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ABSTRACT

This research aims to contribute to the development of literature pedagogypurse

design in EFL classroorm and hopefully, reverse the observed trend of
underachievement BFL literature It suggests aulturally responsivénterdisciplinary
approach to teaching literatymaergingtechniquesand classroom practices from five
different approaches and theori¢sulturally responsive teachinghe cognitive
approach, readeesponse theoryhe sociocultural approach, and discourse analysis

The approach stands on the philosophy of cultural responsiveness, which teacties
throughculturej ncor porating studentsdé cultwural f
The researcHollows a quasiexperimentabnegrouppretestposttest designusing
both qualitative and quantitative data c
guestionnaires, archival data, observation, and experimental tests) and analysis methods
(thematic content analysis, typological analysis, descriptive diaga@stalytics, and
statistical analysis). The research participants are 30-ybad students at the
University of Zian Achor who are tested before and after-avédls intervention. The
findings indicate a significant difference between studentsipigosttest scoreand

a positive effect on various areas of learning literatnauding cultural awareness,
comprehension, interaction, cooperatiamd toleranceHowever, they signah less
apparent effect on language skaisd emphasize the challengfeincorporating social
emotional learning in the classrooifihe research calls for further investigations on the
subject particularly on thilnks between cognition, literature, and emotions

Keywords: Literature, Culture, EFL, Cognition, Identity, Inté&diplinary approach,

Cultural Responsiveness
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General Introduction

Literature has held a central and powerful place in language teaching since the
19" century, even though the relationship between them has witnessed tensions at times,
especially with the emergence of the audiolingual and direct methb language
teaching. The centrality of literature in language teaching stems from its capacity to
effectively introduce language learners to the target culture (Carter and Long, 1991,
Hall, 2005 Kramsch and Kramsch, 2000; Maley, 1990). Literaturegsed to be texts
of culture; it gives access to a set of beliefs, assumptions, perspectives, norms, social
behavior, and viewof the world of particular individuals belonging to a particular
society or speech community. For the inseparability of langaadecultural issues,
foreign language educators depend on literary texts to engage learners in meaningful
contact with o6the othero. Literature rev:i
interactinand can enhance | ear niedividudl aredwudtursd n e s s
identities, beliefs, and values. We believe culture is a conversation, and literature is its
favored vehicle. Cultural awareness, Hall@pand Samovar et al. (1991) say, can be
promoted particularly effectively through languael literature pedagogies; therefore,
the two disciplines (language and literature teaching) need to maintain strong and
systematic link.

In a multicultural, pluralistic wod, where changes in technology, social,
economic, and political systerhave created an age in which we regularig easily
interact with people from different cultures, and where issues of identity, race, ethnicity,
and religion are apparent more than ever, cultural awareness and intercultural

competence are key skills.CQure ac hi ng needs to enabl e | eat



and Othe otherd to prepare them to be cor
wherelinguistic and literate competencies are seen as crucial for full participation in a
given society (Gaett-Rucks, 2016). Awarenessf one ds own cul tur al
reference and cultural understanding of others is said to assist the ethical development
of the indivi dud brperiags morerriticéidc i fitw ozretnhsioe r( Ha |
p.39). Literatwe, for researchers like Edmonson (2004), Moody @9and Jatoff
(1970) makes us better human beings, broadening our notions of what it means to be
human.

Literature should continue to hold a central place in EFL teaching in ganeral
higher educatio in particulato enhance the connection between storytelling, language,
and cultural understandingOur cultural background and experiences determine how
we see the world and how we interact with it, which shapes our learning (Ladson
Billings, 1995; Gay2000; and Hammon@015). This research philosophy is grounded
in the reciprocity of influence between culture, storytelling, language, identity,
cognition, and learningBelow we explairhow we perceive the relationship between
these aspects

On the oe hand, our learning is affected by cognitidmch is shaped by culture
(Bruner, 1996; Quartz and Sejnowski, 2002; and Resnick, 1991). On the other hand,
narrative and storytelling is a principle, basic brain actitht precedes language and
learning,making it one of the most effective waigs developcognitive abilities and
learning (Nekolajeva, 2014; Richardson and Steen, 2002; Zunshine, 2006). Moreover,
learning is shaped by identity, the formation, development, and negotiation of which is

based orculture, language, social experience, cognition, and learning (Brumfit, 1995;



Bruner, 2001; Gee, 2015, and Hall, 1996). More specifical@ntity is influenced by
the process of reading. Bean and Moni (2003, p.639) note that readers become aware of
howi't hey are being constructed in the text
their attempts to form their identity.o
We imagine that the interaction of these elements is circular and continuous,
where each aspect shapes and is shaped by the othehendit is indiscernible as to
which element'’s influence takes precedence over the dthisresearch examines these
aspects, incorporating techniques from cognitive sciences, cultural responsiveness,
readefresponse theory, and the sociocultural apphathrough the prism of discourse
analysis. Culturally responsive teaching serves as the pivot of the other approaches, and
discourse analysis is the mediator between them. This study offers an interdisciplinary
approach to teaching literature that tezstb and through culturelt merges principles
from five approaches and theories to account for the complexity of literature classrooms,
where storytelling interweaves with language, culture, identity, emotions, and
experiences. Through this approadhe researchersiopes to lead learners toward
meaningful learning by incorporating their cultural frames of reference into course
design and classroom instruction. The framewathpteds e e ks t o devel op
brain powers, promote their identities, and develop their eas#i and tolerance
Statement of the Problem
The research is based on four main observations. The first concerns the general
research of teaching literature, where the Hasjing tension between linguistics and
literature slowed down the development pésific and comprehensive approaches to

teaching literature in EFL classrooms. Second, despite the reforms ntlagl@lgerian



educational system, little change could be noticed in the areas of curriculum and course
design in higher education. EFL litena¢ seems tdack the necessary pedagogical
frameworks that address content coverage, assessment, and instructional decisions.
Novice teacher may nohaveanyguidelines, philosophy, or method to follow.

Moreover, there is a noticeable separation betwleerarious modules assigned
to EFL learnersin objectives and content. In classrooms, where the teaching of
literature, civilization, linguistics, etc. should intersect to reach common goals of
promoting cultural competence, strategic learning, and layggpeoficiency, teachers
and students alike struggle to identify the links between the various modules, inhibiting
meaningful learning and cognitive developmevttich is conditioned by building
connections between new and existing knowledtyglson, 2007An, 2013.

Third, despite the numerous studies about the importance of teaching literature
in EFL classrooms, little research addresses the practical use of teaching approaches in
real classrooms especially in the Arab world. Most of the research baldy field is
theoretical and lacks empirical or scientific evidence to prove the effectiveness of the
suggested methods. Examining the related research, a pattern in Algergragaste
studieswas noticedResearchers conduct experiments utilizingraysiar pedagogical
approach to the teaching of literature, without heed to the particularities and
characteristics of Algerian EFL classrooms at large and those of their own classrooms
in particular. This is often done without the development of a fiftagework within
the context. Furthermore, there is a tendency to overlook the novelty effect, with the
majority of these experiments being of a duration of two to three weeks, which may not

be regarded as adequate time to make conclusive determinationsrebeffectiveness



of any approach to teaching intricate classes, such as EFL Literature. Finally, there
seems to be aaversion fom and apprehension towards the pursuit of literary and
civilization studies in Algerian universities, whiatight beattributed to the absence of
adequate teaching approaches to the subjectsp our incapacity to effectively
articulate the value of these studies to our students.

This research proposes an approach that perceives literature from a discourse
analysis perspéige, which we believe helps clear some of the major ambiguities
surrounding the notion of literature. Treating literature as discourse, which is the
production of knowledge through language as it is practiced in specific cultural, social,
cognitive, and Istorical contexts, has the potential to facilitate the integration of literary
modules with other related fields such as linguistics and civilization. It posits an
approach that targets the link between literature, language, culture, identity, and
cognition, providing a framework, with clear feasible objectives, a clear course outline,
and a comprehensive list of techniques, activities, and tasks that might guide novice
teachers. The framework is flexible and can be adjusted according to the needs of each
classroom.

Motivatio n

The study is driven by botlicademic and persomalbotives.On the one handtk,
is informed bymy experience with literature both as a student and a teacher, where |
seek to find solutions for the problems améllengesvhich| have faced. As a student,
| was challenged by the absence of a comprehensive course outline and clear objectives
for the lesons and readings we were assigned. In addition, the focus was mainly on

theme analysis which somehow limited our perspective. As a novice teacher, | was



assigned the module of didactics, the basic course outline of which follows the timeline
of the develpment of language teaching methods and approaches, wherein the teacher
explains each method, and then evaluates its effectiveness in real EFL classrooms,
highlighting the shortcomings of each. Examining that course outline, | had one question
i n mintd,i fiwhastudent asks me, 0So what me
fear and anxiety necessitated the search for alternatives to those single methods, which
historically proved to fail in encompassing all the aspects of language learning. This
fear gew bigger when | started teaching literature and discourse analysis two years later.
| realized thathe complexity of these classes, especially that of literature, needs an
interdisciplinary approach.

On the other hand, the stugymainly motivated byny love and appreciation of
the art of storytelling and the understanding of its effect on the development of identity
and learning. Growing up in a family that highly regards education, and to whom
reading and bedtime stories are sacred, | have devebmsshse of responsibility
towards reading and the pursuit of knowledge at a very young age. Through my
motheb s/oice, | have heard the most amazing stories about the prophets, been
introduced to the world of fairytales and folktales, and been exposeatitbliterature.
Bedtime stories were held sacrosanct in my household. Not only did my mom tell us
stories in Arabic, but she also read to us in French, pausing after each paragraph to
translate the content and ask us questions about the story. ThisumotBequrtured
our curiosiy, love, and passion for literature.

The stories | heard have shaped my sense of self, and my learning journey, and

still affect my instructional decisions. | might not remember some significant event in



my childhoodyet, somehow, | can recall every story | heard, and even more distinctively
how each story made me feel. My reading habits have greatly influenced my studies,
language proficiency, and attitudes toward the world. Our mother, perhaps without
knowing, has widerat our worldview, and helped us grow into tolerant and resilient
human beings.

Through literature clags with the various stories and narrativiesope to touch
our studentsd hearts in a similar way, pr
awareness, and empowering their learning experiehess to find ways to helmy
students reach their full potential while enjoying the process of learning and
appreciating literature.

Significance of the Study

The research is relevant to varioastpes. First, it provides a draft for curriculum
and course designers. It is an initiative to createoee comprehensivgyllabus that
accounts for the complexities of literature classrooms, covering content, instructional
tools, and assessment methodfie research lays a foundation and suggests a
philosophy for future literature classes if ever we decide to take a step toward improving
curriculum design. Second, teachers in general, and novice ones specifically, can use
the proposed framework as a guideheir teaching.

Moreover, his study highlights and explains techniques from various scientific
and educational fields (cognitive sciences, cultural responsiveness, sociocultural
approaches, discourse analysis, and reader response theory), exjplamivwg could
implement each in the classroom. The techniques used are modeled throughout the

experiment, enabling teachers to examine and evaluate each and choose what fits their



clas®s In addition, the results of the experiment give insight into tfeciebf each
technique, task, and activityo f aci | i t at e In ddditiont itepeovidess r s 0
different study guides of various books from the pilot study and experanddetaikd

lesson plans and objectives offers handouts that could assiteachers with no
experience in these instructional areas.

Last but not least, it is significant for students since it seeks to teach to and
through their cultural backgrounds, strengths, and existing abilities. We understand that
our students are natqual, donot start learning on equal footing, and might need
different types of assistance. In order to counteract the underachievement trend observed
in literature classes in Algerian universitiégrchival data) we have integrated a
multitude of activiies derived from diverse disciplines to accommodate a wide range of
learning styles, capacities, and attitudes. Teaching through culture, we assume, never
fails to establish meaningful |l earni ng;
frames ofreference into classroom instruction can help them gain ownership of their
learning, enhancing their independence and preparing them for future learning.

Aims and Objectives

The presentresearch endeavors to improve the pedagogy of literature in EFL
classrooms in higher education. It aims at reversing the prevailing trend of
underperformance iliterature courseand upholéhg the significance of literature in
language classrooms. To réabis aim our research sets the following objectives:

1) Highlight, explicitly, the link between culture, literature, and cognition;
2)Pr omot e st udent saddlearning byuimcarporatingdteeir cultural e s

frames of reference in classroom practiaed course design;



AYEmpower studentsdé information p-basedessin
research in course design and instruction;
4)1 mprove | earnersoé6 ability to read and i
55Buil d a o6cult of | eegprepaicdfor futire weining;e by st uc
6) Build a community of learning to support current and future learning;
NFoster studentsdé tolerance, critical th
8) Restore the value of literature in Algerian EFL classrooms;
9) Advocate action researctwhere teachers research, investigate, and try techniques
and procedures from various sciences to solve their classroom problems and improve
their teaching
10) Bridge the gap between linguistics, didactics, and literature.
Research Questionand Hypotheses
The research uses a quagperimental method to answer the following main
questions
1. How does using theulturally responsiveinterdisciplinary approaclaffect teaching
literature in EFL classrooms in Higher Education?
2. How does usinghe culturally responsiventerdisciplinary approachaffect third-
years t u d gerfarnsadces in literature testsZian Achor university
We further set these stguestions:
a) How does incorporating studehuséntsit
learningof literary analysi3
b) Which techniques are more effecive

c) What is the effect of each technique?



d) Which activites are more engaging to the students?

e) Does the approach work equally with various literary works and genres?
To answer these questions, we formulated the following hypotheses:

1. Null Hypothesis (HO} Usingtheculturally responsiventerdisciplinary approach

has no effect on teaching |iterature anc

2. Alternative Hypothesis (H1) Using the culturally responsiventerdisciplinary

approachi mpr oves teaching | it erefdrrmances mnd e

literature tests.
Delimitations

Our research tests the effectiveness of the interdisciplinary approach we designed
for teaching literature to thirgear EFL students atian AchorUniversity. However,
factors | i ke st decenanmicsstatusgare mat part of tha diseussioa. n
As will be clarified in upcoming chapters, although the approach seeks to promote
studentsdé identities, we do not address
social identity, religious idertti, or ethnic identity. Instead, we focus on the common
attributes of these identities which are relevant to any type of learning such as cultural
frames of reference, personal experience, and background knowledge.
Structure of the Thesis
The thesis comjmses five chapters. The first two chapters provide the theoretical

background of the study. Chapter 1 is devoted to the examination of the concept of
literature, its definitions, value, place, and role in language teaching, and the most
common approache® teaching literary texts. It also highlights the principles we

borrow from cognitive sciences, the sociocultural, readsponse theory, and
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discourse analysis. Finally, it ends with a discussion about literature content and
assessment in higher eduoati proposing and underlining the views of coverage and
testingadopted in theesearch. The second chapter deals with culture; it frames the
history of the concept in various fieldsich as anthropology and sociology, identifying

its levels, componentgnd featurs It explains the link between culture, language
learning, and cognition, and then moves to introducing culturally responsive pedagogy
the centerpiece of our interdisciplinary approach. The chapter ends with bridging the
gap between cultureitérature, language, and cognition stating the rationale behind
choosing literature classand demonstrating the basic tenets of our approach.

The third chapter is dedicated to research methodology. It presents a detailed
description of the research pdigm, type, and data collection and analysis tools. It
addresses research reliability and validity and finally explains the experiment
framework, lesson plans, techniques, activities, and procedures. The fourth chapter
presents the analysis of data e&ditfrom the various research tools. The fifth chapter
provided the reader with the discussion of the results in relation to the research questions
and the relevant literature, followed by th®lications limitations and further research

suggestionsTheresearch conclusiaevisits the main parts and aspects of this research.

11



Chapter Q

Literature: Teaching) Theory,

and IPractice



Introduction

This chapter covers some fundamental amaserningteaching literature. It
provides various views about the definition, value, and use of literature, highlights the
place and significance of literature in ¢arage classrooms, and gives an account of the
most common and widely used approaches to teaching literature, both as a separate
discipline and as a part of EFL classrooms. Since our research advbeates of an
interdisciplinary approach to teachingehature, it constantly emphasizes the tools,
practices, strategies, and techniques that we borrow from these approacipesséhe
chapterthen sheds light on the content and assessméit¢raturecoursesn higher

education, pinpointing the struggleand proposing some solutions.

1.1. What is Literature: Scoping Literature

There is no real consensus on one comprehensive definitiam overarching
interpretation ofiterature. Nevertheless, in order to proceed with literatlagsesit is
imperative that we frame the concept and its implications to enable the design of a
coherent, relevant syllabushe term literature comes from the Latin word literaur
which signifies a written form, y&tmeans not only what is written biwhat is voiced,
what is expressed, what is inventedpn what ever formo ( Marcus
its most neutral, literature signifies any textual manifestations of writing; it is used to
designate creative ficti@hbodies of writing (drama, poetry, pros@avids (1983) says
that literature is a creative writing of artistic value, which sugdkat itis characterized
bya speci al use of | anguage t hat.Edaglstondi f f e

(2004) points out that literature transforms and intensifies ordinary language, and
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deviates systematically from everyday speéictioes not constitute a type of language

in itself, but there are some linguistic features that distinguish it. These features can b
found in other types of discourse as wetiwever, in many literary texfshey combine

to form a highly unified and consistent effect, which strongly reinforces the message of
the text @rumfit and Carter, 1986, p. 8)

Lazar (1993)dentifies varioudinguistic features that constitute a literary text,
including metaphor, simile, assonance, alliteration, repetition, unusual syntactic
patterns, double or multiple meangwf a word, poeticisms, and the mixing of styles
and registersEven with such clasfications,the concept of literature remains elusive
beingsimultaneously accessiblsimple)andarcangesoterig.

Damrasch (2009)explains that literature definitions have often oscillated under
three main paradigms, as classics, as masterpeoeésvindows on the world. These
paradigms, however, are not inclusive of all aspects, tyges characteristics of
literature. For instace, the term classic has been used to refer to ancient influential
works usually of anent Greekand Latinorigins later the term came to include any
work of world literature of enduring excellence that is historically memorable. The
world masterpieceDamrasch (2009) explains:

can be recognized almost as soon as it is published to glowing reviews and begins to
circulate in translation. Far from needing to live in a cultural capital such as imperial
Rome, the writer of a masterpiece can come from a soalitry (such as the duchy

of SaxeWeimar in a not yet unified Germany) and quite modest origm€ervantes

and Shakespeare did: Johann Wolfgang Goethe himself was granted the aspirational
"von" by his duke only at age thirthree.(p.4)

These two paadigms facilitate the instructor's selection of materials for their literature
courses, as they may exclusively concentrate on works that are considered timeless

classics and masterpieces as per multiple encyclopedic sdBycte mid1990s the
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classi@l and masterpiece approached been supplemented by the idea of literature as
windows ono the world. Henceforthliterature includes works regardless of whether
they are classics or masterpieces. They are included because of what they represent of
culture, social norms, values, perspectives,\®kestern literaturesino longer the only
prevalentthe idea oWworld literaturehas surfaced.

As the idea of windowto the world developed, definitions of literature changed
and varied a great deal; they became broad in orientation and btuoech (1978)
says fiterature could be said to be a sort of disciplined technique for arousing certain
emotion®; in the same \n, Eagleton (1983, p.9)saysone can think of
as some inherent quality or set of qualities displayed by certain kinds of writing all the
way from Beowulf to Virginia Woolf, than as a number of ways in which people relate
themselves to viting.0 Literature is described as a lasting expression of thoughts,
emotions, and ideas through language, pertaining to one's perception of life and the
world. It springs from our love of storytelling, of arranging words in an aesthetically
pleasing maner and conveying certain facets of our human experience through the
written word (Moody, 1972). Literature then can be thought of as an artistic,
imaginative representation of the world (experience, culture, social normslretici3.
paradigm, literature serves as an interpretation ofdifpotent and beautiful rendition
of reality. It inspires the various gf@s of existence in some form of beauty, housing
human life.

Other researchers define literature in terms of purpose, Paley &59Gitedin
Lazar, 1993, 2) claimsthat literature makes justice in the world and is often on the

side of the underdogHogan (2011) says that literature is what provides us with
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@navailable insightsinto theway emotions are produced, experienced, and enacted in
human social life.Literature is viewed as a product of historical and social
circumstancs, arepresentative angevealing artifact (Lazat993) It is, writes Chan
(1984) a record of our collective human experience. It introduces us to other human
beings and invites us to share their livdsir thoughts and convictions, feelings,
sufferings, and joyaVhen requested to formulate their own definitions of literature, our
students frequently proffer declarations akin to those in the third paradigm given their
resonance with their personal experiences.

Examining the works on literaturepwever,we observe that the term isften
taken for grantedBooks on teaching literature rarely start with definitions of the
concept readers often need to dedubem from thevarious approaches to teaching
literature. Each approach perceives literature differentlypaddrstanding the nuances
of eachhelps delimit thescope of literature.In addition, identifying the inherent values
of literature leads to a more lucid and comprehensive understanding of the underlying

significance and definitions of literature.

1.2. Why Read andStudy L iterature? The Value ofLiterature
Some of us struggle tdeterminethe purpose abur teaching, let alone articulate
it to our studentsmany of us fail tadentify andformulatethe rationale for engaging
with literary works. Bruns (2011) stresses the necessity to both identify and
communicate the value of literature to our studdtésposits that the task is a complex
undertaking, as it requires not only persuasive abilitiesasd a welconceived
framework Sheadds that:

While the study of literature seents undergo regular reforms attempting to correct
the blind spots of previous generations, including the inclusion in recent decades of
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minority and underrepresented literatures, these developments have done little to
address the question of literature'tuea (p 2.3)

Our literature classes may not succeed in passing the value of literature to our
students because our curriculum design lacks clear objedtivaddition, t is unlikely
that literature teachers will be able to explain to teeidentsvhy reading and studying
literature are important if they lack a sufficient understanding of the significance of
literary reading.lt needsa thorough examination of the manifold academic, social,
cultural, and psychological contributions of literatuBguns (2011) claims that the
burden ofpublic reading habits lies on the shoulders of teachers and educators. As an
attempt to simplify this task, we can examine what literary works reprasdaffer to
readers in general and to EFL students in particular.

In the 1820s, when literature became a course of study adtirihversity of
London, its purpose was to moralize, civiliznd humanize (Showlter @8, p.22),
while in the USA, it was consideredsource of moral and spiritual values relating to
the cultural and ancestral identity of a particular commumcording to Bruner
(1986) stories embody the narrative models and procedures for interpreting and
organizing experienseof a specific cultee. Following the work of Greimas and
Courtes (1976), Bruner (1986) argues that literature with its imaginative use of the
narrative form situates the readers aaal landscapiof both action and consciousness
that enables them to explore human pobgés. He explains that stories locate readers
in what he callsa particular pattemor @grammaé of events situations, and goals
revealing the subjective worlds of characters who are involved in such events.

Therefore stories providémaps of possilel roles and possible worlds in which action,
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thought, and selfletermination are permissible or desirakje. 66). From this view,
we can conclude that the value of literature stems fronafacity to enableeaderdo
challenge the limits of their personal experiences with the various ones drawn in literary
texts,thereby facilitating their personal growth and development.

Bruns (2011)summarizingprior researchon the significance of literature
instruction in educatio, delineatesthese twobroad categories, encompassing the

various perspectives presented earlier.

1.2.1. Literary Reading as Instructive

One of the most common ways to justify literary reading is by listing the number
of skills it could improve such agitical thinking, reading, writingand problem
solving.Yet, sincethis is relevant to any type of reading, a moubrefavorableclaim
among teachers and researchethat literature helpus understand the world, make
sense of our experiences, growhasnan beingsand develop tolerance towards each
other. A much stronger and scientific claim is that literature helps in our cognitive,
social and psychological development (Zunshig606). Zunshine 2006, pp 11-12)
asserts that reading fiction engages and exertiggedroad mental faculties that are
essential for social f un cpeople'sibehagorintérifs r st
of their thoughts, feelings, or beliefsto recognize the mind behind the actioand
second is our ability to keep tracktbe source of what we are told even through several
levels of "embedment"” (as in, "She said that he said that you thaught)

According to this view, literature helps us build intellectcabacitiedbecause
we read to find the truth and frame perspextwvd knowledge about the world. This

knowledge is our guide to understarginew materials, develapg new skills, and even
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readng new books. The idea of literature being our gate tarimpthe truth is supported
by William Roche 2004 and Edmonson (Z2) who believethat literature is our
window and gateway tdhe absoluteas it contributesotably to the formationof

cognitive processesmental modelsbeliefs, and ideologiesThis idea holds great

significance in oustudy, as elaborated in the forthcomisgctions

1.2.2. Literary Reading as a Source of Pleasure

Although pgeasure alone seems an insufficient explandbotiterary reading,
once we try to explain what is the source of this pleaswee can get a better
understanding of this viewResearchersike Lamarque and Olse(2004), Perloff
(204), and Wellekand Warren(1965) emphasie that reading for pleasure is as
important of a reason faiteratureas reading for instruction and cognitive development.
They argue that the ultimate value of literature is that it gives joy and pleasure to the
reader For Donoghue (1998), literary readingngs the readers pleasure because it
involves the exercise of their imaginatideading them towards an empathetic
understanding of alternate lives and experienthe source of the pleasure can come
from the use of orée Bnagination itself, from the moweent towards knowing the other,
or from both He argues that is the connection between the exercise of imagination
andthe spiritual and moral realms, not the pleasure jtdwdt isthe good of literary
reading, whichshouldprovokereaderdo imagine what it would mean to have a life
different fromtheir own. This enables the reader to connect with other human beings
and denotes reading relation fAto sympat h)
being humaa (p.75).

The view of Dommghue can be brought in line with what Lewis (1p@rote:
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The nearest | have yet got to an answer is that we seek an enlargement of our being.
We want to be more than ourselves. Each of us by nature sees the whole world from
one point of view with a pepective and a selectiveness peculiar to himself ... we
want to see with other eyes, to imagine with other imaginations, to feel with other
hearts, as well as with our ow(p.137)

This view of pleasure is also discussed in cognitive literary scievitieh examine the
link between literature and emotions. Although it might seem irrelevant to educational
fields, we find that understanding how literature ewsatertain emotions in the human
brain relying on cognitive and neuroscientific findings, will help improve our
literature classs With the help of this scientific knowledge, we can combine the
didactic andheemotional, the instructive and the pleasuraBking informed of such
findings, we can move towards a more interdisciplinary apprimetelaching literature
which may improve our classroom instruction, selection of activities and projects, and
choice of literary works.

Staloff (1970) provides an interesting view on the usefulness of literature.
Reading literature, for him, is arexperience often characterized by a sense of
Adi sruptiond or even At hreato, ap@43)t hi s

He provides a range t#drms used for why we read literature such as it stretches, widens

heightens, deepens, broadens, extends, expands, or enriches one's consciousness,

understanding, awareness, or experieStaoff explains that weead to challenge our
limited experienceand consciousnesedmunson (2004) builds on this view and uses
similar terms saying that we read to assert oursglveshiarpen our analytical faculties,
to debunk myths, to know the other, for diversiandtruth (. 56).

The book Reading Across Ctured by Rogers (1997) summarizes the
experiences of various researchers and teachers with teaching literature to children and

adults (McGinley and colleagues, Enciso, Beach, Rogers, Hines, Willis, Desai, McLean,
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Cai, and Sote). These researchers investigd various areas of teaching literature
including |l earnersd resistance to engage
the meaning of difference through literatuead readefresponse theoryThe book
delivers significant insightmto the effect of using narrative stories and literary works
on young learners. For instance, narrative reading provides children with opportunities
t o Aenvi sion possi ble selves and cel ebr
imaginatively explore a variety of newles, responsibilities, and identities derived
from both real and f6il)c Enciso f997as c#etdmRogersc h ar a (
1997) explains that helps learners build contact with the past, savor it, learn from it,
andreflect upon it She adds that her students used literature mostly to reflect on some
resolved or unresolved problematic emotions like fear, aagdranxiety.

Throughthe imaginay lives of the characters, students are presented with a
vehicle to understand social relationships, affirm theamd negotiate them, hence
finding a place within their communities. These researchers further affirmed that
children use stories to rethirtke meaning of their important friendships and understand
their social problemshereliterature functios more in social ways. Rogef4997)
claims that using a variety of instructional activitietere children reflect upon their
own lives and experiees in response to their reading, encourages them to use stories
as means of personal and social exploration and refleeisam dmaginative vehiclg
as Willinsky (1991as cited inRogers, 199796 2) suggest s,shdpiogfr A que
responding,andar ti ci pating in the world. oo

As for our own experience with teaching literature and academic reading and

writing, we have observed that students are more engaged when asked to link the events,
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charactersandthemes of certain stories to their life expegespersonal valuesand
beliefs.For example, when readir@ahrenheid 5 J1students found opportunities to
examing closely, the effect of technology and social media on their own lives
Projecting the world and lives in the book on their own, they could notice how
ideologies, power, and values are being transformed through social media to shape their
reality and emotionsWhen readingd Aimal Farmj for instance, the most inviting
guestiors wereHave you ever experienced any form of oppression? Based on your own
experience at the university what do the following concepts (themes in the book) mean
to you? The concepts were freedom, equality, ignorance, knowledge, censorship, and
equity. Stdents were able to communicate their thoughts about these themes in
significantly better and clearer structures and fouxiter the final evaluation of both
books, some students claimed that examining their social experiences at home, school,
or work madeéhem realize that they have been exposed to various forms of oppression
intellectual, emotional, and soci&lgain, when readingPygmaliordby Bernard Shaw,

we were surpriselly the number of personal stories the students shared about facing
social disamination, judgmentand identity cries. This further confirmed that the

value of literature in our language classrooms encompasses ditiagtitstic, social,

and cultural areas of learning.

1.3. Literature in Language ClassroomsUse and Development
Those who advocate the use of literature in foreign or second language
classrooms point to its potentiallboth needs of language learning, form and meaning
(Hall, 2005) However,researchers lik®onato and Brooks (2004Mantero (2002),

and Zyzik andPdio (2008)claimthat with all the research done to investigate this, we
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still know little about literature use in language conteX@eme researchers like
Bernhardt (2011) perceive that literatsreain use is the delivery of the language being
taught, ¢aiming that literary texts provide authentic material to learn the grammar, the
syntax, and most importantly the pragmatics of a specific language.

Others like Carter and Long (1991) anB®elanoy (2005)emphasize the
paramount importance of culture, acteting that the primary reason for incorporating
literature in a language classroom is to represent it given that literature is deemed as the
most effective approach to gang insight into the culture of another speech community.
Culture however,has ben and still is an issue in the use of literature in education
because of its promise as a pedagogical res@mdéhe challengesarising fromthe
complexity of the concept.

Since the 1990s, researchers have noted that literary texts can posisedly
in L2 classrooms (Gilroy and Parkinson, 1997; Hall, 200&msch and Kramsch,
2000; Maley, 1990; Schultz, 200and Simpsonl997). Historically, it started with
literary stylistics which achieved success in teaching the English languageetgrior
learners in an engaging and motikgtway. Once the motivational advantages of using
real language examples rather than invented ormge nealized, it was obvious that
literary texts offered a rich source for samplingnguistss uch as Bj,umyt
Br umyt and Carteri{le9ry 2arterda8dblLpng (1%1), and Widdowson
(1975) advocatethe useof a systematic analysis of literary texts in the service of
language teaching'hey believe that literature is anlly of languagé (Brumfit and
Catter,1 9 Btbat presents language in discoulseavis (198%s cited inHall, 2005

p.12) saysliterature ist he A supr eme cr e aA litevagy teatgsta o f
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manifestation of creativity, knowledge of the worddn the aihedin the form of the
target language, ithe cultural context of its speech community. Balak{®977) adds
that literature depist people places, situationsand scenarioghat stimulae the
language learner.

Parkinson and Thomas (2000,. ®11) argue that literature can provide or be
the foll owing, (sineeitishnercgllantferm of writimgardl a $oadrce
of linguistic diversity, an extension of linguistic competence, a mental training,
authentic linguistic material, basis for interaction, and a source for cultural enrichment,
which all can be linked to the language classroom. Mq@d9 Y nbtes that the study
of literature is tindamentally and primarily a study of languageise.Povey (1972)
asserts that it helps increase the various language skills, by extending the linguistic
knowledge of learners (vocabulary, syntax, grammar, collocation, R&sgarchers
like Bassnett and Gundy (1993) further emphasize the strong link between literature and
language skills development saying that literature illustrates the sublime use of
language. Allen (1B8) adds that literature is tlivhaband language i e how.d

Kramsch & Kramsch (2000) explain thidie teaching of foreign literature has
alwaysintersected with the social and political history of the nasitatein America
and it is Aindissociableo from t htmg,aspec
and culture (p153). Their article documented the changing role that literature played in
language classrooms between 1916 and 18B&ughout the 20 century, literature

has been taught in the language classroom for various reasons:
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1 The 1910s:AestheticEducation of the Few

During 1916, saKramgsh andkramgh ( 2000) , |l i terature

source discipline of nameyaFcehch and Gamofpldb4).n | an

By 1918, a texbased reading approach wasplementedn language classrooms to
oppose both the dominant direct method and the grartranaslation method.This
approaclemphasized the educational benefits of literatteeogniing the difficulties

of using literary texts, particularly classics, in second and forEigguage classrooms.

