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1. Introduction  

Anxiety over being part of a social context, the need to fit in among peers, and the fear of not 

functioning within social norms are not uncommon feelings among teenagers and demand a certain 

social cognitive skill. Social-cognitive skills are often directly associated with empathy, which in turn is 

a broad concept usually applied when we describe the ability to understand what and why others feel, 

and how we mirror that emotion. Dr. James T Hardee describes empathy as “[…] the capacity to 

understand another person’s experience from within that person’s frame of reference” (51). The 

discussion surrounding the social-cognitive skill of empathy divides it into an affective and cognitive 

dimension. However, Goldstein and Winner distinguish further differences in social-cognitive skills 

between the concepts of empathy and Theory of Mind. Whereas empathy involves the ability to 

match the emotional state of another, Theory of Mind is the understanding of others' mental state 

(20).  

 

Theory of Mind affects our ability to decode others' social behaviour and understand "how to behave" 

in given situations, which becomes an important means to not stand out in the sometimes-scary social 

context. What if those skills of decoding social cues, adapting to different social settings and 

understanding the mental state of others are undeveloped or non-existent?  Research shows that 

people with neuropsychiatric disabilities are at a higher risk of misinterpreting social cues, and Cajsa 

Jahn and her colleagues claim that people on the autism spectrum more often lack that ability and find 

themselves in situations that may cause stress or anxiety due to misunderstanding (16). In school, 

such misunderstandings can occur in both pedagogical and social contexts and can have several 

different effects on students on the spectrum, such as feelings of anxiety, alienation or creating 

conflicts. Happé, Spain, and Zıvralı Yarar conclude that social anxiety is typically higher among people 

on the spectrum (11). At the same time, The National Agency for Education's (Skolverket) policy about 

a common ethical foundation clearly states that one of many crucial commitments for Swedish schools 

is to create environments that enable students to develop into people who are able to participate in 

various social contexts and in society at large, as well as promoting understanding of other people and 

the ability to empathize (1). However, the means of fulfilling that commitment to all students, 

regardless of pre-conditions, is up to the educator, but how can teachers meet that commitment? 

     

According to a wide range of research, one answer is literature. Literature can give teachers a helping 

hand in creating that platform in the classroom. The research of P. Matthijs Bal and Martijn Veltkamp 

(2013) shows that the use of literature is an effective way to enhance the ability to function in social 

contexts and even develop empathy. Consequently, literature can provide teachers with methods to 
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help students develop abilities that our school system and our society demand, and these include 

social-cognitive skills. Apart from the positive aspects of developing social cognitive skills, Bal and 

Veltkamp conclude that identification with the characters in literature and the concrete examples that 

it offers encourage the reader to connect and learn from the story, as well as creating long-lasting 

impressions (2). In a more general assessment, Ivey and Johnston underline that age-appropriate 

literature also contributes with examples of everyday life that add to the reading experience (256).  

 

Suzanne Keen, professor of literature and creative writing, states that the human mind is constructed 

in such a way that it is natural to try to mimic and mirror behaviour from people we find interesting 

and that as humans, there is a need to share what we learn, including feelings and emotions (4-5). 

However, studies show that people on the autism spectrum struggle with enhanced empathetic 

understanding. Baron-Cohen and his colleagues (1985) establish that neither empathy nor Theory of 

Mind can be taught to ASD (Autism Spectrum Disorder) students. This seems to be the consensus in 

much of the research in the field. Keen agrees but although her research takes a critical stance 

towards developing and enhancing empathy among ASD students, she states that fiction as a means 

to structure and model our behaviour can help us overcome deficits in empathy (11). Through 

examples and role models in fiction we learn patterns to comprehend the mental states of others and 

can mirror those behaviours to fit in.  

 

Michelle Garcia Winner, who specializes in the treatment of students with social cognitive deficits, has 

developed a method called ILAUGH (2009). This method is a framework for educators to facilitate the 

learning of social-cognitive skills and to create an environment for ASD students to practice how to 

function in a social context. In the article “Social Thinking: A Developmental Treatment Approach for 

Students with Social Learning/Social Pragmatic Challenges”, Winner presents the concept of Social 

Thinking and its practical approach - the ILAUGH model, which in turn, is based on research done in 

the field (1-4). 

 

Alongside the ILAUGH-Model, this study will base the activities in the classroom on the literature of 

Mark Haddon's The Curious Incident of the Dog in the Night-Time. Haddon’s novel will function as a 

centre from which to excerpt examples, use character quotations and discussion points to apply the 

method in the classroom. The choice of working with Haddon’s book and the main character, the 

teenager Christopher, and his sometimes-odd perspective offers the ASD-reader situations with which 

they could possibly identify and, in turn, serve as discussion points. The book is age-appropriate and 

contributes with an aspect of potential identification for the reader and the target group, ASD 

students between the ages of 13-15 years old. Lastly, it will also function as a means to advance 
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communication skills in the ESL classroom. 

 

1.1 Aim of the study      

As a teacher working with children diagnosed on the spectrum, I recognize the need for an effective 

method of facilitating interaction in the social context for all my students. This study aims to discuss 

how literature can enhance social-cognitive skills among students on the autism spectrum by applying 

the ILAUGH model. The aim is divided into two specific research questions, 

 

- How could Mark Haddon’s The Curious Incident of the Dog in the Night-Time, be used to 

enhance social-cognitive skills among students on the autism spectrum? 

 

- How can Winner’s ILAUGH-model be applied to Mark Haddon’s novel when constructing a 

series of lesson plans? 

Based on Winner’s ILAUGH model, I will devise a series of lesson plans around the young adult 

literature of Mark Haddon's The Curious Incident of the Dog in the Night-Time. It will function as an 

example of how literature can be used when working with students with neuropsychiatric disabilities. 

It is hoped that in using this method (ILAUGH), and applying it on YA literature, the students will not 

only improve their linguistic abilities by working with literature but also practice the ability to decode 

the social cues and avoid situations that cause misunderstandings in the future.  

 

1.2 Target group 

This study's aim and method are based on a specific target group design; ten students with high 

functioning autism, between the ages of 12-15 years old, and all with a school refusal background, 

meaning that the students have a previous record of staying home instead of going to school. As a 

teacher working in this context, I recognize that a structured social context where these students are 

guided to achieve higher social cognitive skills is needed. It is not uncommon that the school 

environment can trigger anxiety and the extent of school refusal is related to the demands and 

pressure the students experience.  

 

In the sections that follow, explanations of critical concepts connected to the thesis are presented and 

defined; ASD, social cognitive skills, and Theory of Mind. Next, a literature review connected to 

relevant research is presented in four sections. The first section, account for research on ASD and the 

lack of social skills and why people on the spectrum often misinterpret cues in the social context. The 

second section looks at pedagogical research and how to work with students diagnosed with ASD in 
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the classroom. The third section of the literature review looks at research about how literature affects 

our ability to develop social cognitive skills, such as empathy and the Theory of Mind. The last section 

looks at research on the targeted novel, The Curious Incident of the Dog in the Night-time. 

 

The following section describes Michelle Garcia Winner's method ILAUGH, a model for teachers 

working with students on the spectrum. The material is Haddon’s novel, The Curious Incident of the 

Dog in the Night-Time. In the body of the essay, scenes from the novel will be used to exemplify how 

to work with the different stages of the ILAUGH model with seven different lesson plans linked to each 

step in the model. 

 

1.3 ASD, a definition  

ASD, Autism Spectrum Disorder, is a mental disorder classified in the 5th edition of the American 

Diagnostic and Statistical Manuel of Mental Disorders. It primarily leads to challenges in social 

contexts, such as non-verbal communication, adapting to new social settings, and social interaction 

(American Psychiatric Association). The  American National Institute of Mental Health Information 

(2018) adds to the description, and states that it can also be characterized as a spectrum disorder, 

which suggests that the symptoms vary, in severity and combinations of symptoms, depending on the 

individual. In 2013 a revised definition of ASD was presented, which indicates that Asperger's 

Syndrome is now a part of the ASD spectrum as a form of high functioning-autism (National Institute 

of Mental Health). 

 

Without understanding the social context, things that may come easily to a neurotypical person might 

be challenging for someone on the spectrum. For example, does the colour red always mean stop 

when displayed in traffic lights? It depends on the social context. Before we start crossing the street, 

red means stop, yet, if we are in the middle of the street when the light turns red, most of us hurry to 

get to the other side, which implies that red changes its meaning from stop to walk fast or run. People 

on the spectrum may experience a challenge in this situation. Red as a symbol for stop becomes 

confusing when the meaning differs due to sudden change in social context.      

 

Even though the symptoms vary, individuals on the spectrum often face common obstacles in life.  

According to Jahn and her colleagues, one of those obstacles can be found in the demand in schools 

for communication and receptiveness among students, which can become overwhelming and stressful 

for an ASD student (16). Consequently, and not uncommonly, students on the spectrum have gaps in 
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their knowledge due to absence, or school refusal (National Autistic Society). Henceforth, the absence 

from school generates an insoluble dilemma. To develop social skills, one needs to be in a social 

context. In addition, Happé and her colleagues clarify that ASD interferes with the comprehension of 

the beliefs, emotions, and behaviour of others and therefore, they claim, the understanding of others 

is impaired (“'Theory of mind' in the brain” 197). What Happé and her colleagues describe is an 

impairment in the brain that effects our general social-cognitive skills and, significantly, the concept - 

Theory of Mind. 

 

1.4 Social-Cognitive Skills and Theory of Mind 

Patricia Soto-Icaza et al. defines social cognition as “[…] the abilities that enable us to understand 

social agents and to interact with them. In this process, it is crucial to be able to predict the behaviour 

of others, by detecting, analysing, and interpreting their intentions” (1). 

 

Furthermore, she argues that, depending on the social cognitive skill, our behaviour towards others is 

directly connected to our actions in social contexts (2). A developed social cognitive skill set allows us 

to interact well with others and anticipate the behaviour of others – to have Theory of Mind. 

 

In “Theory of Mind and Empathy as Multidimensional Constructs”, Dvash and Shamaay-Tsoory state 

that, "Theory of mind is part of a person's empathic ability, a broader term that also encompasses the 

emotional aspect of inferring and sharing the emotional experiences of another" (282-284). Hence, 

Theory of Mind (ToM) can be described as the ability to comprehend others' mental states and 

thereby predict and adapt our behaviour accordingly. When we realize that our behaviour is a product 

of thoughts, emotions, ideas, and motivations our ToM is fully functioning (Ramachandran chapter 5).  

