharist with blood 

-Blood sucking →demon, considered the 

Blood of Wine THE NEW →Gives 

Catholics life and salvation →Blood gives 

Dracula youthfulness and strongness 

-Holy water expels evil THE NEW 

→Eucharist is used to trap Lucy into her 

tomb (expel evil) 

-Jonathan cuts himself shaving and Dracula 

lunges at his throat but stops when seeing 

the Crucifix THE REP around his neck. 

-Any holy objects one is wearing, Dracula 

cannot attack 

 

 

DAYDREAM JOURNAL ENTRIES 

 

Frankenstein: 

-Very religious, Christianity  ARG NEW 

-Frankenstein plays God?  CHAR NEW 

-Meddles with boundaries between good and evil  THE NEW 

-Biblical characters, Frankenstein = God, Monster = Lucifer  CHAR NEW 

 

Dracula: 

-Catholic lore  THE 

-Count Dracula = Anti-Christ  CHAR NEW 

-Representations   

-Vampirism = expelling evil  THE 
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MARY, TRIAL 2 

 

Daydream intervention: Long walk 

Essay question: ‘For writers in the gothic tradition, the struggle between good and evil is 

always of central importance and good is rarely victorious.’ How far do you agree with this 

view in relation to two texts you have studied? 

 

BASELINE 

 

Frankenstein 

-Binary oppositions →good vs evil THE 

-Monster wins →killing family and friends 

CHAR 

-Evil monster is destructive 

-Good/Bad = Doc CHAR 

-Frankenstein meddling with nature CHAR 

-Creating life is God’s job THE 

 

Dracula 

-Mina not affected by Dracula CHAR 

-Count Dracula = Bad CHAR 

-Van Helsing = Good CHAR 

-Count Dracula infecting innocent females: 

Lucy 

-Blood transfusions →Good? THE 

-Van Helsing is victorious in the novel 

CHAR 

-Dracula transforms himself →Bad? CHAR 

 

POST-INCUBATION 

 

-Strongly agree ARG NEW 

-Binary oppositions →good vs evil (central 

importance) THE REP 

 

Dracula 

-Good = Mina CHAR REP 

-Evil = Dracula CHAR REP 

 

Frankenstein 

-Good = questionable ARG NEW 

-Evil = monster →killing spree CHAR 

REP 

→Doctor for creating and meddling with 

nature CHAR REP 

 

Dracula is victorious due to the binary 

oppositions ARG NEW (pre: Van Helsing 

is victorious) 

 

DAYDREAM JOURNAL ENTRIES 

 

-Gothic writing → respected ID NEW 

-Highgate cemetery ID NEW 
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-Edgar Allan Poe ID ALL NEW 

 

MARY, TRIAL 3 

Daydream intervention: Banal task 

Essay question: ‘Suspense is a/the key feature of narrative in Gothic writing.’ By comparing 

at least two texts prescribed for this topic, discuss how far you have found this to be the case. 

In your answer you must include discussion of either Dracula and/or The Bloody Chamber. 
 

BASELINE 

 

Codes + conventions of the gothic is horror 

+ romance. THE 

 

Suspense is a key feature (debateable!) 

→Not denying that suspense isn’t a key 

feature but it isn’t the main as elements like 

transformations, the uncanny, good vs evil 

is enivitable. ARG 

 

Dracula 

→Binary oppositions (element) THE, Good 

vs Evil, Van Helsing vs Dracula CHAR 

-Suspense can be overcome by using a 

solution. ARG →Suspense is used as a 

tactic of the gothic writing. ARG 

-Suspense is a temporary feeling but there is 

always an outcome. THE 

 

The Bloody Chamber 

-Angela Carter →Feminist movement, 

empowering females/heroines THE 

-‘She prospered’ Active vs passive roles 

THE, Gender roles are swapped 

THE→mother saved the girl in the title tale 

 

Transformations play a big role in the gothic 

writing genre as they create a twist in the 

POST-INCUBATION 

 

Dracula 

-Suspense isn’t key ARG NEWDD = 

element of the supernatural (Dracula), 

suspense is a tactic, a temporary feeling 

THE REP 

-Transformations THE REP→Lucy gets 

bitten by Dracula and transforms from a 

young innocent girl to a blood-thirsty 

vampire 

-The unknown THE NEWDD→the aspect 

of the unknown about Dracula ‘climbing 

down the wall like a lizard’ 

-Some form of conspiracy THE NEW 

 

The Bloody Chamber 

-Suspense isn’t key ARG NEWDD= due to 

feminist element twisted gender roles. THE 

REP →mother saved the female protagonist 

-Wolf tales offer suspense THE NEW 

-Transformations play a key role THE REP 

→Female protagonist morphs from wolf to 

girl, ‘red full lips’ 

-The unknown THE NEWDD→How the 

female protagonist will attempt to be free 

‘She swiped the right forepaw of the wolf 

with her father’s hunting knife.’ 
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narrative. THE Suspense is a feeling when 

reading the gothic genre as there is a 

resolution or hint at an ending. THE 

 

 

DAYDREAM JOURNAL ENTRIES 

 

Gothic writing. 

Codes and conventions THE REP 

Suspense is an element. 

 

Thesis 

-Suspense is a tactic ARG NEW 

-Transformations THE REP 

-Supernatural THE REP 

-Gender role reversal THE REP 

-The unknown THE NEW 

 

These are all justifications why I believe suspense isn’t a key feature of narrative in Gothic 

writing. ARG NEW 
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Darius Trials  

 

DARIUS, TRIAL 1 

 

Daydream intervention: Shower 

Essay question: Religion is central to readings of gothic texts. How far do you agree with 

this statement in relation to two of the gothic texts you have studied for A level? 