The books used in these classesenot meant for pupils but for mature adult readers.
There was a lack of adaptability to the literary texts useHderefore it was the
responsibility of the teacher to scan the books and choose only those appropriate to the
level of the studentsTo choose teacheneeddto ask some important questions about

the texts available to therBachs (1918) says:

Turning now to our accessibieaterial, what have we available? Is it illuminating in

the best sense of the word? Does it embrace with any degree of completeness various
angles from which the foreign people may be regarded? What side is wanting to
complete the picture, and does theamia®e of it distort the picture as a whole? Do the
texts that are available emphasize unduly nationalcseléciousness? How can we
counteract the effect of a work that leans excessively to sentimentality? Can we furnish
as a desirable antidote one thagdihes distinctly the note of virility? (p 143)

These questiors, implicitly, shapd the role and value of literature in language
classrooms at that time. Literatuneas seeres avehicle to understand nations and
history, used formoral and aesthetic educatioandwasbased orcontent rather than
the linguistic form,acknowledging thalinguistic knowledgewvaskey in a successful
reading of literatureliterature, during this pls@,waspreserved for the few elgavho

coulduncover the moral potential of literary texts.
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1 The 1920s:The Literacy of the Many

After the First World War, there was a slight regression in ghlution of
language and literature teaching in theited States and around the world. Because of
political reasonsGerman and French lost their position in th® educational system
affecting SLA and FLA research. Literature soon adapted to socialpalital
changestranslation of literary works gained more popularity, and literature moved from
being elitist to being dedicated to the large masses of the poorly educated. By 1929, the
supremacy of literature in language studies was replaced by &@ strophasis on
literacy in language educatioitherole of literatureduringthis period was to make the
study of the national languages (German, Fremetd Spanish particularly) more
attractiveand accessible.

1 The 1930s194Gs: for M oral Uplift

On the one hand, influencéy social and education sciencdgere hd been a
major focus on reading as a separate skill rather than an inseparable part of teaching
literature.Literature became a secondary, supplementary material in reading classes.
the other hand, WWII offereagreat opportunity for translators to shine and improve.
Abridged, simplified classics and translations were usedeading and language
classroomsThe teaching of literature witnessed a shift towards the ideational content
of literary texts and their social and historical contexts. Classics were abandoned for
recent works chosen for their social message, human interest, or chaudiag
value. Krakowski (1940) notes that some American scholars advocated teaching
German iterature to incorporate their enduring cultural values and enrich American

cultureandway of life; atthe same timeysed their literature to circulate the ideology
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of Americanization and democracy (McGee, 1942). Literaatithis point was used to
ream nations with the necessary moral values and ideologies to preserve powerful
positions in the political sphere.
1 The 1950s:For | deational Content

With the evolution of linguistics and language teaching methods, literature
gained back its positiom language education but was associated only with advanced
levels of language proficiency. Literature becaanadeational content that requires a
advancedet of linguistic skills. The ability to read and comprehend a literary text was
seen asraextensio of the ability to speak the language of the text. However, this phase
witnessed a decreasing demand and need for literary texts since theliAgulad
method was in full swing. &olars sought tounderlinethe educational value of
literature and its lik to culture and intercultural communicatittmmaintain its status.
The idea ofoworld literaturé@was still fighting its way teardthe educational systems
fighting the Ainhumanistié ways of the audiolingual paradigm, where learning is
decontextualizeffom its social, culturaland human circumstances.

1 The1960s1 9 7 (FOr $Humanistic Inspiration

This period was characterizég a major focus on teaching culture in language
classroomsScholars have shifted their attention toward gib&ential contributions of
literature to the betterment of humanityiterature was seen as a window to other
worlds, cultures, and human experiencesoltld offer students opportunities to know
and understand their relationships withe selbando6 t atheed within their culture,
with other individuals in a different culture, and with the world itself. In addition to

aesthetic pleasure and funwiasa portal to infinite possibilities of human experience.
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During this era, Showalter (28) notes, teadhg literature at the university and the
English departments became a political act for radical and minority groups like African
Americans who called for including women and black writers in curriculums. The
purpose of literature, then, was to form persahentities and aid in political struggles.
Kramsh and Krameh (2000) note thawith the progress made in linguistics and SLA
research, and the multicultural turn in education, literature, again, was driven out of the
picture of teaching modern languagédhis led researchers like Steiner (19H)ster
(1972), Henkle (1971), Lewis (197&nd Kramsch (1976 consider the pedagogy of
literature asmseparate domaiif his was a huge step forward in literary theory, critigcism
and teaching literaturd.he 1970s marked an era where literature became a branch of
philosophical inquiry about signification, representation, aporia, and ideology
(Showalter, 2016).
1 The 1980s1990s For Authentic Experience of theTarget Culture

Reseach from psycholinguistics and discourse analysis informed the fields of
teaching foreign literature and languages. Literary texts were associatemwititined
and used under the umbrella @iuthentic materiélin language classrooms to teach
culture, citical thinking, vocabulary, and reading strategies. This was coupled with
attention t o studentso di stinct abiliti
knowledge. These aspects were considered necessary for text processing and
understanding (Kramsch985 Harper 1988). Howeversimple this idea may seem,
teaching literature at this phasasfar more complex. Teaching literary textastwo-
sided. Ithdt o account for | anguage | earnerso r

to the various elements mentioned above, and for the foreign cultural elements that
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cannot be inferred from studentsdé person
world ofthet r ue aut henti c nat i&Hkramach ROOG p5%8). e ader
Teacherdad toteach both the interpretations of the amtive and the native.

Investigating the historical implications of the interplay between literature and
language pedagogy, encould discern additional classifications and categorizations
pertaining to the function of literary works in language classrodm%989, a report
entitled &English for ages 5 to &which came to be known a@sfhlie COX Repord
submitted tahe Departmenof Education and Science and the Welsh Officeyided
five reasons for teaching Englishcluding teaching literaturéDEW NO,1989) These
reasons came to represent five distinct mqodetweaing the focus of language
classrooms, the roles of teacharsl schools in language teaching, and some internal
and external factors that influence the process of language leakitmgugh the report
was criticized for providing these proposals without much evidence from the field of
teaching, we can see thaaicords with the research mentioned earlier.

O0A Personal Growth Model Focusng on the childthe model stresséise relationship

between language and learning in the individual child, and the role of literature in
devel oping childrendéds i maginative and aes
OA O0C«Lassi cul afocdsngwo the dchoolthe modelindicatesthat all
teachersare reponsiblefor assistingchildren with the language demands of different
subjects on the school curriculum.

OAn 0 Adul ModeN & lealiseon communication outside the schib@utson

the teachers of Englighe responsibility oprepamg children br the language demands

of adultlife, including the workplace in a fashanging
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OA 6Cul tur al HEhis madel gndeblinete rdspdnsibility of schoola
leadingchildren to an appreciation bferary worksthat have been widely regarded as
amongst the finest in the language.

OA Cultural Analysis Model: The last one stressdbke role of English inthe
development othildrerd eritical understanding of the world and cultural environment
in which they live.lt seeks to raise their awareness about the value of print and other
media, andheirrole in meaning creation.

We can synthesize four primary arguments for the integrafiditeature into
language classroomsl) the linguistic argument (develgdanguage skills, enrigds
vocabulary, etc.),2) the psycholinguistic argumen{develos language and text
processing skills, expardcognitive abilities, improve critical thinking, etc.), 3)
cultural argumentgnrichescultural knowledge, enable contact with the other, degelop
tolerance, promoteintercultural communication, etc.), amd) personal affective
argument (pleasure, reflection on personal experience, and relationgtopah,
motivation, etc.). Literature, cultureand language are naturally intertwined, so
incorporating literature in language classrooms could be an opportunity to understand
and encourage an even more open and multicultural society (Eaglestone, 2000).

Paradoxically, in reality, literature is preserved for higleeel learners only, and
replaced by the scalled Gauthentic materiél(Cook, 2000).Cook explains that in L2
classrooms, language materials are more popular than literary maleradberoften
usa bits of language lifted from their original contert studenfanguage generated
by thecommunicative activitytself, which led to the decline of usingerature both as

a means and an end of language teaclbegpite the fact that reseanmtovides us with
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a good number of theories that both justify and facilitate the use of literature in language
classroomsjn the Algerian contextfor instance,literature is preserveth higher
educatioronly and is taught as a separate moduleiiraditherlinkedto language skills
(writing, reading, listening, and speaking) nor the study of civilizalitbe complexity

of literature and its relation to language learning calls for a careful examination of the

various approaches and methoal teachinditerature throughout history.

1.4. Approachesand Methods to Teaching Literature

Research classifies the approaches to teaching literature both as a separate
domain and within language classrooms differently. Some link the teaching to the major
literary aiticism theories, others consider the outcome of teaching literature and
accordingly describe the approaches as models for learning specific skills from literary
texts (language model, sociocultural model, etc.), wiitstrecognize two opposite
directions of teaching literature, learrenered and teacharenered. The following
part describes the most dominant approaches to teaching literature with a focus on
language classroomiote that most of these approaches aigirally literary theories
and approaches to literary text analysis which emphasizes the underdevelopment of
research in literature pedagogy.
1.4.1. New Criticism

With the establishment of literature as an independent academic discipline, there
emergeh need to study and t gianghse fonumerouat ur e
literary theories and critical methodologiesstudy literary worksOne of the earliest
theories to put a strong emphasis on teaching literature is American New Criticism.

Anglo-American New Criticismis one of the most influential movements in'20
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century literary theory. It emphas&elose reading of a literary work to discover how

it functions as a selfontained seltreferential aesthetic object. The premise of this

theay is thatthemeaning of a text and its structure are intimately connected and should

not be analyzed separatelyterary critics and teachers should concentrate primarily on

the text, its linguistic structurgand the ambiguities of meaning resulting from them,

and secondarily on the (Reekrti@®178kct ral i t er
New criticismis a method or form of reading the text through language and

organic unitythe understanding dfhe text itseldband nothing elsdt seekgo analyze

the individual literary work in isolatioi freeing it from other works and all other

elementsof contextsuch as culture, historand social normdt is concerned solely

with the 0tteitstangiage andtoganizati(owa it s peak)s it se

New critics believed that the purpose of studying literature should exclude personal

registrationswhich are accounts of the effect of the text on the reader/critic, and be

solemnly focused on the form of the text itself attributing specific objectivity to the

literary work in hand (Tate, 1940).

Being focused on the text form only can be valg to the language classroom
since it can help students acquire various aspects of language use (grammar, syntax,
rhetoric, etc.)Still, this approach overlooks the strong link between the text, the writer,
the readerand the world. Decontextualizingdrary texts with a mere focus dhe
structure may help students develop linguistic competence, yet it strips the experience
from its cultural, social, and even cognitive backgrqumhich are vital in language

classrooms, specificalihe EFL classroorwhere culture is at its heart.
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1.4.2. Stylistics
Stylistics is born out of the interaction between linguistics and literature.
Functionalist Inguistsclaim that it is necessary to acknowledge the link between the
field of poetics and linguistics. Cartemd Simpson (1995p.2) summarize the
development of stylisticaccording to the advancements in linguistic theorieshén
1960s stylisticswasifidominated by attempts to defisyleand to isolate the particular
properties of authorial, period, group style® T h e d wdrapnovidednob anlg
by linguists buby literary critics, anthropologistand psychologists as well’he focus
of the investigations at that time was ntgisyntax and phonology with@nsiderable
interestinthdp sychol ogi cal properties of styl e,
style and in style as a psycholinguistic and cognitive phenomn&non.
In the 1970s with the development of generative plodogy and
transformational grammar, thezenergedan interest to explore the differences between
the poetds grammar and wunder | gstylemtegnse a mmat
of the writerds choi ces o8$tyligicawas infuented r t r e
by any major development in the field of linguistidsor instance, vth the emergence
and growth of functionalism, stylistics ¢
constituted and contextually determined, and their mearamgot be constructed in
i solation fr om s Carthrarad Simpsoni1256, p.82 emi ot i cs o (
Linguistic or literary stylistickame to mean the study of tieguistic devices
and forms (word choice, syntactic forms, rhetoric, etc.) that proallitezary style It
helpsrelate language use in literary texts to its artistic functygstal and Davy

(1973, p.10) state that
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the aim of stylistics istanalyze language habits with the maiarpose of identifying,
from the general mass of lingurstieatures common to English as used on every
conceivableoccasion, those features which are restricted to certain kinsiecal
context; to explain, where possible, why such features lbese used, as opposed to
other alternatives; and to classify taésatures into categories based upon a view of
their function in thesocial context

Stylistics is one of the most prominent approaches to teaching literature in
English as second and foreign language classrooms bed&fasson and Zyngier
(2007)say; of its capacityfor teaching the languageamengaging and motivating way.

They addt h a't Athe metalinguistic repection
approaches in the second language classroom are held to contribute to deeper
processing, understanding, memorability and development of the additional language in
us e . .4 In thisapproach, learners are required to analyze texts aesthetically and
interpret them using their linguistic knowledge. Language playsital role in
deciphering the meaning of literary texiteence it is better that learners are equipped

with the necessarlinguistic skills. Van (2009) explains that the relevance of this
approach to teaching literature stems from its ability to help students appreciate the
aesthetic value of literary textsaying thahis students are engaged with the literature
when they an explore the beauty of literary language.

Despite the promising nature of stylistids, implementation in EFL contexts,
where learners have limited access to linguistic resources of the target language, raises
afew issuesFirst, the approachecesiates thaboth teachers and learngressesan
advancd set of linguistic skills to decipher the meaning of literary texts. Second, as
Van (2009) emphasizes, stylistics requires an investment in teachensg. Third,

A mch stylisticresearch involves the analysis of literary texts, not how real readers, let

alone nomnative readers, understand these textsHa | | . 5(. Birtalfy, there i no
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empirical evidence to prove the benefits of using stylistics in EFL classsinoesnost
research published on this issue is conducted inléinguage contexts in English
speaking countrieand then generalized to include second and fordégiguage

contexts.

1.4.3. Structuralism

Influenced by structuralism in linguistics, structuralisniiterature studies was
popular during the 1950s. Like new criticism, this theory focuses mainly on the structure
of the text. The Structuralist approach in literature claims that literary discourse has no
truth function in itself. Therefore, the total enagis is put on the objectivity of
examining the literary texts denying the
personal responses. The approach deprives the text of its contextual background and
aesthetic value and requires learners to agbraacientifically, using their knowledge
of structures and themes to place the work into a meaningful hierarchical system. Culler
(1982, p.20) says structuralism focuses on the different processes and structures that are
Ai nvol ved in theipgoducti on of m

Structuralism challenges some of the most fundamental beliefs about literature
and its value by rejecting the humanistic side of literature, cutting all possible links
between the person of the writer and his text. Indeed, structuralists suadnas R
Barthes (1967), writer of 0The Death of
i nterpretation to the authords personal
biographical information that may shape his intended meaning. Selden, Widdowson,
and Brooker, (2005, p.62) explain that t hi

subject is the source and origin of I|iter
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power to mix already existing writings, to reassemble or redeploy thetaersmeannot
use writing to 6expresso themsel ves, b u
| anguage and culture which is ndal ways alr

Carter and Long (1991) criticize this approach saying that it treats the literary
text as a scierfic object, studying the mechanical formal relationship, like the
components of a narrative, while ignorin;q
an authoros experience of | ife and all ow:
approach might bthe least relevant approach to EFL classrooms despite its popularity
simply because it requires an advanced set of skills in linguistics, semiotics, syntax, etc.
that our EFL students and some of our teachers may lack. Moreover, Structuralism
opposes althe previous views on the value of literature reducing it to its linguistic
forms, and disposing it of its cultural, social, and humanistic aspects. This certainly
opposes our adopted view of literature as discourse; a vehicle to circulate power, culture,
social norms, and ideologies. It disregards the interaction between the author, the text,
the reader, and the context, which is vital in both literary analysis and language teaching
due to its capacity to demonstrate semantic, pragmatic, andadttical meanings.
1.4.4. Reader Response Theory

Althoughtraditional approaches held sway in matassrooms for a long period,
readefresponse theory (RRT) has been the first major influence on the teaching of
literature in schools since New CriticisrReader response theory is based on the
assumption that a literary work takes place in the mutual relationship between the text
and the reader. It stems from the idea that when reading literary texts, readers avail

themselvesf emotions, beliefsand hisbries for the sake of meaning construction
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(Rosenblatt, 188, 1983. Meaning is constructed in the interaction between the reader
and the text. This meaning is both the reflection of the reader and the textFself.
RRT, readingliteratureisadynamipor ocess t hat evokes certai
characters, events, and actions in relation to the reatteughts and emotions.
Researchers in the field explain that readesponses are shaped by their experience,
particularly, by their expectains. Each reader has their own expectations of how a
certain character might behaesdhow certain things could go according to their lived
experienceBased on their beliefystemsthey may rejecactions of certain characters,
andresist forms of sadal practices and norms presented in the literary wBidkh
assimilation and resistance aid the readers to build their view of the @aiids| 1982,
Hancock, 1993; McGee, 199 ¢ellor et al, 2000;andShine & Roser, 1999).

Readers are expgence builders, and a text represents forms of stimuli for the
response, serving as a Aguide, a regul atao
(Mart, 2019 p.81). Oster (1989) explains that while constructing meaning, readers
promote their thining skills, improve their understanding of certain notions, experience
other cultures, and elevate interpretive skills, which can help them refine their creative
abilities in writing. This view appeals to educators, especially language teachers. In
responehg to texts, Beach (2000) says, students move from the usual pedagogical focus
to interpret and contextualizdharactes actions or dialoguith reference twarious
social and cultural contexts. They can also contextualize charaatées by drawing on
historical knowledge of pasultural perspectivieand models (Galda, 1982).

Another premise of RRT is the focus on the personal, social, and moral fgnction

of literature (Beach, 1990; Hynds, 1990; Iser, 1978; Rosenblatt, £97%83)
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According to these researchers, the literary experiémoetions1) as a source of
personal, social, and political exploration that provides readers with the necessary tools
to interpret human experienand 2)as a vehicle through which readers broaden their
cultural understanding and sensibility

Using this approach in literature and language classesgued to boost
learnerscritical thinking, advance tliremoral reasoning, and cultivate their human

sensitivity, whichis all necessary for a meaningful learning experience. To elicit

reader so responses, RRT relies on cl ass
i mproving | anguage &cied towardeenabling the studer@jo ar e
perform more and fully and more adequatel

353). Researchers such as Jewell and Pratt (1&9&im (2004)highlight the positive
effect of literature discussions on varioaspects of language learning including,
motivation for reading, emotional involvement, articulation of opiniansicreationof
meaning.

However, RRT has been through years of scrutiny and criticism, both as a theory
and in terms of its pedagical value From a theoretical perspective, reagesponse
criticism, Rabinowitz(1987 says has not adequately addressed the role of the author
and the author's social and cultural influences. As instructional practices, response
oriented approaches overlook the social complexity of classroom communities with
students of varying backgrounds, ldlas, and experiences (Eagleton, 1983). This
approach may not challenge studentso6 wor |

in the sense that focuses more on the readesan individual, neglecting the context
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of the text production, bypassingrsitive issues of race, ethnicity, ideology, and
cultural differences

There is more to reading literature than just responding to actions and characters.
There are two sides to literature, and we should cover both of them to enhance our
literature and laguage clags Readingliteratureis highly dependent on the readers
mental models, experiences, background knowleagelinguistic and sociecultural
competenies. At the same timdjterary worksinvolve sociallyand culturallysituated
identities; andinclude culturespecific ways ofcting and reacting presented by authors
with their specific mental models, social experience, background knowledgé&hetc.
response is not only dependent on the reader and his knowledge, but it can be guided,
mappedand someti mes even restricted by the
by this research, botla u t h mtensiobality andr e a d espenée are basic
constitutive principes of literature as discourse. We cantesn toward one at the
expense of the other because both are equally important for the text to meet its
communicative purpose. It is worth noting, however, that the idea of response has its
roots in cognitive psychofly, psycholinguistics, and neuroscience, and later in
cognitive literary studies. Response theory is grounded in schema theory and mental
model theorywhichis significant to our research and the field of language and literature
teaching. Thereforeheidea isrevisitedin the upcoming sections
1.4.5. LanguageBased Approaches

Similar to stylistics, but slightly more accessible to EFL learnikedanguage
basel approach(LBA) advocates for the systematic, detailed analysis of the language

of literary texts. It is built on the assumption that paying close attention to the structure
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and language of the text will increase the stu@lesavareness and understanding of
English,andpomot e fAmeaningf ul I nterpretation a
(Lazar,1993 [23). LBA might differ from stylistics in premise and objectiyget it

borrowsits procedures and technigues from stylistics. Since not all learners are ready

or able toundertake a stylistics analysis, teachers in LBA usargety of instruction
activitiessuch as predictions, reading aloud, rewriting the sesymmary of the plots,

gap filling, andbrainstorming.

Literary texts are used to elicit the various forafslanguage use, registers,
styles,anddiction.In addi ti on, they are fAopen to mi
provide opportunities for classroom discussion; and they focus on genuinely interesting
and motivating topi cs .27)dhisdhettprisesvesdhe punpose h e ¢
of i mproving | earner so6 | anByildiaggpe Caperantli ci er
Longs (1991) idea, Van (2009) stresses that through LBA learners acquire skills that
facilitate access to texts, develop a sensjtivo various genr® and boost their
communicative competeres.

However, we believe thatespiter e c o g ni z i nagsthletic,tsaipband ur e 6 s
cultural dimensiond,BA certainly neglects thenhiterature, in this approacks a tool
to teach English, but not an end in itself. It is used as a vehicle through which learners
gain access to a variety of language forms and structures. In our EFL classrooms, we
need to achieve more than just language proficiency. Literaturenoeéée stripped of
its humanistic, social, and cultural aspects; it ought to be used for its main purposes
whichareto provide truth, shape reality, teach tolerance, know and connect witls,other

and ultimately help us become better people.
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1.4.6. Cogniive Approaches

Historically, cognitive sciences including psycholinguistics, cognitive
psychology, neuroscience, and neurolinguistics have always intersected with literary
studies, sometimes unintentionalyet perhaps one of the most tensioned and cexpl
relationship is between literary criticism and cognitive scienddekolajeva (2014)
notes that there is a mutual advantage of the contact between these two fields, cognitive
science using fiction to illustrate for brain functions and processes, aanhe time
providing insights that confirrthe intuitive argumentf literary critics.In fact, when
exploring some of the major findings of schema theory, or language and brain research,
we see that most of these findings have been assumed by litatas/ for decades.

They were incorporated into their definitions of literature, their arguments about the
value of literary texts, and their suggested approaches to literary reading.

Richardson andteen (2002), irtheir introduction, d_iterature andCognitive
Revolutior§ trace back the link between the two sciences claiming that cognitive
sciences have been borrowing from literary criticism its terminology and major concepts
such as metaphor, scripts, storgseam of consciousnessydmultiple daftsto build
linguistic, neuroscientific, and psychological research. This paxaenines cognitive
science findingselevantto reading literature, discugg the possibility of a cognitive
approach to teaching literature in EFL classrooms

Cognitive @proaches haveemained on the verge of affecting the mainstream,
but have not managed to do so (Burke &Troscianko7R®owever, the influence of
cognitive sciences on literary studiegminent Jackson (2000) stress thatcognitive

sciences providempirical evidence about the biology and psychology of reading,
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writing, and respondingThese aréhe fundamentals of the study of literatuneéhich,

as part of the humanities, is struggling for status in the field of educdt®believat

needs to berossbreaded with hard sciences like neuroscience, cognitive psychology,
and biology. In our modern world, where technology is paving its way towards
dominating educational scholarship, scientific rearmament is needed for humanities to
maintain their posion in education.

The Cognitive approadds to literature have been mainly interested in the
processes of thoughts, feelings, imaginations, and emotions evoked by reading literary
texts. Theyseek to provide methodologies and theories to describe both the production
and reception of these texthe cognitive analysis of literature surpastsoth reception
skills (perception, reading, comprehension, interpretation, memorization, etc.) and
productive skills (summarization, writing, discussj@araphrasing, etc.)

Cognitive psychology hasnainly informed reading research about text
processing and textual information storage and retrieval from memenge the link
to literature and languageaiehing. Through our classroom discussionsstastivities,
and assignments, we can tell if our studexaisread or ng but, we know so little if
nothing at al] about how our students understand and form meanings of Byxts.
studying how the brairuhctions, learns, memorizes, deciphers, and kiidwledge,
we can achieve a better understanding of the relationship between texts and cognition.

Cognitive sciences establish empirical scientific claims about the link between
narrative and cognition,ighlighting the importance of narrative to hunmatperience
Narration, or storytelling has always been an integral part of human existence, lying at

the heart of every great civilization. Myths, religion, philoso@mgdpolitics, all center

41



around the hmnan ability to tell storiesCognitive scientis conclude that narrative
precedes writing, and even precedes language, which can be illustrated in cave drawings
from longlost civilizations. It can also be seen in children, who with no adequate
linguistic competence, can communicate happenings in the form of narfdtisecan
only further emphasize the role of reading stories and fiction in learning and acquiring
language.lt is no surprise, N, that cognitive sciences use narrative, specifically
fiction, to illustrate the mechanisms the brain uses to process information and
knowledge. Turner (1996) notes that if we want to study the human everyday mind, we
need to study the literary mind lzese the everyday mind is essentially narrative.

Equivalently, Bruner (1991) explains that our experiences and mesare
organized in the form of stories and narratjesdwill eventually take the form of the
narrative through which we communicabem. This is perhaps why fiction appeals to
readers.evokes their emotionsand stimulates their thoughts. We use our personal
narratives (previous experiences and memories) to make sense of the literary works we
read, which in turn will leave imprints mur brainsthatenable us to organize, process,
interpret, and produce future narratives. Furthermibre parrative is linked to two
integral aspects of learninghemoryand emotionsvhich are themain concerns of
cognitive scienceddogan (2011) arguethat the study of literature can advance and
improve affective cognitive researchhis strong link between literature and cognitive
sciences cannot be overlooked in our classroomtead we can incorporate the
findings about memory, readingndemotiors into our classroom practices

Nikolajeva (2014) synthesizing a definition of cognitive literary studies from

various perspectivestates that it is:
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a crosgdisciplinary approach to reading, literacy and literature that suggests
rethinking the I|iterary activity as such
works of literature, but alsthe ways literary texts are constructed to maximise, or
perhapsrather optimise reader engagemeénc ogni ti ve criticism d
readers exclusively, but also with (i mpl
well as with artistic representation, including referentiélitye relationship between
representation and its referent in the perceptible world) (p

Analyzing this definition, we can observe that RRT is part of a broader approach
to literary analysis, wher theautleoh stenticn®d r es p
We use the word intention here, not only to mean the intended message of the text b
also the authds linguistic, aesthetj@and ideological choices. Cognitive sciences, in this
sense, do not oppose traditional literary criticism but enhance it with scientific insights
about how fiction affects human cognition, and how cognition shipéproduction
and comprehensionCognitive criticism explores, scientifically, concepts already
known in literary theory scholarsigguch as the implied reader/author, teahtext
relationship, point of view, and scripts/ models (St02 as citedin Nikolajeva
2014 and Hogan, 2011)t provides empirical evidence on how the brain processes and
responds to these aspects of literary analysis; such evidenieltghly significant in

EFL classrooms.

1.4.6.1.The Role of Teachersn a Possible Cognitive Approach to Literature

Minimizing the boundaries between hard sciences and literary studies can cause
drastic changes in the role of teachers. First and foremost, it requires investments in
teacher training in the fields of neuroscience, neurolingujsticel cognitive
psychologyDijk (1979)not es t hat i n order to underst a
literature, we need to know how readers understand, evaluate, memorize, and reproduce

texts. This is a rather probl emé&adoghitve t as k.
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and emotional engagemeivith texts, which includes what they gain from the text,
how they gain it, and how they extract i
knowl edgeodo (Ni kol ajeva, 2014exmpm2ne Tliade
respamses and gathered knowledge from the text, the process through which they
formulated these responses and knowledge, and how they came to appreciate the
aesthetic value of |l iterature (which is
emotions), that enaldehem to cultivate their learning in the future.
Researchers likéretter (202), Nikolajeva (2014), and Hartneag cited in
Burke andTroscianko,2017) mentiora few requirements for teachers in a cognitive
approach to literary studie¥Ve have appropriated thmost significantonesto our
study.
{Teachers need to be aware of the scientific advancements in the field of cognitive
science particularly reading and information processing
{Teachersshould be able to translate the findings tfis science into classroom
practices. This does not mean they have to do the work of educational fhéorist
they need to have the capacity to design lesson plans and choose activities and projects
that are brairbased.
{Teachers need to raise studet awar eness about arddhe t he
cognitive benefits of reading literature. This can take the form of lechwareness
raising activities, or any other form (PPT animated presentation, suggested readings,
Mooc, etc)
{Teachers need to@ride students withll the necessary background information and

context needed for the literary analysis.
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fTeachers choices of literary works should align with their studeiitognitive
development and abilitigghis will be further explained iI€RT desigr).
fTeachers need to account for the emoticafédctive side of reading literary texts, and
the possible sensitivity of the students
{Teachers should be trained to use stories and narratives both as instructiantbols,
responseeliciting tools.
1.4.62. Contributions of Cognitive Sciences: Cognition in Literature and Literature
in Cognition
In this part, we list and explain some of the major theories and findings from
cognitive sciencesl'he decision of what tmclude and what to exclude in this section
is influenced by the aims and objectives of our research. We have selected those aspects
and theorieghat we incorporate to the interdisciplinary approach wgroposeto
teaching literature in EFL classes
14.6.2.1. Schema Theory: RevisitedOne of the main contributions of
cognitive sciences to the field of education is schema thadhgeory that stood the test
of timeregardless of itsriticism that was sometimes hostile in toAs one of the most
widely adopted aspects of cognitive theory, schema thHeasgemained prominent in
reading research, RRT, and stylisticsrfaore tharfour decadesWith the development
of cognitive psychology in the 1970smsed on the work of Gestalt Psychologghema
theorists inspired reading research with the idea of the constructive nature of
comprehension and the role of the reader:
understandingand interpretationof meaning in texts Examining the interaction

between e text and the readerpgnitive scientists and theorists contributed to the
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understanding of how readers assimilate information in texts, remember this
information, and make inferences.

It is important to note, though, that there is no consensus @ elefinition of
the term scéma both in cognitive psychology and reading researbleorists in the
field have proposed various views of its structure, features, and fundtvands like
stereotypes, prototypes, templates, scripts, plans, grarnames and macrostructures
are usd to refer tahe schema. Each of these concepts describes a certain type of
background knowledge that is needed under specific circumstances. For example
Rumelhartand Ortony(1977) use the term story grammar sayirgj thie have specific
@grammaré for different types of narratives, whereas Mingk@7) usesdramed to
denotea datastructure for representing a stereotyped situatamilarly, Schank and
Abelson (1977) use the termexriptHanddplanto indicatea structured representation
describing a stereotyped sequence of events in a particular cdntexiduals have
these scripts for events like attending a wedding, doing the disbiisig a doctor, etc.
In this researchwe use the term schema an umbrella term that includd® various
concepts mentionedlVhat interegt us is how readers use their background knowledge
presented in frames, scripts, or plans to make sense aathaive In our literature
classroom, rai si ng o urdefmition dndrold od schemanma r e n e
text comprehension has always been esselttialnoteworthy that refined versisof
schema theory lva been proposed like dual coding theory (Paivio, 1971), and mental
model theory (Van Dijk and Kintsch, 1983; Van Dijk, 192P06,and 2014).

Schema igdefined as abstract knowledge structures for representing generic

concepts restored in memory (Andersamd Pierson1984). It is the abstractions
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derived fromthe experience that reside i potential nonspecific state, awaiting
i nput 0o (.5189)dtls also ddfinecds the abstract knowledge the reader brings
to the text. When human beings exignce the world, they tend to structure these
experiences into basic information, concepts, relatemdgefinitionsthat are stored in
the brain after being filtered and combined into networks of knowldtighis related
and centereth a specific context, for a specific situation. Schema, then, can be thought
of as the total knowledge someone has about a given subg@tdr learad from
experience.