 

Lisa Zunshine calls ToM, mindreading, interpreting what we cannot see and discusses how this ability 

affects every aspect of our everyday life (section 2 part 1). The ability of ToM enhances the 

understanding of unstated actions, such as why a person might reach for a pencil – probably because 

s/he is going to write something or why someone would pour a glass of water – probably because s/he 

is thirsty. ToM involves understanding simple actions and intentions, to more complex ones, such as 

belief systems. Baron-Cohen, Firth, and Leslie were among the first to conclude that children with ASD 

lacked the ability of ToM and that the impairments were connected to a deficit in the brain that make 

social interaction complicated and pretend play absent (44). Whereas the brain's deficit hinders the 
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development of ToM among ASD diagnoses, methods facilitating social interaction for students on the 

spectrum do exist. Michelle Garcia Winner, a speech-language pathologist, designed the ILAUGH-

model (2009) to guide parents and educators. If the impairment of Theory in Mind is biological and, 

therefore, complicates the understanding of others, then the structures that facilitate social 

interaction need to be explicit. Jahn and her colleagues conclude that structures, such as visual 

support and a sense of coherence, relieve students of unnecessary stress, which in turn generates a 

positive learning environment (51-55) 

      

2. Previous research 

      2.1 Research on ASD and lack of social skills  

Scientists have a broad consensus that people with ASD diagnoses lack the ability that allows 

neurotypical individuals to enhance social-cognitive skills through means like fiction. Along with Baron-

Cohen and his colleagues (1985) the neuroscientists Francesca Happé (1996) and Vilayanur S 

Ramachandran (2010) present a similar stance. Students with ASD lack mirror neurons, usually 

produced in three specific regions of the brain, that enable humans to copy behaviour and apply what 

is learned to our personal set of social skills. This enhances empathy, as well as ToM (Ramachandran 

chapter 5).   

 

Baron-Cohen carried out a series of false-belief tasks. His first one, named the Sally-Ann task (1985), 

aimed to measure ToM among a test group consisting of children diagnosed with ASD, Down 

Syndrome, as well as a group of neurotypical children. The results showed that 80% of the autistic 

children answered the false-belief task incorrectly. This is a significantly higher number than among 

the other participants (42). In contrast, Kieron M Rump and his colleagues purposes in their 

article, “The Development of Emotion Recognition in Individuals with Autism”, that albeit the 

impairments in social cognitive skills and recognition of facial expressions, for a high functioning 

autistic, a nuanced and explicit non-verbal expression is most likely to be perceived correctly (2). They 

emphasize the importance of a developmental approach to establish a long-lasting ability to recognize 

emotions (11).  In order to facilitate for ASD students to understand and act in social contexts, the 

social context itself must systematically facilitate and avoid risks for misinterpretations. 

 

      2.2 Research on teaching ASD students 

Elisabeth Ann Burke states in her dissertation, “The Benefit of a Social Learning Intervention to 

Increase Self-Efficacy, Engagement and Social Inclusion for Students with Autism”, that “[s]tudents 

with social cognitive challenges may demonstrate varying levels of difficulties within the conceptual 
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framework” (35). The social environment is of great importance among ASD students (see Section 1.3) 

but depending on the level of difficulties the student experiences, it can easily be excluding. How can 

educators adapt the teaching environment for the same students, in the best way possible? Jennifer B 

Ganz promotes the use of visual aids as a facilitating method among ASD students “[a]utism-experts 

and individuals with high-functioning autism contend that many individuals with autism spectrum 

disorders (ASDs) respond most favourably to information that is presented visually” (249). 

 

In her study, “Classroom Structuring Methods and Strategies for Children and Youth with Autism 

Spectrum Disorders,” Ganz proposes that the visual structure connected to key elements become a 

factor for success when working with ASD students. This include schedules and tasks (152-158). The 

extracted quote from Ganz exemplifies much of the research about teaching students on the 

spectrum. Jahn and her colleagues confirm the necessity of a clear visual structure connected to 

possible obstacles in areas of academics, but also facilitating social interaction by introducing social 

manuscripts (52, 112). Additionally, they talk about the importance of having a sense of coherence, a 

concept coined by Aaron Antonovsky, professor in medical sociology (55-57). Firstly, to achieve a 

sense of coherence, the ASD student needs to experience their learning environment 

as comprehensible, that is, experience both outer and inner stimuli as coherent, structured, and 

explicit. Secondly, it needs to be manageable, meaning specification of requirements is at the right 

level. Lastly, the classroom activity must be meaningful in that the reason for an activity is explained 

(Jahn et al. 55). 

 

In an interview with Sharon Koczaja, a Board-Certified Diplomat in Clinical Social Work from 

the Centre for Spectrum Services, she states, 

 

Students with autism can grow in their ability to read body language, facial expression and 

tone of voice while paying attention to contextual cues, inferring others’ mental states, taking 

others’ perspectives, and demonstrating recognition and understanding of others’ feelings. 

Mastering these skills have a direct correlation to the opportunity to live a socially more 

fulfilling life. (Koczaja) 

Despite the research done on ASD and its challenges, this suggests that teachers and parents can 

create a positive learning environment, and with a correct course of action, students on the spectrum 

can develop their social cognitive skills.  
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This study will use the ILAUGH model (see Section 3.1) in order to construct a series of lesson plans 

focusing on facilitating social interaction and social-cognitive skills for ASD students. Michelle Garcia 

Winner's model is evidence-based and constructed to aid teachers in their approach in the classroom. 

Furthermore, from Winner’s many articles about Social Thinking and the ILAUGH model, Burke has 

constructed a chart based on her different texts, called “Model and Corresponding Treatment Ideas” 

to function as a practical complement for teachers in the classroom (Burke 36). Working with students 

on the spectrum, the ILAUGH model aims to arrange social cognitive skills in six stages, meaning that 

the educator can improve specific components, such as understanding non-verbal communication or 

the importance of context when comprehending the meaning.   

 

Although scarce, most of the research on the ILAUGH method shows positive results, concluding that 

the consisting stages of the model can help students build social-cognitive skills. In their article, “A 

Case Series on the Social Thinking Training of Mainstreamed Secondary School Students with High-

Functioning Autism” (2009), Kathy Y S Lee and her colleagues stated that the Social Thinking program 

is “[…]effective in promoting the social communication skills of teenagers with high-functioning 

autism” (16). However, there are also negative assessments of the method. Justin B Leaf, his 

colleagues, and the “Autism Partnership Foundation” criticize both Winner’s Social Thinking method 

and the research evaluating the same. In their article “Social Thinking®: Science, Pseudoscience, or 

Antiscience?”  they conclude that Winner’s research is not confirmed correctly by colleagues in the 

field and state that the research is scarce, methodologically flawed, and lacks vital scientific 

requirements (153-154). Furthermore, Leaf and his colleagues stress that “[e]ven more concerning is 

that Winner’s writings contain many of the components of either pseudoscience or antiscience […]” 

(155), referring to components such as the lack of empirical evidence, claims without proof, and 

compensating for lack of objective data by dismissing other theories in the field (154). Despite this 

critique, I have chosen to use the ILAUGH model mainly because of the clear structure that facilitate 

organizing and adapting the practice of social-cognitive skills together with fiction. Furthermore, the 

different stages in the ILAUGH model, which is based on respected research in the field, can be used 

separately depending on which skill is intended to focus on.  

 

      2.3 Research on fiction and enhancing social skills 

The wide range of research on ASD students outline numerous of challenges for educators in teaching 

environments. The research on enhancing social-cognitive skills and, in extension, Theory of Mind is 

equally wide. The consensus claims that literature plays a vital role in the development of social-

cognitive skills.  
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Keith Oatley stipulates literature's role in developing empathy, although only when they are 

emotionally invested in the story (20). Oatley’s claim that the level of emotional commitment to 

characters and story matter, is a conclusion with which Matthijs Bal and Veltkamp agree. They, too, 

see a difference in empathetic development through fiction. However, it varied depending on how 

engaged the reader was (8). Meanwhile, Kidd and Castano made a distinction between fiction and 

non-fiction, and the results indicate that social skills like ToM are enhanced far more when reading 

fiction as opposed to non-fiction (1).  A third study, promoting fiction as means to enhancing ToM and 

mentalization, is Maria Pino’s and Monika Mazza’s, “The Use of ‘Literary Fiction’ to Promote 

Mentalizing Ability.” Their article indicates the importance of fiction in supporting mentalizing as a 

cognitive skill in both neurotypical and ASD subjects. They state, “[…] we believe there is support for 

the notion that reading literary fiction may change how people think about the mental and emotional 

states of other people” (11). 

      

Lisa Zunshine, the author of Why We Read Fiction: Theory of Mind and the Novel, concludes that one 

of the main reasons she reads fiction is because of the "workout" her ToM gets (Section 1, part 1). 

Furthermore, to get a positive result from fiction, she stresses that both fiction and the reader need to 

fit together (Section 1 of Conclusion). Zunshine describes fiction, not only as means of a “workout” for 

our ToM, but also as a teacher. She emphasises fiction’s role in developing imagination and stresses 

that it creates possibilities to take on others’ mental states (Section 4, part 1). She continues, “[f]iction 

helps us to pattern in newly nuanced ways our emotions and perceptions; it bestows ‘new knowledge 

or increased understanding’ and gives ‘the chance for a sharpened ethical sense’; and it creates new 

forms of meaning for our everyday existence” (2012, Section 2 of Conclusion). 

 

Fiction constitutes an important factor in both understanding others and developing a sense of ethics, 

but without visual support and a sense of coherence, the advantages with fiction will be lost when 

working with students on the spectrum. 

      

Research on fiction's role in developing social-cognitive skills is significant but it can also be varied. 

Much of the research centring around social-cognitive skills can be found promoting pedagogical 

methods that easily would be enhanced by fiction. Gunilla Carlsson Kendall states that storytelling can 

be used when anchoring abstract patterns in students' contexts, practicing visualisation, finding 

patterns, and producing possibilities for discussions around the story (60-61). Sharon Koczaja adds and 

underlines an essential need to practice mirroring the behaviour of others' and read contextual stories 

(Koczaja). Both Carlsson Kendall and Koczaja emphasize aspects easily found when working with fiction 
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and, in turn, contributes with examples, discussion points, and behavioural role models. 