 

BASELINE 

 

Religion is central to gothic texts. ARG 

-It helps enforce good vs evil narrative 

ARG THE 

→’Dr Abraham Van Helsing, who, as a 

doctor…is Dracula’s opposite and double.’ 

CHAR 

     -Two contrasting, equal forces THE 

CHAR 

     -Rivalry established and conflict 

-Religion allows for supernatural ARG 

-Religion helps reinforce who the good 

character is ARG CHAR 

     -‘Noble work that he is doing for 

mankind.’ 

 

In the Bloody Chamber religion acts as a 

saviour through indirect means [THE 

ARG]…when the girl prays she delays her 

execution enough for the mother to save her. 

 

Religion helps create a sense of 

insurmountable obstacles or there is 

something bigger at play than you, warning 

against acts that cause demise ARG THE 

     -‘Van Helsing held up the warning 

finger.’ CHAR 

 

POST-INCUBATION 

 

Is central to gothic texts. ARG REP 

 

Religion and supernatural build up on each 

other adding legitimacy. ARG NEW 

 

Both religion and supernatural create a 

feeling of something bigger than us and out 

of our control. ARG REP 

     →Helplessness + being controlled (to 

some degree) → big challenge to overcome 

but the situation looks desperate THE 

NEW 

 

Dracula—religion is saviour of humanity 

THE NEW (NEW for Dracula, REP for 

idea applied to Bloody Chamber) 

     →Could be a human excuse to vilify the 

unknown. Dracula is made evil via religious 

objects injuring him and being judged by 

religious morals. CHAR NEW 

 

Both the Bloody Chamber and Dracula have 

religion solve a conflict: they help kill the 

villain. ARG THE CHAR NEW 

 

Religion in the gothic genre adds mystery 

by foreshadowing (Dracula: Harker 

receiving cross) ARG THE REP. May 

cause conflict based on expectations of evil 
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-It foreshadows a demise. ARG 

 

Religion is central to gothic texts and the 

genre at large since it provides a good vs 

evil justification [ARG THE], it reinforces 

the moral compass of characters [ARG 

CHAR] and can foreshadow downfalls or a 

bigger danger by allowing supernatural 

intervention or hinting at it [ARG THE]. 

 

vs good THE REP. In the Bloody Chamber 

tale ‘The Courtship of Mr Lyon’ there is an 

expectation that he is God (as a beast) yet he 

is kind and caring (to both the girl and 

father).  

 

Van Helsing is Dracula’s double yet is 

opposing him.  

 

Religion is cautionary of issues and 

upcoming conflicts. ARG THE NEW 

 

DAYDREAM JOURNAL ENTRIES 

 

28/2 1.15PM  Thought about why the supernatural is still really interesting despite having 

lots of rational explanations for the phenomenon. THE NEW 

 

3.20PM  Thought about how the supernatural is really the same as religion in terms of 

effects on people. THE NEW 

 

7.05PM  Werewolves, why are they so interesting, are they more human than animal or 

vice versa. CHAR ID NEW 

 

1/3 7:40AM  Why is the night time considered evil, the quiet is peaceful but scary ID 

NEW 

 

9:20AM  Sainthood → St George sacrifice and importance of religion THE ID NEW 

 

9:35AM  What happens to people who lived before current religion. Doom or safe since 

they couldn’t have known. THE NEW 

 

6:10PM How religion affects our expectations of situations. THE NEW 
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DARIUS, TRIAL 2 

 

Daydream intervention: Long walk 

Essay question: ‘For writers in the gothic tradition, the struggle between good and evil is 

always of central importance and good is rarely victorious.’ How far do you agree with this 

view in relation to two texts you have studied? 

 

BASELINE 

 

Conflict in gothic texts is central to the 

genre ARG: 

 

It allows the discussion of the contemporary 

issues while making the audience think 

what is truly right. ARG THE 

 

The hidden threats and desires (‘His eyes 

see only appetite’) cause ambiguity as to 

who represents good and bad thurst also 

creating a struggle between those that are 

allegedly on the same side THE. ‘My father 

lost me to the Beast at cards.’ 

 

In Dracula there is no objective good or evil 

ARG while in the Bloody Chamber wolf 

tales the seemingly evil beasts end up being 

very human (‘paws of the tender wolf.’)  

 

Perspective makes morality. ARG  

 

Dracula’s ending with the child being born 

leaves who is victorious ambiguous since 

it’s on the anniversary of the count’s defeat. 

ARG CHAR 

 

The company of wolves has no true victor 

ARG as the wolf and girl coexist with a 

compromise: she is more animalistic while 

he is tame (human like). CHAR 

POST-INCUBATION 

 

Good and bad is not clearly defined. ARG 

NEWDD 

 

Good is almost always victorious: who is 

good isn’t clear 

     →The way victory is achieved is a 

corruptive process ARG NEW: The Bloody 

Chamber, girl who kills grandma kills 

‘monster’ for selfish reasons as ‘she 

prospered.’ CHAR NEW  

 

The struggle between good and evil is a 

central conflict point. ARG REP 

     →The company of wolves highlights the 

conflict between good and evil and the 

union of the two (at the end). CHAR REP 

     Reinforcement of morality being unclear 

ARG REP ‘tender wolf.’ 

 

The struggle between characters appear 

before we know who is the good. The 

exposition in the tales acts to prejudice us 

against the wolves. THE CHAR NEW 

NEWDD (how the tale/episode [Black 

mirror] is crafted influences our 

perception of good or evil) 

 

By reading the tales from the heroine’s 

perspective we are forced to see her as the 

‘good’ although there is moral corruption. 