Readers use schema to fill in the gaps, to read what is pli¢itx said in the
text, andto make inferenceandsense of events and actions within the narrafiee.
assimilate i nformati on i n-etishng sctipesframes, r e a d ¢
and plans, tanderstand, appreciate, and interpret tRe Researchers identify various
types of schematd) formal schemataglating to the background knowledge of the
formal rhetorical structure of the text; 2) content schemata, containing conceptual
knowledge about what usually happens in a specifict®tuawhich is similar to the
notions of scripts and frames; 3) cultural schemata, including the total set of beliefs,
values, norms, social habits, and customs of the members of a specific community
(which similar to the concept of cultural models of G2é01); and 4) linguistic
schemata, the sum of knowledge about grammar and vocabiilaeyinterrelation
between these types of scheeamd their interaction with the textual information result
in text comprehensiomccording to tle schema model eéaching, these various kinds
of knowledge are structured in a hierarchy system of building blocks, each large one

containing small ones and each small one containing smaller ones (An, 2013).
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Schema theoryasexamined in L1, ESLand EFL reading comprehson it
foregrounded the development of various reading models with the empirical
investigation of the various reading processes (Andeesai, 1977;Hacker, 1980
Pearson1982). Studieshave shown that background knowledge of readers is more
likely to influence the comprehension of a given text than linguistic competence.
Efficient comprehension requires reader s¢
schenata Readers rely more on what they know about the topic or similar topics to
deduce the meaning of the text. This stresses the point of familiarity, where readers can
be engaged with content familiar to them, or may have more difficulties understanding
totally unfamiliar structures of textsReaders, Hudson (2007) notes, engagtén
strategy of comparing what they know with the information within the text. Through
this strategyreaders either confirm their comprehension of the text or recognize the
mismatch between the incoming information and theirgxisting knowledge. In #h
process of comprehension, readers can assimilate, accommodate, accept, reject, or
tolerate new information. Thayndertakea continuous evaluation of the value of the
text being read.

From our experience in teaching literature, we have observehédegree of
familiarity with the author, the genre, the literary period, the themes, etc. has a
significant impact on studentso® engagemen
dahrenheit 45dwas challenging to our students who were not familiar with dystopian
literature as a genre, and stream of consciousness as a technique of point of view
(although both concepts were taught previousfet, after this experience, the students

found it mucheasietto analyzeiThe Givef another dystopian work, and passages from
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AaMiIrs. Dallowayg a book that heavily uséise stream of consciousnesSimilarly, after
analyzingdrhe Little Princ§ a book based on the philosophy of existentialism, students
were able to easily identify and explain the themes of responsibility, choice, and human
essence idPeter Pa@ which are central themes in existentialism.

This is not to ask teachers to avoid presentimjamiliar aspects irtheir
classrooms but tdraw heir attention toireemain things. The first is to be aware that
teaching the familiar is totally different from teaching the unfamiliar; they need distinct
strategies, activities, and effofteacherseed to adogtre-reading while readingand
postreading activitiesthat trigger and activatethe schema necessary for text
comprehensianThis is called schema activation, which is the probgssghich textual
stimuli trigger the brain to elicit relevant information (An, 20I\preover theyneed
to align these reading practices with clear purposes (Hudson, 2007). Defining small
achievable and specific goals while reading the literary text, such as identifying a theme,
a symbol, a motif, a character typea conflictenables theemwllectionoft he st udent
appropriate schema.

The second ithat readers may not have sufficient background knowledge in all
four types of schemdaherefore, our activities and questions need to trigger the various
types of schenta to ensure that readers camgzensate for any insufficiencyrhe
concept of familiarity coupled with the assessment of fresh textual knowledge based on
pre-existing information, inherently underscores the significance of intertextuality in the
process of reading, learning, and teagHiterature Schemas and scripts assist readers
in connecting fictional knowledge with relifle knowledge and previous fictional

knowledge. Intertextuality as an integral standard of discourse in general and literary
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discourse in particulacan be usedystematically in literature classrooms to improve
the learning experien@es elaborated in forthcoming sectioimsaddition, it is necessary
to pinpoint thatthe premiseof RRT has some basis ischema theoryRe ader s 6
responses ardhe results of their assimilation, comprehension, and storage of
information from the text based on their prior knowledge and social experiEnee.
idea of responsis centraltoourr e sear ch, which seeks to ir
frames of reference into the teaching process. These frames of reference are forms of
culturalschema that readers use to form their resparsgvaluations of texts.

1.4.6.2.2. Emotions: WhereLiterature and Cognition Converge. Memory
and emotion are two main areas of research in cognitive scieecasse they are two
pillars of learning and acquiring social knowledgenotions are not only a part tife
response to literature, butapartdthaut hor 6 s process of writ
actions, reactions, decisions, and experiericethe reading process, various emotions
and feelings can be triggerékle sympathy, empathy, attachment, and/or detachment.
Gretter 012) claims thatil t er at ure i s Athe only place
emotions and describe them in detailo (p
at the same timeemotiors have a strong impact on memory. If storissmulatethe
reader 6s alere s ahigher probability & them being retained in memory.
When memories of certain events carry an emotional value, they are more likely to
produce better predictions, attention, and reasoning when one encounterseswemtar
in the future (Dolan, 2002)

Emotiors can both help and hinder the trigger and retrieval of the appropriate

schema for learning new materidhey canhelp link the acquired new knowledge, in
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our case knowledge of the text, to raadrld knowledge Gretter (202) explains that
emotions are basic forms of decisioraking; they help us choose the actions and
strategies necessary for different situations. Immoriang and Damasi¢2007 as
cited in Gretter 202, p . 98) state t hnng divorged &oml e d g e
emoti onal i mplicationsé are of Ilittle use
One of the contributions of the study of emotions in cognitive sciences is the
development of emotichased or affective approaches to teaching and learning,
particularly layuage learningThese approaches preach the serious consideration of
studentsdé affective responses to the ma
significantly relevant to our literature classrooms. Advocates of these approaches
believe that emotiorsnd cognition are inseparable. Winasl2(larifies that it is vital
that we understand that these emotions ar
rather fiembodi ed phenomena t hat .0OQuotlng pr of o
Worsham she addd h a t t tightybrai@d of éfectfiand judgment, socially and
historically constructed and bodily lived, through which the symbolic takes hold of and
binds the individual in complex and contradictory ways, to the social order and its
structure of meaningp.150)
The role of social and cultural values, beljefad norms in emotions calls for
our attention to the process of reading foreign literatwhech might challenge these
systems Students may experience emotional discomfortrwexposed tdhe otherd
The approach we adoptghlights the link between emotipaulture and storytelling
which is central in EFL literature classrooms and CRfiere weseek to teaclio and

through cultured
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Classes like literature, thahallenge deeply held assumptions and beleks
more likely to evoke strong emotiomsour learnerghus, weneed to include explicit
teaching of the effect of emotion on | ear
conscious awareness about hibvey perceive their world and the world difie othe®
need to be a goal of teachind.iterature, says G#sn (200l)has t he potent
fostering emotional intelligence by providing vicarious emotional experiences that
shape the brain circuits for empathy and
(p.1). Emot i onal i ntelligence elsgs dnel fusing ¢hdt a s
knowledge to make good decisions. Researaharsclaim that literature hefdearners
improve their readiness for empatf@yhosn, 2001 Pinsent1996).

Fiction is a representation of experiences, fears, hopes, pdisipents,
struggles, joy, sadness, failure, and success. It provides opportunities to learn about
human nature with its virtues and deficiencies and to be an observer and evaluator of
these experiencesurtuiing the emotional intelligence required for future learnkveg
need to engage our students in metacognitive processes of reflestthgir own
feelings about certain textual events, characters decisions, as well as guide them to
identify the emotions of those same characters in the fictional world. Activipsed
by this research are describedCihapter 3

1.4.6.2.3. Memory: Information Storage and Retrieval Through this study
we argue that we need lgarn about how our brains learn before we start our teaching
This part providessignificant information about encoding, storjngnd retrieving

information, which can help us enhance our literature study and teaching. Our research
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makes use of braihasd techniques compatible with the functions and processes of
memory.

Churches et al(2017), in their bookdNeuroscience for Teachérovide a
simplified account of neuroscientific data from grounded research in the field about how
the brain learns anflinctions, andadviseteachers about how they can use this data
effectively in their classrooms. Our brains consist of specialized cells called neurons.
These cells are responsible for making connections in our brains, which results in
learning.Interconnetivity between neurons creates intelligence, abiatyd effective
rememberingthey are able to send neurotransmitters (electrical impulses and chemical
messengay, which enable neurons to communicate signals around the nervous system.

The connectiondetween the neurorse calledsynapsedwhich are centrah
learning because the relationship between neurons across the synaptic gap can get
stronger or weakedaccording to the type andrim of materialpresented. Forognitive
scientiststeaches are responsible f@ahangng these connections every single moment
of every day in the classroomur teaching shapes the neural connections of our
studentstherefore, we need to empower our teaching and learning with neuroscientific
knowledge.

The memory process has three main stages according to neuroscience, encoding,
storageand retrieval. At the encoding stage, the brain converts incoming information
from the senses into forms that can be stored. We can encode information, visually,
acousically, or semanticallyMe mory consi sts of three sepe:

storedt eambshaor &6 1 m nidtie serséry memory (SM), short
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term memory (STM) or working memory, and letegm memory (LTM). Churches et
al. (2017) summarize the differences between the three typeshie01.

Table 01

The general characteristics of working memory compared totemg memory from

Churcheset al (2017 Types of Storage Sectjon

Features Sensory Memory  Working Memory Long term Memory
Storage Method  Impressions of Active rehearsal is  Passively stored
sensory needed Waiting to be accesde
information
Length of Storage 250500 Up to about 20 For days, years or eve
milliseconds seconds your wholelife
Capacity of Storage Extensive About seven items  Seemingly infinite

Encoding occurs both i8TM andLTM, but through different mechanisms. In
shortterm memorythe encoding is mainly acoustithe brain can encode information
in longterm memory in both acoustic and visual wayst it is basically semantic in
nature. This,Churches et al(p.82) claim, illustrates why it is important to create
lessons that allow fathe development of meaning, understandargd application of
knowledged STM is linked to our ability to problem sa@wsing images and spaces,
and the ability to process sounds and words and language. LTM is concerned with
holdingtheinformation that one can simply declare (declarative memory), vimicinn
contains two typs of memory; one holdingeas and concepts (semantic memagyl
anotherholding autobiographical information such as personal experiences (episodic
memory) Moreover LTM contains procedural memory which refers to learning that
requires action rathehan declarative knowledge such as driving a car.

Van Dijk (1979)explains that at the level of the working mem¢@8f M), the
reader processes the sound sequences as phonemes, morphemes, and syntactic

structures, to which we assign meaningsthid leve| perception, understandingnd

54



thinking happenOnce information is interpreted in STM, its conceptual information
(meaning) is transformed into our LTMwvherein the knowledge processed is restored

(for more information check Atkinson and Shifii®68 Baddeley and Hitch 1974; and

Craik and Tulving 1975). Still, we cannot remember all the information storetivh L

VanDj k (1979) <c¢l aims that such things as t
we hear or readoO ar Wetend®teimgmbdr whatgsoeviewedy ( p .
repeated, and practicé@heckFigurel).

Figure 01

Information  Processing Model Folleng George  Miller's  Theoty

1956 (https://dataworksed.com/blog/2014/07/thaformationprocessingmodel)

Information Mﬂu‘-tenc?nlce
Processing Lz
Model

Sensory Attention 2 Enceding

input
SENSORY m— | ONG-TERM
m—1 M EMORY

SHORT-TERM
MEMORY <: MEMORY
™ ™ ™
U U Retrieval u
Unattended Unrehearsed Some information
information information may be lost

s lost. s lost. over time.

We gradually assign meaning to the text in the working memory, but since its
capacity is limited(check Figure 2 below),we need to provide the information in
smaller chunks. In our literature class, we should be aware that for the information to

be moved from STM to LTM effectively, and for our students to remember all the

55


https://dataworks-ed.com/blog/2014/07/the-information-processing-model/

literary periods, all the themes of a book, orchlhracterization types in a novel, we

need to break down our texts, tasks, questions into smaller parts. We need to respect the
duration and capacity of the types of memory mentioned. Cognitive research provides
various technigues to enhance memory amatove learning, this research incorporates
Achunkingo, Aspaced repetitiond and Aact
techniques named are explained in lesson planning in the methodology chapter.

Figure 02

Capacity and Duration of Memory Based George Miller 1956 (https://dataworks

ed.com/blog/2014/07/thieformationprocessingmodel)

Maintenance &

Elaborative
Stimuli Sensory Attention Working Retrieve Long-Term
Memo Memo Memo
2/ £/ Encode 2/
Capacity: 3 - 7 units Capacity: 7 — 9 chunks Capacity: Infinite
Duration: 0.5 to 3 seconds Duration: 5 to 15 seconds Duration: Permanent
(without rehearsal)
Forgotten

Forgotten

Sowa (2017) and Oakley and Sejnowski (2018) identify the stages of
information processing. In Figure 3 below, @esigned a figuresummarimg themand
identifying some teaching techniques and tasks to enhance performance at each stage.
The techniques are explained in Chapter 3 in detail. Note that culture is the mediato

between these stages. The link between culture and cognition is examined in Chapter 2
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Figure 3

Stages of Information Processing: Application in our Literature Classrooms

1. Input: the brain decides whe
information to pay attention to

U Ituses the reticular activating syste
(RAS) to filterinput.

U Input moves to STM, if the braii
wants to process it

V Use of colors, music, visual cue
pictures, and stating objectives, c
stimulate the RAS and help the bra
identify what to focus on.

3. Application the brain applies the
new knowledge through practice.

U The brain needs 248 hours to
revisit the information and move
to LTM

V Use active recall activities, space
repetition, projecbased learning
active learning, metacognitive
activities, and narration to fix the
information and enable learning.

Own WOrkK.

=Tl [ale)

2.Elaboration: when he brain decides
on the information to let in it moves t
the stage of elaboration.

U Information moves to the working
memory.

U The brain needs-30 minutes to
process the information and link
to schema before it pauses for abc
10 minutes.

V Use chunking, schema activatio
activities, cultural frames o
reference, reflective pauses to he
the brain organize the information

=Tl [ale)

1.4.6.2.4. Metacognition: Thinking aboutThinking. The term metacognition

ned

was coi by

cognitive

knowledge ve have about our own thinking and learning activjtieis the awareness

John

phenomena,

FI avell during t

or Athinking

managementmonitoring and controlof our own thoughts (Kuhn & Dear2004

57

he

about

t



Martinez 2006. Metacognition is described as a nmudimensional set of general
domains of skills thaare distinct fom general intelligengeit can compensate for
deficits in intelligence or orge prior knowledge b a specific subject in a particular
context (Laket al 2011). Metacognitions significantto reading research general and,
if properly integrated, to our literature class. Cognitive scientists provide various
classifications of metacognitive knowledge. Flavell divides it into three main types:
knowledge of persons, knowledge of tasks, and knowledge of strategies. The first
indicates any knowledge one has about how people operate cognitively. It includes
oneb6s awareness of their own <characteris
involves understanding the nature of the information that a person encounters and the
inherentdemands of the taskt hand. The third refers to knowing the strategies that are
more likely to be useful in our task

Brown (1982 as citedin Hudson, 2007) recognizes two different parts of
metacognition, knowledge about cognition, and regulation afitog. The former is
oneds k no winedfasaleaankeraandtthe internal and external factors that
may affect him, while the latterthea bi | i ty t o monitor and r
processKnowledge of cognition includes the declarative kfemige we have about
ourselves, our learning, and the factors that affect our learmiveg procedural
knowledge we have about strategies we use, and the conditional knowledge we have
about why and how to use those strategi@fiese metacognitive knowleel@nd skills
develop gradually from childhood. With age, educatiamd experience these skills

sharpe.
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Comparing good/experienced readers to poor/younger readssarchers
concluded that among the main differences between the two is the ability itomtios
process of reading comprehensi®@ummarizing the findings of previous research in
the field, Hudson (2007) notes thatqu/ younger readers show deficits in areas such as
ficoping with failure of comprehension, recognizing textual organization, effectively
monitoring comprehension, levels of metacognitive awareaessapplication of their
repertoire of strategieso (p.119). Succ
them select the necessary strategies for their reading comprehension process. Through
metacognitive skills, readers can repair and compefwatarious sorts afleficienges

It is important to note, though, that not all problems of reading can be dnived
metacognitive knowledge since reading failures may be attributed to various scenarios.
For instance, tsdents maydemonstrateadequatelinguistic, cultural, and social
competenies, but lackmonitoring strategiesconversely they can have a sufficient
metacognitive understanding but lack the linguistic knowledge necessary to
comprehend the text. Metacognition does not offer solutions for every problem in
reading but aidsubstantialf in improving the reading process for our learnBxanker
et al (2014) statethat ocusi ng on developing students
teaching Awhich strategies to use and how
and why to use them (procedural and condi
onstudehns 6 writing, science, mat h, and readi

Metacognition is teachablewe list several strategies and activities that
metacognition offers for our literature clasgtee activities are described nhetail in

Chapter 3.
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OAwarenessraising activities. Although our learners may already possess
metacognitive strategies, encouraging thinking about thinking in our classrooms is
essential in helping learners identifspects like their learning styles, struggles,
limitations, and cultural frames of referenceQuestionnaire and focus group
discussions are sufficient awareness tasks.

OReflective practices Reflection is a strong strategy to develop metacognitive skills
and trigger cognition about cognition. There are various techniquesflection,we
advocate dedicating sections for reflective questions after each lesson as a form of
lesson wrappers, asking students to keep learning diaries and journal their reading
processreflecting on the various emotions that accompangntl encowaging self
assessment of assignments and tests.

OFamiliarizing learners with the learning material: cognitive sciences claim that
metacognitive knowledge precedes metacognitive monitoring and control. In our
literature classrooms, learnersed to be aware tieform and structure of the literary

text and its contextual information before the actual reading. We need to familiarize
them withthe textual world the knowledge of the tasKreading, analyzing themes,
identifying plot type, angking point of view, etc.), and the strategies neededdoh
Usingtestwrappersscaffolding asking learners to recohdw the prepare for the test,
incorporating the muddiest point technigaaddiagnostic quizzesareuseful tools.
OClearly defining reading/ learning objectives It is important for metacognitive
thinking that certain tasks are linked to specific intelligible goals. Our literary reading

need to beassociated with feasible small objectivekeep students on task
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1.4.7. The Sociocultural Approach

Lev Vygotskys sociccultural theory (187, 1978) has been a foundation of
research in the area of cognitive development for decades. The theory emphasizes the
central role of socialandculaul i nt eraction in the devel o]
and mental abilitieshighlighting the key role of language in this interactiGagnitive
functions are shaped and influenced by satilbural values, beliefs, and norms, and
this varies from oneulture to anotheand from one language to anothEach culture
provides its children with the necessary
them in using their basic mental functions. A central aspect of this theory is the ZPD
dhe zone oproximal developmeitwhich is defined as the difference or space between
what a learner can do without help, and what he/she can achieve with assistance and
guidance from a more skilled person.

For Vygotsky, the adults, ortiik n o wl e d g e a el significanhrelei® h a
the cognitive development of children. By engaging the latter in meaningful activities
and practices, and exposing them to culgpecific vievs of the world, adults enhance
chil drends devel opment. T hseagtachgdito gagioust h e m
objects and concepts dmassist them in problemsolving. According to this theory,
mental abilities such as reasoning and critical thinking can onlgnb@ncedby
interaction with significarty more knowledgeable adults. This, Vygotsky calls
GcaffoldingpScaf f ol ding i s defined as fia type o
a student or an inexperienced person to solve problems, perform activities or accomplish

targets which he/shecouldnt achi eve wit ho@l6phBb)po ( Pan
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Children are born with basic mental abilities and functions such as memory, but
higher mental functionare develogd through the influence of social interaction and
guided learning. The idea sfaffalding is linked to the idea of cooperative learning and
community building in CRT. Learning happens through seailtural communication,
where learners acquire knowledge from each otherfeomd more knowledgeable
people like teachers. It is one of the shorucial aspestof the Vygotskiantheory.
Newman and Holzman, (1993, p. 73) arthugiVy got skyds strategy W
cooperative Ildsemoceimg orteagatted yfbhet er ogeneo
pushed them toward facdoperagtoi dory damgd viji omign
beyond the devel opment al | evel of someo.
In addition, the theory promotes constructivism as a philosophy of learning and
teaching. Constructivisilaims thatearners create their own knowledge based on their
interaction with the environment and other people, interrelating the physical world with
the sociecultural one (Fosnot, 1996)Learrers are meaning and knowledge
constructors and generators (Panwar et 2016) In language classrooms, the
adaptation of tb sociocultural approach has shown great success (@laitk,
DiCarlo, & Gilchriest, 200&s citedn Panhwar et al2016. This is mainly because it
is learneroriented. Learners in this approach are active autonomagestswho
generatenew knowledgedrawn on their prior knowledge and interaction with their
teachers, classmates, and society. EFL classrooms represent -autitosginter-
cultural context, where the students meet the Otldanguage, cultureand social
values. The soctoultural apprach enables students to learn about the new culture

through their own cultural frames of reference.
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In literature classrooms, Beach et(@D06) indicate thatthe Sociecultural learning

theory emphasizes:

1) Community Building: Teachers shouldocialize learners intoa soitiva | i t er ar
community of practice reflected in the pr
(p-8).

2) Scaffolding and M odeling: Teachers need tmodeland demonstratthe uses of

practices related to literaturéudies before engaging students in théihe teacher

needs to consider the current ZPD of his students and challenge them beyond their
current knowledge.

3) Providing Choice Beach et al(2006, p.10)e x pl ai n t hat | earners
to be engageith an activity when they have some sense of ownership in or responsibility

for planning and participating in that activity &séidess arecentral in CRT (Check

Chapters 2 and 3).

1.5. Literature in Higher Education: Content and Assessment

When teaching literature, the teacher is confronted with a number of questions
such as what to teacler what purposeWhat to test? and how to te€d® we teach
by literary periods, or by literary genre, or the author? Do we emphasize literary
analyss or literary criticism? Do they need to know more alibatiterature itself or
should the focus be on the reading process? Poetry, drama, or fi€iiom?ng the
answers to these fundamental questions is vital for the success of literature classes.
Showalter (2M3) notes that teachers are constantly anxious about the infinite amount
of literary knowledge anthe limited academic time. Deciding what to include and what

to exclude is a difficult task, especially in higher educatrdmere we do not have yan
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guiding textbooks or curricalto follow. In fact, the teacher iboththe coursedesigner

and thanstructorresearcher.

15.1. Content and Coverage

For a long time, studying literature was mainly the study of ppgétwith the
development of literary theory and approaches to teaching literature came a variety of
content and test typeSach of the previously described approaches to teaching literature
focuses on a different type of conterNew criticism, structuralisprand stylisticsfor
instance, were mainly interested in poetry, sinw@r tfocus was thestudy of the
language of literature, its structyignd rhetoric. Reader response theasgddrama
and fiction sinceit wasconcer ned with r eeaadtens,sevents, e s p o |
charactersand experiencefResarches classify methods for organizing and choosing
literature instruction intseverakypes; we mention the most common anes

First is the chronological method, where studestsdy the development of
literature throughout history focusing on literary periodibis content is easy to
organize,but t it is timeconsuming and might be monotonous and redundant. The
second method is authoust vy . Organi zing content by aut
common in literature classrooms. Since this type focuses on various works of the same
author, it enables learners to examine elements like style and language uaéfisill,
expense of other @mnents of literary analysis and literary theory

The third type is the thematic method. Heéhe teacher focuses on broad themes
such as love, good vevil, innocence, coming of age, etc. and accordingly chooses a
variety of texts from different authoesd genrsto illustrate these themeghe fourth

oneis to organize content by gee. In this methodhe teacher can either focus on the
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structure and characteristics of one genre or afimdents to examine the similarities,
differencesand peculiaties of various genred he fifth one is organizing the content
by type or theory of analysis. Again, teachers can focus on one model of analysis for
example the feminist or the formalist method, or opt for a comparison between various
theories. Using thisnethod of instruction, teachers can risk that the focus of the class
would be merely on the strategies and tools of these theories, rather than on the texts
themselvesThe last common type is by aspect or devices of literary analysis. That is
moving fromthemes to plot analysiso characterizationand so forth. This method
might be the most flexible and least monotonous. Teachers can include books from
different authors, genseor literary periods.
We examined theontent of literature irb Algerian Universities(Algiers 2,
Ziare Achour, Blida 2, Amar Telidjj and ENS Bouzereahand found thathe most
common titlesn both undergraduate and postgraduate stadees
U By Literary Period

V Romanticism

V Victorian Literature

V Realism

V PostColonialism (African Literature)

V Modernism

U By Author
V Jane Austen (mainly Pride and Prejudice)
V Charlotte Bronte (Jane Eyre)

V Charles Dickens (mainly Hard Times)
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V F. ScottFitzgerald (The Great Gatshy)
V T.S. Eliot (The Waste Land)
V ChinuaAchebe (mainly Things Fall Apart)
V JoseplConrad (Heart of Darkness)
U By Literary Theory
V Formalism
V Poststructuralism
V Gender Studies

V Feminism

When analyzing the details of their course designs, we could conclude that the
focus of these classes is to teach the students about literature, rather than teaching them
how to do a literary analysis or criticism. For example, in the chapters relatestaoy!
periods, students are exposed to lists of characteristics of the period, and writers of the
period, illustrating with passages from various bo&tadentshowever are not taught
(according to the description of the coyreew to analyze a textith reference to its
literary period.

Instead of providing them with the tools necessary to make a critical review of a
certain work or a certain period, we pro
about those works and periods and expect themdmarnze and internalize them
without questioning. This is an issue that seems to be universal in literature classrooms
(Beach et aJ 2011; Hall, 2005). Or obsession with coverage and the emphasis on
quantity at the expense of quality leads us to fahincount i ng for st u

responsesand experiences, and preparing them for future readings.
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Moreover,othercommon thing between these coursagea) the neglection of
some fundamental aspects of literary theory and literary criticism suolArestive
theory, b) the absence of some significant literary geikeefantasyandscience fiction,
and c¢) the unsystematic study of literary analysis devices like themes, plot types,
symbols, motifs, etc. Often, students are not shown how to idetnéig and analyze
these aspects, but are given a set of definitions and examples about these elements.

Showalter 2016) says that she herself has been guilty of thinking that mere
exposure to particular elements, ideas, texts, authors, or theoriesugheiloomake
students learn about them. This is a mistake we often make in our literature classrooms
because of the huge amount of content that awaits us to €aweliterature classes,
Moody (1988) notegeach students that what matters is successamigations; and
that what they need to succededs nothingbutia s ki | | f ul recycl i ng
view, while an honest effort to make their own sense of something is unlikely to
impress"” (p. 98)The result is that good students will be able touisdthe meaning of
a certain text without actually meaning anything to th&m.discussed earlier in the
relatiorshipbetween cognition and learning literature, when our brains cannot make any
association between our experiences and what we learn, thaatifon learedis less
likely to be storecand rememberednce the test is over, our students forget it all.
Slatoff (1970) makes reference to his experience with his students saying that even
thoughmost may have the ability to talk about structureeidify themes, and find

imagery, very few are able to draw on their experience to make the work matter to them.
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To facilitate the task of choosing the right content for our classromesjggest
a) definingclear, achievable goalsr our clases andb) treating literatur@s discourse,
which narrows down our objectives and coheres with the premise of CRT.
15.1.1. Defining Objectives for Literature Class

The purpose of teaching literature changed over histeagh timeit does,the
content of literature classes changes as well. Identifyingbfectivesof our course
simplifies course desigrnTrhe objective of a course, however, should not be to cover a
set of topi cs, but to fAfacil it aatepicsst uder
(McKeachieas citedn Showalter 203, p.24).McKeachieclaimsthat when we say our
objective is to introduce or expose our students to a certain tteedhor or idea, we
are not communicating an objective or a ¢
(p-25)

Our objectives should target specific skilBhowalteraddsthat we need to help
our students Ado | it edTkistmeanghataves neesddoitraimt i st
them to read, think, evaluate, criticize, analyze, and write like literary experts. We ought
to help them develop their critical thinking, encourage them to ask questions, model our
analysis for them, and guide them in finding thewngatterns of analysis

Our intentions for studentsodo | earning
activities, assignments, and projects should be justified with regard to our objectives.
Each class has its own specifications; therefore, ouctgs cannot be standard, but
flexible. There are, however, various sets of objectives from which literature teachers
can adopt and modify. Writers like Beach et(aD06), Showalter (2003), Damrosch

(2009), and Rogers (1997) propose various goalstéwature classrooms; we integrate

68



a few of them, and we categorize and propose others in Figure 4. The list can go on

depending on the

Figure 04

particul ari of

ty

Objective Categories for Literature Classrooms

Objectives Related to Language

sto identify subtle and
differences in language use

eto identify figurative language and
metaphorical or symbolic meaning

* to recognize differences in writing styles
(diction, syntax, metaphor, etc.)
+ to differentiate between thelanguage and
structure of different forms and genres.
eto use language for various purposes
such as to explain, analyze, discuss,
comment, or evaluate.

*to use literary concepts correctly and
effectively in literary analvsis

complex

Objectives Related to Stadents’ CR
sldlls

» to recognize their own cultural frames of
references.

»to link their experiences sociocultural
values, and ideologies to the content of
the literary work

*to think about and communicate their
emotions in relation to the literary work

*to co-operate for learning (learn with

others) wusing literature to open
discussions and bridge gaps between
learners.

* to form opinions and argue.

* t0 compare one’s perspective to others.
(teacher, classmates, critics, etc.)

» to develop critical thinking

Own Work.

Objectives Related to Culture

sto identify the underlving cultural
aspects of a work in relation to its author,

itz historical context, and socia
background.

sto react to the culture of the other
(assmilation,  tolerance, reection

evaluation, and criticism)

s to respond to cultural content based on
their own cultural frames of references
and cultural identities.

» to identify social practices, norms, and
values of the sodety represented in the
literary work.

Objectives related to literary analyss

o to identify the literarv period or genre
from text characteristics.

sto understand narrative development
(plot elements plot types)

s to predict and explain causal relations
between the events of a story.

s to identify character types motivation,
and characterization.

s to identify, trace, and explain themes,
symbols, motifs and explain  their
structural, thematic, cultural, and socia
significance.

s to recognize forms of intertextuality in
the text.

» to find and use textual evidence propedy.

15.1.2. Literature as Discourse: A Perspectif@ Course Content

Since our research emphasizes the role of culture and cultural identity in learning

each

and teaching literature, we treat literatusedescourse. Discourse is more than just a
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text; it is a text immersed in a sociocultural contéxincludes the linguistic and nen
linguistic parts of language use and communicatiacourses defined by Foucault
(1969 as the production of knowledge through language. Knowleegey both the
source of discourse artlde result of it. This knowledge is influenced by sociocultural
norms, beliefs, valuesand ideologies. Foucault {972) adds that discourses are
conventioml ways of thinking that both create and are created by conventional ways of
thinking. This means thatistourse shapes and is shaped by a set of elements like
history, social beliefs, social practices, ideology, power, idenéibd therelationship
between participantswriter/reader, or listener/speakdt isthe result of the interaction
betweensuch aspects.

The relationship between these elements and discourse is reciprocs &ee
(2001) statesis a chickeregg situation, where we cannot itignwhich element affects
the otherfirstPer haps one of the most comprehensi
Adi scourse is a characterit?20llecp3@anch of s a
emphasizes that through discourse we communicate, gpgak, and interact (saying),
we shape and represent behavior, attitude, and social conduct (doing), and we construct,
develop, negotiate, and project identity (being). Moreover, discourse circulates power
and ideology in society (Fairclough, 199R)scourse, then, is a vehicle through which
we form and represent our views of the waaltd transmit them via various forms
genres, channelsand contexts (writing, speech, fiction, poetry, film, songs, political
speeches, etc.).

Drawing onworks of discourse analystsuch asBrown and Yule(1983,

Johnston€2008, Van Dijk (2014, and Geg(2001, 2011, and 20)%ve can synthesize
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the following characteristics of discourse that explain why viewing literature as
discourse is significartb theteachimy of literature.

U Discourse is contextbased context helps identify and support a range of
possible meanings; g ui des readersdé interprethati ons
meaning possible to that context other than those the form can aightile reanings
possible to the form other than those the context can sufhbortes, 1962). Literary
texts can be highly dependent on context. It is important to teach types of contexts and
theirrolein text interpretation and comprehension. Contexts can be linguistic (referring
to the relationship between parts of the text), social rfiafe to the social norms,
values, practicesand behaviors, surrounding the creation of the text), cultural
(indicating the customs, traditionandbeliefs of the culture othe author), cognitive
(the situation in which the text is processi@s schematic, subjective, and individual).

U Discourse is Socik Literary works represent social norms, practices, habits, an
beliefs and readers interpret works with relevance to the same elements.