 

In addition, it is important to stress that reading, in general, strengthens communication skills and that 

reading aloud among ESL students significantly improves vocabulary, fluency and, sound/symbol 

correspondence (Ducker 24-25). In summary, fiction offers a wide range of positive effects, 

academically, socially, and personally.  

 

2.3.1 Research on The Curious Incident of the Dog in the Night-Time connected to ASD 

The field of non-fiction covering ASD is broad, stretching from teacher/parental guides and how to 

communicate and structure every-day-life, to literature leaning towards a more factual frame, 

explaining concepts related to ASD and the meaning of autism as a disorder. Fiction involving themes 

or characters connected to the concept of ASD has not seldomly been criticized for being stereotypical 

and one-sided (see section 3.2.2).  

This essay aims to use Mark Haddon’s novel as a means to enhance social-cognitive skills among ASD 

students. When browsing the field of research about Haddon’s novel and using the title, The Curious 

Incident of the Dog in the Night-Time and ASD as search terms, the MLA database returns 12 hits.  

 

Elena Semino's article "Language, mind and autism in Mark Haddon's The Curious Incident of the Dog 

in the Night-Time" aims to, through a linguistic approach, account for how the reader can perceive 

Christopher as someone on the spectrum that is diagnosed with autism. By discussing various 

narrative and linguistic techniques, including points of departure like, how Christopher describes 

himself, comments he makes on his difficulties with communication, how others describe him, and 

other linguistic patterns, Selmino concludes that the reader can perceive Christopher as a boy on the 

spectrum without it being clearly stated. She also underlines that the perception is connected to the 

first-person narration in the novel and that this strengthens the conclusion about Christopher’s 

diagnosis. 

 

Sonya Freeman Loftis approaches The Curious Incident and autism/ASD from a different angle. In her 

book Imagining Autism: Fiction and Stereotypes on the Spectrum, she aims to “[…] examine the 

interrelationship of literary representation of autism, cultural stereotypes, autistic culture, and 

disability identity politics” (2). She states that, although Haddon never mentions Christopher’s 

diagnosis, it is clear and explicit that he belongs on the spectrum. The way Christopher is depicted 

contains a full range of stereotypes connected to ASD (124). Loftis concludes that the representation 
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of autism in the novel offers the reader a possibility to contemplate over difficulties people on the 

spectrum face in their daily lives (129). 

 

In “Against the Rhetoric of Sadness: Theory of Mind and the Writing Process in The Curious Incident of 

the Dog in the Night-Time” Jennifer Marston William’s focus is on how the concept of ToM is depicted 

throughout the novel and whether it follows the Rhetoric of Sadness. This is a sad and troubled 

rhetorical position taken towards autism. Williams states that it is not uncommon in fiction.  She 

claims that Haddon’s description of Christopher’s ToM, in contrast to the more stereotypical depiction 

of autism, is unusually complex and nuanced and that it is uplifting to read (J M William).   

 

3. Method and material 

This section of the study aims to present both method and material connected to the study's research 

question; how can literature enhance social-cognitive skills among students on the autism spectrum 

(see Section 1.1)? Furthermore, it contains an explanation of the method, consisting of six sections, 

and a discussion about the selection of literary material, Mark Haddon's The Curious Incident of the 

Dog in the Night-Time, including how it will be used connected to the ILAUGH model and the study's 

aim.  

 

3.1  Michelle Garcia Winner & the ILAUGH method 

Michelle Garcia Winner is active in the field of speech-language pathology and specializes in the 

treatment of individuals with social learning challenges. She has developed a framework, Social 

Thinking, to strengthen social interaction abilities and enable success in the social context among 

students with social challenges. The practical aspect of Social Thinking takes form in ILAUGH (2009), an 

acronym containing the elements of improving social-cognitive skills. Winner has based each stage on 

relevant research in the field of social-cognitive skills and social challenges. Although her research 

aims to work with treatment of individuals with social learning challenges, Winner’s method centres 

around abilities that are vital for everyone to practice and enhance. Therefore, the ILAUGH could be 

applied to other group compositions as well. 

 

The six parts of the ILAUGH-model are reviewed below and based on Winner’s study, “Social 

Thinking®: A Developmental Treatment Approach for Students with Social Learning/Social Pragmatic 

Challenges,” as well as her website Social Thinking. In addition, Winner’s “Model and Corresponding 

Treatment Ideas”, reprinted in Elisabeth Ann Burke’s dissertation (2020), complements each step with 
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ideas on how to adapt the ILAUGH-model in practice. The order of the ILAUGH acronym will constitute 

the disposition in this essay. However, each letter or step may be handled in a different order, or 

separately, depending on which targeted social-cognitive skill is intended. 

3.1.1 I = Initiation of Language 

The purpose of the first stage of the model is to practice initiating communication and establishing 

social relationships. It includes verbal and non-verbal communication with both classmates and 

teachers. How and when communication takes place impacts on the response. It is necessary to 

initiate communication to acquire help or be a part of the social context. It is not uncommon for 

students on the spectrum to experience stress and anxiety in stressful or unaccustomed conditions. 

Therefore, it is of great importance to facilitate similar situations. To aid students in the initiation of 

language, the teacher must model and repeat responses that help students initiate contact when 

needed (Burke 36). 

 

3.1.2 L= Listening with Eyes and Brain 

The second stage encompasses the complex of problems in non-verbal communication and decoding 

non-verbal social cues. The social environment in, or outside, the classroom expects the listener to be 

active, and the social interaction between the participants relies on presence to be rewarding. 

Neurotypical students communicate regularly through non-verbal cues, and if missed or 

misunderstood, the entire context may be lost. Structured scenarios in the classroom, containing 

discussions of a scene from a novel or a situation in real life, establish possibilities to enhance the 

ability to listen with one's eyes. Furthermore, clear visual strategies and information in smaller parts, 

alleviate auditory stress and strengthen concentration (Burke 36). 

 

3.1.3 A = Abstract and Inferential Language/Communication 

The third stage addresses the difficulties in communicating the abstract and understanding the 

subtext in communication, which is a challenge among most people diagnosed with ASD. Interpreting 

language too literally endangers how adequately we can take part in a dialogue or discussion. 

Sarcasm, idioms, and metaphors are important in our day-to-day communication. To decipher 

meaning, and in turn, decode language, we need to separate literal and figurative speech. To 

accomplish that, the listener needs a context that is both cultural and social. The social skill of having 

an abstract language also elicits the ability to make correct assumptions and guesses. The social 

context is vital when understanding both intentional and unintentional language, and therefore it is 

essential to discuss, exemplify and work with how language - verbal, non-verbal, and written – all of 
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which can differ depending on the context. To improve the comprehension about the importance of 

context, exercises on "making smart guesses" and discussing non-verbal cues, like facial expressions 

and body language are constructed (Burke 37).  

 

3.1.4 U = Understanding Perspective 

Stage four deals with the concept of ToM. Comprehending others' mental state, and with that 

knowledge, acting accordingly, is difficult for people with ASD diagnoses. However, ASD diagnoses are 

not static and definite, rather the condition exists on a moving scale, indicating improvement 

possibilities. Therefore, it becomes essential to stress the value of taking the perspective of others 

(Burke 37). Winner includes the following component abilities in good perspective-taking, which is 

another name for the composite cognitive skill ToM: 

 

• Thoughts 

• Emotions 

• Physically coded intentions 

• Language based intentions 

• Prior knowledge and experiences 

• Belief systems 

• Personality 

• While considering all of this with regards to the specific situation being considered. 

(Winner “Understanding Core”) 

 

Through textual excerpts, the students will discuss different perspectives to illustrate the mental state 

of others, specifically focusing on the emotions of others. 

 

3.1.5 G = Gestalt Processing/Getting the Big Picture 

In stage five of the ILAUGH model, Winner states, “[w]hen reading a book, the reader must follow the 

overall meaning (gestalt) of the book rather than just collecting the details of the story, especially if 

expected to compose a cohesive written description of what has been read that others easily 

understand and interpret” (“A Developmental treatment” 4). To fully function socially and 

academically, one needs to grasp the context and entirety of a situation. This demands a skill set that 

allows for the ability to focus on a specific theme, idea, or detail and align that with the "bigger 

picture", that is, the whole context. When working with gestalt processing, the material is 

apprehended through shorter fractions to make it visual and concrete, but also to exemplify how 

details can belong to a larger context. In different contexts in fiction, it is important to practice and 
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discuss how to differentiate between main ideas, themes, and different contexts presented in the 

novel (Burke 38). 

 

3.1.6 H= Humor and Human Relatedness 

The sixth and last stage of the ILAUGH model states the importance of interacting humorously. Humor 

is a powerful tool when socially interacting. Teachers and parents need to adapt and show compassion 

with children/students on the spectrum and to create an atmosphere that allows students to fail, 

misinterpret, and to make mistakes. However, structure and boundaries are essential to avoid insults 

as a result of making or telling jokes (Burke 38). 

 

3.2 Mark Haddon’s The Curious Incident of the Dog in the Night-Time 

The Curious Incident of the Dog in the Night-Time is about the character Christopher, a teenage boy, 

diagnosed with Asperger’s syndrome (nowadays seen as part of the ASD diagnosis). The story is 

written from a first-person perspective and opens with the discovery of a dead dog, which Christopher 

decides to investigate. The reader is introduced to the life of Christopher through his eyes and 

experiences how a teenager on the spectrum perceives and reacts to his environment. Christopher’s 

difficulties in decoding social cues influence how the story is told and how the reader is introduced to 

the social context. The choice of young adult literature is an effective way to engage readers in the 

classroom. Ivey and Johnston state that, “[…] opportunities to select young adult literature, typically 

situated in the social networks with which adolescents identify, would foster engaged reading” (257). 

Moreover, they continue by promoting literature that the reader can identify with, affecting students' 

perspectives on themselves and others (262).  