CHAR THE NEW (Again, focuses on 
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 perception and how we are given 

information) 

 

 

DAYDREAM JOURNAL ENTRIES 

 

23/3 11.10AM Good and bad are subjective, who defines morality defines the two. THE 

NEW 

 

7.50PM Conflict results in branding the opponent evil. Result of misunderstanding. THE 

ID NEW 

 

25/3 2:25PM Was watching Black Mirror—parental surveillance episode—thought that 

there was no objective good or bad. Its use and the actions committed led to a perceived 

evil as a result of the conflict. ID THE NEW 
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DARIUS, TRIAL 3 

 

Daydream intervention: Banal task 

Essay question: ‘Suspense is a/the key feature of narrative in Gothic writing.’ By comparing 

at least two texts prescribed for this topic, discuss how far you have found this to be the case. 

In your answer you must include discussion of either Dracula and/or The Bloody Chamber. 
 

BASELINE 

 

Suspense is a key feature: ARG 

 

Suspense drives other emotions such as 

fears, excitement and resentment. ARG 

 

Leads to catharsis—builds up emotions in 

order to later relieve or emphasise them. 

ARG 

 

Reflects contemporary ownacity—uses the 

reader’s mind to create fears relevant to the 

audience. ARG  

 

This makes the gothic text relevant for as 

long as any worries of the audience can be 

reflected and seen in the text. ARG 

 

Uncertain outcomes in Dracula and 

Frankenstein lead to doubt and makes us 

analyse the situation and ourselves. ARG  

 

The Bloody Chamber ‘Anticipation is the 

better part of pleasure’ We enjoy letting our 

minds think of what may happen. THE 

 

Other important features: 

Sublime and transformation THE 

POST-INCUBATION 

 

Suspense is the key feature of narrative in 

gothic writing. ARG REP 

 

Suspense immerses the reader into the tale. 

ARG NEW 

 

It sets up the reader for fears of their own 

creation ARG REP since suspense allows 

the audience to think of what could happen. 

As such the reader’s own personal fears and 

contemporary ----- surface making the tale 

more terrifying.  

 

Harker’s escape from the castle is left on a 

hanger making us fear for his life as we 

learn about his fiancé. [SUMMARY] 

 

In the Bloody Chamber the girl’s 

exploration of the castle is suspenseful and 

drawn out to make it seem like she is 

unravelling long lost secrets. [SUMMARY] 

 

‘Heavy iron doors’ has her progress making 

us imagine what is behind. Not knowing is 

scary, THE ID NEWDD finding out is 

even more so.  
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The Birds in the Earl King (transformed 

girls) ‘lullabies for foolish visions’ These 

also help on our society and expose the 

nature of humanity. THE 

The sublime makes us question what things 

are… 

 

Dracula and his castle are sublime settings 

allowing us to experience suspense, reflect 

through CHAR 

 

 

DAYDREAM JOURNAL ENTRIES 

 

30/4 7:10PM  The unknown is scary. THE NEW 

 

1/5 9:50PM  Thinking about what the next extract question in English may be. It could be a 

passage I find difficult to analyse. ID 
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Ronaldinho Trials 

 

RONALDINHO, TRIAL 1 

 

Daydream intervention: Shower 

Essay question: Religion is central to readings of gothic texts. How far do you agree with 

this statement in relation to two of the gothic texts you have studied for A level? 

 

BASELINE 

 

It evokes fear because it portrays people in 

confrontation with the supernatural, without 

help. ARG THE 

 

Its essential, even when its absent. ARG 

 

Gothic literature is largely secular. 

Frankenstein and TBC suggest that cruelty 

of humanity cannot be attributed to Satan / 

other opposing figures. ARG THE CHAR 

 

The genre became popular in the 18th 

century (late) and 19th century during a 

period of technological advancements. 

 

Post-Darwin and the during the 

enlightenment. ALL 

 

Frankenstein’s only religious reference is 

made by Justine who is executed unjustly. 

So it shows religion is futile. ARG THE 

 

PB Shelley’s influence on Mary Shelley 

reverberates the text. ID 

 

Intertextuality of PL in Frankenstein ALL 

 

POST-INCUBATION 

 

There is a difference between God, humans 

and animals. 

     -Humans judge God on its/his harsh 

actions. But don’t judge themselves ID 

NEW 

     -Victor always abjects himself from guilt 

and responsibility when he created the 

monster CHAR NEW 

     -TBC blurs the difference between 

humans and animals THE NEW 

     -Christianity says that humans have 

stewardship over the earth. 

     -Transformation between the two is 

quick. THE NEW i.e. Carters own film 

adaptation 

 

The Renaissance, invention of glass, 

micro/telescopes demonstrated how small 

we are / how small life can be ID NEW 

 

The diminishing presence of religion is 

central to the gothic. ARG NEW 

     -Sparked by intellectual development 

     -Feminism, Glam Rock, Second wave 

THE REP 

 

Height of Romantic Gothic—1818 
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‘A hand stretched out’ -allusion to 

Michelangelo’s Creation of Adam. ALL 

 

‘Indomitable’—‘She preospered’—

atrocities are created by human and not 

saved by religion THE 

 

‘Blaspheme at orgasm’ 

     -Sex in TBC degrades women THE 

     -Contraceptive pill allowed women to 

become sexually free, which may have 

challenged religious beliefs. THE 

 

 

DAYDREAM JOURNAL ENTRIES 

 

N/A 
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RONALDINHO, TRIAL 2 

 

Daydream intervention: Long walk 

Essay question: ‘For writers in the gothic tradition, the struggle between good and evil is 

always of central importance and good is rarely victorious.’ How far do you agree with this 

view in relation to two texts you have studied? 