U Discourse is a subjective participant constructBoth writing and readinghe
literary workareinfluenced by the participantschema and prior knowledganidea
we have alreadpointedoutin RRT and cognitive approaches.

U Discourse is experiencédased Both literary text production and interpretation
arebased on the experiences of the writer and the reader

U Discourse is Cultural Literature is a vehicle to transmit culture, especially in

EFL contexts.
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U Discourse shapes and is shaped by identitfhe sociecultural identities of
both the writer and the reader guide the processes of production and intergretation
therefore, accountinfpr cultural identity in the classroom is vital

U Discourse circulates power No discourse is free of power or ideology and
literature is no exception, which makes it a rich content to teach critical thinking,
political awarenessegsilience, and tolerance

i Discourse shapes realityLiterary works represent views and pictures of the
world as seen bg specific culture, person, or society. Being the proslota persod s
schema, experience, identity, beliefs, and values, they portray world thetvare
likely to shape and influence the views, beliefs, values, and consequently the lives and
realities of the readers. This draws our attention to choosing the books that are more
likely to leave a positive impact on our students.

De Beaigrande and Dressi@rtheory of textuality (1981) provides an eminent
view of discoursewhich, we believe,needs to be assimilated in our literature
classrooms. De Beaugrande and Dressler explaindibebursehas to fulfll seven
standards fotextuality.

1) Cohesion It refers to the overt use of cohesive devicebudd the text into a
semantic edifice. Through cohesion, the surface elements appear as progressive
occurrences and their sequential connectistynaintained and made recoverable.
Although the idea of cohas mayseem irelevant to literary studieget is linked to
linguistic analysis of literaturesyntactic formsdiction, grammar, syntax, and leyign
addition,the idea of discourse having a surface structure, linked through cohesion, and

a deeper sticture (coherence) is important in literature ¢ladsere our learners need
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to understand that literary analysis requires attention to the structure and what is beyond
the structure.

2) Coherence the covert underlying logical relations between the iddabe text.
Coherence is readeroriented interpretive notion, which means that it depends on the
readerds schema and prior knowledge for i
Coherence islso seen as being related to the representation of what Enkvist (1990)
calls a Aconsistent worldview. o0 't i s se
expectations are fulfilledVe should guide learners to recover coherence in narratives
to facilitate interpretation.

3) Intentionality : Itr e f er s t oattitudeteat higiteit is eahdremt. Every writer

has a specific type of audience in his mind and accordihglghooses the themes, the
topic, the characters, etc.

4) Acceptability: The readés attitude that the text is coherent. Readers tend to accept
or refuse the structures, language, theraedactions in a certain book depending on

the various aspects mentioned earlier (culture, religion, traditions, etc.). This, on the one
hand highlights the importance of reader response in our classrooms. On the other hand,
it urges us ta@onsidercultural differencesandpossible cultural shock or clash@he

class requiresxplicit discussions about the cultural representations in ftevarks.

5) Informativity : Every discourse is at least somehow informative. The degree of
informativity is measuredby the degree of familiarityvith the contento the reader.

This idea of familiarity is important in literature. Literary works inform bewt other

cultures and societies, other lives that might not bear any resembdanaeown. Our
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literature classes should aim at familiarizing learners thightargetultureand at the
same time challenge them with new perspectives to improve tiiaalcthinking.
6) Situationality: Every discourse is meaningful witha specific contexor situation
This highlights the role of context in literary analysis. Our classed to teach students
how toutilize and employextual information to interpret the text, and how to seek and
search for knowledge (historical, biographical, cultural, etc.) relevant to the meaning of
the text.
7) Intertextuality: Every discourse is influenced by past discosiraad has the
potentialto influencefuture discourse Discourse is inherently intertextug fany t e
is the absorptionandr ansf or mati on of p@66)oSheaeldsthat( Kr i s
intertextuality is the integration of history into a text and a text into histdng is a
vital aspect of literary studies. We ought to highlight and explain the various forms of
intertextuality a literary work caslemonstratéWe should aid our students to make links
between what they are reading, and other works, authors, or pdntattextuality
activitese mp owe r st u d e, asscgidtionand analyticaleskills. o n

Perceiving literature as discourse keeps the teacher alert to the multilayered
nature of |iterature and the poslsensmh e i nt
and interpretation (identity, beliefs, traditions, schemata, culture, power, etc.).
1.5.2. Assessment

Literature is multifacetedvhich makes its testing and assessing diffioulitere
we need tdest various aspects at once (critical analyssay structure, argumentation,
illustration, etc.) Our testing methods should correspond to the approach we are using

in teaching literature, and align with our content and objectideierson (2000kalls
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attention to the number of skills included inceedlanguage and foreigianguage
reading. Thdatter has many components that can be developed diffelsmiigrious
readers. Deciding which skills or componetutsestrequiresidentifying the skills that
contribute most to theeading and interpretation of literatutar(guage skills, cognitive
skills, evaluation skills¢ultural skills, etc.)Theresponsibilityfor this decisiorfalls on
the shoulders of the teacher alone in higher edutdn addition, herearea number
of factors that a teacheeeds to considen testing; the format, time allotment, rubric,
scoring method, and instructiqradl of which need rigorous training and experience.

The rhetorical use of language in laey texts, the dependency on contextual
information, the interrelatedness with culture and iderdityglthe cognitive (attention,
memory, emotion) effort required and consumed when reading #renthe main
challenges of assessmes#till, it is thesingudarity and individuality ofthe readed s
response that makes the central issue. Students respond, indergecetnprehend texts
differently. The process of interpreting, though partly conventional, social, and cultural,
or might be guided by our teaching essentially subjective. Alderson (2000) notes that
it is hard for teachers to know what sort of meaning can be tested to conclude that their
students have actually understood the text when they resportdirtopersonally
idiosyncratic ways.

Culler 1977as citedn Hall, 2005 p63) saysthat our ainshould not be to check
if our students have read or remembered the story but to examine their progress as
readers of literature. That is to verify whether our students have acquired the necessary
skills that enable them to rehigraturein the future. lrother words, our teaching should

not focus on the text per se, but use the text to prepare our learners for future readings
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Carter and Long (1990) recognize three common types of tests, paraphrase and context
questions, describe and discuss questiomd,evaluate and criticize questions. They
recommend that we also use langubgseed tests in EFL and ESL classrooms, which
include general direct comprehension questions such as asking about the tone of the
narrator, text focus questions that relate td targuage and structure, and personal
response questions, where learners are asked about their personal views

In his article,d_evels of Teaching and Testi@dgGordon (1955) describes a
hierarchy of questions, each of which places a degree of demastddamsé abilities
in literary readingand analysid.e i denti fies five | evels of
a fact, (2) to prove a generalization that someone else has made, (3) to make one's own
generalization, (4) to generalize from the book to ifdiagtion in life, and, finally, (5)
to carry over the gener al i3pTomknae (1968)t o o n
adopts his viewrad organizedhemas follows:
a) Level one questionstestst udent s .memory only
b) Level two questions test studet 6 i ndependent thinking
events, or attitudes in the book.
c) Levelthree questions t est student s Gftheéerts on al I nt er
d) Level four questions test the studeistability to link their experience to reading.
f) Level five questions require evidence of a change of behavior on the part of the
student.

Gordon emphasizes that studentsd chang
our teaching goals have been achievidd saysafter checkingthroughlevel four

questons if the students see the connection between the text and their lives, we ought
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to check whether the understanding of that connectiamesaover to their behavior.
This levelr equi res a thorough knowledge of
readng history, test performances, and attitudes. CRT, we believe, can help us test
effectively since ihecessitates that teachers collect information about aspects like their
studentsd | earning styl edc,attperbeginmngktiec e s ,
academic year.

This viewechoestoaa x t e nt d6Bkoomomymd Gognitive Domadf{1965).
The cognitive domain consists of the learning skills related to mental prgcésses
includesthoseobjectivesdealingwith fithe recall or recognition &dnowledge and the
development of intellectual abilities and skilBloom (1%6, p.7) claims that this
domainis themost centrafito the work of much currem¢st development 0

The taxonomy is a hierarchy of skills ordered from the lowest thithest level
as follows: knowledge (the ability to remember facts without necessarily understanding
them), comprehension (the ability to understand the éginformation), application
(the ability to use the leaed information in new situations), anaig (the ability to
break down information into its smaller components), synthesis (the ability to put
together elements or parts to form a whole), and evaluation (the ability to make
judgments about the value of ideas, works, methods, @tederson andrathwohl
(2001) modified itoremembering (recognizing, recalling), understandinigrpreting,
exemplifying, classifying, summarizing, inferring, comparing, explaining), applying
(executing, implementing) analyzing (differentiating, organizing, attriliing)

evaluating(checking, critiquing)and creatinggenerating, planning, producing)
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We suggest using this taxonomy in testing because it permits organizing our test
guestionswith respect tour teaching objectives. We can focus on one or moreeof th
various skills provided by BloomndAnderson and&rathwohl and respectively choose
the type of questions in our testa. Table 2, ve give some sample questions and
guestion keywordsander each categary
Table 02
SampleLi t er atur e Questions According to

Reuvision of the Cognitive Domain

Level of the Question Sample Questions

Cognitive Domain Keywords

Knowing/ Recall, define, Define stream of consciousness.

Remembering identify, list, what What are the plot elements of the novel?
guestions, Identify the steps of plot analysis.

Comprehension/ Summarize, Expl ain the theme o

Understanding compare, contrast Pr i nc e 0

classify, explain, Compare the poistof view in The Little
describejdentify, Prince andPeter Rn

etc. Identify the significance of fire in Fahrenhei
451.

Application/ Applying Demonstrate, Demonstrate the characteristics of Victorial
apply, illustrate, | i t erature in Dicke
choose, adapt, Choose the appropriate literary theory to
employ; etc. anal Sokamgaliet t er 06 by |

Apply bookerds pl ot
Potter by JK Rolling

Analysis/ analyze Analyze, discuss, Anal yze the theme o
compare,contrast Li tt 1l e Princeo
organize, etc. Discuss the point of view of J.M Barrie on

Motherhood and Gender Roles.
Synthesize/ evaluate Evaluate, criticize, Examine the use of religious motifs in The

assess;ollect, Lord of the Rings.

propose, relate, Pr ovi de a critical
examine, ontheidentity crisis.

investigate,

comment, etc.
Evaluation/Creation  Revise, review, = Compare the world of Fahrenheit 451 to oL

evaluate, modern world.
compare, vale, Create an alternative version of the ending
justify, etc. The Giver. Justify.

Own Work.
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It is important to note that these question keywords can be used across various
levelsdepending on the formulation of the question and that they can be used in direct

guestios as well as with quotes.

Conclusion
This first chapter examined the various definitions of literature, its value, and its use in
language classrooms. It traced thevelopment of teaching literature throughout
history, identifying the approaches to and methods used, and the purposes attached to
each. While explaining the different views on teaching and learning literature, the
researcher consistently highlighted thechniques, practicesand procedures this
research borrows from those methods. The chapter ends with an exploration of literature
content and assessment in higher education offering a perspective to facilitate course

and test design, which aligns witle CRT asexplained in the second chapter.
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Chapter’2

Culture, ILiteratureand (Cultural

Responsiveness



Introduction

This chaptediscussethe link between culture, literature, and language teaching
and introduces cultural responsiveness (the central piece in the approach we adopt),
which seeks to teach to and through culture. The chapter consists of two parts. The first
oneshed light on he concept of culture, its development, its definitions, and its link to
the study of literature and identity. The second part deals with the approach of cultural
responsiveness. It explains its premise, theory, and method, underlining its goals,
objectives, and principles, demonstrating how we could use them in EFL literature

classrooms.

Part One: Culture

This part focuses on culture. It examines the most relevant definitions and views
on culture from sociology, anthropology, and cultural studies, ésaig the place and
role of culture in our current study. It links culture to literature, language, identity, and

cognition highlighting the interconnectedness and reciprocity of these constructs.

2.1. Literature as Culture
Culture has always been a central issue in literature studies and teaching. Though
it is pedagogically promising as a resource of knowledge and a tool for enhancing
linguistic, social, and cultural competencies, it is a complex, challenging concept that
cannot be defined easily. As previously explained, reading literature is seen as the most
expedient way to access the culture of ar
other.o In fact, among the basic amwogument

literature, particularly in EFL and ESL contexts, is its capacity to promote deeper
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understanding and tolerance of cultural diversity, thereby fostering human growth and
devel opment . Hal | (2005) notes tharty cul t
effectively through | anguage and | iterat.

The study of literature predominantly comprises the study of culture. Literary
works not only mirror the culture of diverse individuals, groups, societies, and
civilizations, but also reders assimilate and integrate their cultural frames of reference
in text comprehension and interpretation
construction of particular cultur al meani
p.97). The languagef the literary text can inform us much about its users and their
communities and societies. At the same time, when used correctly, it can enhance
readerso6 awareness of their own <cul tur al
reference.

Based on té current perspective amongst practitioners and theorists who regard
literature as texts of culture, we perceive our EFL literature classes as contexts of
i ntercul tur al communi cati on, t hat enabl e
In addition adopting the view of literature as a discourse in our research emphasizes the
close connection between literature and culture, where discourse both shapes and is
shaped by culture. Before we further examine the importance and role of culture in EFL
literature classrooms and CRT, it is necessary to closely examine the concept of culture,

its definitions, and its uses in social sciences.

2.2. History and Development of the Concept of Culture
The concept of culture is often used in social sciences and education, but just like

literature, there is no consensus over the definition and meaning of the word. When
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examining the history and evolution of the concept, we came across various, and
sometines opposing views. For example, some viewed culture as tantamount to
civilization; whereas others interpreted it through a Calvinistic lens, positing that culture

i s a quest for perfection grounded in rel
cutur eé6, and O6Big cultured, while others i
Kroeber and Kluckhohn (1952), critically reviewed and compiled a list of 164 different
definitions of culture, categorized according to the emphasis made by thehessar

their definitions (emphasis on learning, emphasis on rule or way, emphasis on
psychology, emphasis on history, etc.).

The development of the notion of culture is intrinsically intertwined with the
evolution of Anthropology, the study of the natuvegin, and destiny of human beings
through time and space; subsequently, it was associated with the advances in Sociology.
Researchers like Edward Tylor, Henry Morgan, Franz Boas, and Emile Durkheim have

contributed significantly to the discussion ardwulture, its meaning, and its effect on

the human experience. The term culture ¢
6cul turad, which mean growing and cul ti v,
0natural growthoé and tdatically dsssumesalmktéwordea t o |

like civilization. In fact, one of the most known and adopted definitions of culture is that

of Tylor (1958, p.1) who uses the terms culture and civilization interchangeably. Tylor
says NACul tur e or itsQide ethnogma@Ehic sease,,is thatackngplex i n
whole which includes knowledge, belief, art, morals, law, custom, and any other
capabilities and habitacqui r e d by ma n as a "Mgeatorp e r of

anthropology treats culture and civilization as symous, which Hammersly (2019)
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attributes to the fact that the primary focus of anthropological indggiagntered on the
evolution of societies from primitive to advanced stages. During this period, the term
‘civilization' came to signify the level ofégdelopment’ achieved by Western societies in
the 19th and 20th centuries.

Kroeber and Kluckhohn (1952) note that the two terms were used to define each
ot her ; culture as fAa particular state or
civilizaton asian advancement or state of soci al
researchers, who influenced by Tyl orés de
of all human activities, customs, beliefs, social and religious orders, manifestations of
sodal habits, laws, art, etc. individuals acquire as members of the society, which come
to manifest their civilization (Boas, 1930; Dixon, 1928; Wissler, 1920; and Winston,
1933 as cited in Kroeber and Kluckhohn; 1952, p. 43). Although the terms culture and
civilization started to diverge in later anthropological and sociological research, these
views continue to be among the most widely used.

Moreover, culture refers to a way or a mode followed by a certain community.
Each group, tribe, society, or speedmmunity has a set of standardized beliefs, values,
and norms that govern and explain social patterns of behavior and habits. These patterns
are passed from one generation to another, encompassing aspects like language,
relationships, decisiemaking, poiteness, spirituality, etc. Culture in this sense is what
di stinguishes Ousbd from Ot he ot her 6, w h
communication like literature classrooms.

Anot her rel evant i dea t o t hiaschecstket e x't

Wissler (1916), Davis (1948), and Haring (1949) (as cited in Kroeber and Kluckhohn,
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1952, p.58) note that culture consists of behavior patterns that are socially learned and
transmitted. Culture is not genetic, but is nmade. The aspects cdlture mentioned
earlier are all metgreation; they are acquired in the society to which one belongs. This
means culture is teachabl e. The teachabi
learn cultural patterns is what makes teaching literatossiple, especially in EFL
classrooms where culture lies at the heart of language teaching. Exposure to a certain
culture enables us to understand the people who created those cultural patterns and be
more aware of our own cultural and social pattern®(in comparison and contrast).
Similar to the distinction made betwee
and | iterature) and small 06cd6 culture (sc
(2019) analyzes the history of the concept distisigng two broad views on culture;
culture as singular and as plural, each one consisting of two versions of interpretation.
2.2.1. Culture as Singular
In this view culture is perceived as related to universal human ideals that vary in
degree among peopdad societies; it includes two main definitions
0 Culture as Ae sHerk euttureas litkedlta art,viieeraturey drama,
music, etc. The most influential definition in this perspective is that of Matthew Arnold
(1873, as cited in Arnold, 2006Influenced by Romanticism and humanism, he says
that culture is the Apursuit of our total
matters which most concern us, t he best V
(p-XXIl). Culture in the asthetic vision is seen as a source of knowledge and

understanding. The ideas and attitudes represented in literature specifically, and other

forms of humanities generally, contribute to the advancement of personal and social
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virtue. According to Arnold, tis personal development that results from finding the

Obest that has been thought and saidé ul't
Il n his book, 0The Calvinistic Concept

cl aims that c uWwisthe studyiohperi&atiotoomake dessorvandcethe

wi || of God prevail. He adds that cul t

harmonious development of all powers which make the beauty and worth of human

natureo (p.25). C and litevature, theers touchepall thesaspedtse d i
of human | i fe and growt h; the focus on it
l' i fed full of virtue away from the effec

supported by philosophical andcsological conceptions in which culture stands for the
moral, spiritual, and intellectual attainments of men.
0 Culture as developmental:This definition of culture covers all aspects of human life
that are the product of learning and socializing ratiien heredity and biology. In this
sense, different societies possess and exhibit varying degrees of culture and cultural
development. This culture is subject to change over tiwilgere societies and
communities are in constant comparison of the levetsagress.
2.2.2. Culture as Plural

This has been the dominant view in anthropology starting from theettury,
wherein cultures are representations of distinct modes of life.
0 Cultures as Distinct ways of life:Unlike in the singular view of culturen the
pluralistic one culture representation is not restricted to art, music, and literature, but
extends to all aspects of life. Any simple form of social activity, attitude, or behavior

can demonstrate a cultural facet. In this way, societies and coitiesuhave
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distinguished forms of life, based on elements like environment, economy, nature,
resources, etc. Through these cultures individuals and societies express various
identities.

0 Culture as meaningmaking: Within the pluralistic view, some resehers claim

that culture is a process, not an object. What matters is the means through which a group
of people make sense of their social experience. Meaning is what produces, informs,
and structures social actions and activigesl at the same timesiformed against
specific social, cognitive, and linguistic contexts. Essential to both the creation of
meaning and the construction of social practice, are language and discourse. This view
can be brought in line with Structuralism in sociology and listis, and later discourse
analysis.

Although considered as opposing perspectives in the research about culture,
these four views can be seen as complementary as well. Culture, though embodies
modes of existence, it is most notably exemplified throughnausic, and literature.
Culture provides models of explanations for our social conduct, norms, customs,
traditions, and habits (giving them meaning), and informs and guides our construction
of new meaning in any sort of learning. It influences and shapewarldviews and
identities.

Schein (2004) argues that though some might ask why we need such a complex
concept as culture, while we have simpler constructs like values, beliefs, customs,
habits, and soci al behavi ornrgritical Blemerds tovo r d
the concept of sharing: structural stabil

(2004, p.14). He says when we say something is cultural, not only it intipdigs is
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shared, but also stable; therefore, defines thepgsbaring it. First, being the deepest,

less tangible, and less visible aspect makes all the other constructs above attributes or
manifestations of culture. Second, explaining breadth, he adds that culture is pervasive;
Ait 1T npuences aigdnization deals witk its primarptasky itsavarious
environment s, and its internal operation
patterning or integration of all the constructs above into a coherent whole; it links and
integrates beliefs, valuesjstoms, skills, habits, etc. into a paradigm making the society

Afsensi ble and orderlyo (p.15).

2.3. Culture: Features, Levels, and Categories

Literature in the current study is perceived as a discourse, which is defined as
conventional ways of speakinggt both create and are created by conventional ways of
thinking. The word conventional here suggests social and cultural agreement around
language use, discourse production, interpretation, and circulation in society. Discourse
is a text immersed in a 9atand cultural context. It both shapes and is shaped by social
conduct, ideology, beliefs, attitudes, norms, relationships between participants, etc.,
which are all attributes of cultur€éhere is an undeniable inherent tie between language,
discourse,mad cul ture. Kramsch (1998) notes cul
a discourse community that shares a common social space and history, and common
i maginings. o0 She adds that even when thes
shareasystemdéfst andards for perceiving, believ

these standards are modeled by culture.
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2.3.1. Features

Researchers like Kramsch (1998), Kroeber and Kluckhohn (1952), Paige et al
(1999), and Malinowski (1944), have highlighted some main features of culture that we
reformulatedoelow stressing their relevance to our EFL and Literature classes.
0O Culture is the result of human imdter verl
acquired through socialization; therefore, it is teachable.
0 Culture i s both the source and product
communities, created and shaped by language (Kramsch, 1989). This puts culture at the
core of teachingterary discourse and foreign languages.
0 Cultures are fundamentally heterogeneou
process which operates in changing circumstances to enable group members to make
sense of and operate meaningfully withinthasecc u mst ances o ( Hol I i d:
We consider literature a witness and manifestation of the dynamicity of culture
throughout times and spaces.
0 Cul tural factors can be more I mportant
0O A cul t uesubcoltares. Wercanlspeak of national culture, at the same time
identify cultures | ike o6youth cultureo,
and various affinity group cultures (fans, supporters, ideology proponents, etc.). Literary
works @n illustrate these various types of culture, representing variotggreups of a
larger community.
0O Culture can be Dbitcéante categprizad mto threeanmaid levelspp | i C

surface, shallopand deep culture.
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2.3.2. Levels

Researchergrovide various classifications of the levels of culture; however, there

seems to be a general agreement that they are three in number. One of the most known
classifications is that of Schein (1992, 2004). The latter explains that culture has three
main levels artifacts, espoused beliefs and values, and basic underlying assumptions
Figure 05

Levels of Culture: Schein (2004, p 26)

Vicible orzaniz ational
Aortifactd< strvetdure< and proceccec

l T (hava 1o decipher)

Ecpovsced Belief<
anad Valvec<

1T

Unalcrlc»,in
A<ccumptions

Strategics, goals,
Phi!ogo;%ﬁc/é
(chovge/«.J\)vg'f ;fi(/a'f ;oni)

U nconcciovs, 'fal\_c/nffov—*ﬁ)ran'f"e/d
belicf<, crecceptiong, thougihi<,
andd feeo inﬁ)g. .

(vltinmoate <cource of valves and
action)

The first is at a surface level and it includes the visible aspects of euitdreh e
phenomena that one sees, hears, and feels when one encounters a new group with an
unfamiliar culturebo (2004, p. 25) . Thi s
architectue, clothing, manners, style, observable rituals, etc. The second consists of the
shared beliefs and values of a given community, which predict much of the behavior
that can be observed at the level of the artifacts.

At the third level, we find those belif s and val ues t hat can
and that continue to work reliably in sol
that when a set of beliefs and values repeatedly solve problems in society, they are taken

for granted, once this happes , they become a reality or
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members of the group will then strongly nh
based on any other premise inconceivabl ec

This view aligns with Hammorids c¢c | assi fi cation of the
(2015). Though the two views share common patterns of classification, we adopt
Hammondds view in teaching as described &
comprehensive for learners. Zaretta Hamm(2@il5) elucidates the distinct forms or
levels of culture, saying that it is vital to expose our learners to all of them to enhance
their cultural competence, aid comprehension, and facilitate intercultural
communication.

The firstone i s ur f a c.eAt thislével,we find the observable concrete
elements of culture like food, dress, and music. Hammond states that changes at this
level do not create any emotional disturbance or anxiety, since these elements usually
have low emotional charge. It igcessary to note here that this idea, though largely
validated, is prone to error. In some religious or ethnic groups, these elements can have
anextremely high emotional charge, like Hijab for Muslim women hence, as teachers,
we should be knowledgeableat the target culture.

The second one isthies h al | o wwhera We find thee @nspoken rules of
social interactions, norms, and values. Aspects like courtesy, politeness, personal space,
and rules for notinguistic communication (body language foaenple) are part of this
level of culture. It is where we put our deep cultural values into action. Indicating
elements of this type in literary works enables the learners to identify, interpret,
compare, contrast, and evaluate social behaviors and asitlitlis level has a higher

emoti onal charge and violations of the |
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distress and unacceptability that might translate into resistance and rejection of the
literary work. Therefore, teachers can use this levidaoh tolerance, acceptance, and
appreciation. Learners, through constant examinations of such elements, can learn more
about themselves and others.

At the last level, we findd d eep d Wthlatturceoinsi sts of At ac
unconscious assumptions that govern our
comprises rules that guide ethics, spirituality, ideology, perspective, and perception.
Elements of this type have an intense emotionalgehand challenging them results in
cultural shock. Our cultural and mental models and frames of reference (schema) direct
our understanding and interpretation of the world around us, regulate learning, and
cultivate the process of creating our worldvietis worldview, then, guides our
behaviors and social conduct across time and space. Our schema provides frames
scripts and plots for our comprehension. Hammond (2015) explains that we create these
schemata based on our deep culture, which in turn sasw&sftware for our brains. At

this level, we need to help our learners spot, depict, translate, and interpret the

worldviews embedded in litet@eand i nfl uenced by authors
model s. Those ment al mo d edr percaving betehimgp ed b
evaluating, and acting, 6 which we call oc

these levels (Figure ielow).
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Figure 06

The Three Levels of Culture: Hammond (2015, p.24)

2.3.3. Categories

In addition tolevels, researchers have accentuated some broad types of culture.

Maj umdar and Madan (1956)

mater i al i ntangi bl e, i mponder abl e

recogni ze two

parto

Majumdar and Madan,966, p.14) summarizes this idea by saying that culture is a

product of agrofacts (products of cultivation), artifacts (products of industry), socifacts

(social organization), and mentifacts (language, art, literature, etc.). Agrofacts and

artifacts belongo material culture, and are associated with the physical environment of

a certain community; they are used for sustaining and improving life conditions

whereassocifacts and mentifacts are part of social culture, which assists the creation of

the materibculture. Each community has a distinct form and use of material and social
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culture. People of various societies have different natures and environments, which are
marked by distinct utilization of natural and industrial products. These categories

interact, completing each other, to form heterogeneous but harmonized standards for

soci al behavior, actions, attitudes, et c.
wh a't has been said so far, we can deduce
the surface | evel of cul tur e, whil e ©6dsoc

within the shallow and deep levels.

There is a strong link between culture and learning; therefore, teachers and
learners alike must be aware of the aspects andraotssaforementioned. We argue
through this research, and via the instructional tools and practices we adbpt in
experiment, that a meaningful teachiegrning experience starts with awareness and
understanding of the concept of culture, its eleméewg]s, value, and role in shaping
human experience, cognition, and learning.

2.4. Language and Culture

Smith (1971) summari zes the I mportance
above all a linguistic activeaghhi mpdo A( @&.
Akin to this, Gee (2015) says that any teaching is essentially language teaching. When
we teach physics, we teach the language of physics, when we teach literature, we teach
the language of literature, and so on. This is even more evitdtfL classrooms,
where language is the means and end of teaching. Despite its importance, as a concept,
| anguage is taken for granted by EFL teac
the need to do so. Liddicoat and Scarino (2013) recoghiee fayers and views of

language:
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1) Language as a Structural SystemLanguage is seen as a set of structures that are
acquired through education. Here, Liddicoat and Scarino (2013) exiblaitgnguage

is defined by a set of formalized linguistics arsially literate norms. They claim that

this perspective creates a prestige of variety in language that is only spoken by the elite.
This i s where we create a standardized
authority which is not usually enjoyed bymstandardized and unwritten forms of

| anguage and they become prescriptions fo
cited in Liddicoat & Scarino, 2013, p.12). Any deviations from the prescribed standard

form of language are regarded as defectivkiaoorrect. This view is often attached to
language education, which is seen as the teaching of the correct use of language.

2) Language as a Communicative Systernhn addition to its structural nature, language

IS seen as a system used for communicatladdicoat and Scarino (2013) argue that

even though linguists defined language as a means of communication, they overlooked

the definition of communication itself. This view meets the first one in that
communication is considered a simple process ofyusaguistic structures (grammar)

to express thought.

3) Language as a Social PracticeCiting Carey (1989) Liddicoat and Scarino (2013,
p.13) say that ACommunication is not Sin
creative, cultural act in its ownight through which social groups constitute

t hemsel veso. For a successful | anguage cl
social practice that influences and is influenced by culture, society, history, beliefs, and

learning.
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Examining these viewsye can deduce that for effective teaching and meaningful
learning, teachers are required to establish a precise and comprehensive definition of
language. They need to have a deep understanding of the concepts they are to impart to
their students. For usaihguage as a means of communication is a set of structures that
are socially and culturally situated. Knowing or speaking a language is more than
knowing its grammar; it is using that system or structure to engage in social practices
effectively. Languagause and learning, then, is an engagement in and with social
practices (Kramsch, 1995). These social practices are immerasgeaific culture

Our research adopts a discourse analysis perspective, in which discourse is the
production of knowledge thrgin language; the latter being the medium of discourse
production and interpretation. There 1 s
(2015) calls O6social | anguages. ® Each spe
for a specific type ofliscourse, thereby for a specific language use. Linguistic structures
(grammar, diction, syntax, cohesion, etc.) of each discourse are shaped by those same
contexts compassing attributes like identity, belief systems, values, and social conduct.
This meanson the one hand, that each genre of discourse had a favorable form of
language (science Mé#erature vsreligion for instance). On the other hand, it signifies
that for each specific social environment and circumstance, we channel distinct
linguistic and nonlinguistic aspects of language use.

Various research highlights the link between culture and language in SLA, EFL,
and EFL contexts (Byram, 199 ramsch, 1989, 1998, and 1993; Kramsch & Zhu Hua,
2016; Lazar, 2001; and Liddicoat & Scarino, 2013 Meyer, 1991). These researchers

claim that thestudy of language is essentially the study of another culture, and that
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language learning cannot be decontextualized from culture since it shapes both language
acquisition and learning. For Bakhtin (1981), culture comes into being as we struggle
over, wih (negotiate), and through (navigate) language in linguistic events and practices
such as classrooms, readings, and conversations. For him, culture is a set of linguistic
experiences, where cultural constructs like literature play a key role.

Kramsch (208) notes that the focus of language teaching should not be on the
teaching of the linguistic code only, but also on the teaching of meaning. Meaning
according to discourse analysis is situated in sogltural contexts (Gee, 2001); it is

situated in socigractices. When children learn words, they tend to associate them with

di fferent t hings, situati ons, and a vari e
one or more salient features that coul d
These features are not fa random | i st of

to create a pattern that is significant for specific sacilbural groups. When children
become adults, in addition to these patterns of meaning, they could develoaeaptan
of those meanings. The latter are called cultural or discourse models.

While situated meanings refer to those we assign to words according to specific
contexts and experiences, cultural models embody the rationales behind the formation
of these spei fi ¢ significations. Gee (2001) de
theoriesd that are r-owlttewdr aln dgrheumps.aci Dicfe
cultural groups, ages, and genders have different explanatory theories about the same
wo r dGee, 2001, p.42). This theory highlights the link between language, context,

and culture. Different contexts call for different cultural models and situated meanings.
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| f we perceive |l anguagemaki agsandal npenpt
our EFL classrooms, then a mere study of grammar and vocabulary is not efficient.
Learners need to understand the link between culture, social practices, and language.
We need to raise their awareness about the interaction of these elements and their
effect on communication. Language mediates culture, and culture shapes language and
language learning; Kramsch, (1989) states that language symbolizes and expresses
cultural reality. Liddicoat (2009) summarizes the relation languagture
communication in FigureO7 Below. The figure demonstrates the aspects of
communication where culture and language are most and least apparent (observable or
salient). It represents thetérsection between culture and language in communication.
Liddicoat, however, emphasizes that regardless of the surface level appearance both
language and culture are equally involved and integrated in communication, that is
meaning creation and interpaébn.
Figure 07

Points of articulation between culture and language in communication: Liddicoat

(2009, p.3)

Culture “ » Language

most apparent most apparent
World Spoken/ Norms of Norms of linguistic

knowledge  written genres  Pragmatic norms interaction form

Culture as Culture in Culture in the Culture in the Culture in linguistic
context general text meaning of positioning of and paralinguistic

structure utterances units of language structures

In this view, culture takes different positions and forms influencing

communication and interacting with language:
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1) Culture ascontext Culture is a frame in which meaning is conveyed and interpreted,;

it consists of the knowledge speakers have about how the world works and how this
knowledge is represented and comprehended in communicative acts (shared world
knowledge).