 

I have chosen to look at Mark Haddon’s novel because it portrays a teenage boy, on the spectrum, in a 

wide range of social interactions. In a group consisting primarily of students on the spectrum, this 

novel may well offer a possibility to identify with the character. Along with the prospect of enhancing 

empathy, The Curious Incident of the Dog in the Night-Time, in turn, also presents a wide range of 

possible segments with moral issues on which to base discussions. Jennifer Marston Williams states in 

her article, “Against the Rhetoric of Sadness: Theory of Mind and the Writing Process in The Curious 

Incident of the Dog in the Night-Time,” that Cristopher exhibits a great deal of ToM exemplified 

through his writing. A feature that is uncommon for a fictional character diagnosed with ASD (J M 

William). She continues, “[h]is writing reveals that he is not only concerned with recording his own 

experiences, but also with relating them to others—and therefore, to a certain extent, putting himself 
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into the shoes of an imagined readership” (J M William). Thus, the character of Cristopher Boone both 

represents the target group and constitutes the basis of discussions throughout the novel.  

On his website, the author himself, Mark Haddon, underlines and clarifies that he had no intention or 

motive to diagnose Christopher; instead, he wanted to create a character with many different layers, a 

character interesting to the reader (Haddon). He states that The Curious Incident of the Dog in the 

Night-Time is not a novel about ASD at all. Rather, he believes that labeling someone can hinder us 

from learning about each other (Haddon). This essay, however, does not intend to reflect on ASD in 

characters or the theme of ASD. Instead, it discusses how the novel can be used to enhance social-

cognitive skills among students with impairments in their social-cognitive skills. The diagnosis of 

Christopher is not the point. 

 

Although Haddon intends to create a nuanced character with many layers, his way of describing 

Christopher has also been criticized. In an article in The Guardian, Sara Bennet, diagnosed with autism, 

writes that she is tired of people's stereotypical portrayal of people on the spectrum. Not only is the 

stereotyping and one-sided description an issue, but above all, she is tired of being described as a 

problem due to her diagnosis (Bennet). Her reaction and criticism involve other fictional 

characterizations as well. Bennet’s criticism can very well be used as a discussion point in itself. Does 

the target group agree with the Bennet’s point of view?   

 

3.2.1 How; method and material 

As a basis for the lesson plans, The Curious Incident of the Dog in the Night-Time is used to exemplify 

how to use Winner's ILAUGH model. With a series of scenes from the novel, connected to the 

different steps in the method, the purpose is to create a structure that allows ASD students to practice 

their social-cognitive skills, including Theory of Mind. Each step in the ILAUGH model is applied to one 

lesson and to a scene from the novel. The focus is to emphasize the importance of social skills. Along 

with the ILAUGH model, Winner’s “Corresponding Treatment Ideas” are applied when constructing 

the lesson plans. The framing of the questions around each scene is: How each stage in the ILAUGH -

model affects social interaction as well as classroom functioning and ideas on treatment. 

 

As a final step in each lesson, the students will reflect on the lesson’s content and confirm it by using 

Burkes Reflection journal (2020). Many students on the spectrum face difficulties when reflecting on 

emotions and main ideas in both speech and writing, whereas the Reflective Journal method 
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structures the practice of reflection around pictures through requiring thought, speech, and emotion 

bubbles (Burke 79). The arranged and set structure is meant to facilitate the reflection process among 

the students in the target group, in the hopes of establishing the different stages in their social-

cognitive skills enhancement. 

 

4. Discussion & Analysis 

Using Winner's framework for enhancing social skills and social problem solving, this section will apply 

the ILAUGH model to fiction and discuss how Mark Haddon's novel The Curious Incident of the Dog in 

the Night-Time enhances social-cognitive skills among ASD students. Using scenes from the novel, a 

discussion on using it in the classroom is presented, which later concludes in a series of lesson plans, 

found as an appendix. The stages of the ILAUGH model will constitute the basis for the lessons, 

resulting in seven lessons in total. The aim is to focus on strengthening social skills. The students will 

be assigned to read Haddon's novel together in class to free up time and ensure the students' basic 

knowledge about the novel is adequate. The novel will be read aloud, and in turn practice linguistic 

aspects, such as vocabulary, fluency, and sound/symbol correspondence (Ducker 28).      

 

Winner’s “Model and Corresponding Treatment Ideas” (Burke) will function as the base from which 

the framing of a questions or discussions will take form. By using the different stages in the ILAUGH 

model continuously, the students will increase their ability to function in a day-to-day aspect of social 

cognitive skills. This may lead to strengthened and long-lasting abilities including problem-solving and 

adapting to social interaction (Winner “Understanding Core”). Additionally, by adopting Winner's 

methodology, the end result will affect not only the social skills of the ASD students but also their 

academic performance. The particular literary skills involved are, reading comprehension and the 

ability to analyse characters, interpret the meaning of the story, and predict characters' future actions. 

The lessons would also provide opportunities to practice the more general academic skills of 

summarizing texts and stories orally and in writing (Winner “Understanding Core”). 

 

To engage in the discussions around the scenes, the teacher needs to establish a sense of coherence, 

meaning that the learning environment is comprehensible, meaningful, and manageable, for the 

students. Firstly, to make the activity comprehensible, the students need to understand what they are 

going to do. Instructions, material, and questions connected to the scenes must be precise. Secondly, 

the arrangement of the lesson needs to be manageable, meaning that the students must experience 
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the demands as achievable. Lastly, to produce meaning around the lesson's content, the teacher 

needs to explain why and how the target skill affects students. What will they gain from participating? 

Is it worth it? (Jahn et al. 55).  

 

In turn, a sense of coherence is closely connected to the research on visual support in the classroom. 

Ganz underlines visual structure in instructions and tasks as a vital for ensuring ASD students' success 

(250-253). Therefore, when the task or assignment is presented, it needs to be well structured 

through visual support, including social manuscripts when necessary. Burke also includes the 

Reflection journal method. A developed version of journal writing, meant to improve the ability to 

reflect (Burke 79). Instead of reflecting in written form,  

[…] the Reflection journal provides the students with a reflective practice using pictures to 

analyze their experience. Utilizing thought, speak and emotion bubbles, the student is guided 

to make connections with their thoughts, emotions and actions and builds capacity to 

interpret other’s actions. (Burke 79)    

 

After each lesson, the students will have time to reflect on the previous lesson and thereby confirm 

the lesson’s content.  

 

 

 

 

 

 

 

 

 

 



 
22 

4.1 Schedule over lesson plans 

Lesson nr Time  
(50 min) 

Social skill in ILAUGH Treatment idea Lesson Activity 

1  
(1-7) 

(Implemented 
in all lessons) 

30 min 
(+20 min 
journal) 

I=Initiation of Language 
 

-Encourage a clear initiation 
response 
-Build initiation into routines 

-Introducing 
routines. 

2 45 min 
(+ 5 min 
journal) 

L=Listening with Eyes and 
Brain  
+  
U=Understanding 
perspective 

-Break information into smaller 
parts to increase attention and 
comprehensibility  
-Check comprehension by asking 
the student to repeat the same 
message 
- Teach recognition of others' 
emotional states and what 
others expect from you in those 
states 

- Reading aloud, 
practicing being an 
active listener 
- Summarize 
scenes 
- Discussing the 
perspective of 
others’ 
 

3 45 min 
(+ 5 min 
journal) 

A=Abstract and Inferential 
Language/Communication 

-Teach the difference between 
figurative and literal language 
 

-Practicing 
describing and 
applying 
metaphors 
-Metaphors used 
on own 
experiences 

4 50 min 
 

A=Abstract and Inferential 
Language/Communication 

-The importance of context; 
making “smart guesses” without 

a context - Teach about the 

different aspects of language 
that need to be interpreted 
(body language, facial 
expressions, tone of voice etc) 

-The importance of 
context; making 
“smart guesses” 
without a context  
-Facial expressions; 
how to analyse and 
the importance of 
context 

5 45 min 
(+ 5 min 
Journal) 

U=Understanding 
Perspective  

- Teach recognition of others' 

emotional states and what 
others expect from you in those 
states 

-Discussions based 
on emotions 
through scenes 

6 45 min 
(+ 5 min 
journal) 

G=Gestalt 
Processing/Getting the Big 
Picture 

- Break information down and 
then help the student see how it 
all goes back together 
- Teach overtly how to discern 
"the main idea” 

-Discussing details 
and context 

-Discuss which 

different events 
and details are 
essential to 
understand the 
bigger picture. 

7  
(1-7) 

(Implemented 
in all lessons) 

45 min 
(+ 5 min 
Journal) 

H=Humor and Humor 
Relatedness 

-Laugh at your mistakes 
- Create human relatedness 

-Presenting 
individually chosen 
scenes 
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4.2 Lesson 1 (1-7):  Initiation of Language (I) 

Among ASD students the initiation of communication is an obstacle that hinders students from 

creating contact with others. Winner records that many ASD students masters language in 

communication well, although, they may “[…] talk frequently about their own knowledge and ideas, 

they may not be proficient using their sizeable language skills to communicate when unaware of what 

to do next or how to clarify when they don’t understand” (Winner “A Developmental Treatment 

Approach” 3). Consequently, if the students cannot initiate contact by asking for aid, guidance, or 

assistance, a necessary key to a fulfilling life is missing. When that specific ability is lacking, the effect 

manifests in both the social context and how adequately students can perform academically and, 

ultimately, to what extent students can initiate an interaction when they require assistance (Burke 36). 

      

According to Winner, teaching the initiation of communication consists of several practical ideas, 

including to "[t]each a clear initiation response. Reinforce success by helping them gain access to 

information they do not know or just need to clarify", "[b]uild initiation into routines", and 

"[s]pecifically teach how a student can "ask for help"" (Burke 36). 

      

Lesson 1 will focus on facilitating for students when initiating communication. Initially, the teacher 

clarifies ways to elicit contact and establish routines in acting when in need of guidance/help. Instead 

of raising one's hand to indicate the need for help, the students will be handed a laminated piece of 

A5 paper, red on one side and green on the other. When in need of guidance, red will face upwards. 

Additionally, inspired by Dylan Wilam's formative assessment technique C3B4ME (See three before 

me) (2011), to create a routine, a framework with step-by-step instructions (Figure 1: attached as an 

appendix) will be handed out.  

 

When I do not know... 

1. Show RED to a classmate, ask for guidance. If s/he does not know... 

2. ...ask another classmate for help. 