 

BASELINE 

 

The battle between good and evil is central 

to the plot. It is evident in TBC, Dracula & 

Frankenstein. ARG 

 

Often reflecting the current social climate of 

what is good (subjective) ARG THE 

 

TBC titular tale: Good vs Evil, Good wins 

ARG 

TBC snow child: Good vs Evil, Evil wins 

ARG 

TBC wolf Alice: Good vs Evil, Neutral but 

Alice abandons her wolf tendencies ARG 

 

Dracula is a struggle of Good vs Evil. Good 

wins. ARG 

 

Frankenstein is a mixture. ARG 

 

1. Good vs Evil occurs in the gothic to 

reflect the social climate. ARG 

2. Good vs Evil to create fear and horror 

(Gothic elements) ARG 

3. Good vs Evil to suggest change where 

evil wins. ARG 

*Good never wins cleanly, there’s always 

always an element of blemishing ARG 

 

POST-INCUBATION 

 

Good vs Evil is central to the plots of TBC 

and Dracula. ARG REP 

 

Carter uses metaphorical transformations to 

demonstrate the differences between good 

& evil. THE NEW 

 

‘Sanctions of patriarchy and suggest an 

alternative to it.’ 

 

Good is victorious in TBC Wolf-Alice 

ARG NEW and the Werewolf.—Carter 

shows what can be done to ensure that good 

is victorious. 

 

Evil is victorious in the Snow Child. ARG 

REP—She depicts that humans can be 

intrinsically evil. Humans are both good and 

evil. THE NEWDD 

 

‘She prospered.’ 

 

Not confined to ‘the white-washed wall of 

the convent.’ 

 

‘She was nobody’s meat.’ 

 

1. Good vs Evil transformation ARG NEW 
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TBC: sexual violence is overcome due to 

the emancipation of women. Women being 

allowed to be curious. THE 

 

Snow Child: Rape & incest reflect the worst 

of humanity. As well as the fear of the 

supernatural. Being used for evil purposes. 

Suggests that change needs to be made. 

THE 

 

Wolf Alice: Women shouldn’t behave under 

the conditions thrust upon them it isn’t 

natural or fair. THE 

 

2. Good vs Evil fear, supernatural ARG 

REP 

3. Good being victorious, to suggest what 

needs to change. Evil being victorious to 

demonstrate what is wrong. ARG REP 

 

Stoker uses physical transformation to 

demonstrate the differences between good 

and evil. ARG NEW 

 

Good is victorious in Dracula. ARG REP 

 

Both writers suggest that humans are both 

good and evil simultaneously. ARG NEW 

     Carter: Evil is necessary for good to be 

victorious ARG NEW (clearer), e.g. TBC 

titular’s ending 

     Stoker: Murder is necessary to eliminate 

Dracula from the world 

 

AO3: The rights of women [THE REP] 

domestically for Carter (marriage laws, 

equal pay) being allowed on the trading 

floor of the London Stock Exchange 

 

Stoker the unionist ID NEW 

Fin de Siecle ID NEW 

Changing property rights ID NEW 

Beginnings of the suffragette movement ID 

REP 

The new woman ID REP 

 

DAYDREAM JOURNAL ENTRIES 

 

21.3.18 9PM Is it even possible to be 100% pure good or evil. People who are amongst ‘the 

most evil of all time’ (Hitler, Mao, Genghis Khan, Jim Crow) could probably be diagnosed 
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with a form of mental health problems. Which means that they may have not known the 

extent of their behaviour. But saying this makes me sound like I’m a sympathiser with 

perpetrators of genocide. THE NEW 

 

Despite this these despicable individuals must have had some redeeming qualities that 

would allow them to not be considered 100% evil. Even Milton’s Satan had some qualities 

that allow us to not see him as completely evil. THE ALL REP 

 

It is also impossible to be considered 100% ‘good’ either. I’m sure Nelson Mandela has 

done something to reduce his ‘goodness.’ But with that being said I hope he hasn’t. ID 

NEW 

 

23/3 (Morning) How many acts constitute being ‘good’ and after how many acts of ‘evil’ 

does that constitute them being evil. THE ID NEW 

     If someone does 10 acts of good in a week but 3 acts of evil in a week can they still be 

considered a good person. THE NEW 

 

26/3 If I do something good and then match it. ID NEW 
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RONALDINHO, TRIAL 3 

 

Daydream intervention: Banal task 

Essay question: ‘Suspense is a/the key feature of narrative in Gothic writing.’ By comparing 

at least two texts prescribed for this topic, discuss how far you have found this to be the case. 

In your answer you must include discussion of either Dracula and/or The Bloody Chamber. 
 

BASELINE 

 

‘Suspense is a key feature of narrative in 

Gothic writing.’ ARG 

 

‘Why not advance science in its most 

difficult and vital aspect—the knowledge of 

the brain.’ THE 

 

Suspense reflects the fears of that era. ARG 

     Carter: the oppression of women, the 

way men are socialised/raised- is dangerous 

to themselves as well as women THE 

     Shelley: the continual development of 

technology THE 

          -Is it nefarious? 

          -Or is it benevolent? 

     Stoker: the new woman in Stoker’s era 

THE (is the higher education of women 

dangerous to society? ID) 

          -Is a woman who isn’t bound by men 

a good or bad thing? ID 

          -Stoker reflects irrational fears THE 

 

Suspense creates fear within the reader. 

ARG 

     ‘Gothic is a genre typified by going 

beyond the reader’s comprehension.’ 

     -It also develops the plot and provides 

general entertainment. ARG 

POST-INCUBATION 

 

Suspense is the key feature within gothic 

writing as it reflects the innate fears within 

humanity. ARG NEW 

 

Gothic writing typically goes beyond what 

is actually scary. ID NEW 

 

Dracula: 

Harker’s escape 

Lucy’s blood tansfusion 

Mina being forced to drink Dracula’s blood 

     -‘Reverse colonisation’ ID NEW 

 

TBC: 

-When the Marquis is going to come back 

-‘Did baby find the prayer books’ 

-‘I wouldn’t want to disappoint you.’ 