2) Culture in Text Structure: Like any other part of language texts are cultural
activities. Kramsch (1993) specifies that communicating through speaking or writing is
an act of encoding and interpreting culture. Culture defines the purpose, genre, and
format of texts.

3) Culture in Pragmatic Norms: Perhaps the effect of culture on pragmatic norms is
more explicit in intercultural communication. When two people from different cultural

backgrounds communicate, we can see the distinct pragmatic rules and norms of

different aspects such as tone, body language, politeness, etc. Here the effect of culture

on language is more discernible.
4) Culture and Linguistic Form: Wierzbicka (1979) as cited in Liddicoat (2009, p.12)
says that fdfevery | an gclure gcertam mdrlo \deiv,easertaimn |
phil osophy. 06 Communication is achieved
elements that are culturally contextualized. Lexicon, morphology, syntax, and semantics
are embedded in soecmultural practices. Althouglanguage has its universal shared
part among all humanity (universal grammar), each speech community has its own
culturespecific ways of naming, word formation, sentence structure, etc.

The link between culture and language cannot be overlooked.|&sraoms

need to emphasize it to enhance communication and learning. Indeed, culture lies at the

heart of EFL classrooms in general, and literature classrooms in particular. These classes
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represent multicultural contexts, in which the native culture eotigtinteracts with

the target culture. Our research suggests that teaching literature in EFL classrooms
should start by raising students6 awarene
and juxtapose them with those of the target culture to reakaing more meaningful

and effective. Learners should be able to recognize, iderstiigd compare their
worldviews with those represented in literary works to grow more competent, tolerant,

and resilient. In this study, culture is a process of learnatiger than an external
knowledge to be acquired. Teaching literature has to include teaching cultural and

intercultural competence.

2.5. Intercultural Competence: On the Relationship between Communication and
Culture

There are various andistinct views on cultural competence, its definition,
development, and place in higher education. Although the term may seem resistant to
definitions, examining the concept of culture marks the basis for understanding cultural
competence. Davis (2020) dtedstas fAa jJourney and a pat hw
competent i n wor king wi t h, and bet ween,
(p.15). He adds that central to achieving this competence is the recognition and respect
for cultural diversity.

Intercdtural competence which derives from cultural competence is defined by
Meyer (1991, p . 138) as nNnthe ability of
manner when confronted with actions, attitudes, and expectations of representatives of
foreigncultues. 0 When people are involved in co

bring their background knowledge, view of the world, experiences, and identities into
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the process of meaning encoding and inter
in literature classes), we may reject, assimilate, accommodate, tolerate, understand, or
contend with the text based on those elements. Intercultural competence can be seen as
the ability to balance the factors of 0t
those of &éthe otherdéd to reach comprehensi

Gerfanova and Mikhailova (2019) state that having intercultural competence
entails having a solid understanding of ¢
we can connect the cultural elements embodiedifferent cultural contexts. Bennet
(1993) highlights that it underlines the ability to overcome ethnocentrism and be more
open to diversity and multiculturalism. Kramsch and McCorGatlet (1992 as cited
in Atay et al., 2008) claim that teaching intdtatal competence helps include
comparisons between the | earnerds own cL
learners to develop a reflective attitude to the culture and civilization of their own
countries.

Our literature classes need to assist leanin becoming interculturally
competent and sensitive. They need to Dbe
through the eyes of 6the othero, and comj
(1997) proposed a model of cultural communicative cderpe that encompasses three
factors, attitudes, knowledge, and skills as shown in Figbed@v.

Attitudes, Byram clarifies, concern those we hold toward people who are
perceived as different in terms of cultural meanings, beliefs, and behaspectshat
are often tacit and i mplicit i n oneds soO

7

Ot he otheré may include stereotypes and
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does not mean that one should have positive prejudice. It rather means the

conmuni cator has attitudes of curiosity, C
and judgment wi t h respect to others' m e
Awillingness to suspend beliefdo (p.24)

examinethem from the viewpoint of the other. Other important attitudes are the
readiness to question, interest in discovery, and willingness to engage with the other.
Figure 08

Factors of Intercultural Communication: Byram (1993, p.34)

Skills
interpret and relate
(savoir comprerndre)

Knowledge Education Avttitudes
of self and other; political education relativising
of interaction: critical cultural selft
individual and avwareness wvaluing other
societal (Ssavoir sengaser) (Scavoir Erre))
(savoir etre)
Skills
discowver and/or
interact

(scavoir
cpprrrerndresfaire)

Knowledge here can be categorized into two broad types, 1) knowledge about
onedbs own culture and the target cul tur e
interaction at individual and societal levels. The first one, Byram stresses, though less
refined s always present in this sort of communication, while the second is learned
systematically and is vital for successful intercultural communication. Through
socialization and formal education, we acquire these types of knowledge, which
constitute our social national, or ethnic identities (which in turn shape our
communication) . This sort of declarative

the processes of interaction has to be supplemented with procedural knowledge of how
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to act in specific situatits and contexts. Knowledge includes aspects such as historical
and contemporary relationships between on
means of achieving contact with interlocutors from another country, the national
memory of one's own cmtry, the national definitions of geographical space in one's

own country and how these are perceived from the perspective of other countries,
institutions, perceptions, customs, etc. (p.51)

The skills of interpreting and drawing on existing knowledge essential for
successful intercultural communication. Individuals draw on the knowledge acquired
through formal education, as well as, informal means, to make sense of texts of other
cultures. The comprehension of texts is reliant upon one's capa@ssimilate their
pre-existing knowledge regarding both 'the self' and 'the other' in the process of
interpreting and comprehending the text, while simultaneously addressing any potential
malfunctions and incongruities that may arise. An interculturaliypetent individual
can mediate between conflicting interpretations of a certain phenomenon. Discovery is
anot her skil/ I n this view. 't refers to
as an understanding of the beliefs, meanings, and lkawhich are inherent in
particular phenomena, whether documents

The discussion above alludes to the connection between communication and
culture. The latter provides the tools through which we pursue, encode, and decode
meaningpand convey our understanding to other
i ntricate matr i x othattakestplace ancsocialnegviroaneents, a | €
reflecting peoplebs views and relationsh

p.10). Commauication dwells in sociocultural settings and is governed by the social and
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physical contexts in which it occur s; [

invariably contextual o (Gay, 2000, p.79).
Samovar and Porter (1991) claim that everything @& say, attend to, ignore,

consider, or talk about is influenced by culture, and in,tghapes our culture;

communication, then, is cultural. For them, a successful teacher understands and accepts

studentsd cul tur al c¢ o mrhthase stylastaie misundenstgod e s .
or overlooked, studentsdé facademic perfo
communicative mismatcho (p.78). | f t each

students, they iV have the poweio shapdhe future of thos students.

Successful communication stems from an understanding of culture. Since
cultures differ, communication rules, norms, practices, and behaviors differ as well. Our
EFL literature classrooms present an intercultural, multicultural, and pluwralisti
environment, where the | earnersod6 and teac
between the teacher and learners, or between them and the literary works are embedded
within cultural and linguistic practices. As teachers, we need to apprehend th
Atenaciousod reciprocity between culture,

2.6. Culture in EFL Literature Classrooms: A Synthesis

Evaluating and connecting the views above, we could synthesize the scheme in
Figure 09 describing the way we perceive culture in EFL literature classrooms. The
centrality of culture in literature is incontestable and cannot be disregarded. However,
there remains a dispute over what to teac
diterature as culture.d Our research prc

highlight the profundity of culture in literature, and instead of suggesting ways to teach
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culture, we offer ways to use culture to teach literature. Literary discowgesents and
investigates issues of race, ethnicity, appropriation, history, class, politics, social
practices, etc. which, if not handled appropriately in the classroom, can lead to cultural
shock. When used effectively, however, they enhance the leaeRpayience, help
learners build a growth mindset, and assist them in developing tolerance, resilience, and
congruence.

Figure 09

Culture in EFL Literature Classrooms

Language
The Native Culture / \ The Target Culture

—» Attitudes

Surface Culture (readiness to know the other, Surface Culture
(food, dress, music willingness to question, (food, dress, music,
architecture, clothes,|| tolerance, acceptance, opennesy architecture, clothes
stories, visible rituals curiosity, etc.) stories, visible rituals,
style, etc.) style, etc.)
L - |
Shallow Culture » Knowledge Shallow Culture
(politeness, courtesy]| (knowing the self and the other || (politeness, courtesy,
personal space, || history, beliefs, attitudes, norms personal space,
body language, the || customs, etc. knowing the norms|  body language, the
concept of interaction, knowledge of the concept
of time, etc.) three levels of culture, and the of time, etc.)
attributes of culture)

> Skills

Deep Culture (interpreting, inferring, Deep Culture
assumptions, beliefs discovering, drawing upon (assumptions, beliefs
spirituality, existing knowledge, comparing, spirituality,
worldview, decision handling contradictions, worldview, decision
making, concept mediating between conflicting making, concept
of self, individuality, | interpretations, analyzing, etc.) | of self, individuality,
community, etc.) community, etc.)

'\ Language /

Own Work.
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To promote high academic standards for all different learners, teachers ought to

i mpl ement an approach t hat medi at es aca
experience to make such content accessible, meaningful, and relevant (L-adson
Billings, 1995). Our pedagogical approach to teaching literature is culturally responsive.
This approach is achieved by ensuring that instructional tools, course design, and
classroom practc es ar e i nterconnected and founde
reference, background knowledge, and social experiences. To ensure the effectiveness
of our approach we establish the following points about how to treat culture in our
classrooms:

1) Culture is dynamic.The relationship between language and culture is always

changing through communication and interaction. Bakhtin (1981, p.293) says that

Al anguage | ies on the borderline between
literatureisad or derl i ne activity, and o6reader s ¢
obviously border crosserso, and that is

dheothelbthat we want to establish in our classrooms.

2) Teaching tolerance does not meamaking our learners passively accept the
content of literary worksOn the contrary, it is building the attitudes of questioning,
arguing, and debating cultural issues showing respect and understanding. We believe
that resistancesia vital aspect of readijn and interpreting literature, our class
encourages the spirit of resistance towards various components of literary works,
allowing the readers to voice their views, and promoting critical thinking.

3) We treat literature as discourse and discourse asupalliSarangi (1994, p.414)

7

argues that discourse can be setecnlturas a 0
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relationship because it Acreates, recreat
interaction. o We viewof ikhrowlrgdgeé szhbhautsea
culture, power relations, representations, identities, and social practices.
AHln EFL Il iterature classrooms, the | ear
with the target culture via language (linguistics forn@yr classes seek to model the
use of oneds attitudes, skills, anwde knowl
demonstrate ifrigure 9
2.7. Culture, Identity, and Literature : Bet ween Ot he Selfd an
We already established that when peocgdmmunicate, they bring their culture,
identity, and background knowledge into the process of interaction. When readers
interact with literary texts, they use resources of language,-soltioral experience,
schema, beliefs, and attitudes to encode emerpret meaning. These elements
constitute the basic attributes of identity. Identity is defined as being about

guestions of using the resources of history, language, and culture in the process of
becoming rather than being: not o6who we
what we might become, how we have been represented and how that bears on how we
might repesent ourselvesgHall, 1996, p.4)

|l dentity construction involves onebs ¢
age, class, sexual orientation, socioeconomic status, and history (Hoffman, 2004). These
aspects shape both our personal and social ieesnfi he first is how we see ourselves
as different from others, and the second is how we perceive ourselves as belonging to a
specific community shar i ngstalde, consistant, andt t r i
reliable sense of who one is and whadonst ands for i n the worl
10);it is a selfformed construction, where drives, beliefs, hopes, individual history, and

attitudes dynamically interact.
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Identity is about conveying to one another what sort of people we are, which
socid or ethnic group we belong to, Anwher e
guestions; or wher e our(DdFngaetllt 20@6sp.263).e i n
Even though identity is setfonstructed, it is always built in relation and comparisn
a specific social group. It encompasses both the meanings we attach to ourselves and
those tlatsociety imposes and prescribes forlosselson (1996) ay s, fAi dent i t )
we make of ourselves within a 8)domilagyt y t ha
Eliason (1996) notes that is what you say you are according to what they say you can
be. Our identities are based on our idiosyncratic aspects, as well as on the social roles
we assume in our communities.

Identities are dynamic and multffeted contingent upon the context in which
they are situated. Identity keeps changing as long as its attributes (language, history,
age, etc.) evolve. An individual does not have one single identity but can inhabit various
identities according to the comtein which he/she interacts (teacher identity, gender
identity, religious identity, mother identity, etc.). Different contexts call for different
identities to be displayed. Gee (2015) notes that identity is being recognized as a specific
person in a give context. This indicates that in each context, one or more salient
attributes of identity are more apparent and; therefore, more relevant to the
communicative act. Culture, despite this dynamicityjasstabilizing force in human
i feo ( Gayltgé&@ense pf cohtihyity td ligad therefore to the self.

The most powerful and observable attribute of all the identities we can enact is
language (Brumfit, 1995, Gee, 2015, Joseph, 2013, Norton, 2013).

Identity...is about belonging to a people, a place, a set of beliefs, and a way Of life.
the many ways in which such belonging is signified, what language a person speaks,
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and how he or she speaks it, rank among the most powerful, becauieraough
language that people and places are named, heritage and ancestry recorded and passed
on, and beliefs developed and ritualizgdseph2013, p.9)

It is through language that we enact, display, represent, construct, and negotiate our
identities n society. Language is central in identity construction, development, and
negotiation across various contexts. This leads us back to our language and literature
classrooms. Researchers like Bruner (200&mbert et al. (1973), Noels, Pelletier, &
Vallerard (2000), and Wenger (1998) stress the link between identity and language
learning, especially in EFL classrooms. When students engage in learning a new
language with its inherent cultural facets, they might experience changes in their
identities leadingd a possible conflict, similarly, language proficiency is influenced by
identity attributes such as beliefs, attitudes, social backgrounds, and ethnic orientations,
religion.

Gee defines discourse as fda <character
(201 1, p.30) . That I's both | earnerso disc:
language, social conduct, and identities, which is why we cannot ignore, exclude, or
gross over identity in our EFL classrooms. In our research, we use an approach that
teath e s t hrough | earner so cul tur al frames
attitudes, and beliefs, which are basic components of their identities. The study does not
address a specific type of identity per se (cultural, social, personal, religious, gender,
etc.), but rather incorporates some of the general attributes of all these types into the

teaching process. We set up a class, wher

features, and those of 60t he otherd as emkt
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2.8. Culture and Cognition

The approach we designed borrows techniques and principles from neuro and
cognitive sciences to teach o6with the bra
is a strong link between culture, language, learning, and cognit@nbrain is social
and cultural; learning happens in specific sociocultural environmehiish determines
to a great extent the various aspects of learning. Bruner (1996, p.4) points out that
though it is marma d e , It Abot h f or ms and mal
di stinctively human mind. o He s satihigdsin t h at
a cul tural setting and al ways dependent
Individual differences, then, can be partly (and not completely) attributed to the different
sources and opportunities different secidtural settings prade.

Resnick (1991) notes that all cognitive acts must be viewed as specific responses
to specific social and physical circumstances. These circumstances arespéife,
and to understand human development and learning, we need to understanceiie cont
in which our learners acquire their knowledge and language. We should examine and
i nvestigate the st ude n-{utwal angronment, iowhschi ps
they develop a specific worldview that shapes their cognition and learning. Often,
learners take these relations for granted; they do not reflect upon them, leading to a less
meaningful | earning experience. Our job a
the links between language, culture, and cognition, fostering reflemtidhe cultural
value systems that surround the learning experience.

Although early studies like that of Piaget (1954) claim that all children have

similar cognitive developmental stages, recent research such as Nisbett (2003),
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Saalbach and Imai (2007), Waan, Medin, and Ross (2007) detected both similarities

and differences in the patterns of cognitive organization. These studies examined

aspects such as naming, classifying objects as animate and inanimate, classifying

people, etc. There were apparentunal differences in the perception of objects and

people and their relationship to the world between Western and Eastern cultures.

Basterra et al. (2010) explain that the sociocultural contexts in which children learn a

language have a considerableimpactn t he nature of the | ang

by age four or five, particularly upon the ways children use language to interact with

others, to show what they know, or to exfg
Furthermore, Basterra reports the findings of Bovaer1§1996) and Choi (1997)

who investigated the early development of special semantic categories in children

growing in different cultures, with different languages. The study showed that children

classify spatial relationships differenttg talk about then. These differences were

found to be closely related to how the concept of space is used in different languages,

highlighting the effect of culture on cognition and language learning.

On the effect of culture on cognition, Greetz (1973 as cited in Kzithl, p.137)

exclaims

Rather than culture acting only to supplement, develop, and extend organically based
capacities logically and genetically prior to it, it would seem to be ingredient to those
capacities themselves. A cultureless human being woulshphp turn out to be not

an intrinsically talented though unfulfiled ape, but a wholly mindless and
consequently unworkable monstrosity.

This idea is supported by modern neuroscientific research which confirms that
culture fAcont ai nestal pragram that Wworks Vvintle gedes to leullddhe m
brain that underlies who you areodo (Quartz

the sources and tools necessary for the brain to learn; each society sets up cultural ways
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of knowing, being, and actinfor its members. This is what explains the cultural
differences in language learning, perception, prokehaing, and information
processing among distinct societies and communities. This is referred to as a cognitive
style, which is a design for a Iggyle set by society that becomes the preferred way in
which its members process information, act, and react. While learning styles indicate
the individually preferred orientations about the factibvat facilitate our learning,
cognitive styles denote ¢hintellectual aspects of learning styles, representing
Aculturally attuned ways of perceiving, o
et al., 2008, p.65). People belonging to the same community, same geographical space,
and sharing the same rebgi and similar social conduct, tend to develop simbat,

not identica) ways of speaking, acting, thinking, behaving, and profdeiving.

Ying Yi Hong (2009) proposesthe-soa |l | ed o6dynamic constru
focuses on At h evhidh gpeafimpieces oftchitural kngwiledge (lay
beliefs) become operative in guiding the
The model examines the influence of culture on meaning construction. Ying Yi specifies
four postulates for this modas follows:

a)i Phy si c al -mada ehvironmemts floster the relative prevalence of certain
knowl edge. 0O

b) This knowledge is shared among the members of the society through constant use as
common ground for communication, and transmission from one generation to another;
Athis process underpins the formation of
c) With constant and regular use ofghtnowledge, it resides in the minds of the

members of the society and beconfex hr oni c al |, estaldishiogéi s ©rieb | e O
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mi ndset through whi ch (g.4h @hiswshapes andl isfluedoes i v e
cognition and social behavior. This highlighte ttausal effect of culture on cognition
and learning. When individuals are exposed to two different cultures, they acquire the

shared knowledge of both cultures. When stimulated, these sets of knowledge get

activated affecting the individual s cogr
Ying Yi clarifies that the fAcausal pot
cognitive accessibility of the networks ¢

Culture both activates and provides access to background shared knowledggpinst sh

the cognitive styles of the members of the same community. This is significant to our
approach, which teaches to and through culture, where the latter is both a source and an
end of learning. We believe that the first step in becoming a culturalomsive
teacher is the understanding that our students are members of a community, where
culture plays a fundamental role in defining how they respond to each sdlgergor
interaction and language use), how they daing or social conduct), who tleare
(beingor identities), and how they learn.

It is important to note that saying that culture shapes human cognition does not
exclude individuality and subjectivity from the conversation. Language, discourse, and
communication are individual and sda&ts at the same time (Brown and Yule, 1983;
Chomsky, 1965; De Saussure, 1920; Gee 2011, 2001, and 2015; Fairclough, 1992,
Foucault, 1969)Language use, discourse production, and interpretation reflect both
individual and social conventional featurésterpretations of meaning, Bruner (1996)
explains, refl ect the i1 diosyncratic hist

canoni cal ways of constructing r dreel"i tyo
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but individuals are more than refleai® d their culture. Their individuality is what

enriches their culture; their specific distinct and unique ways of using their shared
cultural frames of reference empower culture in any society. This draws our attention to

the importance of celebrating@necognizing both similarities and differences among

our students. Culture actsasasodafo | | ect i v ethatguides tha coeatisnn € s s 6
of individual consciousness.

In Figure 10 we summarize the dynamics of culture, identity, language,
communication, and learning as we perceive and frame them for our study. The Figure
demonstrates how attributes of these constructs overlap and intersect, which makes it
impossible to separate them educational settings. Attributes of culture on the left
affect areas of learning on the right and vice versa. Identity at the bottom is shaped by,
made up of, and shaping constructs from both sides. Language at the top is the means
through which all elem#s interact and are displayed.

Figure 10

Culture, Language, ldentity, Communication, and Learning Dynamics

Age Language Cognition
Gender (roles) Thinking
Beliefs Speaking
Social Norms Writing
Ethnicity > Creation
Social class Learning
Sociceconomic Communication
Status Processing
Family Analysis
tustoms &Tradition Discussion
Education Interpretation
Social practice Identity Inference
Etc. Etc.
Own Work.
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Part Two: Cultural Responsiveness

This part presents culturally responsive pedagogy, explains the philosophy
behind it, and defines its main goals and objectives. It sheds light on the theory and
practice of cultural responsiveness, with an emphasis on the aspects most pertinent to
our regarch aims.

2.9. Culturally Responsive Teaching: Brief History and Definitions

To reach a comprehensive understanding of culturally responsive pedagogy, we
have to look at it through a historical lens, examining the reasons behind its
development. Reseadrers refer to cultural responsiveness differentlgultural
relevance, appropriateness, congruence, or compatibtiityindicate a teaching
pedagogy that wuses fAthe cultur al knowl edg
performance styles of atltally diverse students to make learning encounters more
relevant to and effective for themo (Gay,

Inspired by principles of social justice and multiculturalism, culturally
responsive pedagogy (CRP) was designed to help underachievingtstoideolor in
the USA by incorporating their racial and cultural identities into course design and
practice. Culturally responsive teaching (CRT) recognizes the importance of integrating
students' cultural references in all aspects of learning, and agggrduilding
instructional tools and practices that are culturally relevant to all students. Ladson
Billings (1994, p.20) defines CRT as a pe
socially and politically [because it uses] cultural referentsmpairt knowledge skills
and attitudes. o It is based on the idea |

upon studentsd cultur al stances, and bui
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empower their learning. Gay (2000, p.29) adds that ithe=ssio and throughthe
strengths of these students. It is culturalyidating and affirming o

CRT was grounded on several observational studies of AfAca@rican
children, who were struggling in American schools, and often underachieving. It was
made pular by Gloria Ladson Billings, who introduced the term in the early 1990s
building on earlier anthropology works, which sought to develop ways to mediate
bet ween the | earnersdé home culture and s
appropriatene$sMohatt and Erickson (1981, Cultural Congruence as cited in Billings,
1995), Cazden and Leggettl981), Erickson and Mohatt (1982, Cultural
Responsiveness as cited in Billings, 1995), Irvine (1990, Cultural Synchronization); and
Vogt, Jordan, and Thar1987, and cultural compatibility). These researchers have
observed that teaching ethnically divers
synchronization.d | n her book nABlack Stu
explains that the lack of ttural respondence or sync between teachers and learners is
more evident in:

instructional situations in which teachers misinterpret, denigrate, and dismiss black
studentsé | anguage, nonverbal cues, phys
approachesand worldview. When teachers and students are out of sync, they clash

and confront each other, both consciously and unconsciously, in matters concerning
proxemics (use of interpersonal distance), paralanguage (behaviors accompanying
speech, such as voitene and pitch and speech rate and length), andedzal

behavior (gesture, facial expression, eye gaze). When black students are in sync with
their teachers and school, and no cultural contradictions appear to exist, these children

can be expected to Imeore Eurocentric than Afrocentric in their behavior, attitudes,
language, style, and use of standard English and language. (p.3)

Due to such issues surrounding African American students in particular, and ethnically
diverse students in general, advocateSRT proposed a form of teaching that engages

learners whose experiences and cultures are traditionally excluded from mainstream
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settings a humani zing pedagogyo t hat respec
experiences and realities into educadibpractices (Bartolome, 1994, p.173).

According to Billings (1995) CRP ought to help students: 1) accomplish
academic success, 2) achieve cul tur al (
consciousness through which they challenge the status quo ofrtreeunt s oci all
(p.160). The forenamed researchers concluded through various observational studies
that learners tend to perform best in settings that build on their cultural frames of
reference, and promote their racial and ethnic identities; leamminmpre meaningful
when it is established on O6the familiar.
are:

0 Assuming the success of students, holding high expectations for all of them;
U Promoting a growtimindset;

U Making the learners the owners oéthown learning;

U Assisting students in developing intercultural competence;

U Promoting their cultural identities;

U Developing their critical cultural consciousness.

The culture in CRT is perceiwmadki agoiw
(Hanley andNoblit, 2009, p.5). Culture supplies teachers and students with the basic

background knowledge needed for learning. Gay (2000) argues that it lies at the heart

of whatlwé do in the name of education, whether that is curriculum, instruction,

administra i o n , or performance assessmento (p.
used in CRT classrooms to empower -l earn
achievement s. The | atter are not seen a
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essences, butrgjular learning experiences. To create a CRT classroom, teachers need
to recogni ze, respect, and integrate the
cultural frames of reference into their teaching practices. Curriculum design,
instructional tots, and classroom practices should be based orrepearched
knowledge about the students (Gay,2000, Hammond, 2015).

CRP also stresses other aspects such as funding, administration, and policy
making arguing that they need to be reformed to eliminatgalsopolitical, and
economic inequities and inequalities (Anyon, 1997; Gay, 2000; Nieto, 1998). Th
pedagogy has been used for the last three decades in different settings around the USA
and other countries to teach various subjects (mathematics, physics, natural science,
geography, history, psychology, etc.). It has proved to be effective in allctlistegnas
due to its flexibility. From our extensive readings about cultural responsiveness, we do
not perceive it as a limited method or approach that provides teachers with basic sets of
techniques to follow, but as a philosophy of teaching. CRT candiffieeent forms
according to the needs of the classroom. Although it was mainly developed to help
students of color in the USA, the premise of the pedagogy meets our understanding of
the importance of culture in EFL classrooms, where our students Gheaithe6
through the various subjects taught without an adequate comprehension of the
importance of culture in shaping both their identities and learning.

We agree with CRTO6s claim that good te
place, people, timand context. Gay (2000) emphasizes that good teaching is culturally
based and determined since it is not the same for all ethnic groups, genders, ages, social

groups, et c. (p.22) Teachers should be a
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preferaces, and cognition are socially and culturally bound. The sociocultural

environment in which students grow is a deterministic factor in their learning and

achievements, and without a clear and holistic understanding of the link between
culture, identityand learning, learners could never reach their full potential.

CRT adopts an interdisciplinary philosophy. It incorporates brain research,
sociccultural theories, social justice theories, multiculturalism, and cultural studies to
reach the maximum benebf education. It seeks to create classrooms with equality and
equity, where students have equal opportunities for success according to their
intellectual capabilities, personal and cultural strengths, and prior accomplishments.
Cultural responsivenesad | s f or the celebration, val i d
identities, cultural socialization, and personal experiences, to reverse achievement
trends and empower studentsdé | earning (Ga
and Pai and Adler,dD1).

2.10. Culturally Responsive Classrooms: Goals and Practices

Extensive research on CRT over the last three decades has estatgiatad
principles for the creation of culturally responsive teaching. Although CRT pioneers
and promoters give teaaisdhe freedom to choose what best suits their classrooms from
a variety of tools, techniques, approaches, and tasks, they instruct a set of characteristics
for the development of CRT classrooms. We have examined and analyzed the literature
regarding theseharacteristics from Banks (2001), Banks and Banks (2019), Billings
(1995, 1998, 2001, & 2010 ), Gay (2000 & 2010), Ginsberg and Wlodkowski (2009),
Hammond (2015), Hanley and Noblit (2009), Hollied Mora-Flores (2012), Irvin

(2002), Irvin and Armento2002), Krasnoff (2016), Ralabate and Nelson (2017), and
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Shade et al. (2008), and summarized them as described below. For successful culturally
responsive classrooms, teachers need to:
1) Incorporate Culture: In CRT culture is used to promote ethnic andural identities
and support studentsd | earning. | t Il ncor
background knowledge into classroom instruction and practices. Culture and identity
are used aassets where classroom practices affirm and validategste nt s 6 i dent
and personal socicultural experiences. CRT asks teachersxalicitly teach culture,
and educate learners about racial identity and their links to learning. Prior to tedaching
and through cultureteachers are required to reflecttbeir cultural lenses and biases.

A CRT teacher recognizes and understands his/her cultural frames of reference
and their potential effects on instructional design and deemimking. For Spindler
and Spindler (1982, as cited in Hammond, 2045, 55) , |l earning abo
cultureor O maki ng t h-esfdrmora challeaging than fearmng abdut a
di fferent new culture, that is Omaking t|
that teachers have to map their cultural poatthe three levels of culture, identifying
the sources of their meankmgaking and interpretation. Teachers, then, have to widen
their perspectives and their O6interpreta
openness and tolerance towards othi@rsur context, teachers need to understand that
despite sharing similar cultural attributes with their students, they still differ greatly, and
significantly, affecting behavior, actions, attitudes, and learning.
2) Research the Classroom and Student&ay (200 2, p . 106) <cite
statement AWe candt teach what we donot

both of student populations and subject matter. Culturally responsive educators base
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their curriculum design, content, and materialpreresearched knowledge about the
background of their students. The kind of knowledge needed surpasses the awareness
or respect of other ethnic groups, or the cultural backgrounds of the students, to include
the particularities and details about howsiiaethnic groups or students act and react
based on their culture. This, Gay (2002)
and stimulating for, representative of,
(p.107). CRT requires teachers to use finst sessions to get to know their students.
Teachers could use questionnaires, archival data, interviews, focus groups, etc. to collect
necessary information about aspects |ike
achievements, skills, commication styles, and socmultural backgrounds. The
information is going to inform course design and instructional decisions.

3) Build Learning Community : CRT advises teachers to encourage collaborative
learning, where students work together to reachlsg@nd solve problems. The
community of I earning functions as Gay (
within which members are responsible for assisting each other through the task,
ensuring that everyone contributes. CRT celebrates the indiljdaogéach member of

these communities; the needs of each member are not neglected, instead, they are
faddressed within the context of group fu
iI's necessary for the pr oc e senttiesfwhiphisemeot i ng
of the main aims of CRT. The abelisted researchers annotate that CRT educators are
aware of the possible conflicts between
attitudes, and beliefs; therefore, they spell out several ljuedeo create a communal

collaborative learning environment. We compile below the most important ones.
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a) Setting a Welcoming EnvironmentStudents should feel comfortable in the
classroom (use of colors, comfortable physical arrangements, lightingl, sia.).

b) Building Rapport Teachers, as the leaders of this community, nebe toarm,
supportive, personable, patient, understanding, enthusiastic, and flekitdg need to
exhibit firm, consistent, at the same time loving control. CRT calls &anging
classroom control and management between warmth and firmness. Teachers need to
show some flexibility, yet stay on task and finish their work. Building a good
relationship with learners based on trust, respect, and understanding is the first step i
building the community.

c)Validation and Affirmation Teacher s need to validate a
concepts. Learners need to feel that they are capable of completing tasks, accomplishing
things, and reaching goals. Affirmation is the acknowleelgmt of st udent so
both verbally and through actions. It is about building trust, through showcasing care,
similarity of interestsconcern andcompetenceStudents create a stronger bond with
teachers who share similar likes, dislikes, hoblinetefs, etc. They are more likely to
connect with teachers who show concern and respect for their personal experiences.
More importantly, they tend to trust the teachers démonstrate competendkey put
faith in teachers who seem more knowledgeabtk @apable of helping them when
needed. Teachers must validate students?o
achievements, to enhance their confidence and boost their motivation. Validation is the
explicit recogniti on nucfstruggies, effertstarsd&trepgths. s o n a

d) Promote CollectivityTeachers in CRT stress collectivity rather than individuality.