3. Show RED in front of you and wait for a teacher.  

(Figure 1) 

 

This routine will structure the attempt to practice initiating communication, and 

therefore, will be a part of all the lessons and support the students when taking on 

classroom tasks connected to the remaining sections in the ILAUGH model.  
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Throughout the novel, Christopher illustrates his difficulties in initiating communication and 

maintaining a conversation. There are scenes where he does not know how to make contact or 

respond in social interactions. One example of Christopher’s difficulty with initiating conversation is 

presented when he rings on the neighbour’s door in his quest to find out what happened to the dog,  

 

Mr. Thompson said, “Can I help you? 

”I said, “Do you know who killed Wellington?” 

I did not look at his face. I do not like looking at people's faces, especially if they are strangers. 

He did not say anything for a few seconds.  

Then he said, “Who are you?” (Haddon 47) 

 

Even though Christopher initiates the conversation with Mr. Thompson, he does not follow the 

expected social scheme for initiating a social interaction with someone one he normally does not talk 

to, that is. Instead of introducing himself, he asks a rather uncomfortable question while avoiding eye 

contact. Similar behavior is not uncommon among the students in the target group. The students are 

to work with the scene to identify challenges and improvements in the initiation of communication. 

 

4.3 Lesson 2: Listening with Eyes and Brain (L) 

Language is a complex system of symbols, each carrying significant meaning, and to fully decode and 

comprehend spoken or written language, social cognitive skills are needed. "Listening with your eyes" 

includes the skill of collecting information with your eyes while listening. Winner explains the concept, 

Listening requires the integration of information the student sees and hears to understand the 

deeper concept, or to make an educated guess about what is being said when the message 

cannot be interpreted literally. This is also referred to as "active listening" or "whole body 

listening." (Haddon 3) 

She emphasizes the importance of good listening skills and how a non-existent ability to actively listen 

with your eyes affects classroom interaction. Eye contact and non-verbal expressions are essential 

cues to the signification of an interaction (Burke 36).  

 

The treatment idea that lesson 2 will centre around is to “[b]reak information into smaller parts to 

increase attention,” and also the importance for learning that the teacher stops to “[c]heck 

comprehension by asking the student to repeat the same message” (Burke 36).  A necessary step 

when enhancing listening skills and becoming an active listener is encouraging students to look at their 
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interlocutor, the person who is facing them, without commenting, and asking relevant questions 

(Burke 82). In the following lesson, paired with a classmate, the students will read a given scene from 

the novel. The material's length is meant to affect the attention span and concentration of the 

students, resulting in a more effective learning environment. Therefore, instead of summarizing the 

whole novel the students will be working with a scene from the same. Yet, the scene itself needs to be 

long enough in order to present a challenge. Furthermore, the teacher should underline the 

importance of listening actively as an essential skill in social interaction. In the aim to increase 

comprehension, the listener summarizes the scene and discusses a potential underlying meaning. One 

example of a scene from Haddon’s novel that could work at this stage is when Christopher reflect on 

his mother’s affair with Mr. Shears: 

That night I wrote some more of my book, and the next morning I took it into school so that 
Siobhan could read it and tell me if I had made mistakes with the spelling and the grammar. 
Siobhan read the book during morning break when she has a cup of coffee and sits at the edge 
of the playground with the other teachers. And after morning break she came and sat down 
next to me and said she had read the bit about my conversation with Mrs. Alexander and she 
said, “Have you told your father about this?” And I replied, “No.” And she said, “Are you going 
to tell your father about this?” And I replied, “No.” And she said, “Good. I think that's a good 
idea, Christopher.” And then she said, “Did it make you sad to find this out?” And I asked, “Find 
what out?” And she said, “Did it make you upset to find out that your mother and Mr. Shears 
had an affair?” And I said, “No.” And she said, “Are you telling the truth, Christopher?” And 
then I said, “I always tell the truth.” And she said, “I know you do, Christopher. But sometimes 
we get sad about things and we don't like to tell other people that we are sad about them. We 
like to keep it a secret. Or sometimes we are sad but we don't really know we are sad. So we 
say we aren't sad. But really we are.” And I said, “I'm not sad.” And she said, “If you do start to 
feel sad about this, I want you to know that you can come and talk to me about it. Because I 
think talking to me will help you feel less sad. And if you don't feel sad but you just want to talk 
to me about it, that would be OK, too. Do you understand?” And I said, “I understand.” And 
she said, “Good.” And I replied, “But I don't feel sad about it. Because Mother is dead. And 
because Mr. Shears isn't around anymore. So I would be feeling sad about something that isn't 
real and doesn't exist. And that would be stupid.” And then I practiced maths for the rest of 
the morning and at lunch I didn't have the quiche because it was yellow, but I did have the 
carrots and the peas and lots of tomato ketchup. And for afters I had some black berry and 
apple crumble, but not the crumble bit because that was yellow, too, and I got Mrs. Davis to 
take the crumble bit off before she put it onto my plate because it doesn't matter if different 
sorts of food are touching before they are actually on your plate.  
(Haddon 94-95) 
 

The main focus of lesson 2 is to practice being an active listener, enhance the students' 

ability to listen with their eyes, look at the speaker, and ask relevant questions connected 

to the content. Any scene could be used when exercising that skill.  

 

Additionally, the composite skill of understanding the perspective of others (U in the 

ILAUGH) is introduced. The students will practice the recognition of others' emotional 
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states and what others expect from them in those states (Burke 37). After the summary, 

the students are to discuss why Christopher does not react when thinking about his 

mother and Mr. Shears? What would the students feel? Are there any emotions that are 

right or wrong?  

      

Christopher reasons that it would be stupid to feel sad about something that is not real 

anymore while he does not reflect on the emotions it could inflict on his father. The 

scene exemplifies how Christopher has challenges in understanding the emotional 

perspective of others. The students will continue to practice the perspective of others in 

lesson 5. 

 

4.4 Lesson 3 & 4: Abstract and Inferential Language/Communication (A) 

Challenges with understanding abstract and inferential language manifest in difficulties in decoding 

meaning from words, sentences, and context. This affects conversations, at both the verbal and non-

verbal level. Therefore, it may well affect students' social lives and how well they perform in school 

(Burke 37).  

      

In “Model and Corresponding Treatment Ideas”, Winner proposes numerous ideas that are intended 

to facilitate abstract communication for students in the classroom. Firstly, she advises teachers to 

"[t]each the difference between figurative and literal language", secondly, to "[t]each prediction and 

inference (start by encouraging ‘making a smart guess’)", and lastly, to "[t]each about the different 

aspects of language that need to be interpreted (body language, facial expressions, tone of voice etc)" 

(Burke 37).  

      

Before introducing the scenes from the novel, the students will need a sense of coherence to the 

content and structure of the lesson to create a positive learning environment. The lesson plan requires 

to be comprehensible, manageable, and meaningful.  Meaning that the content and structure are 

explained by answering what we are going to do, how we are going to do it, and why it is necessary. 

The scene that follows function as an introduction to the lesson and demonstrates why Christopher 

finds people confusing. Here he explains the first of two reasons, exemplifying how non-verbal 

language confuses him, “[t]he first main reason is that people do a lot of talking without using any 

words. Siobhan says that if you raise one eyebrow it can mean lots of different things. It can mean ‘I 

want to do sex with you’ and it can also mean ‘I think that what you just said was very stupid’” 

(Haddon 19). 
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The scene is read aloud and summarized by the teacher and students working together. The students 

then reflect on why Christopher finds people confusing and if they agree or disagree with him. This will 

be performed using the method of think, pair, share. Firstly, thinking by themselves, secondly, sharing 

their thoughts with a classmate, and thirdly, share with the whole class/group. The think, pair, share-

method elicits individual and group engagement in the assignment.  

 

The second scene from the novel, and the main part of the lesson, centres on the separation of 

figurative and literal speech. Here Christopher clarifies the second, out of two, reasons why he finds 

people confusing, listing several metaphors he finds difficult to understand, 

These are examples of metaphors  

I laughed my socks off. 

He was the apple of her eye. 

They had a skeleton in the cupboard. 

We had a real pig of a day. 

The dog was stone dead. 

 (Haddon 19) 

The metaphors from the novel are followed by a brief review of the differences between figurative 

and literal language, in part to increase the level of comprehensibility but also to ensure that every 

student begins the assignment with a base of knowledge. Henceforth, they are asked to try to explain 

what the different metaphors mean? They are also reminded to continue with the routine When I do 

not know… (Figure 1).   

 

Subsequently, after the students have communicated and discussed their answers, they will work in 

pairs to try to apply the given metaphors to events in their own lives. To enhance the student’s 

cognition,  a connection to both their own and others’ emotions strengthen that process. According to 

Zunshine, the relationship between cognition and emotion is almost impossible to disentangle (2012, 

Section 2 of Conclusion). Thus, an emotional connection to Christopher may lead to a more 

comprehensive understanding of the character, and in turn, the potential to understand others is also 

enhanced.  
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The second part (lesson 4), will focus on teaching prediction and inference, hence, "making a smart 

guess." The students will work with a scene from the first page of the novel, the moment when 

Christopher found the dog. Winner states that "[o]ne must be flexible in interpreting the intended 

meaning of a message by considering what they know about people within specific contexts" (3). 

When working with enhancing the ability to predict and make guesses, the context is vital for our 

understanding. Without knowing about the context, a "smart guess" is impossible to make. The initial 

scene in the novel describe when Christopher finds a dead dog on his neighbour’s lawn, 

It was 7 minutes after midnight. The dog was lying on the grass in the middle of the lawn in 

front of Mrs. Shears's house. Its eyes were closed. It looked as if it was running on its side, the 

way dogs run when they think they are chasing a cat in a dream. But the dog was not running 

or asleep. The dog was dead. (Haddon 1) 

Firstly, to underline the importance of context in a situation, pictures of numerous different scenarios, 

not related to the novel are presented, e.g., a crying baby, a tired man, and a laughing woman. 

Henceforth, they acquire the opportunity to guess what caused the situation—(hopefully) leading to 

various answers and discussions. Secondly, the above excerpt from the scene is read aloud and 

summarized together to ensure students’ comprehension. Furthermore, the students will 

contemplate the following questions: How do we know that the dog is dead? What signs indicate 

that? How do you think the dog died? Where did Christopher find the dog? The questions are 

presented one at a time to construct a manageable task. After discussing the scene and the context, 

the students are ready to “make smart guesses.”   