-The lady and the house of love awaiting 

alone in the dark knowing she is a vampire. 

-Wolf-Alice ‘white-washed wall in the 

convent.’ 

 

Emancipation of Ireland ID NEW 

 

Emancipation of women ID REP 
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Suspense is a distraction to develop 

character. ARG 

     Dracula: Harker’s escape is delayed and 

the reader gets to learn more about him 

whilst he describes his experiences. 

     Similarly, in Frankenstein, Victor goes 

on a journey that is suspensefilled, so we 

learn how much of a monster he actually is 

     TBC: ‘Now the child lives in her 

grandmother’s house’… ‘She prospered.’ 

          -We see Little Red’s character arc due 

to suspense. 

 

 

DAYDREAM JOURNAL ENTRIES 

 

31/04 Suspense is probably the reason wars begin. The Cold War almost ended the entire 

existence of humanity. Anticipation is probably  ID NEW 

 

2/05  Gothic writing is typified by suspense and it is probably caused by humans. ID NEW 

Anticipation being hard-wired into human existence. ID NEW 
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APPENDIX B—Sample of raw data 
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APPENDIX C—Participation sheet 

 

The effect of daydreaming on creative exploration and understanding of English literary 
texts 

 

PARTICIPANT INFORMATION SHEET 

A research study is being conducted at Canterbury Christ Church University (CCCU) by Dani Heywood-

Lonsdale. 

Background 

The concept of daydreaming has recently been praised as a necessary tool to access imagination and 

creative thought. Whilst daydreaming has traditionally been negatively labelled as mind-wandering 

and time-wasting, recent studies have examined the positive effects of daydreaming on creative 

problem solving, students’ wellbeing, and practise in creative writing; yet no study has focused on its 

effects on exploring and understanding literature. English literature is a subject that requires 

analytical skills and writing mechanics, but it also necessitates creative thinking to be able to explore, 

understand and empathise with the narratives and themes that are discussed. This creative thinking is 

sometimes difficult to foster, particularly in an exam-based culture where time is short and essay 

writing skills are often prioritised over in-depth and unique exploration of the texts. This study is 

based on the idea that daydreaming, a phenomenon that on average consumes 47% of our waking 

hours, alongside its benefits of increasing creative productivity, may be used to facilitate creative 

exploration of literary texts inside and outside of the English classroom. 

 

What will you be required to do? 

 
Participants in this study will be required to:  

• Sit three daydream intervention trials over three months (1 trial each in Feb, March and April).   

• Record your daydreams in a daydream journal for the duration of each trial (each trial lasting 
2-3 days) 

To participate in this research you must: 

 

• Be an A-Level English student at Greig City Academy in Mr Bird and Ms Loosley’s class 

• Be present for all three trials 

• Be up to date with all classwork and homework 

Procedures 

Procedure for daydream intervention trial: 

1. You will be given an A-Level English Literature essay question*. Approach the question as if 

you will write the essay: make notes, brainstorm ways to answer it, write a thesis statement. 

Turn in these notes/brainstorms/thesis statement(s). [This is considered the ‘Baseline-Trial’] 
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2. You will then be given a daydream intervention task to complete before the next lesson (i.e. 

Think of the essay question whilst you take a shower).  

3. Once you have completed the daydream intervention task, approach the essay question 

again: make notes, brainstorm ways to answer it, write a thesis statement. Turn these in at 

the next lesson. [This is considered the ‘Post-Trial’] 

*NOTE: These essay questions will be in line with your standard curriculum, so they will not be 

‘extra’ assignments to be added to your workload. This is an opportunity to further explore these 

essay questions and receive additional support and feedback. 

 

Procedure for keeping daydream journals: 

1. Record your daydreams in a daydream journal between the Baseline-Trial and Post-Trial. 

2. It will be impossible to remember every daydream you have and record daydreams 

immediately after you have them; Keep track of as many daydreams as you remember as 

frequently as you can. You will log the time and date of every daydream you remember but 

will only record the details of daydreams related to the essay question. These include 

daydreams related to the themes, characters, setting and/or background of the question.  

3. ALL entries should include: 

-Date and time of daydream 

 RELATED daydream entries should also include: 

-Duration of daydream if possible 

-Details of daydream; this could be a brief note on the daydream subject or an 

elaborate description of the daydream with specific details 

 

 

Feedback 

I will be reporting findings of the study to Mr Bird and Ms Loosley in late 2018 or early 2019. Findings 

will include the impact of daydreaming on the creative exploration of essay questions, if any. You are 

more than welcome to request this feedback from your teachers. 

 

Confidentiality 

All data and personal information will be stored securely within CCCU premises in accordance with 

the Data Protection Act 1998 and the University’s own data protection requirements.  Data can only 

be accessed by Dani Heywood-Lonsdale.  After completion of the study, all data will be made 

anonymous (i.e. all personal information associated with the data will be removed). 

 

Deciding whether to participate 
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If you have any questions or concerns about the nature, procedures or requirements for participation 

do not hesitate to contact me.  Should you decide to participate, you will be free to withdraw at any 

time without having to give a reason. 

 

Any questions? 