This is not to say individuality is excluded from the equation of CRT, but teaching has
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been promoting unhealthy competition andividualistic success stories for a long
time, ignoring the collective and social nature of human civilizations throughout history.
Collectivecollaborative learning does not minimize or undermine individual
capabilities but amplifies them. Neurosciemm®ves that when the brain does not
experience a sense of community, it thinks that it is in danger, which hinders learning
(Gopnik et al, 2000; Hanson, 2013; and Zull, 2002). Collective work and cooperation
foster the creation of healthy relationshipghe classroom, which is vital for learning
according to CRT.

4) Promote Active Learning (AL): Hanson and Moser (2003) note that active learning
encompasses a set of techniques and activities that engage and involve students in
collecting,analyzing, and interpreting data by working in small groups to brainstorm
and solve problems. CRT seeks to allow learners to make personal connections with the
content; therefore, utilizes active learning activities to fully engage the learners with the
ma er i al i nstead of passively | istening
reciprocal questioning, (students exchange questions with their peers and teacher),
comprehension questions (summarize the content in your own words, recall the
information using your own words, etc.), the muddiest point (students identify the most
challenging confusing or difficult part of the lesson), debates, and peer tutoring. In CRT
classrooms active learning (PBL) is often supported by prbgstd learning. The

latter is a studententered method based on probisoiving activities, where students

learn through projects, and about project managerfieathers should assign projects

inrelationtoreawor | d or c¢cl assroom i ssues typ empo

critical thinking, and problersolving.
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5) Make use of SociaEmotional Learning (SEL): For Jagers et al. (2019, p.1SEL

i s the process whereby we acquire and e mj
develop healthy identities, manage emotions and achieve personal and collective goals,
feel and show empathy for others, establish and maintain supportive relgso@std

make responsible and caring decisionso (
attitudes as the components necessary for intercultural communicative competence we
discussed earlier). To develop SEL competencies, students should be given more
opportunities to participate in the classroom, guided through modeling, instruction, and
positive corrective feedback, armk accepted and appreciated in the classroom by
teachers and peers. SEL includes five core competencies according to Prodigy (2022):

a) Self Awareness students need to recognize their emotions and thoughts, and
understand their effect on their strengths and weaknesses. To develop this asset, teachers
engage students in reflective metacognitive activities.

b) Selfmanagement students shdd be assisted in regulating their thoughts,
emotions, and behaviors, and managing their stress and anxieties. To do this, teachers
can integrate writing diaries and narratives to express thoughts and emotions. Setting
small achievable goals could alsonmize stress.

c) Social awarenessTeachi ng should cultivate | ear
norms, empathy, and sympathy with others.
in the teaching process, and juxtaposing them with the target culturaltamce their
social awareness.

d) Relationship skills Students need to learn how to maintain meaningful

relationships inside and outside the classroom through cooperative work.

123



e) Responsible decisiemakingg t eacher s ought t oaboutar get
moral and ethical issues, and aid them in making respectful choices and accepting the
consequences of their decisions.

To foster these competencies, CRT endorses the explicit teaching of the various
aspects mentioned, supporting it with activitidse |ldebates, interest presentations,
journaling, etc. However, community building seems to play the most substantial role
in shaping these competencies.

6) Model tasks, activities, and skills Borrowed from the sociocultural approach to
teaching, CRT necegates scaffoldingthe act of breaking the content into small
manageable units, where the teacher guides and leads the students in processing new
information through modeling and demonstration. The teacher demonstrates how to
solve problems, do tasks,saer questions, outline answers, etc.

7) Define Clear Objectives:One of the pillars of CRP is defining clear, feasible goals

for each course, each activity, and each task. An instructional objective is a statement
that describes what the learner willdige to do after completing the instruction (Kibler

et al., 1974)Objectivesguide the development of assessment, instructional methods,
and content materials, enabling teachers and students to work together towards a
common goal. One of the main reasamsy teaching fails is the lack of focused,
achievable goals. While some may fall into the trap of setting unattainable or general
goals, others may entirely disregard this substantial step. Deciding on the specific aims
and objectives of teaching is not aasy task; therefore, teachers need to break their
content into smaller parts or units, denoting the skills to be improved, the type of

knowledge to be transmitted, and the number of problems to be solved for each unit.

124



Not only do they need objectivesrfeach unit, but for each task, activity, project, or
technique they introduce in their classrooms. The objectives could be used to crosscheck
the outcome of every lessoa form of diagnosis. They guide the teaching process and
keep teacherand learnerdocused. These objectives have to be disseminated at the
onset of each lesson to inform students about the desirable knowledge, skills, or attitudes
to be gained from their learning.

8) Build and Make Use of Brain Power One of the most intriguing principles of CRT

IS its incorporation of brain research. It requests teachers to equip themselves with the
necessary knowledge about how the brain works and to consider that when designing
course content, or choosing instructibmaols. Understanding how information is
processed and stored, how neural connections are made, what hinders the brain from
effective learning, and what triggers emotions, facilitates the learning process and
makes teaching more effective. Furthermorechers should comprehend the link
between culture and the brain as explained in the first chapter and the first part of this
chapter.

9) Assume Success and Build EquityCRT assumes the success of every student,
building equitable classrooms. Equity ro#her pivotal element of culturally responsive
classrooms. It refers to the principle of fairness. The term is often used interchangeably
with equality, yet equality can be seen as the outcome of equity (Baldanza, 2016). While
equality ensures that allustents get similar opportunities and chances for success,
similar attention, and access to resources and materials, equity means providing every
individual with what he/she needs for successeduaitable classrooms, instructors

recognize that students ledifferent levels of proficiency, abilities, skills, etc. and
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accordingly provide each with the necessary tools for success. Equity education is
learning environments that create fair and equal access for all stuadtmisg practices
and resourcestoespond to the studentdés individu
reducing the predictability of who succeeds and who fails. It is the elimination of the
expectednessf success or failure based on any social or cultural factor, or past
performances. Istarts with realizing that students do not start on equal footing and
might need distinct types of assistance. To reach equetghould:

a) Make the curriculum and content culturally sensitive and inclusive of the
st ud e n tcdtdral asttobatesp

b) Usea variety of material forms, activities, and tasks to meet the distinct learning
styles of students;

c) Facilitate learning by modeling and scaffolding;

d) Reduce prejudgments in the classroom;

e) Support different attitudes, accept and validate all forms of apptep
interaction with the teacher and material;

f) Use different forms of assessment to accommodate the different cognitive
abilities;

g) Within the learning community, promote independence and autonomy;

h) Enabl e various forms oflasssoorydent sdé cont

i) Be flexible in terms of teaching forms, content material, deadlines, etc.

J) Give students voice and choice. This last one is another principle in CRT.
10) Give Students Choice Another standpoint of CRT is including learners in

classroom decisiemaking. CRT researchers and educators claim that the main aim of
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CRP is to give learners ownership of their learning. It is a leamered approach

that seeks to nurture studentsd aut onomy
achieve this is bygiving learners choice. Teachers should find ways to incorporate
studentsd suggestions, preferences, and |
should be flexible, so as to envelop stuc
11) Build Resilience Masten, Best, and Garmezy (1990, p.425) define resilience as
the Acapacity for or outcome of successfu
circumstances. 0o It IS about the ability
academicCRT calls for assisting the learners to build resilience, which is not an innate
capability, but rather the result of a supportive environment (Benard, 2004). The
ultimate goal of cultural responsiveness is to prepare students for future learning. It is

to help themé6 | ear n how Tthoi sl esakrinlél cannot be su
resilience is cultivated. Benard (2004) identifies four main competencies for resiliency,
social competence, problesolving, autonomy, and sense of purpdse first involhes

the skills of communication (intercultural competence is relevant here), tolerance,
empathy, and the capacity to connect and establish ties with others. The second includes
skills like critical thinking, reflecting, observing, resourcefulness, planm@ng, mind
mapping. The third denotes the students?o
abilities to act upon those beliefs. The last one refers to having the intention to
accomplish, factoring in positive attitudes towards the future. If timeiples of CRP

are carefully amalgamatgithen theabovefour competencies can be easily targeted.
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2.11. 6rhe Ready for RigoroFramework
We stated in chapter one that despite being in the field of research for decades,
neuro and cognitive sciences still shy away from full integration in the field of
education, especially in the field of arts, literature, and humanities. When it comes to
highlighting the links between culture and the brain in education, even less research is
available. Hammond (2015, p.6) claims:

Too few education researchers, with the exception of Edmund Gordon, Yvette
Jackson, Carol Lee, Augusta Mann, A. Wade BoykinsaRdernande3heets, Aida

Walqui, Pedro Noguera, and the late Asa Hilliard, have explicitly focused on building
underserved studentsd cognitive resources

Hammondds work <corr espon bdrainbdsed research aadi m o
culture into the teachinparning process and complements the interdisciplinary
approach we propose to teach |l iterat4ure.

an interdisciplinary approach to demonstrate how culturalfyoresive teaching works.

She says it fnapproaches culturally respo
than a technical fixdo (p.8). It stresses
which are fnjust as i mpsousetd o get students tb peeformt e ¢ h |

at h i g h elhe franeewaoekl cennetts o areas of cultural responsiveness, 1)
awareness, 2) learning partnership, 3) information processing, and 4) community of
learners and learning environment. CRP is perceivedpesiagogy rooted in learning
theory and cognitive science. It can close the gap of achievement by building intellective
capacity. The framework is used to help teachers and educators move from theory to

practice, directing the students toward indepentamhing.
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Figure 11

Ready for Rigor Framework: Hammond (2015, p.17)

AWARENESS

- Understand the three laovels of
culture

- Recognize cultural archetypes of
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- Understand how the brain leams

- Aciknowiaedge the socio-political
context arcund race and language

- Know anmnd own your cultural leons

- Recognize your brairys triggers
arcund race and culture

- Broadeaen your intorpretation of
culturally and linguistically
divaerse students learning
behaviors

=

INFORMATION PROCESSING

Lé‘fb'a!kzx\

- Provide appropriate challenge in
order to stimulate brain growth to
increase inellective capacity

- Heaelp students process new contant
using mathods from oral traditions

- Connact Nnew content to culturallty
raelevant examples and maetaphors
from studeants” cormmunity and
aeveryday lives

- Provide students aausthentic
opportunities to process content

- Teach students cognitive routinaes
using the brain's natural learning
systams

- Use formative assassments and
feedback to increase intallective
capactiy

arnd independent
Learming

T about their learning movas
arnation
= P
= =
? Students are
= Ready for Rigor
=
=
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LEARNING PARTNERSHIPS

Reimagine the studant and teachaer
relatonship as a partnhership
Take responsibility to reducs
studants” social-emotional stress
from steoercsotype threat and
microagressions
Balanc= giving studants both care
and push
Halp studanits cultivate a positive
mindsaet and sons= of self-aofficacy
Support each student to taks greater
ownership for his leaming

- Give students language to talic

COMMUNITY OF LEARNERS
AND LEARNING ENVIRONMENT

- Create an ernwvironment that is
intaellectually and socially safe

for learning

Make space for student voice and
agoency

Build classroom culture and
learning arcund communal
(sociocultural) talk and task
structures

Use classroom rituals and routines
o support & culture of eaming
Usea principles of restorative
justice to Mmanage conflicts and
redirect negative behavior

2.11.1. Awareness

The first area of the framework is

awareness. A critical element of CRT is

cultural selfawarenessndconsciousnesraising for teachers (Gay, 200(llammond

(2015) notes that CRT teachers must nurture sadtiral and political consciousness.

Awareness here

his cultural frames of reference and sepdalitical positions, his studestod

encompasses

t he

cul

diversities, beliefs, and soemultural backgrounds, and the openness to diversity and

difference. Smith (1998 as cited in G&P00) suggests that careful saffalysis should

be undertaken by teachers, examining their beliefs about théomstap between

culture, cognition, and learning. Teachers need to determine and identify the cultural
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assumptions, values, and roots that shape their expectations, communications,

interpretations, and behaviors. Bowers & Flinders (1990, p. xi) notéitbae havi or

|l argely a matter of communi c atanalygisis n cu

essential for teachers to see and comprehend the effect of culture on their own and their

studentsdé behaviors, actions, and reactd.i
It helps educators minimize biases in the classroom, by engaging teachers in

reflective practices, examining and anal

and 6the other. o6 Skill ful teacher s, Br

C

\

C

reflective sance towards their-r practice. o0 To b

variousformsofselanal ysi s such as O0Cul tur,¥94), Ther a

0Teacher Perspective Frameworkod (Bennett
Gudykunstan&ki més (2003) pr dnteppeetatiorcfv ad Das ¢ oinp O

In addition to reflective selfnalysis, teachers can make use of various sources

to build awareness. In his book O6Becomi ng

(2017) sets fourlense f or cr i ti cal refl ection. The
make Dbetter instructional decisions, teachers need to know how students are
experiencing learning, how they perceive them, and what they think about classroom
practices. This might notebeasy to reach given the sensitivity of the teashatent
relationship, where the latter might fear vocalizing his/her honest views about the
teacher. Therefore, teachers need to implement various forms of classroom assessment
to detect these views andr ack the studentsd patterns

material. In CRT this could be easily achieved through building a learning partnership.
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The second |l ens is O0Coll eagues Percepti c
friend and colleager i s at the heart of being a ref
coll eagues unravels the shroud of si |l enc
Colleagues might open our eyes to alternative interpretations, evaluate our instructional
tools, or propos different perspectives and problesmiving techniques. Although

reflective thinking is a solo personal endeavor, collaboration could enrich the process.

The thirdlensi s 6 Per sonal Experience. 0

Although personal experience might be considered subjectvel
ungeneralizabl e, it I's the richest sour c
experiences of |l earning are relevant and
in school shapes his/her multiple identities, including teacher idendgntity
construction is the result of the interaction between the individual and his/ her society,
where school and education are central; looking back to our experience as learners can
help us explain our current teaching beliefs and assumptions.

Thef i nal l ens is O6Theory. 6 Teachers sh
research. Theory, Brookfield, says could express what teachers could not articulate. To
empower critical and cultural awareness, teachers should develop the habits of reading
and resexhing. This is twofold; on the one hand, it could aid in solving classroom
probl ems, answer teachersd questions abol
on the other hand, it could draw their attention to tacit hidden aspects that they could
notobserve.

Cultural awareness is a centerpiece of CRT. It is one of the salient aspects of

cultural responsiveness. Banks (204@gsses that linguistic and cultural awareness are
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vital for learners to live in a multicultural, multilingual, globally intenmected world.
Hammond (2015) believes that it starts with understanding the three levels of culture,
and the differences between individualistic and collectivist societies and cultures. This
step is necessary sinderoughitwe gain i nsight into our st
styles. Understanding the culture of a society guides us in choosing the best tools for
instruction (collective vs. individual work, competitive vs. collaborative tasks,
independent vs. interdependésdrning, etc.). Moreover, the area includes awareness
about how the brain learns and a holistic comprehension of the connection-culture
cognition. This subsumes the knowledge about things like attention triggers, memory,
and recall, information procesginthe effect of emotions on brain functions, neural
connections, and so forth. Choosing btliandly and compatible tools, tasks, and
activities could enhance brain power and learning (Churches 20 AT, Jenson, 1998).
2.11.2. Learning Partnership

CRT seeks to establish healthy, meaningful relationships between educators and
students. A culturally responsive and competent teacher builds a rapport of care, trust,
and support with his students. As explained before, students need to feel that their
teachers are competent, trustworthy, and caring. Teachers are required to demonstrate
warmth, respect, balanced firmness, and flexibility. Brookfield (2006) describes the
skillful teacher as someone who sustains a good relationship with his students. These
r ati onships are considered AdAthe affectdi
According to neuroscience, the brain feels safest when we feel connected to others.
When we find whom we trust, the brain releases the bonding hormone, which is proven

to facilitate learning (Zhuang et a2020). Hammond (2015) indicates that this area is
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made up of three components, rapport, alliance, and cognitive insight. The three form
the equationtapport + alliance = cognitive insight

Rapport is built through valation and affirmation practices described earlier.
Learning partnership iIs sustained by val
empowered through constant recognition and appreciation of their personhood, efforts,
and achievements. Alliance isanored in three main aspects, 1) a shared understanding
and agreement to address specific goals, 2) a shared understanding and agreement about
the requisite procedures, techniques, and tools to achieve the goals (teachers and
students have to be confidénh at t hese tool s will be ef f e
based on mut ual trust o, creating Aemoti on
for reaching the common goals (p.93).

Cognitive insight refers ttouddrt s eiamrt
|l earning processo (p.155). I n the process
aware of their cognitive and learning styles and moves, which is the first step towards
gaining ownership of their learning. Using formative assestsnand instructional
conversation | eads the teachers to a bet
weaknesses so that the learners can make adjustments to their learning moves, and
teachers can repair their instructional tools. Formative assessrttenprocess of using
simple tools to investigatéf the content has been learned, while instructional
conversation refers to classroom discourse/talk, wherein students talk about their
learning process and learning strategies. Such conversationstasthéuforms of

reflective critical practices. The partnership between teachers and students guides the
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latter in their journey to becoming critical, independent, and lifelong thinkers and
learners.
2.11.3. Information Processing

The ultimate amof CRT s t o assi st students to ol
them towards independence and autonomy, feeling like the leaders of their own
learning. Hammond (2015) calls for integrating bylaased research in classroom
instruction to maximize and widen studes 6 cogni ti ve abilities
this area depends on the teachersd knowl
Accordingly, teachers would choose and design material and tasks that are compatible
with the brainbs i nthread mere is then cormectoe Brains | n g .
culture learning.
2.11.4. Community of Learners

CRT pushes collectiveollaborative learning to set a welcoming environment
for the social brain to function appropriately. In addition to the aforementioned
principles of community building, another core paramount technique is the
establishment of c¢classroom O6rituals and r
routines in the classroom, which might relate to the ethnic background of students to
reinforce their ense of belonging. These routines could be as simple as using music, a
speci fic type of greeting, a morning chat
|l earning. 0 We believe that any c-lasesofr oom
halits, routines, and practices that the teacher and his/her students follow regularly to
achieve their goals. We could think of them as classroom rules and norms, which bind

the teaching and learning processes and keep both teachers and learners oresack. Th
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rules elevate the students6é sense of orga
combined with clear feasible objectives, will function as brain triggers and stimulators
al ways directing the student sGhap@rt3twent i on
specify the routines we assembled for our literature classroom.
212 O6The Need for Storyd6: Connect.

Humans have a basic need for story; human experience is constructed and
transmitted through narratives. We haseplained in chapter one how narrative
precedes language development, writing and speaking, and how the brain is wired for
the formation and interpretation of stories. Human civilizations, accomplishments,
successes, and failures are preserved in stonbgh construct history. Stories
constitute a basic part of human conduct; they are the representations of human
experiences located within specific secidtural contextsStorytelling is a way to
transfer a culture's beliefs, customs, religion, deetsnphs, and explanations from
generation to generation, embodying both individual and collective experiences (De
Fina and Schiffrin, 2007; Dyson & Genishi, 1994,).

Storylines are intertwined with the -cultural beliefs, social experiences,
perceptions, andiews of the world of a specific speech community. They both create
and are created through culture. Personal and collective stories are the means through
which we construct, enact, and negotiate our identities. Dyson and Genishi (1994, p.4)
say:

Stories are an important tool for proclaiming ourselves as cultural beings. In
narratives, our voices echo those of others in the sociocultural world what those others
think is worth commenting grand how they judge the effectiveness of told stories.
That is, weevidence cultural membership both through our ways of crafting stories
and in the very content of our tales.
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Through narratives in general, and storytelling in particular, individuals and
communities represent themselves highlighting how they differ as individuals and
communities from others. Storytelling is considered by De Fina (2003, as cited in De

FinaandSlkei f f r i n, 2007, p.5) as Athe | ocus of

of identity. o Individuals use stories to
use personal stories to develop uettivgue, d
identities.® Being a universal asset of

intercultural communication; it makes one of the most adequate vehicles of culture,
ideology, and power.

Individuals in any community are engaged in a constardcess of
identification, which refers to the systematic establishment of similarities and
differences between individuals, collectivities, and between individuals and
collectivities (Jenkis, 2008). This process is vital for the socialization and préserva
of distinct societiesd heritage and ci vi
and collectivities are distinguished in their relations with other individuals and
collectivitieso (Jenkins 1996, hgwevdr)is Hal |
more about exclusion and differences, than about similarities and inclusions. lIdentities
are formed always through differences be
narrative plays a key role.

The discussion above makes literaturessds an idyllic environment for identity
construction, negotiation, and development. In literature, the art of storytelling merges
with culture, emotions, and cognition to create an ideal setting for intercultural

communication a type of interaction neceary for the process of identification.
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Through teaching I|literature, we could fo
and O6the other 6, empowering studentsd s o0C
and tolerance.

Choosing literature in ouresearch stems from our belief in the power of
storytelling in the formation of identity, which influences learning and cognition. Our
research proposes an interdisciplinary approach to teaching literature, with the aim of
enhancing st ud emesss @romatingl thew rcwdtdral idemidies,eand
empowering their cognition. In EFL classrooms, where students might struggle to
digest and apprehend a load of linguistic and cultural input, literature class enables the
students to meet, examine, compatetounder st and, and appreci
culture, which is crucial both for language learning (which is the learning of how other
cultures think, speak, and act), and identity formation.

Literature classsseem like favorable settings for CRTplamentation. Figure
12 presents the interdisciplinary approach we designed for our class. Adopting the
Ready for Rigor framework, we incorporated techniques and activities from cognitive
sciences, sociocultural approaches, discourse analysis, RRT, antb @Rdount for
the complexity of teaching literature, where language, culture, identity, emotions, and
experience converge. The activities and lesson plans are described in detail in Chapter

3.
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Figure 12
The Interdisciplinary Approach tdeaching Literature
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Conclusion

The chapter critically examined research on culture from anthropological, sociological,
and linguistic perspectives. It provided various views on the definitions, levels, features,
and classifications of cultur&jghlighting its link to language, cognition, identity, and
communication which are central assets in EFL literatureeddsstroducedCRT, an
approach that teaches to and through culture, explaining its premise and objectives, and
emphasizing the principles we adopt in our study. The chapter ends with a

demonstration of how we incorporate the reviewed research into our teaching.
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Chapter:3

Methodology



Introduction
This chapter is devoted to the description of the research methodology chosen to
reach the research aim, test the hypotheses, and answer the research questions. It
outlines the research philosophy, strategy, tools, and data analysis procedures, describes
the treatment, and finally pinpoints the limitations of the methodology and the

techniques used by the researcher to minimize them.

3.1. Research Design

The research design is perceived as the road map for carrying out the research. It
includesidentifying a specific, precise problem and then building an action plan to solve
it. It starts with establishing feasible scientific objectives, and then determining the
approaches and techniques for data collection, selecting the key componentstaf, the da
implementing the approaches and experimental setups for data analysis, and finally
reporting the findings (Bairagi and Munot, 2019). Before explaining the research
design, it is essential to define our variables and remind the reader of the hypotheses
and research questions of this study.

Research variables are the constructs or particular properties in which the
researcher is interested (Cohen et al, 2007). The independent variable is one that causes
a certain outcome, a sort of stimulus to a certagponse, while the dependent one is
the outcome variable caused by the independent variable (the effect or respbakd).
(2014) says that I ndependent variables e
effect on other variables that are desatibsdependent variablés ( p. 28) . The
research project aims to test the effectiveness of using an interdisciplinary approach

(independent variable) in teaching literature in EFL classrooms (dependent variable). It
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is based on the null hypothesid@) that the approach does not have an effect on
teaching I|literature and studentshl) per fc
that using this approach improves the teaching of literature and; therefore, enhances
student sdé per f or eaehis mainly concerees with .highlightieg ar e s
causal relationship between the two variables. Because teaching is a complex,
multilayered phenomenon, we needed to test the effect of using the approach on various
aspects (tests, stedéesbsd ntempcéhensi @n c
use of a mixed method. The latter is a research framework where the researcher uses
both quantitative and qualitative approaches and methods to collect and analyze data.
The following part details all the aspeofsthe research design.
3.1.1. Research Paradigm and Philosophy

According to Cohen et al. (2007), the scientific research paradigm refers to a
wide structure encompassing perception, beliefs, and awareness of different theories
and practices used to camut scientific research. Guba and Lincoln (2005) define a
research paradigm as a set of related beliefs/assumptions that underlie an approach to
research and its relationship to the world. The research paradigm is the philosophical
framework that our resmrch is based on. It indicates the specific pattern of
understanding according to which the theories and practices of this research project
operate.

Our experience in the EFL classrooms and action research informed our decision
to base our project on aemged paradigm between positivism and constructivism to
account for the complexity of EFL literature classes. Positivism relies on an objective

view of reality. It tends to investigate the existence of a relationship between two
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variables based on a pedablished hypothesis, using quantitative statistical data
analysis. It is associated with surveys and experimental and-epxmsimental

research. These forms of research assume that a causal relationship between two
variables can exist and that such latienship can be investigated objectively through

i ndependent measures (Gukauskas et al ., 2
to investigate the causal relationship between the approach we developed and teaching
literature, using a ongroup preéstposttest design, where the students were tested
before and after using the approach. The data is statistically presented, described, and
interpreted using SPSS.

In constructivism, utilizing qualitative methods, the researcher seeks to
understand and interpret the meaning attached to a specific action (looking for the why).
Phaki ti (2014, pp. 43, 44) relaivise Sancethati t cor
realities are multiple and existn peopl eds minds. 0 These r ¢
i ndi vidual obser ver s, subgaivsepositiothatattggmats adi g r
t o know things or find a real ity ar e
Constrictivism adopts nomxperimental research procedures that do not rely on the
manipulation of variables. It is often associated with prolonged fieldwork techniques
such as participant observation and interviews.

We relied on this paradigm to present, dixs and interpret the data gathered
from the teacherso6 interviews and our cl &
various aspects related to the process of teaching literature through the interdisciplinary
approach which cannot be describedistatt i cal | 'y, such as stude.]

responses, participation, interaction with material, etc. By merging the two
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philosophies, we could draw links between the results gained from the qualitative and
quantitative data (tests, interviews, obsérvao n , teaching di ary
guestionnaires).

3.12. Research Type

This research is deductive in nature; deductive research is scientifidroleta
research. It starts from an established hypothesis with the aim of testing a theory
Ander son et al . (2020) note that deduct i
propost i ons to be tested, which are derived
used to test the evidence against these propositions (hypotheses). In this approach, the
researcher can establish the strength and significance of the relationship betveen th
variables. It allows the researcher to identify the adequacy and weaknesses of the theory
proposed, and even suggest modifications for future use. In our case, the deductive
approach permitted us to highlight the causal relationship between the research
variables; at the same time, it enabled the piloting and trial of various teaching strategies
and techniques, where we documented the degree of effectiveness of each.

Based on the merged research paradigm, and the deductive approach, our study
utilizes a mixed method. Thetla er Ai nvol ves trying to for
sets of assumptions about the nature of
used to describe research that makes use of both data types (quantitative and qualitative)
inaway thatenabldashe i nsights to be mutually 111 u
182). This research design has a major advantage for our research, which is

triangulation.
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Triangulation is the process of using data from different sources to-ciussk
the findings, ® add credibility to the main conclusions of the reseéaunders, Lewis,
and Thornhill, 2019). Quantitative data helped us demonstrate the causal relationship
between the variables, wherehsqualitativeonesfacilitated our comprehension of the
reasms behind such causal associasioBupplementing the test results with data
coll ected from classroom observation, t h
and the students6é metacognitive question
the rdationship between our two variables and offered us answers to why certain things

happened in certain ways during the treatment.

3.13. Research Strategy

Prior to choosing our research methodology, we needed to check whether our
choice conforms to the rearch paradigm and philosophy upon which our investigation
is based. Experimental methods seemed the most appropriate strategies for our research
project. AExperi mental research is tradit
which attempts todentify those variables capable of human control and to manipulate
them in order to achieve changeso (Phakit
we can test whether our hypothesis is supported by empirical data in a strictly controlled
environment These methods according to researchers like Reichardt (2019), Phakiti
(2014), and Cohen, Manion, and Morrison (2007), are among the most suitable methods
and widely used in educational settings, specifically language learning contexts. All
experimental dsigns follow the steps below:

1. Problem formulation;

2. Hypothesis formulation;
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3. Preparing the experimental design by identifying: a) the variables, b) the type of
relationship investigated, c) the research environment or context, d) the material
used in thereatment, and e) data collection and analysis tools;

4. Conducting the experiment;

5. Analysis of the effect of the independent variable on the dependent variable post
treatment;

6. Validation of the findings with statistical and scientific description.

This research opted for a ofggouppretestposttest design instead of a true
experimental method. The owggeouppretestposttest method is either classified as
guastexperimental or prexperimentallt involves three steps: (1) administering a
pretest ¥1) measuring the dependent variable; (2) applying the experimental treatment
(X) to the subjects using the independent variable; and (3) administering a p¥&jtest (
measuring the dependent variable again. In this design, only one group of participants
is expesed to a treatment (no control group). The value of the dependent variable is
calculated prior to and post the treatment; participants are tested before and after the
intervention, where the effect of the treatment is estimated as the difference betveen th
pretest and pogest observations (differences attributed to the application of the

experimental treatment are evaluated by c

(Y1) >X) > (Y2)

This design was adopted because we could not achieve complete true
experiments mainlgue toethical considerations. A true experimental research design
randomly assigns participants into control and experimental groups. Ary et al. (2010)

stress that in dypical school situation, researchers cannot disrupt schedules nor
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reorganize classes to accommodate a researchtbatdypligates using groups already
organized into classes or other preexisting intact groups. Randomization of the
participants in educinal settings, particularly in classrooms, is not easily achievable
which is why most educational research is crgxpierimental.

In fact, the researcher was assigned all Fedr students in the department,
who were arranged and divided into two greupccording to their cards and
subscription serial numbers. Using randomization and a control group indicates that
only the experimental group receives a treatment assumed to have a positive effect on
their learning and performance in tests. As the teagsponsible for all the students
in the third year, we could not use an approach we believed could improve the
participantsd | earning with one group on|
(2019) on ethical considerations of true experimeays:s

teachers and educational researchers should in particular seek to avoid doing anything
that i1s |ikely to harm those they are w
experiments, potential harm is likely to be limited to subjecting studentsg@ctuetrs)

to conditions where teaching may be leésaive, and perhaps demotivating. This

may happen in experimental treatments with genuine innovations (given the nature of
research). It can also potentially occur in control conditions if students lgectsd

to teaching inputs of lowaectiveness when better alternatives were available. This

may be judged only a modest level of harm, ibgiiven that the whole purpose of
experiments to test teaching innovations is to facilitate improvements in teaching
edectivenes$ this possibility should be taken seriously. (p 26)

Moreover, this design is similar to action research where the tessearcher

seeks to find innovative teaching techni
enhance their performances, and address
methodand techniqgues. Ever since we compl e

our Ma program, we have always adopted the philosophy behind action research, which
enables teachers to investigate and solve problems in their classrooms, always keeping
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them updatd and posted about the new approaches, theories, and techniques in the field
of education. The ongrouppretestposttest design is the closest plan to action
research, which is always feasible and accessible to teachers.

3.14. Time Horizon

The researcHollows a longitudinal time horizon, where data is collected at
different points in time throughout the experiment. According to Me(i®€ll), in
longitudinal research data are collected for two or more distinct periods (implying the
notion of repeated easurementsjhe subjects or cases analyzed are the same, or at
least comparable, from one period to the next. The analysis involves some comparison
of data between or among periods. Although longitudinal studies are observational in
n at ueaxperimentalresearch involving a prand postest can be classified as a
longitudinal study because it contains temporal measuring points dpdepos! o
Jennings (2005).

Research of this type needs a significant period of time for the treatment to
confirm the ausal relationship between our two variables. Marek (2008) citing
Stockwell and Hubbard (2014) and Clark and Surge (1991) stresses that short
experimental interventions do not account for the novelty effect, in which the newness
of being research parti@pts or of using a certain new approach, technique, or
procedure leads to temporary increases in performance. It is determined that it requires
eight weeks for the novelty factor to drop to a minimal level (20% of a Standard
Deviation for more than eighteeks, which is < 1% of the variance). Therefore, only

interventions that last eight weeks or more can be considered effective and may be
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generalizable (Chwo, Marek, and Wu, 2016). Accordingly, our treatment lasted fourteen
successive weeks; a detailed dggon is provided in the upcoming sections.
3.15. Sampling Strategy

The participants of the study are thirty thyrdar students in the English division
in the Department dforeign lLanguages at the University of Zian Achor, Djelfa. The
population of he participants is a total of 92 students divided by the administration into
two groups of 46 members. As a consequence of the safety measures taken by the
Ministry of Higher Education during the pandemic (2&®1), followed by the
mini sterdosonswonegubadaént sé attendance, ou
a crisis in attendance. The department recorded a sustained increase in unauthorized
absences; a huge number of students have been chronically absent simply because our
system allows this nowdnfortunately, only 48 students of the population attended the
classes, from which our sample was drawn. The research is based epralvaiility
convenience sampling technique, where the sample includes the participants who are
the most accessible tbe researcher. In our case, the sample includes those students
who have been present in all sessions, completed all the projects, responded to all the
guestionnaires, and read all four books. Out of the whole population, only 30 students
met all the coditions. It is important to note, again, that all the population received the
same treatment.