 

In the last segment, focus is on abstract and inferential language and teaching about the different 

aspects of language that need to be interpreted, hence facial expressions. K. Rump and his colleagues 

posit that nuanced and explicit facial expressions would be perceived accurately (see Section 2.2). 

Therefore, contextualizing the situation leads to more nuance, which leads to more comprehension. 

The scene from Haddon’s novel below discusses the difficulties that arise when interpreting facial 

expressions, 

Siobhan also says that if you close your mouth and breathe out loudly through your nose, it 

can mean that you are relaxed, or that you are bored, or that you are angry, and it all depends 

on how much air comes out of your nose and how fast and what shape your mouth is when 

you do it and how you are sitting and what you said just before and hundreds of other things 

which are too complicated to work out in a few seconds. (Haddon 19) 

 



 
29 

The design of the assignment would be similar to the design in the former lesson. Initially, it would be 

important to establish a sense of coherence by using visual aids and answering the questions, what, 

how, and why. Next, I would proceed to a discussion on the facial expressions in the scene. How can 

"breathing loudly" be perceived without a context? After that, the scene above is read, which 

hopefully helps the students see the contextualization of the expression. The second scene handles 

Christopher’s lack of ability to interpret body language, 

I said, ‘We will need to take food to her,’ because I knew that food in hospital was not very 

good. David from school, he went into hospital to have an operation on his leg to make his calf 

muscle longer so that he could walk better. And he hated the food, so his mother used to take 

meals in every day. Father waited for a long time again and said, ‘I'll take some in to her during 

the day when you're at school and I'll give it to the doctors and they can give it to your mum, 

OK?’I said, ‘But you can't cook. ‘Father put his hands over his face and said, ‘Christopher. Look. 

I'll buy some ready-made stuff from Marks and Spencer's and take those in. She likes those.’ 

(Haddon 29)  

After the final quote is read aloud, together in the classroom, the students should be asked to 

contemplate why Christopher's father puts his hand over his face. What does it mean? Could it 

symbolize different things? Could it be replaced with another facial expression?  

 

4.5 Lesson 5: Understanding Perspective (U) 

T o M means understanding others' perspectives. It is the ability to take the perspective of others and 

understand their thoughts, beliefs, and emotions. The students in our target group often encounter 

impediments in social contexts connected to regulating a response or interaction. This can also affect 

academic achievement negatively. Not uncommonly involving aspects connected to fiction, such as 

reading comprehension, understanding characters, etc. In turn, this may affect their behaviour 

towards others and their interactions in pairs or groups (Burke 37). 

 

Enhancing ToM is a process that requires consistency and time. Winner stipulates several varying 

approaches in “Model and Corresponding Treatment Ideas” (Burke 37), but due to the need to create 

a manageable lesson, only one of them will constitute the focus in this lesson plan. The focus will be 

to, "[t]each recognition of others' emotional states and what others expect from you in those states" 

(Burke 37).   
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Fiction can help students to assert emotion, and in turn, becomes a platform for discussion of 

emotions. Zunshine states that the "fact that fiction can move people means that it can serve as input 

to whatever systems generate human emotions and motivation […]” (Section 5 part 2). The students 

could discuss the emotions of anger, disappointment/sadness, and concern/relief in three different 

scenes from Haddon’s novel. To create a manageable and comprehensible assignment, the same 

questions can form the basis for the students for working with each scene:  

1. What emotion could be connected to the scene?   

2. Explain why the character react the way they do?  

3. Name other situations where the emotion is suitable!  

4. Are there any appropriate responses to someone displaying the emotion? 

When working through the questions, the students should continue to use our method (When I do not 

know… (Figure 1)) to further implement communication initiation in the classroom.  

 

Reading fiction is, according to Pino and Mazza, the proper way to establish mentalization, leading to a 

ToM. However, they state “[…] it does not appear to change our internal emotional sharing, that is the 

capacity to feel what people feel in a painful situation.” (11). Sharon Koczaja is confident that ASD 

students are capable of enhancing ToM but emphasizes the importance of providing scaffolding or 

supporting structures when working towards this goal. The importance of a consistency in clear 

instructions in both school as well as in other settings is crucial. Students needs to be shown how to 

succeed (Koczaja).Therefore, the questions above are applied to all the chosen scenes in the focus 

area - understanding perspectives. The questions are consequently meant to create a structure and 

help students detect emotion, but also how to respond. 

 

The following scene from Haddon’s novel could be used when working with anger as the focus 

emotion 

I said, ‘I'm sorry,’ because Father had had to come to the police station, which was a bad thing. 
He said, ‘It's OK.’ I said, ‘I didn't kill the dog.’ And he said, ‘I know.’ Then he said, ‘Christopher, 
you have to stay out of trouble, OK?’ I said, ‘I didn't know I was going to get into trouble. I like 
Wellington and I went to say hello to him, but I didn't know that someone had killed him.’ 
Father said, ‘Just try and keep your nose out of other people's business.’ I thought for a little 
and I said, ‘I am going to find out who killed Wellington.’ And Father said, ‘Were you listening 
to what I was saying, Christopher?’ I said, ‘Yes, I was listening to what you were saying, but 
when someone gets murdered you have to find out who did it so that they can be punished.’ 
And he said, ‘It's a bloody dog, Christopher, a bloody dog.’ I replied, ‘I think dogs are 



 
31 

important, too.’ He said, ‘Leave it.’ And I said, ‘I wonder if the police will find out who killed 
him and punish the person.’ 
Then Father banged the steering wheel with his fist and the car weaved a little bit across the 
dotted line in the middle of the road and he shouted, ‘I said leave it, for God's sake.’ (Haddon 
26-27) 

 

In this scene, Christopher intends to find out who killed the dog, something he believes to be the right 

thing, yet the response he receives is anger. The impairments in Christopher's social cognitive skills 

lead him to misinterpret social cues, like the tone of his father's voice or his facial expressions, in turn, 

creating irritation and anger. 

The following scene from Haddon’s novel could be used when working with disappointment/sadness 

as the focus emotion, 

Then I stopped reading the letter because I felt sick. Mother had not had a heart attack. 
Mother had not died. Mother had been alive all the time. And Father had lied about this. I 
tried really hard to think if there was any other explanation, but I couldn't think of one. And 
then I couldn't think of anything at all because my brain wasn't working properly. I felt giddy. It 
was like the room was swinging from side to side, as if it was at the top of a really tall building 
and the building was swinging backward and forward in a strong wind (this is a simile, too). But 
I knew that the room couldn't be swinging backward and forward, so it must have been 
something which was happening inside my head. I rolled onto the bed and curled up in a ball. 
My stomach hurt. I don't know what happened then because there is a gap in my memory, like 
a bit of the tape had been erased. But I know that a lot of time must have passed because later 
on, when I opened my eyes again, I could see that it was dark outside the window. And I had 
been sick because there was sick all over the bed and on my hands and arms and face. 
(Haddon 141-142) 
 

In this scene, the imminent feeling of disappointment or sadness affects Christopher to the degree of 

physical pain, yet he cannot understand what he is feeling. A child on the spectrum often has 

difficulties in understanding the mental state of others' as well as understanding his/her own 

emotions. 

 

The following scene from Haddon’s novel could be used when working with concern/relief as the 

focus emotion, 

And then I heard Mother's voice and she was shouting, ‘Christopher . . .? Christopher . . . ?’ 

and she was running down the road, so I came out from between the skip and the Ford Transit 

van and she ran up to me and said, ‘Jesus Christ,’ and she stood in front of me and pointed her 

finger at my face and said, ‘If you ever do that again, I swear to God, Christopher, I love you, 

but . . . I don't know what I'll do.’ (Haddon 248) 
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This extract is taken from the end of the book when Christopher has been reunited with his mother. It 

recounts Christopher's mother's concern and relief while he does not reflect on her emotions at all. 

The extract emphasizes another example of how the lack of understanding of others' mental states 

can be visible through actions or non-actions. Can the ASD students in the target group concede the 

emotions of Christopher's mother? 

 

4.6 Lesson 6: Gestalt Processing/Getting the Big Picture (G) 

The various impairments in ASD students’ social cognitive skills also include putting details together 

into a bigger picture. Winner states that focusing too extensively on details affects students' ability to 

understand the purpose of an assignment. This includes abilities such as peripheral writing, 

cooperating in a group, and the struggle to prioritize (Burke 38). At the same time, understanding the 

connection between small events, quotes, encounters, or coincidences is an essential skill in learning 

to understand a context. Winner explains, 

 

[…] when having a conversation, participants intuitively determine the underlying concept 

being discussed. When reading a book, the reader must follow the overall meaning (gestalt) of 

the book rather than just collecting the details of the story, especially if expected to compose a 

cohesive written description of what has been read that others easily understand and 

interpret. (4) 

The lesson activity for this stage is centred around developing the ability to, "[b]reak information down 

and then help the student see how it all goes back together" and "[t]each overtly how to discern "the 

main idea" etc." (Burke 38). The structure from previous lessons is adapted. With a sense of 

coherence, visual aid, and When I do not know…(Figure 1) the structure becomes recognizable. The 

recognizable pattern then builds on the sense of comprehension and manageability of the content in 

the lesson plan (Jahn et al. 52). The students will, once again, work with scenes from the novel taken 

from their context. What information do we need in order to understand the scene? Why is the 

context important when we try to understand the meaning? Can a different context change the 

meaning of the scene? 

      

While practicing the ability to discern the novel's main idea, the students are asked to summarize the 

novel in a few sentences. As a final activity, we would discuss which different events and details are 

essential to understand the bigger picture. 
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Examples of excerpts: 

I went through Mrs. Shears's gate, closing it behind me. I walked onto her lawn and knelt 

beside the dog. I put my hand on the muzzle of the dog. It was still warm. (Haddon 1) 

In the bus on the way to school next morning we passed 4 red cars in a row, which meant that 

it was a Good Day, so I decided not to be sad about Wellington. (Haddon 31) 

I was cold and I was frightened Father might come out and find me. But I felt safer in the 

garden because I was hidden. 