Please contact Dani Heywood-Lonsdale at 07505579922 or dani.heywoodlonsdale@gmail.com. 
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APPENDIX D—Codes and Categories for Content Analysis 

 

Codes: The following codes are attached to each phrase, complete thought or note in 

the data sets. They focus on themes and characters—two components of every A 

Level English exam question. A piece of data may be labelled with more than one 

code. The codes are as follows: 

 

ARG A phrase, complete thought or note that poses an argument that 

answers the essay question 

CHAR A phrase, complete thought or note that explores character 

THE A phrase, complete thought or note that explores theme 

ID A phrase, complete thought or note that explores ideas outside 

of character or theme 

ALL A phrase, complete thought or note that explores allusions to 

other texts 

 

Categories for analysis: The coded data was sorted into these three categories: 

 

NEW A coded piece of data consisting of new or different content to 

that of the baseline 

NEWDD A coded piece of data consisting of new or different content to 

that of the baseline but repeated from an entry in the daydream 

journal 

REP A coded piece of data consisting of repeated content from the 

baseline 
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APPENDIX E—A Level English Literature Prose and Coursework Mark Scheme with 

Consultant Notes 
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APPENDIX F—Email discussions regarding Ethics committee review feedback and 

approval 

Humphries, Andrew 

(andrew.humphries@canterbury.ac.uk) <andrew.humphries@canterbury.ac.uk> 
 

Dec 12, 2017, 
12:12 PM 

 

 

 
to me, Lynn, Simon 

  
Hello Dani 

I have just heard back from the Ethics Committee and their support for the project was largely 

enthusiastic but they are asking for a bit more detail in the context of safeguarding children so that 

the research is watertight about the measures being taken to protect participants fully and to ensure 

that the term 'daydreaming' is fully contextualized as suggested below in more detail.  I know this 

was central to our discussion with Trevor at your review and you have referred, for example, to the 

research in this area done sensitively in arenas not specifically school-based so I am sure this will 

take you no time at all to add in because you have the material. 

 

If you have any questions do ask but here is the detail in Sacha's feedback: (the idea is to resubmit 

the application form where you cover this aspect and highlight the added in bits so they can see you 

have addressed the concerns below directly and , of course, can respond quickly themselves to 

approving this. 

Best wishes and enjoy a good Christmas 

Andrew 

 

Dear Andrew, 

Members of FREC have reviewed Dani's application and we would like Dani to provide some further 

information / clarification, please. This relates to the scope of 'daydreams' and their framing within 

the research and in the information and explanations to these school students who will take part.  

Please could you ask Dani take a little time to think about this and respond with some comment 

(highlighted please) in her application. We will review the revision as quickly as possible but she 

might not have a response until the beginning of January since colleagues will be going on leave in 

the next 2-3 weeks. 

I have provided more explanation below.  

Thanks and best wishes, 

Sacha 

Good point about all students being able to get support as part of the study.  Avoids problem of 

experimental group benefitting where non experimental group would not get benefit. 

It is important to be clear about what info might be reported to safeguarding personnel. At the 

moment it looks as though ‘unsuitable’ daydreams might be reported. The application needs to be 

clear that reporting will only take place if something material is mentioned. Surely it's possible that 

many imagined scenarios, if they were fully disclosed, could get the dreamer into trouble with 
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someone. There is a need to clarify this point a little more as it is not possible to ask for complete 

honesty and then report people if their day dreams cause offence. Day dreams are not actions nor do 

they necessarily represent anything that most people would ever want in reality.  Also even if not 

reportable some of data collected about ‘day dreams’ could involve the researcher in discussions with 

participants which lead into areas which are excruciatingly uncomfortable or even worse. Some of 

the participants are likely to be under 18 and it is conceivable that some conversations could 

potentially be professionally and even legally risky. 

Therefore, further reflection on the daydreams is needed. The researcher will need to be very clear 

about collecting students' day dreams and the impact of doing so.  Is the intention to collect only 

information directly related to the development of written work or will all manner of day dreams be 

included? If the latter, is it justified? If so, on what grounds? How has the method been used and 

justified in other studies (I appreciate these have not been in school contexts but they might provide 

some help)? 

There could well be a perception on the part of the participants that the researcher is involved in the 

collection of salacious or otherwise scandalous material. How can this be avoided?   

Dr Andrew Humphries 
Senior Lecturer 
PGCE English Secondary Subject Lead Tutor 
Enhanced Studies Module Lead Tutor 
Faculty of Education 
Room F513 
Canterbury Christ Church University 
Tel: 01227 767700 ext 3114 
 
 
 
 

Dani heywood-lonsdale <dani.heywoodlonsdale@gmail.com> 
 

Dec 27, 2017, 
5:23 PM 

 

 

 
to Andrew 

  
Hello Andrew, 

Please find attached my two amended documents (changes/additions highlighted in yellow). 

Please let me know if there's anything else you think I should add...hopefully I've addressed 

all of their concerns! 

I hope you had a lovely Christmas and have a very happy new year. 

Best wishes, 

Dani 
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Humphries, Andrew 

(andrew.humphries@canterbury.ac.uk) <andrew.humphries@canterbury.ac.uk> 
 

Jan 3, 2018, 
4:44 PM 

 

 

 
to Simon, Lynn, me 

  
Hello Dani 

Good news. The Ethics Committee liked your amended ethics proposal so you are now free 

to follow your research in school whenever you like. Let me know what your movements are 

and we will consider dates at some point soon for a supervision. I think I mentioned the 

Tuesday February 20th PGCE group A level seminar where I was suggesting you might 

come along to present on your research for 20 minutes or 30 so hopefully you could do that 

and we could fit in a supervision then also. This would become to add to your research 

engagement profile also at the next Review. 