The sample consists of 30 female students, aged between 18 and 27. All the
students shared the same academic experience of learning literature in their previous
academic years. After examining their previous test scores in Literature, we have

noticed that there is a variety of scores (check Chapter 4). The tests in the first and
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second years did not take the form of essay questions, instead, students hadrto answe
direct questions or write short paragraphs about specific aspects.

Cohen et al. (2007@mphasize that to give greater reliability and enable more
sophisticated statistics to be used, the larger the sample, the better. The
representativeness of the sdenis measured against the number of participants in the
entire population. They add that the number 30 of participants is held as the minimum
of cases for researchers that enables the use of statistical tests, which is vital in
experimental and quantitate met hods. Convenience sampl
group apart from itselfo (p 114), whi ch
population is a bit difficult; however, considering the specific circumstances of
attendance mentioned above, the samgieains substantial.

3.2. Data Collection Methods
In experimental educational research, using proper data collection tools is the key to a
successful investigation of the causal relationship between the dependent and
independent variables. EFL classrooms eomplex, let alone EFL literature classes
where culture, language, identity, and cognition converge. For an experiment in such
an educational setting to work, we needed to rely on both quantitative and qualitative
data collection tools to cover the v@us aspects of the teachilgarning process. Our
research plan was divided into two main stages or parts.

Il n the first phase, we started by col
previous performances in literature tests in their first and segmard (archival data ),

the approaches used by their previous t
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interview), and finally personal information about the stuslgbeist experiences with
reading and literature (Know You Questionnaire).

TheSecond phase consisted of conducting the experiment, that is the pretest, the
treatment, and the posttest. During the treatment, we relied mainly on an observation
checklist and a reflexive journal to coll
and understanding of the material. Additionally, we used a questionnaire that took the
form of metacognitiomr ef | ecti ve activities to check
material used and document their attitudes and challenges. It was necessartofor u
examine these aspects by the end of the intervention to measure the effect of the
techniques used. Through the questionnaire, we gathered some final thoughts regarding
the effectiveness of the interdisciplinary approach in enhancing the cultural and
cognitive role of literature. The following part provides a detailed description of all the
tools used.

3.2.1 Data Collection Tools for the First (preexperimental) Phase

This set of tools includes a students
int erview, supplemented by archival data o
and second years.
3211The First Studentsd Questionnaire

A guestionnaire is a research tool featuring a series of questions used to collect
useful information from given respondents. It can be used to collect both qualitative and
guantitative types of data and can feature various forms of questions such pemulti
choice questions, yes/no questions, epeded questions, Likert scale questions,

ranking questions, etc. When creating all the questionnaires in this research, we ensured
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that the questions asked, their order and their forms align with and seresélaech
objectives.

The preexperiment questionnaire is considered the first CRT tool used in this
experiment. CRT researchers and educators suggest that curriculum designs and course
outlines should be based on previousgoblected information about ostudents. We
needed to administer this questionnaire before commencing the experiment to have time
to analyze it and use the information elicited in the course and handout design. The
guestionnai Kaows Ywahee thée bubjects &nswered tthishort
questions linked to their past experiences with distinctive forms, genres, and types of
literary works. The purpose of the first ten questions was to help us collect the titles and
names of the participants6 fgavgemesitasd mo v i
characters to use as examples and illustrations in our handouts. The following five
guestions inquired about their dislikes concerning characters, movies, books, genre, etc.
which we needed when making the literary choices for our class.

Participants then had to answer ten At
aided the choice of activities and projects during the treatments, and finally participants
answered five opeanded questions in relation to their previous experiencesnatitre
classes. Our final objective was to knauetherthey had any challenges in literature,
and understood the value of literature classes. The questionnaire was created via google
forms and shared via email with the participants who had 24 hourswegait. Giving
them a significant time to answer the questionnaire is due to the nature and number of

guestions asked. These types of questions are reflective; they require the subjects to
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think about their past experiences. We wanted the answers tdl bieonghtout (check
Appendix 1).
321.2The Teachersod I nterview

The interview is a qualitative data collection instrument; it is a flexible tool that
enables multsensory channels to be used: verbal,-wemal, spoken, and heard.
Cannelland Kahn @68 as <cited in Cohen et al ., 2
person conversation initiated by the interviewer for the specific purpose of obtaining
researck el evant i nformation. o0 The questions
Nspecirfasedarbcyh objective of systematic de
We used a standardized opamded interview, where the wording and sequence of
guestions were prdetermined in advance. Both interviewees were asked the same
questions, in the sanwder. The interviewees were the two teachers of literature who
taught the participants in their first and second years.

The purpose of using the interview is to gather the necessary data concerning the
approaches, course outlines, and teaching obgsct¥the teachers. This was valuable
since it helped us decide on the scope and objectives of our course design. The following

guestions were asked:

=

. Do you follow a specific preletermined approach in your class?

N

If yes, what is the approach? Why did ydhoose this particular one?
3. If not, what are the techniques you use in your teaching?

4. Do you provide the students with a defined course outline?

5. Do you provide the students with lesson handouts? Why?

6. How many novels or short stories have your studentE?rééhich ones?
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7. What was the main focus of your class (literary theory and criticism, literary

analysis, literary movements, etc.)?

8. Describe your test forms.

Additionally, the teachers were asked to provide us with their course outlines. The
data gatheredf r om t he student so guestionnaire
supplemented by the archival data of the students' scores in literature in the previous
academic years, which all guided our treatment and test development.
3.2.2.Data Collection Tools forthe Second Phase

This set of tools includes the pretest, the posttest, classroom observation, and the
student sd metacognitive questionnaire.
3.2.2.1.The Pretest

The pretest observation Aprovides an
estimating the treatmenteffda 0 ( Rei char dt , 2019, p.101) .
the effect of the treatment, the pretest is used to indicate what would have happened if
the treatment had not been implemented. Based on the information gathered in the
theoretical part of the rearch about testing literature, the test was designed to reflect
the most common and standardized types of literature tests (see QbBEpt&ur
research calls for a systematic qgstablishment of a set of small objectives for every
single classroom prace; therefore, we started by identifying the specific areas we want
to assess. These areas would later constitute the main focus of our intervention.

Before experimenting, it was necessary to investigate our classroom. We found
out that during the previs academic year, the teacher of literature introduced the

students to some literary movements with a focus onqmishialism and realism. The
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students were familiar with theme analysis and plot elements, but not with concepts like
character analysis, ahacterization, plot types, point of view, symbols, motifs, tone,
mood, style, etc. We also observed that they do not make a difference between question
keywords like analyze, discuss, explain, and identify. Moreover, they do not possess
sufficient knowlede about the various types of textual evidence and illustration forms.
Therefore, our pr¢est focused mainly on theme analysis.

Still, it was not possible to start the experiment. We devoted the first three weeks
to reading and anaé § z b yexupédyifolominglaisccatled e Pr i
Otraditional met hoddéd. What we call &éthe
has been observed in three different classes of literature in the current department
between 2019 and 2022. Literaturelessont ook t he form of Ol ect |
imparts a load of information from literary criticism about a specific book without any
pre-given outline to follow. Students are asked to read a specific book before engaging
in a literary analysis chaptby chapter with their teacher, where they discover concepts
like themes, plot, and symbols, on the way. As a teaud@ered approach, in the
lecture mode, the teacher does not provide a clear course outline, theoretical background
about literary theorycriticism and analysis), or any instructional guidance on how to
write a literary analysis essay.

The pretest took the form of essay questions. Participants had to choose one of
three questions to answer; all questions focused on theme analysis ddiftesent
forms and different question keywords. The test assesses four main areas: language
(grammar and punctuation); unity (cohesion and coherence), analysis (literary

discussion, explanation, interpretation), and textual evidence (illustration}e3tis
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used to 1) determine the level of language proficiency, 2) assess their literary

interpretive, and analytical skills, 3) measure their ability to argue and support their

claims with the various forms of literary illustrations and textual evideficeheck

their familiarity with and mastery of literary criticism concepts, and 5) assess their essay

writing skills, which are vital for a good performance in literature tests (Appendix 2).

The assessment criteria are described in the table below (teBacare further

explained in the description of the treatment).

Table 03

Assessment Criteria

Aspect assessed

Weightage of Marks

Thesis Statement
Analysis

Textual Evidence
Grammar and Punctuation
Coherence

3.2.2.2.The Posttest

2 points
6 points
5 points
5 points
2 points

Reichardt (2019) explains that for the effect estimate of the treatment to make sense,

researchers need to use parallel forms of tests. When designing the posttest, we made

sure that both tests adhere tofiblowing guidelines provided by scientific researchers

1 The posttest must be equivalent to the pretest in the sense that the difficulty,

length, content coverage, scoring criteria, and procedures are consistent between

the two tests;

1 Tests may assefise same content, yet they need different wordings or forms to

reduce the testing effect as a confounding variable;

1 Pretreatment and posttreatment observations need not be operationally identical.
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The posttest took the form of essay questions as welests had to choose one
of three questions to develop. The test contained a question about point of view, one
about characterization techniques, and one about the link between characterization and
themes. The questions wePeejetdiated by 0 ac
We used different books for both tests simply because this research argues that the
approach suggested helps us teach our students the necessary skills to read and analyze
any book. The treatment did not focus on the analyseéssafigle book, movement, or
aspect of literary criticism. Rather, it worked on the development of the understanding
and mastery of the various elements of literary analysis that enable our students to read,
interpret, analyze, and write about literary wsrlksing their own cultural resources and
frames of reference (Appendix 3).

The posttest assessed the impact of the approach adopted on the same areas
specified before (language, analysis and discussion, illustration, interpretation, essay
writing skills, etc.). This research started from the assumption that by using it, we could
teach literature to fulfill its potential values and roles discussed in Chapter 1 which relate
to these areas of learning. The same scoring criteria were used for both tests.
3.2.2.3. Classroom Observation

Observation is a data collection tool that is used in both qualitative and
guantitative research. It is a systematic recording of behavior in a certain context. Ary
et al. (2010) note that it is one of the most appropriatedmsitable measurement
methods in classroom and educational research. Cohen et al. (2007) add that it offers
researchers the opportunity to gather 0

situations. o0 They say that ta bathered fronrs a ¢
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observations that is missing from interviews and questionnaires since the observed
behavior, incidents, and activities are less predictable.

The researcher adopted a o6participant
in the situaton). In this type of observation, the researcher is part of the social life of
participants in a particular environment. He/she documents and records what is
happening for research purposes. This is a convenient type to use in educational
experimental andjuasiexperimental designs because the teacher is the researcher
assessing the effect of a certain treatment on the subjects. This type is the most
appropriate one for the study since, as Cohen et al. (2007, p.404) explain, the researcher
stays with the articipants for a significant period of time recording what is happening,
while taking a role in that situation. o T

1. Reduce reactivity effects (the effects of the researcher on the researched,
changing the behavior of the latter);

2. See howevents evolve over time and catch the dynamics of situations, the
people, personalities, contexts, resources, roles, etc.

3. Examine the salient features of the situation that emerge and present themselves
to the teacher/researcher/ participant;

4. Form a holstic view of the interrelationships of factors of the situation;

5. Generate Athick descriptionso of socia

(Ary et al, 2010, Cohen et al, 2007, Anderson et al 2020)

Observations include both oral and visual datéfeEent researchers identify
distinctive sets of aspects to observe. On simple view is that of Moyles (2002) who

suggests that we record a) the physical and contextual setting of the observation, b) the
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participants (e.g. number, who they are, who comesgmes, what they do and what
are their roles), c) the time of day of the observation, d) the layout of the setting (e.g.
seating arrangements, arrangement of desks), e) the chronology of the events observed,
and f) any critical incidents that happenbdclassroom research, we observe aspects
like the process of activities used, participation, impressions, conversations,
interactions, behaviors, etc.

There are several instruments for participant observation; we usleechlist
(Figure and areflexive journal. Checklists are the simplest devices for classroom
observations. The checklist was divided i
the material taught (preparation of the handout, participation, asking questions,
commenting, etc.), studen®t compr ehensi on of the mat el
predicting, making inferences, paraphrasing, explaining, etc.), community building/
cooperative learning (cooperation, support, contribution to the group discussion,
appropriate turn taking, etc.), tulal awareness (eliaily cultural elements,
understanding cultural elements, tolerating cultural elements, etc.). These four areas
correspond to the four constructs of #AThe
the lesson plans. The teacher filled out the checklist at theokrehch session
documenting the presence and absence of verbal ardenioal behaviors and actions
detailed in the checkilist.

The observation was used to give a holistic view of these areas in the classroom,
while other instruments like the tesitadthe metacognitive questionngir@nd some
activities like the reading diaries, quizzes\d assignments were used to document

individual performances and learning skills of students.
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In addition, the researcher used a reflexive journal to compefmatany
deficiency in the observation checklist and analyze the written assignments, the
studentsd reading diaries, and pelictifgect s.
tools.Ref l exi vity, Annink (2016) sagsc¢chdérdph
presence in the research process, with th
(p.3) Reflexive journals or diaries contain critical analysis of the context or situation
studi ed; they are used to rsexpertise,valleg Ar e
assumptions, and emotions evoked by the
observing, questioning, critiquing, synth
kept us conscious of the details of our teaching througheuntervention which lasted
14 weeks. We used it to report the unpredictable, surprising actions, reactions, and
behaviors that occurred during the sesswhigh are not accounted for in the checklist,
and to report our reactions, thoughts, and fgsliabout how things went in each
session. It also documented the evaluation of the video pra@edsassignments
highlighting the difficulties we faced during the sessions. This information might be
valuable for future teachers who want to implement @GRiheir classrooms.
3.2.2.4.The Metacognitive Questionnaire

By the end of the intervention (the™8ession), the researcher administered a
guestionnaire of two parts (Appendix 5). The participants were handed the questionnaire
during one of the practice sessions (see the description of the treatment) and were given
around 20 minutes to complete ithe first part was a foupoint Likert scale
guestionnaire. A Likert scale is a rating scale used to measure opinions, attitudes, and/or

behaviors. This type of questionnaire provides four to seven possible answers to a
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statement or question that allows resgents to indicate their positite-negative
strength of agreement or strength of feeling regarding the question or statement
(Mcleod 2023). Researchers use it when seeking a greatezedefyjnuance than that
elicited from fiyes/ nodo questions.

We wused the scale to 1) explore the
document their general attitude towards the material used up to that point in time, and
3) engage the participants in a tawognitive practice. The latter gave them the
opportunity to reflect on their learning and identify the areas they were already
comfortable with, from those which needed more time and effort to be mastered. This
guestionnaire was both a data collectionl tosed to crossheck the results of the
observation and tests and a cognitive instructional tool, as well.

The first part of the questionnaire contained 40 areas of learning, and the
participants had to indicate the degree of difficulty they experteimogach. These areas
relate to the materials, activities, and skills involved in the teadharging process of
literature. The subjects were asked to use the 4 points scale as follows:
1= no difficulty
2=slight difficulty
3=moderate difficulty
4=greatdifficulty

The second part of the questionnaire was a seveitgariikert Scale of five
points, eight yes/no questions, and six multigd@ice questions. The Likert scale

guestion required the participants to indicate the degree to which they adrek7wit
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statements concerning the relations between literature, culture, identity, and language.
The 5 points scale was as follows:
1= Totally disagree
2=disagree
3=Neutral
4=Agree
5=Totally agree

The set of yes/no questions explored the participant®feedbout literature,
culture, and learning, while the MCQ part asked questions about the four books we read
NnThe Littl e Princeo, nPeter Pano, AnThe
appendix) This part of the questionnaire aimed to check whetheh@lRé&d enhance
the |Ilink between studentsd cul tural fr ame
language learning. It was to examine the extent to which the tools, activities, and
handouts used were effective in teaching literature, and unelexhid reinforce the
value of culture (you will find more details in the analysis of the questionnaire).

3.3. Data Analysis Procedures

Data analysis methods vary according to the type of data collected and the
instruments used for theollection. Our research makes use of both qualitative and
guantitative data and tools; therefore, we used both descriptive statistics and interpretive
methods of analysis. Analyzing data involves classification, categorization, order,
description, and imrpretation. Assimilating Miles and Hubberman (1994), Cohen et al
(2007), and Phakiti (2014) suggest tactics for generating and analyzing data we followed

the steps below:
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1 Counting frequencies of occurrence of ideas, themes, responses, behaviors, and
actions.
1 Noting patterns that result from repetition of the same responses, behaviors, and
themes.
1 Clustering, categorizing, and classifying the data.
1 Connecting data with tloey, hypothesis, and research questions
1 Constantly comparing data from the same participant, across participants, and
across tools (crosschecking the data from the various instruments)
1 Identifying the relations between the variables and noting any infagren
variable.
1 Noting causality between the variables and making inferences based on the
theoretical background, observation, and experience.
1 Providing statistical descriptions of the relationship between the variables
1 Providing both statistical and integpt i ve answers to the (1
Owhyd (what is the effect of the trea
certain ways during the treatment?
3.3.1Data Organization and Representation
Another important aspect of the analysis is the way weesept analysis. The
analysis is organized by tools following the order of implementation as described in this
chapter. The data elicited from each tool were classified differently:
1) Pre-and posttests Data were organized by individuals, where scores dfi eac
individual were displayed before and after the treatment. The reader can see the

change in the performance of each participant. However, the mean and standard

161



deviation of the scores of the whole group were measured to check the general
effect of the tratment on the whole sample. We provide the interpretation of
both individual and group scores.

2) The QuestionnairesDat a from t he metacognitive (!
Youd questionnaire were organized by
and simiar answers to be seen. In addition, all data related to a particular area
were presented together to allow the reader to check each area separately.

3) The Interview: Data were organized by theme; the detected patterns and themes
from the responses of eaclatber were reported and interpreted.

4) The Observation Data were represented by session. Data from each of the four
areas in the observation checklist were noted in each session, followed by
comments and interpretation, where we linked the obsedpebdvior to the
treatment and data from other tools. Data from the reflexive journal were
classified by themes.

Qualitative data from the observation and interveeva d dat a f r om t h
Youd quest presented in texé@nacaption ), while quantitative data from
the metacognitive questionnaires weabulated and graphed. The order of data
analysis wasby instrument; data from each research instrument was analyzed
separately, and then linked to the previous ones. Finally, a synthesis wasomade t
compare and crossheck data elicited from various tools. This deductive synthesis was
organizedby research questionsCohen et al. (2007) emphasize that the latter is a
usef ul way of organizing data Mnasxactt dr a

i ssue of concern to the researcher ;o it
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reader to the purpose of the research, an

(p.468)
3.3.2.Approachesto Data Analysis

Given the nature of the resrch and the paradigm adopted, we relied on
gualitative and quantitative approaches for data description and interpretation.
3.3.2.1.Approaches for Qualitative Data Analysis

Qualitative data analysis is deemed interpretive. Through it, we seek to
comprehend the phenomenon under study, synthesize information, explain
relationships, theorize about how and why these relationships appear as they do, and
finally, reconnect the newnowledge with what is already known (Ary et al, 20). To
analyze the qualitative data from the observation checklist, we used deductive coding,
where we started from a pestablished coding scheme (defined four areas, under each
area specified sets of lkahors, actions, and factors to be observed). We used
typological structural analysis, which is a classificatory process where we put data
into groups, subsets, or categories on the basis of the predetermined criterion (Cohen et
al. 2007). We followed theeriterion of the observation checklist, and structured
narratives about its content providing plausible explanations for the phenomena
observed, and linking them to the results of the tests and questionnaires. To analyze the
data from the reflexive journalve used inductive coding, a grouag approach where
we derived our codes from the data sets, allowing the narrative to emerge from the data
itself.

For the interview, we used a thematic content analysis, which enabled us to 1)

find common and contrastinpatterns across the data set, and 2) elicit the information
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necessary to develop a view on the past academic experiences of the learners in their
literature classes. We transcribed the data elicited from both teachers immediately after
collection, and tan we used analytical induction and constant comparison for
interpretation. Induction, here, is the process whereby we make generalizations based
on the connections and common elements between the various aspects investigated
(responses to questions, pmeseand absence of behaviors, interactions, etc.).

It is worth noting that for the detailed analysis of the assessment criteria of the
pre and postest we used descriptive and diagnostic analy$descriptive
analyticslooks at data statistically to tellhat happened in the past, whereas diagnostic
analyticstakes descriptive data a step further and explains why something happened in
the past. Since, the interpretive qualitative analysis is prone to the effects of biases, first
impressions, interests, @gda, perceptions, etc. they were backed up with quantitative
analysis.
3.3.2.2.Approaches for Quantitative Data Analysis

We used descriptive statistics to analyze the data from the tests and the
metacognitive questionnaire. The data were tabulatedyzathl and graphed using
SPSS &tatistical Package for the Social Sciences), a software package used for the
analysis of statistical dat®. h a k i t i (2014) notes that ndde:
basic characteristics of quantitative data (e.g. frecjesnaverage scores, most frequent
scores)o (p.164). We used descriptive st
tendency and variability.

The first measurement we undertook was central tendency measurement. We

depended on calculating the meamhjch is the average of data/scorkss the sum of
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all the scores in a distribution divided by the number of cases. The formula for the mean
is illustrated belowX4s the mean, X is the row scor@,is the sum of, and N is the

number of cases.

We used the formula to calculate the mean for the pre andgsbdor the sake of
compari son. Il n our <case, a bigger 6meanbd
the 6meand foquaeddtei dnrkeirrte ss,cawleer e each
value (point).

Table 04

Mean Ranges for Four Points Likert Scale

Likert Scale Description Likert Scale Points Likert Scale Interval /Range

No difficulty 1 0.991 1.00
Slight difficulty 2 1.00711.99
Moderate difficulty 3 2.992.00
Great difficulty 4 34

For the fourpoint Likert Scale means were interpreted according to the table
above If the mean, for example, ranges between 0.99 and 1, it means most participants
said they have ndifficulty doing the task described, and so on.

Table 05

Mean Ranges for Five Points Likert Scale

Likert Scale Description Likert Scale Points  Likert Scale Interval /Range

Strongly Disagree 1 1.00'1.88
Disagree 2 1.971 2.60
Neutral 3 2.6113.40
Agree 4 3.4114.20
Strongly Agree 5 4.2115.00
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For the fivepoint Likert Scale, the mean range is as presented in Tableod®
For example, if the mean ranges between 1.00 and 1.88, this means most subjects
strongly disagree with the statement given, and so fBdhthe Likert Scale, we also
used the O6modedé, which indicates the most

The £cond measurement was that of variability. We calculated the standard
deviation (SD), which idased on deviation scores that show the difference between a
raw score and the mean of the distribution. The formula for a deviation scoreXs
X« XIis the standard deviation, X is the raw score, #Ad the mean. We used this test
to compare the pre and pdsest; the larger the SD, the greater the variability in test
scores and the more spread or variation in our data.

The third statistical test condiedd was the pairedamplest-test This was
specifically used for the pre and posst comparison. A pairedampleg-testexamines
whether two mean scores from the same group of participants differ significantly
(Phakiti, 2014). This test is used to check the research hypothesis and answer the main
research question that seeks the determine the causal relationship between the
independent and dependent variables. ThHest indicates several important
measurements; we relied on:

1. Thep-value:lt gives the probability of observing the test results under the null
hypothesis. The lower thevalue, the lower the probability of t@ining a result

like the one that was observed by chance or if the null hypothesis was true.

Usually, the cutoff value for determining statistical significance is that of 0.05.

Thep-value needs to be less than 0.05, the smaller, the better for confthaing

alternative hypothesis.
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2. The confidence interval: it helps us assess the practical significance of our
results. We use it to determine whether the confidence interval includes values
that have practical significance for our situatig%n.95% confidencelevel
indicates that if you take 100 random samples from the population, you could
expect approximately 95 of the samples to produce intervals that contain the
population mean difference. This is important since it links our research results
to the wholegpopulation.

Paired Samplestests are based on the assumption that the data are normally
distributed. However, Mintab (2015) explains that one sample, two samples, paired
samples-tests, and ANOVA tests are robust to this assumption, meaning thatahey w
with nonnormal data as well as if the data were normal. Therefore, the normality test
was not considered in this study.

It is important to note that in addition to these forms of statistical tests, the simple
percentage was used to further illustriie results of Likert Scale questionnaires and
present responses to some of the AKnow

34. Validity and Reliability: Issues and Solutions
Any research design is deemed limited in terms of the reliability and validity of research
tools and results. A quasexperimental design, where no randomization is achieved,
comes with various threats to both validity and reliability. This part explains the two
concepts, identifies the threats caused by the choice of thgronppretestposttest

desgn, and lists the procedures adopted by the researcher to minimize these threats.
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3.4.1. Validity and Reliability: Definitions and Threats
Validity refers to the extent to which the scores from a measure represent the
variable they are intended to. @k i t i (2014, p . 85) defines

research findings, inferences, and interpretations are accurate, reasonable, and

supported by empirical data. o0 There are s
context of the treatment (thetirer vent i on) , we focus on O6i n
validitydé. The first is the most fundamer

to which the treatment is effective. The fewer confounding variables (factors that may
affect the resultef the tests other than the treatment) interference, the better the internal
validity of the study. Internal validity addresses the true causes of the findings of the
research. This means that if the treatment has this type of validity, Losh (2017) notes,
then there is a strong causal relationship between our variables. The second type
signifies the extent to which the results of the treatment are generalizable. Note that
generalizability of results is only possible if they are internally valid, which sake
external validity partly dependent on internal validity.

When speaking of the measurement tools used, we identify a) construct validity,
b) content validity, c) criterion validity, and d) face validithe construct validity of a
research instrument (tests, questionnaires, observation checklists, etc.) concerns the
extent to which the tool measures what it is intended to measure. A high construct
validity entails a high correlation for the same aspeittgbassessed via different tools,
and a low correlation for different aspects assessed via the same tool (Losh, 2017).
Content validity evaluates if a test or a tool represents the different aspects of the general

construct being measured. Criterion vadjidionditions that an instrument should have
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a strong relationship with other instruments that measure the same or similar construct,
for example, results from the tests and observation checklists should align if they
measure the same elements. The lgst,tyace validity, is used for considering how
appropriate the content of a particular test looks on the surface.

While validity concerns the accuracy of a measure, reliability concerns the
consistency of a measure. It indicates that the measuremennsyssed generate
similar results under similar conditions. To make a causal assessment, we need to have
stable and repeatable measures, i.e. reliable. Phakiti (2014) explains that in experimental
designs, a reliability estimate depends on a variety ofcés@eich as the mean, the
standard deviation of the scores of the tests, the number of test items or tasks, the level
of difficulty, etc. He adds that Reliability is not an inherent property of a measurement
tool, but rather, is contextependent (it is badeon where, when, and by whom it is
used). Reliability may signal validity, but it does not guarantee it. To measure
reliability, we can use a) testtest reliability, wherein participants take the same test
again after a while to ensure that the respiitthe test are not random, b) parallel form
reliability, wherewe administer different versions of an assessment tool that contain
items probing the same set of skills, knowledge base, and construaitercater
reliability, which assesses consistgmcross different observers, judges, or evaluators,
or d) internal reliability (consistency), which ensures that the various items measuring
the different constructs deliver consistent scores.

The type of validity and reliability mentioned were systecadiy handled
throughout the research. Being aware of the threats to internal validity and reliability,

the researcher used specific techniques to reduce the limitations of tigeoape
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pretestposttest design and ensure high validity and reliabilityodh the treatment and

the research instruments.

3.4.2. Threats to Validity and Reliability in the Current Study

As quasiexperimental research, where randomization is impossible for the

aforestated reasons, the study may face the subsequent threats:

1)

2)

3)

4)

5)

6)

History: any events that happen between the pre andi@ststhat are not part

of the treatment. This includes social, academic, personal, or collective
experiences that may have either positive or negative effects on the results of the
posttest. Our intervetion lasted 14 weeks, which makes the study prone to this
threat.

Maturation : Participants may grow older, wiser, smarter, more tolerant, etc. due
to maturation regardless of the intervention. History effects are external to the
participant, while maturain effects are internal to them.

Testing (instrumentation): Taking the pretest might affect the outcome of the
posttest because of familiarity with the form and assessment rubric.

Regression towards the mean (statistical regressianhis threat is causkeby

the selection of subjects based on extreme scores or characteristics.

Cyclical changeswhen the pretest is observed during one part of a cycle while
the posttest is observed during a different part.

Reactivity: This refers to the change in the papants' behaviors because they
know they are being observed. Thi s
where the subjects feel nervous about being observed or may fake good to appear

more interactive, more tolerant, smarter, etc. (Losh, 2017)
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3.4.3. Techniques for Strengthening Validity and Reliability in the Study

To increase the validity and reliability of the study, the researcher ensured
adequate quality for instrumentation, treatment action plan, data collection, data
analysis, angample size. Here, we summarize the procedures operated to minimize the
threats, improve the types of validity abdisted, and ensure high reliability of research
instruments.
3.4.3.1. Reliability

To assess and strengthen the reliability of our instrisnee usednterrater
reliability . The researcher asked a colleague (teacher of literature and civilization) to
correct the pre and pewdst to assess the consistency of measurement Tked.
interrater reliability was calculated using SPSS. The resudtslaownin the tables
below.
Table 06

Item Statistics of the Pretest (interrater reliability)

Std.
Mean Deviation N
Researcher  6.5333 2.41023 30
Rater2 7.3000 2.26518 30

Table 07

Intraclass Correlation Coefficient for the Pretest

Intraclass 95% Confidence Interval F Test with True Value O

Correlation® Lower Bound Upper BoundValue dfl df2 Sig
Single Measures .856 554 943 18.912 29 29 .000
Average Measure.923 713 971 18.912 29 29 .000
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Table 08

Item Statistics for the Posttest Interrater Reliability

Mean Std. Deviation N

Researcher 12.3667 2.86758 30
Rater2. 12.7167 2.89971 30
Table 09

Interclass Correlation Coefficient for tH®osttest

95% Confidence
Interval F Test with True Value O
Intraclass  Lower Upper
Correlation® Bound Bound Value dfl df2 Sig
Single Measures .973 919 989 94.744 29 29 .000
Average Measures .986° .958 994 94744 29 29 .000

As presented in the tables we can see that the means and standard deviations are
pretty close in number between the two raters. In addition, and most importantly, the
i nterclass correl ati onTh¢lICCiCyvalue betwieen@and s h i
1, where values below 0.5 indicate poor reliability, between 0.5 and 0.75 ateoder
reliability, between 0.75 and 0.9 good reliability, and any value above 0.9 indicates
excellent reliability.o (Bobak et al, 201
In addition, we usegiloting. The measurement tools were piloted twice once in
the academic year (2022920), and aother time in the academic year (262122). For
the tests, the forms and types of questions were tested using different literary works
(The Little Prince, White Nights, Pygmalion, Fahrenheit 451, and Animal Farm). The

details of the pilot study (2022022) are explained in a forthcoming section.
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3.4.3.2. Validity

A first step towards maximizing validity in research was ensuring reliability
which enhances external, internal, and construct validity; next, we tried to enhance types
of validity relevant to our research as follows:

a) Construct, Content, and Face Validity piloting the instruments was a vital
primary step to evaluate the extent to which our tests, questionnaires, interview, and
observation checklist assessed what theyewsupposed to assess. It aided the
documentation of how these instruments appealed to students of various classes.
Second, the use of triangulation empowered the correlation previously explained.

b) External Validity : This type of validity addresses ourilélp to generalize our
findings. The absence of randomization may lead to a low degree of generalizability,
however, in our specific context we compensated for it with what Losh (2017) calls
AMundane Realityo. L-expehmental rgsrch sffers dnd ttue w h a t
experimental research lacks is the representation of authertide@alvironments like
classrooms. Quagxperimental studies do not manipulate the environment and setting
wherein the treatment takes place, instead, they studyse#iiigs, in our case the
cl assr oom, which is i1 dentical to the 6mu
lives. Participants are not isolated from their Hidalexperiencesvhich makes it easier
to generalize the findings to similar populaticarsd contexts. In addition, interrater
reliability, instrumentation piloting, and construct validity aid in the generalizability of
the results since they emphasize a strong causal relationship between the dependent and

independent variables.
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c) Internal Validity: To maintain a high level of internal validity we had to
minimize the threats mentioned earlier as described below:
c.1. History and Maturation: To minimize confounding history and maturation
(external and internal) factors that might affect theuits of the treatment, it is
advised that the researcher collects the necessary background information about
the participant, and enquires about their sudden changes in behavior or attitude.
However, it is important to note here, that our research sedaksdrporate the
part i ci pailtutalsegperiences indeaching and learning literature. CRT
calls for i ntegrating | elaarnm@ precésstodent i
enhance their ownership of their learning. History and maturation are not
confounding factors, but are actually relevant variables in the research.
Participantsd social experiences, cul ti
valuable elements for the success of treatment. Besides one of the objectives of
the approach i® encourage a growth mindset, which is inevitably influenced by
history and maturation attributes. Therefore, we used observation checklists,
guestionnaires, reading diaries, and group discussions along the treatment to elicit
elements of history and maation that relate to learning.
c.2. Statistical RegressionThis happens when researchers study extreme groups.
All we had to do was make sure the division and classification of the participants
by the administration was not based on the level of pasfay, previous scores,
or any other parameter that may affect the treatment. The sample was selected

conveniently from 2 intact groups randomly classified by the administration. To
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further confirm the randomization, we collected archival data (previoussco

that showed a range of abilities in the sample (check Chapter 4).

c.3. Reactivity: To reduce the reactivity effect, we simply did not inform the
participants about the experiment. This is convenient since the researcher was the
teacher assigned to ttiyear literature classes by the administration. We made
sure never to take observation notes while teaching; all observation checklists were
filled after the students left the room.

c.4. Instrumentation: To reduce the effect of the pretest on the psstsults,

we used the same form but tested different constructs of literary analysis
concerning different literary works. Using CRT, we argue that the approach
enables us to teach the skills of literary analgsid reading literature regardless

of the &pect analyzed or the literary work read.