(Haddon 158) 

Read without context, the scenes can easily be seen as mediating something completely different. Due 

to the novel's unconventional narration, context plays a more prominent role in understanding the 

book's gestalt. What can the students decipher from the scenes; What can be told about the dog in 

the first scene? Why do we need a context to understand the second scene? To what genre would the 

third scene relate? 

4.7 Lesson 7 (1-7): Humor and Human Relatedness (H) 

In the final step of the ILAUGH model, Winner states that humor facilitates how well we orientate and 

adapt in social contexts. Humor has a positive effect on human relationships and connections (4). 

Zunshine agrees and adds,  

[Jokes] crucially depend on a cognitive mechanism of shifting mental sets. Mental set is the 

readiness to respond in a certain way. It is, obviously, an adaptation device of great survival 

value. It is required for handling any situation in a consistent manner. Of no less great survival 

value is the adaptation device called shift of mental sets. This may be defined as the shift of 

one's readiness to respond in a certain way. (Section 4 part 1) 

Humor is a social cognitive skill that guides us in the social context. Jokes affect our readiness to 

interact and humor needs to be encouraged and present through everything. Therefore, this last step 

of the ILAUGH will be adapted to all the other steps. 

      

In the novel itself, humor is consistent throughout, whether it is unintentionally through Christopher's 

narration or the fact that he has trouble understanding others' jokes. Much of the novel's attraction 

comes from the humorous situations, conversations, or thoughts that Christopher presents. As a final 

teaching segment, the students will choose a passage they find humorous, read it aloud, and motivate 
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why they chose their passage. Consequently, the students will have an opportunity to laugh together, 

create relatedness, and in turn, connect with each other as a social group.  

 

5. Conclusion 

Working with students on the spectrum, I often find myself trying to clarify and mediate 

misinterpretations between students, interruptions in conversations, and reminding them to be active 

listeners. Impairments in social-cognitive skills do not seldom lead to conflict and anxiety among ASD 

students, who already feel resistance towards school. My colleagues and I recognize the need for a 

classroom that builds confidence and helps students feel safe and free from anxiety since this leads to 

a learning environment well adapted for ASD students. A clear structure and stimulating material, such 

as fiction, is one way to build that environment. This essay has aimed to explore ways in which 

literature could enhance social cognitive skills among students on the autism spectrum by utilizing 

Michelle Garcia Winner's methodology, the ILAUGH model, in conjunction with Mark Haddon’s novel 

The Curious Incident of the Dog in the Night-Time.  

      

Social cognitive skills translate as our ability to understand social agents and thereby interact with 

them, that is, to function in different social contexts. The concept includes empathy and Theory of 

Mind, which refers to comprehending others' mental states and decoding verbal and non-verbal cues. 

A consensus among researchers establishes that ASD impairs that specific ability to interact with 

others in evolving social contexts. The impairment is traced back to the lack of mirror neurons in the 

brain, which also indicates difficulties to progress in the same. However, research has indicated that, 

although difficult, ASD diagnosed students can improve their social cognitive skills. Through the use of 

visual aids and the facilitation of a sense of coherence, teachers can build structures in their 

classrooms that support students on the spectrum. Thereby, students are rewarded with a learning 

environment that is comprehensible, manageable, and meaningful, which encourages students with 

social challenges, such as those with ASD diagnoses. 

      

Aside from advantages in language enhancement, research also affirms fiction as a means in the 

classroom that offers improvement in our social-cognitive skills. This includes strengthened ethical 

sense and understanding others' mental state. Mark Haddon's, The Curious Incident of the Dog in the 

Night-Time has many advantages because it includes the representation and ethical and moral 

discussions. Beyond that, fiction can also exemplify a particular behavior that the reader may want to 

copy, e.g., it can demonstrate how to act in a specific situation. In this way fiction can constitute a 

platform for constructing role models. However, the educator needs to be attentive when excerpting 
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from the novel and make sure that the discussed characters and situations are nuanced and complex 

to avoid excluding students. 

      

In relation to the second research question, how effectively Winner’s ILAUGH-model can be applied to 

Mark Haddon’s novel, Winner's framework, Social Thinking, is not intended to be applied to fiction. 

Therefore, some stages in the model work better than others, for example, Abstract and Inferential 

Language/Communication, Understanding Perspective, and Gestalt Processing/Getting the Big Picture. 

Furthermore, if needed, the stages in the ILAUGH can be used separately, which makes using the 

stages as part of the process of enhancing social-cognitive skills more customizable. 

 

Each of the stages consist of specific treatment ideas that are facilitated by using fiction. Along with 

the ILAUGH-model, Burke’s Reflection journal (2020) comprise a way to confirm the content from the 

lessons. By using pictures and speech/emotion bubbles, also established by Ganz (2020) and Jahn and 

her colleagues (2017), when promoting visual aid.  

      

Furthermore, this essay has been aimed at applying the six stages in Winner's ILAUGH method to a 

specific target group, consisting of 10 ASD students with a school refusal background between the 

ages of 12-15 years old. It is important to stress the possible implications when planning and working 

with similar student groups. Firstly, the need to be flexible is vital. Absence among the students is 

expected due to their school refusal background, and the educator must be prepared for 

modifications in the composition of the group. Secondly, the students' mental health plays a part in 

the implementation of the lesson plans. Research indicates that anxiety is a part of an ASD diagnosis in 

everyday life, and this affects the extent to which the students can participate. Lastly, to fully enhance 

social cognitive skills or responses connected to the same, time and repetition are essential. The 

evaluation of how Winner's ILAUGH-model can successfully be applied to Haddon's novel, obligates to 

be tested in the classroom, in a practical manner.  

 

The methods developed by Winner need to be present all the time, in everything the students do, in 

order to create a platform that enables development. Furthermore, literature as a means to building 

social-cognitive skills among ASD students offers concrete examples of social interaction, non-verbal 

language, perspectives of others, and role models that the students can mimic. Along with a clear 

structure, literature can become an instrument in the school environment that raises confidence and 

helps students feel safe and free from anxiety. 
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7. Appendices 

 

Lesson 1 – Initiation of Language  

 

 

Material: When I do not know…(Figure 1), Ask for help-card 

Lesson aim: Encourage a clear initiation response and build initiation into routines. 

Lesson activity (50 min):  

1. Introducing ways to elicit the initiation of asking for help (5 min) 
- Ask for help-card: laminated piece of paper, red on one side, green on the other 
 

2. Introducing When I do not know…(Figure 1) to establish routines when the students need 
help. (10 min) 
 

3. Read and discuss scene (15 min):  
- How did Christopher initiate contact in the scene? 
- What did he do wrong and what could he do better? 

 
4. Introduce and work with Reflective journal (2020) (20 min) 

 

Scene:  
Mr. Thompson said, “Can I help you? 
”I said, “Do you know who killed Wellington?” 
I did not look at his face. I do not like looking at people's faces, especially if they are strangers. 
He did not say anything for a few seconds.  
Then he said, “Who are you?” (Haddon 47) 

 

Lesson 2 - Listening with Eyes and Brain + Understanding perspective 

 

Comprehensible (What) Manageable (How) Meaningful (Why) 

Practice to initiate 
communication; help, 
conversation etc. 

Through discussions about 
scenes from the novel. 

Facilitate the day-to-day life, 
conversations with friends and 
teachers in school. 

Comprehensible (What) Manageable (How) Meaningful (Why) 

How to act when we listen to 
each other. Recognition of 
others’ emotional state 

Through discussions about 
scenes from the novel. 

To facilitate social interaction 
with peers and adults and 
understanding social cues. 
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Material: When I do not know…(Figure 1), Ask for help-card 

Lesson aim: Break information into smaller parts to increase attention and comprehensibility, check 
comprehension by asking the student to repeat the same message, and teach recognition of others' 
emotional states and what others expect from you in those states 

Lesson activity (50 min):  

1. Examples of how to act when being an active listener is presented. For example, 
- Face the reader. 
- Look at the reader. 
- Ask relevant questions to the text. 

(5 min) 
 
 

2. The students are paired up, handed a scene. One student reads aloud, and the other is 
instructed to be an active listener and apply the examples from before. Take turns in their 
roles as reader and listener.  
(10+10 min) 
 

3. Summarize scenes, the listener summarizes the scene in a few sentences. Checking the 
comprehension. (10 min) 
 

4. Discussing the perspective of others’ (10 min) 
 

- Why does not Christopher react when he thinks about his mother and Mr. 
Shears?  

- How would you feel/react?  
- Are there any emotions that are right or wrong? 

 
4. Reflective journal – answer the speech/emotion bubbles (5 min) 

 
Scene:  
That night I wrote some more of my book, and the next morning I took it into school so that 
Siobhan could read it and tell me if I had made mistakes with the spelling and the grammar. 
Siobhan read the book during morning break when she has a cup of coffee and sits at the edge 
of the playground with the other teachers. And after morning break she came and sat down 
next to me and said she had read the bit about my conversation with Mrs. Alexander and she 
said, “Have you told your father about this?” And I replied, “No.” And she said, “Are you going 
to tell your father about this?” And I replied, “No.” And she said, “Good. I think that's a good 
idea, Christopher.” And then she said, “Did it make you sad to find this out?” And I asked, “Find 
what out?” And she said, “Did it make you upset to find out that your mother and Mr. Shears 
had an affair?” And I said, “No.” And she said, “Are you telling the truth, Christopher?” And 
then I said, “I always tell the truth.” And she said, “I know you do, Christopher. But sometimes 
we get sad about things and we don't like to tell other people that we are sad about them. We 
like to keep it a secret. Or sometimes we are sad but we don't really know we are sad. So we 
say we aren't sad. But really we are.” And I said, “I'm not sad.” And she said, “If you do start to 
feel sad about this, I want you to know that you can come and talk to me about it. Because I 
think talking to me will help you feel less sad. And if you don't feel sad but you just want to talk 
to me about it, that would be OK, too. Do you understand?” And I said, “I understand.” And 
she said, “Good.” And I replied, “But I don't feel sad about it. Because Mother is dead. And 
because Mr. Shears isn't around anymore. So I would be feeling sad about something that isn't 
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real and doesn't exist. And that would be stupid.” And then I practiced maths for the rest of 
the morning and at lunch I didn't have the quiche because it was yellow, but I did have the 
carrots and the peas and lots of tomato ketchup. And for afters I had some black berry and 
apple crumble, but not the crumble bit because that was yellow, too, and I got Mrs. Davis to 
take the crumble bit off before she put it onto my plate because it doesn't matter if different 
sorts of food are touching before they are actually on your plate.  
(Haddon 94-95) 

 

Lesson 3 - Abstract and Inferential Language/Communication 

 

Material: When I do not know…(Figure 1), Ask for help-card 

Lesson aim: Teach the difference between figurative and literal language  

Lesson activity (50 min):  

1. Introduction, the students reflect on why Christopher finds people confusing in 

scene 1, do they agree or disagree? (Think, pair, share) (10 min) 

2. Brief review of the difference between literal and figurative speech. The students 

discuss the meaning of the metaphors in scene 2. Reminded to continue to use 

When I do not know…(Figure 1), Ask for help-card.  