Cheers 

Andrew 

 

Dr Andrew Humphries 

Senior Lecturer 

PGCE English Secondary Subject Lead Tutor 

Enhanced Studies Module Lead Tutor 

Faculty of Education 

Room F305 

Canterbury Christ Church University 

Tel: 01227 767700 ext 3114 
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APPENDIX G—Approved education faculty research ethics review application for full 

review; highlighted in yellow are additions made in response to committee feedback 

before final approval was granted 

 

Education Faculty Research Ethics Review 

Application for full review 
 

For Faculty Office use only 

FREC Protocol No:     Date received:   

 

Your application must comprise the following documents (please tick the boxes below to indicate that 
they are attached): 

 

Application Form  X 

Peer Review Form   

Copies of any documents to be used in the study: 

Participant Information Sheet(s)  X 

Consent Form(s)  X 

Introductory letter(s)  X 

Questionnaire   

Focus Group Guidelines   
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Education Faculty Research Ethics Review 

Application for full review 
 

1. PROJECT DETAILS 

MAIN RESEARCHER Danielle Limos Heywood-Lonsdale 

E-MAIL dani.heywoodlonsdale@gmail.com 

POSITION WITHIN CCCU  

POSITION OUTSIDE CCCU  

COURSE (students only) Doctorate in Education 

DEPARTMENT (staff only)  

PROJECT TITLE 
The effect of daydreaming on creative exploration 

and connection with English literary texts 

TUTOR/SUPERVISOR: NAME Dr Andrew Humphries 

TUTOR/SUPERVISOR: E-MAIL andrew.humphries@canterbury.ac.uk  

DURATION OF PROJECT (start & end 

dates) 

8th Jan 2018 to 30th April 2018 

 

OTHER RESEARCHERS None. 

 

2. OUTLINE THE ETHICAL ISSUES THAT YOU THINK ARE INVOLVED IN THE PROJECT. 

-Using A-Level students as participants in a crucial year as they prepare to take their A-Level 

exams. Why this will not be a problem: My research will use interventions that are not 

intrusive of these students’ time; rather, they will be provided with additional support and 

attention as they prepare for exams. As the interventions involve approaching and practising 

exam essay questions, the research interventions provide an extra opportunity for practice 

and feedback. Furthermore, the essay questions given to them will be essay questions that 

their English teachers were already intending to give them, so the interventions do not 

increase their essay workload.  

 

-Asking students to record personal daydreams, which could result in the divulging of 

personal information. How this will be dealt with: In the initial briefing to students, I will 

outline exactly what type of information should be recorded in their daydream journals. I 

will reiterate my confidentiality and how I will not pass forward any information they 

provide. To be able to ask for complete honesty yet avoid uncomfortable, harmful or risky 

situations, I will ask students to record in their daydream journals only information directly 

related to the essay question, i.e. daydreams related to the themes, characters, setting 

and/or background of the question. I will ask students to record the time and date of all 

mailto:dani.heywoodlonsdale@gmail.com
mailto:andrew.humphries@canterbury.ac.uk
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remembered daydreams to track frequency of daydreaming, but they will only describe and 

elaborate on daydreams related to the essay question. This avoids receiving potentially 

inappropriate material. Students will also remain anonymous as the dream journals will not 

have students’ names on them but assigned numbers. I will explain all of this in the initial 

briefing. The intention of the study is to see how daydreams (both facilitated and 

unfacilitated) affect the exploration of literary texts; thus, it is sufficient to record details of 

only unfacilitated daydreams related to the question and not details of all unfacilitated 

daydreams. Should a recorded daydream related to the question still contain dangerous or 

harmful content that would require intervention under safeguarding rules (i.e. thoughts of 

suicide), this would be reported to the appropriate school authority as anonymous student 

data that they could further investigate. 

 

The use of daydream journaling is based on Poerio et al’s (2015) experience-sampling 

methodology, where researchers used random text-messaging and journaling to track the 

occurrence of unfacilitated daydreams about significant others to examine their contribution 

to emotional well-being. For my study, it is also necessary to track unfacilitated daydreaming 

in order to see if daydreams about the essay question ever occur unprompted; thus, I am 

asking students to record in detail their related daydreams in a journal whenever they 

remember them. I have taken away the texting prompt that Poerio et al (2015) used, so as 

to: 1) avoid safe guarding issues with texting students; 2) not limit the amount of times they 

record their daydreams or the frequency of them. 

 

 

3. GIVE A BRIEF OUTLINE OF THE PROJECT in no more than 100 words. (Include, for example, sample 

selection, recruitment procedures, data collection, data analysis and expected outcomes.) Please 

ensure that your description will be understood by the lay members of the Committee. 

Sample selection: 3-8 students 

Recruitment: On a voluntary basis in one A-Level English class 

Data collection: Data will be in the form of 1) notes, thesis statements and brainstorms 

when approaching an A-Level literature question before and after a daydream intervention; 

2) notes of daydreams in a dream journal over 3 days. 

Analysis and expected outcomes: I will compare pre and post intervention data to see how 

students’ approaches to the question have been impacted by the daydream intervention, if 

at all. I will look at their daydream journals to see if non-facilitated daydreaming about the 

essay question took place.  

 

 

4. How many participants will be recruited? Participants will be voluntary and there are 

16 students in the class. Minimum recruited: 

3, Maximum recruited: 16, though I will use 

a maximum of 8 students’ data, selected 
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randomly should more than 8 be interested 

in participating. 

 

5. Will you be recruiting STAFF or STUDENTS 

from another faculty? 

 

YES/NO If yes, which Faculty? 

 

IMPORTANT: If you intend to recruit 

participants from another Faculty, this form 

must be copied to the Dean of the Faculty 

concerned, and to the Chair of that Faculty’s 

Research Ethics Committee. 

6. Will participants include minors, people 

with learning difficulties or other vulnerable 

people? 

YES/NO  If yes, please add details. 

As A-Level English students, some students 

may be 17 years old; in this case, parental 

consent will be required before they can 

participate. 

 

7. Potential risks for participants: 

- Emotional harm/hurt* 

 

- Physical harm/hurt 

- Risk of disclosure 

- Other (please specify) 

 

*Please note that this includes any sensitive 

areas, feelings etc., however mild they may 

seem. 

Please indicate all those that apply. 