Answers discussed together. (20 min) 

3. The students apply the metaphors to events in their own lives (in pairs). Answers 

discussed together. (15 min) 

4. Reflective journal (2020) answer the speech/emotion bubbles (5 min) 

Scene 

1. The first main reason is that people do a lot of talking without using any words. 
Siobhan says that if you raise one eyebrow it can mean lots of different things. It 
can mean “I want to do sex with you” and it can also mean “I think that what you 
just said was very stupid.” (Haddon 19) 
 

2. These are examples of metaphors  

I laughed my socks off. 
He was the apple of her eye. 

Comprehensible (What) Manageable (How) Meaningful (Why) 

Practice the meaning of 
metaphors 

Through discussions about 
scenesfrom the novel. 

Get a richer vocabulary, 
understanding jokes and 
stories, and being part of 
discussions. 
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They had a skeleton in the cupboard. 
We had a real pig of a day. 
The dog was stone dead. 
 (Haddon 19) 
 

Lesson 4- Abstract and Inferential Language/Communication 

 

Material: When I do not know…(Figure 1), Ask for help-card 

Lesson aim:  

Step 1-2: Prediction and inference (start by encouraging "making a smart guess”),  

Step: 3-5: Different aspects of language that need to be interpreted (facial expressions) 

Lesson activity (50 min): 

1. Introduction: 3 pictures representing different emotions are presented: a crying baby, a tired 

man, and a laughing woman. The students discuss what might have led to the emotion. (10 

min) 

2. Scene (nr 1) is read aloud and summarized together. The questions are contemplated and 

discussed, one at a time: How do we know that the dog is dead? What signs indicate that? 

How do you think the dog died? Where did Christopher find the dog? (15 min) 

3. Next, how can "breathing loudly" be perceived without a context? (5 min) 

4. Scene (nr 2) is read aloud, which leads to the contextualization of the expression.  

(5 min) 

5. The final scene is read aloud (nr 3), and the following questions are discussed: What does it 

mean? Could it symbolize different things? Could you replace it with another facial expression? 

(15 min) 

Scene: 

1. It was 7 minutes after midnight. The dog was lying on the grass in the middle of the lawn in 
front of Mrs. Shears's house. Its eyes were closed. It looked as if it was running on its side, 
the way dogs run when they think they are chasing a cat in a dream. But the dog was not 

Comprehensible (What) Manageable (How) Meaningful (Why) 

Make smart guesses from 
prediction and practice on 
emotion recognition, including 
responses. 

Through discussions about 
scenes from the novel. 

Make predictions and smart 
guesses, hence be active and 
lead discussions, and 
responding correctly to the 
emotional states of others’ 
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running or asleep. The dog was dead.  
(Haddon 1) 

 
2. ”Siobhan also says that if you close your mouth and breathe out loudly through 

your nose, it can mean that you are relaxed, or that you are bored, or that you are 
angry, and it all depends on how much air comes out of your nose and how fast 
and what shape your mouth is when you do it and how you are sitting and what 
you said just before and hundreds of other things which are too complicated to 
work out in a few seconds. (Haddon 19) 
 

3. I said, “We will need to take food to her,” because I knew that food in hospital 
was not very good. David from school, he went into hospital to have an operation 
on his leg to make his calf muscle longer so that he could walk better. And he 
hated the food, so his mother used to take meals in every day. Father waited for a 
long time again and said, “I'll take some in to her during the day when you're at 
school and I'll give it to the doctors and they can give it to your mum, OK?”I said, 
“But you can't cook. ” Father put his hands over his face and said, “Christopher. 
Look. I'll buy some ready-made stuff from Marks and Spencer's and take those in. 
She likes those.” (Haddon 29)  

 

Lesson 5 – Understanding Perspective 

 

Material: When I do not know…(Figure 1), Ask for help-card 

Lesson aim: Recognition of others' emotional states and what others expect from you in those states. 

Lesson activity (50 min):  

1. Introduction: Discussion about the importance of context when recognizing emotion. (10 min) 
 

2. Presenting the set of questions that will function as a frame for each scene. (35 min) 
 

a. What emotion could be connected to the scene? (Examples of different emotions are 
given)  

b. Explain why the character react the way they do?  
c. Name other situations where the emotion is suitable!  
d. Are there any appropriate responses to someone displaying the emotion? 

 
3. Reflective journal (2020) answer the speech/emotion bubbles (5 min) 

 

Comprehensible (What) Manageable (How) Meaningful (Why) 

Practice to recognize the 
emotional states of others’ and 
how to respond. 

Through discussions about 
scenes from the novel. 

To better interact with others 
and respond to how the feel. 
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Scene: 

1. I said, “I'm sorry,” because Father had had to come to the police station, which was a bad thing. He said, 
“It's OK.” I said, “I didn't kill the dog.” And he said, “I know.” Then he said, “Christopher, you have to stay 
out of trouble, OK?” I said, “I didn't know I was going to get into trouble. I like Wellington and I went to 
say hello to him, but I didn't know that someone had killed him.” Father said, “Just try and keep your 
nose out of other people's business.” I thought for a little and I said, “I am going to find out who killed 
Wellington.” And Father said, “Were you listening to what I was saying, Christopher?” I said, “Yes, I was 
listening to what you were saying, but when someone gets murdered you have to find out who did it so 
that they can be punished.” And he said, “It's a bloody dog, Christopher, a bloody dog.” I replied, “I think 
dogs are important, too.” He said, “Leave it.” And I said, “I wonder if the police will find out who killed 
him and punish the person.” 
Then Father banged the steering wheel with his fist and the car weaved a little bit across the dotted line 

in the middle of the road and he shouted, “I said leave it, for God's sake.” (Haddon 26-27) 
 

2. Then I stopped reading the letter because I felt sick. Mother had not had a heart attack. Mother had not 
died. Mother had been alive all the time. And Father had lied about this. I tried really hard to think if 
there was any other explanation, but I couldn't think of one. And then I couldn't think of anything at all 
because my brain wasn't working properly. I felt giddy. It was like the room was swinging from side to 
side, as if it was at the top of a really tall building and the building was swinging backward and forward 
in a strong wind (this is a simile, too). But I knew that the room couldn't be swinging backward and 
forward, so it must have been something which was happening inside my head. I rolled onto the bed 
and curled up in a ball. My stomach hurt. I don't know what happened then because there is a gap in my 
memory, like a bit of the tape had been erased. But I know that a lot of time must have passed because 
later on, when I opened my eyes again, I could see that it was dark outside the window. And I had been 

sick because there was sick all over the bed and on my hands and arms and face. (Haddon 141-142) 
 

3. And then I heard Mother's voice and she was shouting, “Christopher . . .? Christopher . . . ?” and she was 
running down the road, so I came out from between the skip and the Ford Transit van and she ran up to 
me and said, “Jesus Christ,” and she stood in front of me and pointed her finger at my face and said, “If 
you ever do that again, I swear to God, Christopher, I love you, but . . . I don't know what I'll do.” 
(Haddon 248) 
 

 

Lesson 6 - Gestalt Processing/Getting the Big Picture  

 

Material: When I do not know…(Figure 1), Ask for help-card 

Lesson aim:  
Step 1-4: Break information down  
Step 5-6: Help the students see how details form a bigger picture - how it all goes back together and 
practice how to discern "the main idea.” 

 

Comprehensible (What) Manageable (How) Meaningful (Why) 

Practice to understanding the 
gestalt by discussing details. 

Through discussions about 
scenes from the novel. 

In order to understand a 
context. 
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Lesson activity (50 min):  

1. Questions, 1-3, are presented. (5 min) 
 

a. What information do we need in order to understand the scene?  
b. Why is the context important when we try to understand the meaning?  
c. Can a different context change the meaning of the scene? 

 
2. Scene nr 1 is read, and questions 1-3 discussed.  
3. Scene nr 2 is read, and questions 1-3 discussed.       (20 min) 
4. Scene nr 3 is read, and questions 1-3 discussed. 

 
5. Summarize the novel in a few sentences. (10 min) 

 
6. Discuss which different events and details are essential to understand the bigger picture. (10 

min) 
 

7. Reflective journal (2020) answer the speech/emotion bubbles (5 min) 

Scene: 

1. I went through Mrs. Shears's gate, closing it behind me. I walked onto her lawn and knelt 
beside the dog. I put my hand on the muzzle of the dog. It was still warm. (Haddon 1) 
 

2. In the bus on the way to school next morning we passed 4 red cars in a row, which meant 
that it was a Good Day, so I decided not to be sad about Wellington. (Haddon 31) 
 

3. I was cold and I was frightened Father might come out and find me. But I felt safer in the 
garden because I was hidden. 
(Haddon 158) 

Lesson 7 - Humor and Humor Relatedness 

 

Material: When I do not know…(Figure 1), Ask for help-card 

Lesson aim: Laugh at your mistakes and create human relatedness. 

Lesson activity (50 min):  

1. Choose a scene from the novel that you find funny. (10 min) 
 

2. Read the scene aloud to your classmates. Explain why you find it funny. (35 min) 
 

3. Reflective journal (2020) answer the speech/emotion bubbles (5 min) 

Comprehensible (What) Manageable (How) Meaningful (Why) 

Discuss scenes from the novel. Through discussions about 
scenes from the novel. 

Jokes affect our readiness to 
interact, makes us adapt in the 
social context. 
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Figure 1 

 

  

 

When I do not know… 

 

1. Show RED to a classmate, ask for 

guidance. If s/he does not know... 

 

 

2. ...ask another classmate for help. 
 

 

3. Show RED in front of you and wait for 

a teacher. 
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