YES/NO- A chance of sensitive feelings being 

recorded in their daydream journals 

YES/NO 

YES/NO 

 

 

8. How are these risks to be addressed?  All daydream journals will be anonymously 

turned into me as students will be assigned 

numbers. Thus, I will not know who records 

any sensitive/emotional feelings. Students 

will be asked to only record details of 

daydreams related to the essay question, 

which will avoid inappropriate, personal 

daydreams being exposed and shared with 

the researcher.  

9. Potential benefits for participants: 

- Improved services 

Please indicate all those that apply. 

YES/NO 
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- Improved participant understanding  

- Opportunities for participants to 

have their views heard. 

- Other (please specify) 

YES/NO 

YES/NO 

 

Students will be given an opportunity to test 

a non-traditional method of approaching 

essay questions; this could help further 

understanding of a question and/or improve 

creativity, which in turn could help them on 

the A-Level exam in June. Opening their 

minds to non-traditional learning methods is 

also a benefit. 

 

 

10. How, when and by whom will 

participants be approached? Will they be 

recruited individually or en bloc? 

How: In class, announced first by their 

English teachers and then in an initial 

briefing by me. 

When: Initial briefing scheduled for 8th or 

15th January 2018 

Who: Their English teachers, [Mrs Y] and [Mr 

X] and myself 

11. Are participants likely to feel under 

pressure to consent / assent to 

participation? 

No. This will be voluntary, though their 

teachers and I are anticipating a positive 

response as the interventions will be 

beneficial to them and will help prepare 

them for their exams. 

12. How will voluntary informed consent be 

obtained from individual participants or 

those with a right to consent for them? 

- Introductory letter 
-  
-  
- Phone call 
- Email 
- Other (please specify) 

 

Please indicate all those that apply and add 

examples in an appendix. 

 

YES/NO- Letter of consent from students (or 

parents for those under 17). [See Appendix 

A] 

YES/NO 

YES/NO 

 

13. How will permission be sought from 

those responsible for institutions / 

organisations hosting the study?  

- Introductory letter 

Please indicate all those that apply and add 

examples in an appendix. 
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-  
-  
- Phone call 
- Email 
- Other (please specify) 

 

YES/NO- Letter of support from Headmaster 

of school and letter of support from Head of 

English [See Appendices B and C] 

YES/NO 

YES/NO 

 

14. How will the privacy and confidentiality 

of participants be safeguarded? (Please give 

brief details). 

 

All data (notes, thesis statements, 

brainstorms and daydream journals) will be 

anonymous. Each student will be assigned a 

number; this number is how I will refer to 

the students in my study, so all students’ 

identities are protected and private. 

15. What steps will be taken to comply with 

the Data Protection Act? 

- Safe storage of data 

- Anonymisation of data 

- Destruction of data after 5 years 

- Other (please specify) 

 

Please indicate all those that apply. 

 

YES/NO 

YES/NO 

YES/NO 

 

16. How will participants be made aware of 

the results of the study? 

 

Follow-up write up will be given to their 

English teachers, which can then be shared 

should any student be interested in the 

results. 

17. What steps will be taken to allow 

participants to retain control over audio-

visual records of them and over their 

creative products and items of a personal 

nature? 

Creative products such as their notes and 

daydream journals will be given to 

participants to keep after I have recorded 

the data. This data will be destroyed after 5 

years. 

18. Give the qualifications and/or experience 

of the researcher and/or supervisor in this 

form of research. (Brief answer only) 

I am an EdD student and full time teacher; 

past research experience includes: research 

for an MSc at the London School of 

Economics and Political Science in 2012, 

research for an MA at New York University in 

2010.  

19. If you are NOT a member of CCCU 

academic staff or a registered CCCU 

N/A 
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DECLARATION  

 

• I certify that the information in this form is accurate to the best of my knowledge and belief and I 
take full responsibility for it. 

• I certify that a risk assessment for this study has been carried out in compliance with the 
University’s Health and Safety policy. 

• I certify that any required CRB/VBS check has been carried out. 

• I undertake to carry out this project under the terms specified in the Canterbury Christ Church 
University Research Governance Handbook. 

• I undertake to inform the relevant Faculty Research Ethics Committee of any significant change in 
the question, design or conduct of the study over the course of the study.  I understand that such 
changes may require a new application for ethics approval. 

• I undertake to inform the Research Governance Manager in the Graduate School and Research 
Office when the proposed study has been completed. 

• I am aware of my responsibility to comply with the requirements of the law and appropriate 
University guidelines relating to the security and confidentiality of participant or other personal 
data. 

• I understand that project records/data may be subject to inspection for audit purposes if required 
in future and that project records should be kept securely for five years or other specified period. 

• I understand that the personal data about me contained in this application will be held by the 
Research Office and that this will be managed according to the principles established in the Data 
Protection Act. 

 

Researcher’s Name: Danielle Limos Heywood-Lonsdale  

Date: 14/11/2017 

  

postgraduate student, what insurance 

arrangements are in place to meet liability 

incurred in the conduct of this research? 
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APPENDIX H—Copy of participant consent form 

 

 

CONSENT FORM 

 

Title of Project: The effect of daydreaming on creative exploration and personal connection with 

English literary texts 

 

Name of Researcher: Dani Heywood-Lonsdale 

Contact details:   

Address:   

   

   

   

Tel:   

   

Email:   

 

          Please initial box 

  

1. I confirm that I have read and understand the information sheet for the above 

study and have had the opportunity to ask questions.   

2. I understand that my participation is voluntary and that I am free to withdraw 

at any time, without giving any reason.   

3. I understand that any personal information that I provide to the researchers 

will be kept strictly confidential.   

4. I agree to take part in the above study. 

  

 

________________________ ________________            ____________________ 

Name of Participant Date Signature 
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___________________________ ________________             ____________________ 

Researcher Date Signature 

 

 

Copies: 1 for participant 

 1 for researcher 
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