3.5. The Pilot Study

Quantitative positivist research requires piloting. A pilaiaaminttrial of data
collection, an execution of the procedures of an experimental treatment, and a testing of
ther esearch instruments to be used for rel]
out theirinstruments with a group of participants sharing similar characteristics to the
target participants of their study. This is a validation phase, through wiictientify
the feasibility and practicality of the research tools, the time, the resources needed, and
any design issues. Since | have been teachingybadliterature classes since 2018, it
was easy for me to pilot the research tools (observati@ryiatv, questionnaires, and

tests), as well as the activities and techniques used in the treatment.
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The pilot study took place during the academic year ZI2R, with all third
year students (201 students divided into three groups ofriare/studentand a group
of 54 students). However, only around 65 students attended regularly due to the
attendance policies discussed earlier in
4516 by Ray Bradbury, and O0Ani mal tikear moé
results of the pilot.
3.5.1. Research Instruments

We piloted the tests (forms), the observation checklist, the interview, and the
guestionnaires; accordingly, we made some modifications to improve the reliability of
our tools.

1 For the tests, we testdlde form in terms of face validity and construct validity,
and the assessment criteria suggested. The only change we considered is adding one
point to the weightage of marks of the thesis statement. This is due to the importance of
the statementinmappig | earner s6 answer s.

9 For the observation checklist, we added the two last elements in the first section,
the third element in the second section, and the first one in the fourth section. This is
mainly because we observed the presence of these behdwiorg the treatment and
wanted to further investigate them with the target participants.

1 The interview was senstructured at first; we changed it into a structured one
since we were able to identify the appropriate questions to elicit the information we
needed.

1 Questionnaires were the hardest tools to structure. Asking the right questions in

the right form was no easy task; therefor
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Youd questionnaire, we made i tsorselstaderitser , w
complained about its length. For the metacognitive questionnaire, statements starting
from 31 to 37 were added to the first part since we observed that most students struggled
with those areas.
3.5.2. The Activities and Techniques of the Tratment

One major addition to the activities used in the treatment was the video projects.
This decision was based on our observation of how attached the students were to their
phones and how impressed they were with apps and-soedil websites. | knethis
before the pilot study since | have taught these groups the years before, which was the
reason behind choosing Fahrenheit 4&ldystopian work that imagines a futuristic
world, where books are banned and everything is controlled by technology. iéigreo
we modified the length of two lessons (plot types, and characterization), and of course,
changed most examples on all the handout s
Youd questionnaire.

3.6. Description of the Treatment: Approach and Framewok

This research adopted the philosophy behind CRT to merge techniques and activities
from various relevant approaches to teac
learning experience. Such an interdisciplinary approach accounts forathois
elements that converge in the literature classroom.

Figure 13below illustrates the suggested method. According to it, we designed
our course outline, defined our objectives, selected the activities and techniques,

blueprinted the observation chdéisk and formatted the testSRT advocates the clear
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establishment of small, practical, and attainable objectives for each lesson plan, and
each area of teaching.
Figure 13

The Treatment Approach

Discourse
Analysis

Own Work.

To design our course, we relied on the interdisciplinary approach aljoek
incorporates objectives, strategies, and techniques €&T, cognitive approaches,
sociocultural approaches, discourse analysis, and RRT as displayed in Biglire 1
objectives are set to meet and cover the four areas of learning bddowo m fA Th e

Ready for Rigoro frameworrk described in t
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Figure 14

Framework for Course Design

Area of Objectives Techniques, procedures, and activities
Developmen
1. Explicit teaching of the three levels of culture
1. Highlight the link
between language 2. Metacognitive and reflective questions a
literature, culture, annacti vi ti es (questions
identity; cultural frames of reference, help them reflect
their experience, and link the literary work to t
2. Help learners identify real world);
their own cultural
~  frames of reference;  3.Classroom discussion (the class tatkesform of
gﬂ@ a book club where learners are encouraged to s
X 3. Rai se | communicate, and discuss their views about

Awareness

awareness about bra literary work always in relation to personal a
research (help ther collective sociecultural experience);
learn how to learn);

4. Intertextuality activities to help learners establ
4. Help learners identify links between literary works, literary works al
the link betweer scientific, philosophical, or artistic movements &
experience and learnin¢ theories, literary works and cinema, etc.)

5. Making the familiar
strange and thstrange
familiar  (introducing
and juxtaposing the se
and the other).

v,

4%

Learning
Partnership
(teacher
learner)

1. Validati on and Af f
1. Establish a health' identities, experiences, and learning throt
relationship between th continuous, constructive, and instant feedback;
teacher and learners; 2. Display of warmth and concern through wee
checkups and inquiry
2. Make the learner: and push;
feel comfortable anc 3. Manifestaion of flexibility (avoiding tight
safe in the classroom; schedul es and deadl i
suggestions, giving them choices)
3. Enhance 4. Display of similarity of interest in literary work:
communication betwee movies, animations, genre, etc.
t he | ear ne15 Demonstration of competence (always
teacher inside and prepared for | ear ne
outside the classroom. background information about each work, ¢
about , and solve | ear
4. Reach Equity necessary sources, and use a variety of activitit
6. Support inside and outi the classroom.
7. Provide equal chances for all the participants
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1. Build teachedlearner 1. Group work and projects;

®,
9 . o
.‘," and learnetearner 2. Classroom discussions;
w-*  rapport; 3. Peer tutoring and assessment (learners

2. Build a cult of encouraged to help each other inside and oul
Community learning for the the classroom).
of Learning classroom;

3. Establish positive

attitudes toward:

literature, each other,

and learning in general

1. Build a growth 1. Clearly defining the objectives of the coul
mindset; (each lesson, activity, assignment, and test);
2. Provide learners with a defined course outli
_r‘ 2. Help learners mak where they can follow the advancement of tt
{ ( use of their brain powel learning.;
cultural frames of 3. Scaffolding: Model the use of technigs,

Information - erences, ani questions, material, and activities before enga
Processing experience in learnin the students in them;
literary analysis; 4. Use of audievisual content and material both
instruction and assessment tools (audiobo
3. Ensure successfl print, handouts, videos, video projects, etc.);
information processing 5. Use of oral tradition and n@tive as instructior
memorization, anc tools;
retrieval. 6. Metacognitivereflective questions and activitie
to activate schema and link experience to learn
4 . Bui | d 7.Chunking, spaced repetition, and active reca
mindsets. empower memaory;
8. Continuous assessment, and -ssi$essment t
help learners identify their weaknesses &
strengths, and work on them;
9.Chall enge I earnersbo
Own Work.

To reach the goals stated above, we needed to verify and confirm that our
classroom is set for culturally responsieaching. As seen in Chapter 2, researchers
have listed various characteristics of a culturally responsive classroom, the lists and
classifications vary, yet fall under the same paradigm. We summarized the different
checklists and then developed one g&wes the aims of this stu@jgure 15 below)

It is an evaluative assessment tool for the material and classroom practices. The

handouts and lesson plans had to cohere with the checklist.
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Figure 15

The

Resear cher 6 s CHResporsiVeiClagsrodmo r a

[fo J Organization
—t—

The teacher designealid handouts;

Plannedime for practice;

Plannecactivities according to the level of students;

Plannepr oj ects to reflect student g
Preestimatedime for eachinformation unit (yet, instructional time is
flexible);

Usedmeaningful and frequent assessment to inform instruction, and h
learners monitor their learning;

Orderedessons logically;

Setclear objectives for each lesson and information unit.

(Accessto resources is equitable)

=  Content

Materialis based on previous assessment information;

The lessonreflects the integration of cultural content, Culture is tat
explicitly;

Theconteni s | i nked to studentsod cult
Examplesare relevant to the students;

Examplesare varied;

The contenis appropriate to the level of students;

The contensupports the range of abilities of students;

The contendemonstrated comamd of the subject matter.

T .

The teacher stated the objectives of the lesson;
Providedopening or introduction to the lesson;
Pacedhe lesson appropriately;

Presentetopics in a logical sequence;
Relatednformation to previous material;
Summarizeanajor points in the lesson;
Definedunfamiliar concepts and varied explanations;
Usedrelevant examples;

Usedmultiple sensory formats and resources;

Asked questions andnswerest udent s questions
Emphasizedkey points and important ideas;
ManagedTime.
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‘\ Interaction

1\
The teacheused inclusive warm language;
Encourageds t udent s o i nteraction
participation;
Listenedcar ef ully to studentsd quest

studentsd questions;

Validatedand affirmed their experiences;
Allowed discussion among students;
Demonstrate@ctive collaboration.

Waited sufficient time for students to answer, Responded appropriatg

Demonstratedespect for stuehts, their level, questions, and interactions

@ Studentso6 Learning
L

The studentdemonstrated command of the subject matter of the lesso
Askedpertinent questions to the lesson material;

Usedand understood oral and written language;

Answeredguestions, commented, elaborated, added, and questioned;
Incorporatedheir sqiema and experience in the learning process;
Were ableo recall, and use previously learned aspects;

Usedlearned information to complete the assignments;
Studentdnteracted constructively.

Own Work.

3.6. Description of the Treatment: Techniques and Activities

The treatment lasted fourteen weeks; fifteen sessions were administered

including lessons and practi(®0 to 120 mins for each sessiofhe focus of the course

was literary analysis. The teacher introduced the basic conceptsrafy analysis,

explained the strategies of analyzing each, and the techniques of writing literary analysis

essays about each. The course outline included a general introductory lesson that

familiarized the learners with these basic concepts, thenqaedeto teach each one

separately. The elements taught were themes, plot elements and types, point of view,

and character types and characterization. Symbols, motifs, tone, character motivation,

and allusion were taught as well, not in separate lessonwijtbin andwith regardto
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the other elements, depending on the work studied. The relation between the literary
works and their contexts (historical, autobiographical, cultural, philosophical, etc.) was
emphasized along the way.

The teacher made threepgs of handouts. Lesson handouts contained aspects
like definitions, types, categories, examples, and sample texts from various literary
works. Another form is the study guideséo
work we read providing questiongt map the subjectsdé readin
illustration. These questions tackled the devices studied in the lessons and took different
forms according to the skills intended for development (recall, understand, explain,
analyze, evaluate, creatéy.i nce t he research borrows Bl o
ensured that each study guide encompassed distinct types of questions to endorse the
gradual advancement from knowing to creating (see FigbireFinally, we relied on
practice handouts, which costad of various texts from the literary works meant for
analysis and discussion. Going through this last type, the subjects had the chance to link
the information they learned from the previous two.

I n addition to 6The LidsttheepartRipanta madd r e
three books namely 6Peter Pandé by J. M. B a
and Prejudiced by Jane Austen. Al l four
taught, each time stressing some aspects depending oriuteafahe work at hand (it
is worth noting here, that afterthefitee st , t he researcher provi
Little Princed as to use | ater for intert
and format of the lessons, we reliedtbase principles from the various approaches in

Figure B.
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1)

2)

Picture Walk: Il n their book 6Learning How t
and Sejnowski (2018), explain that the brain needs a quick walk through the
content of any book or material befaetually reading it or engaging with it.
They use the metaphor of O6hangersdé to
our brains to organize information, just like they help organize the clothes in a
closet. Without them, information will be scatter®de used this principle for
designing the handouts; the first lesson contained a map for all that participants
are going to study later. The handout outlines all the aspects of literary analysis
briefly, highlighting the links between them and using exasidlem the
participants' responses to the first questionnaire. In addition, students were
encouraged to skim and scan the books, the chapters, or sections they were about
to read. We argue that this walkthrough, knowing what comes next, and feeling
that they have a primary grasp of the concept, empowers their engagement and
interaction with the material. Each time we teach a literary device in detail, their
brains make links to the pestablished map from the first handout. In
conjunction with this, everyesson handout starts with a small introduction,
wherein we set small goals with regard to its content. This principle is
supplemented by chunking, spaced repetition, and active -w¢hal
neuroscientific techniques used to enhance memory and inforrpatiogssing.
Chunking: As explained in the first chapter, shtgtm memory can only store

up to 7 pieces of information that need to be chunked to facilitate its passage to
long-term memory. Chunking is the process of grouping bits of information into

marageable, meaningful units. Some of its formsar®nyms, acrostics, and
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3)

4)

mnemonics. Similar to needing to chunk phone numbers, or credit card numbers
into groups of two, three, or four digits to remember, information in our lessons
needs to be divided intsmaller units of meaning. To aid retention and memory,
we need to use no more than eight units of information (Miller, 1956),
supplement the chunks with visual cues, use clear titles for each unit, and draw
links between them. We used this techniqualithe handouts, where we divided

the information into eight or fewer sections, each section isealfined and a
complete unit of meaning, yet linked to the rest.

Spaced Repetitionis a method of reviewing the material at systematic intervals.
At the beginning of the learning, these intervals are short, and they get longer
with time. We used the picture walk technique to build the habit of spaced
repetition among the participants. Every new lesson systematically reviews
previous information, and ewetesson handout starts with a recap that reminds
the participants of material already specified in the first handout, and then builds
on it to introduce new knowledge. This boosts neural connections and schematic
connections (see Chapter 1) which are ssasy for new learning. As we moved
forward, we increased the intervals of repeating the concepts.

Active Recalt This technique refers tactively retrieving information from
memory rather than simply reviewing or-neading material passively. The
effediveness of this technique is supported by a large number of scientific
researchiarpicke & Roediger, 200&Roediger & Butler, 2011 There are many
ways to actively recall informatiomve used several ones to help our participants

to store and retrieve information. Firgte encouraged them write questions
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5)

6)

while notetaking, later at the end of the session, they would be given the chance
to ask those questions to their peers andethehter. Secondtudents were asked

to makeannotations while readingthe handoutsat home or thbooks We have

exemplified how to make annotations as part of the scaffolding. Third, we
administeredliagnosticquizzesfrom time to time, where learners hiadpick a
number for a specific question, the teacher then asked a question about previous
lessons such as defining the concept, what are the types of, explaining the idea,
etc. and give the student the chance to answer, if she fails, someone volunteers
to answer the question, if she also fails, this is repeated until someone gets the
answer or they ask the teacher to answer. This enables the participants to identify
which concepts they have already grasped from those which need more effort or
explanation Fourth, we usedselfassessmentduring practice sessions.
Participants were always asked to do activities or try answering the questions at
home before the practice session. During the session, students were asked to
share their answers, then after timalfcorrection, correct their own work writing

what they got wrong and what they missed on the side as a form of annotation.
The Muddiest Point Technique This involved asking students after each lesson
about the most difficult, challenging, unclear, @nfusing points about the
lessons, the assignment, or the projects. These points were reexamined in a new
form till the students comprehended them. This is a form of reflexive practice,
whereby learners identify their weaknesses.

Reflexive Metacognitive Activities: Each study guide handout, assignment, or

video project contains a set of reflective metacognitive questions as forms of
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7)

8)

9)

schema activation. This is twofold. On the one hand, they were used to elicit

| earner soé cul tur al elbookatmthesr pevsbnalraredfsceiale n ¢ e
experiences, and identify their strengths and weaknesses. On the other hand, they
were i mplemented to increase brain po
described earlier. We also used lesson and test wrappers #®natld
metacognitive techniques (check Chapter 1).

Scaffolding: As the sociocultural approach advocates, the teacher modeled every
single classroom practice before asking the learners to engage in it. This covered
how to analyze, how to illustrate, howmoite an essay, how to answer questions

of different keywords, how to read for specific information, how to answer exam
guestions, how to seHssess, how to make a video project, how to research for

the assignments, and how to formulate questions. Th&ffdding aids
metacognitive processes.

VisualCues The | essonsd handouts wused vVvisu
movies, series, cartoons, etc. based on the participants' favorite works elicited
from the first quest iitesranveell Thes wasatiizéed t h e
to capture their attention, build a rapport between the teacher and the subjects,
show similarities of interest, and validate and affirm their experience. The study
guide handouts incorporated visual cues related to ceesaevents, themes,

etc. of each specific work; these were mainly used to implicitly enhance certain
ideas that we wanted our learners to remembé&ycus on.

Video-Projects. CRT applies projedbased learning where participants work

together or individally to solve a problem. First, as CRT advocates, we
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encouraged the use of mutthannels and the combination of audisual

material and projects to trigger and stimulate various areas of the brain. Second,

we wanted to make use of the participant'staxg skills in filming and editing

and integrate technology. Cultural responsiveness calls for building new learning
onthe basisofthepx i sti ng studentsd abilities.
of suggestions, out of which they chose their prgjethey were also given the

choice of working individually, in pairs, an groups, of suggesting other ideas

for the project or modifying the given ones.

The first video project concerned O6TF
suggestions we gave veeas follows:

a. A dramatic reading of your favorite part (scenes) from one of the books.

b. A book review that takes the form of a group discussion

c. Videoreaction (comment on the content of a video by Jordan Peterson about
Peter Pan)

d. Role play: Chose your favorite part of one of the books.

e. Choose one of the main ideas in both books and analyze how it appeals to our
modern experience.

f. Recreate a story that has baifhe Little Princé and (Peter Padin one

universe.

The second project washa u t 60The Givero, and OPri
suggestions were as follows:

a . Rol e pl ay: choose any scene from OI

can be filmed and recorded or presented in class)
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b. A group discussion of a central theme or ioheane of the books (the theme
needs to be discussed from various angtekperspectives)
c. Write a story completion of the OTh
next? Narrate the ending you choose in a video, an animated video, or a
presentatia in the classroom.
d. | magine a similar world to that 0
storyline.(What would happen?)
e. If you were the giver what would you do? Write a storyline with the changes
you suggest.
f. Imaginedride and Prejudidavith Algeriancharacters. What would change?
Narrate your suggested plotline or act it.
g. Choose an idea from one of the books and sayithegpeals and relates to
your personal experience.
h. Interview: assume the role of an interviewer, while your frigsglimes the
role of the writer of O06The Givero6 or 0
you ask, how would your friend answer? You can film this or perform it in class.
The criteria used to correct the projects are linked to CRT and its premises. We
specify them in the next chapter.

10)Providing Choice: One main principle in CRT and the sodioltural approach
is providing students with choistea ki ng s pace céandagentyudent
Learners need to feel that they are the owners of their learning, hence allowing
them to be part of course design and decisnaking touches on all four areas

of the framework developed. It raises their awareness about their frames of
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reference, establishes a good relationship with the teacher, builds a relationship
and a sense of community among the |
together, and finally aids information processing because they would feel more
engagednd more committedn addition to the choices given to the participants

in the projects, the teacher chose the first two books, while the participants chose
the other two for the treatment.

11) Intertextuality and Context Activities: The research treats literature as
discouse, and is based on the textuality view (a fundamental view in discourse
analysis). The teacher developed questions of intertextuality where learners
elicited the forms of intertextuality in the works at hand, compared two or more
books, and compared bao&nd other forms like movies, series, etc. These forms
of activities were meant to emphasize literature as discourse, as well as, illustrate
how human experience can intersect throughout various narratives, disciplines,
and artistic forms. This implicity al i dat es the | earner sao
pushes them to link their prior knowledge, readings, and schema to literature,
which falls under the premise of CRT. Moreover, the teacher explicitly taught
context, its various definitions, types, and roleit@rary discourse and reading.

All works were analyzed with respect to a variety of context types (context of
writing the work and biographical information, historical context, sacikural
context, philosophical context, etc.). This amplifies the roooial experience

in literature; it raises the participants' awareness of the significance of culture in
shaping those experiences that in turn shape literary discausditerary

interpretation and analysis.
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12) Classroom Discussion At the beginning of the treatment the teacher and
students agreed that the class would take the form of a book club. The session
dedicated to the analysis of books (stgayde handouts) always started with a
25-minute group discussion where the sulgesitared their thoughts about the
book or part of the book they read. The participants could comment on, argue
against, discuss, or el aborate on each
the discussion sharing opinions, and assuming the role of de gufi the
di scussion. This was the most f undan
responses to literature. Moreover, these discussions were implemented to build a
sense of community in the classroom. We argue that knowing that they can be
heardandsharng t heir per sonal opinions autc
personal experiences and schema and affirms their role in the learning process.
Most importantly, these discussions assisted the creation of an equitable
classroom, wherein learners haveigqgchances for success, each according to
his/her strengths and weaknesses.

13) Reading Diaries: The subjects were asked to use reading diaries to document
the process of their reading of the literary works. They record their feelings
during the process, dir encounter with any shocking ideas, or any relevant
events to their personal experiences, and their most liked and disliked moments.

The purpose behind these diaries was to enhance the ties between emotions and
reading literature (see Chapter 1).
14)Bloom6 s T a x ésatandigd: in Chapter 1, the hierarchy of skills in the

taxonomy is reflective of the gradual successive development of learning skills.
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We wanted our learners to move from knowing and remembering information to
creating and producing newiginal work. This, we argue, can only be achieved

if we integrate their sociadultural experiences and pegisting skills into the
teachinglearning process. Figurd5 demonstrates how we applied this

taxonomy in our course design, with the help oftdehniques aforementioned.

Figure 16
Use of Bl oombébs Taxonomy in Course Design
From Z Via 5 To Z
1.Receiving ORefl exive 1. Asking
Questions 0 S eAsdessment; Questions
, { dwriting qu/f — —
2.Reading /Writin notetaking; 2. Writing/reading
r <~ 0cl assroom _ A
3. Understanding dScaffold 3. Applying
r . 0 Vi emjects; v — 3
4.1dentifying 5Di ari es 4. Explaining
r < OAnnot atip/, _ <
5. Explaining Ol ntertex 5. Analyzing
" < activities; r _ )
6.Analyzing O Quizze 6.Evaluating
r \ 0 Chunki g _ <
7. Evaluating dSpaced Re 7.Creating
. J . J
Own Work.

15)Feedback: According to researchers like Hattie and Timperley (2007), Zull
(2002), Oakley and Sejnowski (2018), and Hammond (2010), feedback is one of
the most powerful tools to enhance brain performance and improve learning.
Feedback trigger s pledswe céentews,ihalging it releasea r d
dopamine which is necessary for motivation and fixation, memorization, and
retrieval of information. The brain needs instant and constant feedback to keep

the good, correct information, and work on the wrong ones kcGeapter 2).
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During the experiment, the researcher used instructive, corrective feedback to
enhance studentséo performance and val
feedback during sessions and after correcting the video projects to encourage
s t u d e ridipatidn apdainteraction, using inclusive language avoiding
negative comments. We always start by pointing out the good things about the
answer or performance, then move to specify things that could be improved. We
used written feedback when coriegt tests, activities, and assignments that
someti mes took the form of a paragraph
their errors, and suggesting ways to improve their work.
These techniques were used to blueprint and style the handouts, fogrtessons,
organize practice sessions, and plan the projects. Table 10 frames the process of the
whole experiment with the order of actions performed by the researcher. More
importantly, they were implemented explicitly and regularly to build what wencidé
second chapter 6éa cult of | earning.
Table 10

Action Plan of the Experiment

Step Objectives and/or content Techniques and /or
Theory
The 6K 1 Collectinformation about the CRT (cultural
Yo ud student's experiences with responsiveness
Questionnaire literature in previous academic  recommends that
& years. teaching be based on
The Te a 2. Collecttitles of books, preresearched
Interview characters, themes, etc. to use a: knowledge about the
examples in the handouts students.

The Pretest Assess the subjBl oomsdé Ta
literary analysis. Visual Cues
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Step Objectives and/or content Techniques and /or
Theory
=
E
g Session1l 1. |Introducing basic literar Picture Walk,
e Handout1 elements Chunking, Schema
8 2. Using examples from the fir: theory (linking lesson
guestionnaire content to
3. Highlight the link between th previous knowledge
literary devices elicited from the
guestionnaireYisual
Cues
1. Teach theme analysis
Session2 2. Teach how to write a them Spaced repetition
Handout 2  analysis essay Active recall
3. Teach types of textual eviden Bloom's Taxonomy,
and illustation Visual Cues
1. Moving from reading to writing
Sessions 3to € 2. Moving from reading tc CRT, Spaced
interpretation Repetition, Active
Handouts 3, 4, 3. Identify, explain, and analyz Recal,LBl o0 o mé s
5,and 6 (The themes Taxonomy
Little Prince 4. Find textual evidence fc Reflective questions
and Peter Pan arguments. Intertextuality
Study Guides) 5. Teach the three levels of cultu questions
explicitly Schema Theory
5. Link work to context Visual Cues
- (philosophical, graphical, anc Classroom Discussion
8 sociccultural) Project-based
= 6. Compare two works Learning
g 7. Link personal experience 1
Q literary work.
@ 8. Introducing symbols, motifs
9. Highlight the dichotomy o
cultural vs. universal issues
10. Highlight cultural aspect
(teach levels of culture implicit)
11. Give the first video project
(session 5)
1. Introduce types of questions
Session 7 2. Teach how to answer each Bl oombés Ta
Handout 7 3. Practice information from th Spaced Repetition,

previous study guides (samp Active Recall
questions from the two books)

4. Teach how to outline essa

answering each type.

194



Step Objectives and/or content Techniques and /or
Theory

Observat

Observation

Observation

1. Introduce plot types
Session 8 2. lllustrate using information fror Chunking, Spaced
Handout 8 the first questionnaire Repetition
3. Link the plot to device: Visual cues,Schema
introduced in previous sessions Theory
4. Introduce Character motivatior The Muddiest Point
5. Receive First Video Project
6. Announce the start of reading
the thid and fourth books

1. Explain and illustrate POV type

Session09 2. Use exampl es Chunking, Spaced
Handout 09 first questionnaire Repetition, Active
3. Link to previous aspects Recall, Visual Clues,

4. Introducing Tone and Mode The Muddiest Point
Schema Theory

1. Introduce Characterizatic

Session 10  (types, analysis, etc.) Chunking, Spaced
Handout 10 2. Review charactaypes from the Repetition, Active
first handout Recall, Visual Clues,
3. Link to other aspects The Muddiest Point
4. Give the Second project Schema Theory,
Project Based
Learning
1. Review all the aspects studi
Session 11  using the Giver. CRT, Spaced
Amindmap 2. Learn how to map though Repetition, Active
(The Giver  through mind maps Recall, Visual Clues,

study guide) 3. Compare to previous works  The Muddiest Point
4. Introducing Dystopian Literatur Schema Theory,
(charactestics, themes, etc.) Reading Diaries,
5. Compare the work to oth¢ Metacognition
dystopian novels like Fahrenhe
451, 1984, The Hunger Games, ¢
6. Introducing Allusion
7. Highlight politics in dystopiar
literature.
8. Highlight cultural aspects

Session 12 PracticeCharacterization Analysis Repetition, Active
Handout 11 Recall, Visual Clues
Session 13 1. | denti fy t he¢CRT,Metacognition,
and weaknesses Reflexivity, Spaced

195



Step Objectives and/or content Techniques and /or

Theory
S The 2. Take a break Repetition, Active
= Metacognitive 3. Review what we learned Recall
= Questionnaire 4. Give the subjects the chance The Muddiest Point
o The reflect on their experience so far.
'8 Diagnostic 5. Discuss the subject choice
Quiz books
1. Emphasize Cultur#spects CRT, Spaced
Session 14 & 2. Emphasize the link to conte Repetition, Active
15 (Handouts (historical, cultural, anc Recall, Visual Clues,
12 and 13, biographical) The Muddiest Point
Pride and 3. Review and illustrate all device Schema Theory,
Prejudice learned Reading Diaries,
Study guide 4. Introduce/ review literary ere Metacognition.
(Romanticism, the Regency el
realism)
5. Compare to previous works
terms of culture
6. Compare to other classics
7. Compare and contrast with tl
Algerian culture
- 8. Introduce Indirect Discourse
= 9. Introducing Style.
g 10. Receive the second project.
2
© 1.Di scover st ude CRT,Metacognition,
Extra Session 2. Discuss the projects Reflexivity
Presentations 3. Give some students thkance to
present their work
Assessing the Effect of thBl oomés Ta
The Posttest Tr eat ment on t
Performance.
Own Work.

3.7. Ethical Consideration
Any researcimust adhere to a certain code of conduct when collecting data about
or from people. Ethical considerations are meant to protect the rights and privacy of
research participants, strengthen research validity, and maintain scientific and academic
integrity. Following the ethical considerations stated by Bryman and Bell (2007), we
ensured that
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1 Research participants are not subjected to harm in any way whatsoever.
1 The dignity of research participants is prioritized, and the protection of their
privacy is ensred.
1 The confidentiality of the research data and the anonymity of participants in the
research are secured.
1 Exaggeration and deception about the aims and objectives of the research or the
findings are avoided.
1 Honesty and transparency are enhanced wdgorting the findings.
 Bias in assessment is avoided.
Conclusion
The chapter described, in detail, the research design and the action plan of the research.
Using ahypothesisdriven theoretical framework in response to the research question,
the research was based on a mixed method, where both quantitative and qualitative data
collection and analysis tools were employed. As we moved through the components of
the regarch design (paradigm, type, time horizon, procedure, sampling, data collection
tools, and data analysis method), the chapter explained our methodological choices,
defining the key concepts, and justifying the choices made. Then, it pointed out issues
corcerning validity and reliability and specified the techniques used by the researcher
to enhance the validity and reliability of both the treatment and data collection tools.
Finally, it stated the steps, approaches, and procedures used during the tréddiment
next chapter will apply the chosen methodology to analyze the data and test the

hypotheses.
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Chapteri4

Data Analysis



Introduction

This chapter is devoted to the presentation and description of the .résults

mentioned in the previous chapter, we organized the general analysis by tools following

the order of implementationThis chapters divided into twoparts The firstpart

providesthe results of the firstpre r e at ment phase (the O0Know

teachersd interviews, -teshandtherobdervatiom|(thed at a,

observation checklist, the reflexive joat). The secondectiondeals with the statistical
analysis of the metacognitive questionnaire and the paired sanrtpls lhacked up
with the diagnostic angsis of the prdest.

Part One: Analysis of the PreTreatment Tools and Observation
In this part, the researcheslies mainly on qualitative data analysis methods (thematic
content analysis for th@re-experimentquestionnaire and interviews, typological
analysis for the observation, and descriptive and diagnostic enfdyshe pretest and
archival datg)we provide percentages whenever neegledl makeuse of tables and
graphs to demonstrate the results.

4. 1. Analysis of the OKNOW YOUOG
Following the principles of CRT, which necessitates making instruation

decisions based on presearched knowledge about our students, and to ensure the

reliability of our i nstructional tool s

guestionnair e, a teacher s i ntervi ew,
results of the pretest. Below we report the main findings of each.
The questionnaire consisted of thirty questions. The main purpose of the first ten

guestions was to help us collect the ti
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books, animabns, manga, and characters to use as examples and illustrations in our
handouts (check appendix). Additionally, these questions indicated the following:

1 Most of the books mentioned wermeodern cotemporaryones which was
affirmed by the answers to questinumber 22, where all the participants, except
5, stated that they prefer modern worKk
Eyredé, oOHard Ti mes©o, 0Things Fall Apar
tune with the t eac heretkeifirstyeatteacherissadile r e s p
focused on postcolonial African literature, and their seg@rat teacher said he
used 6The Great Gatsbyo, and AThings F

1 Modern Romance, tragedy, and dystopian movies wenadse favorite among
the participants (this aligned with t
Prejudiceb6 in the treatment), with yoc
percentage of 60%. Only two participants chose fantasy movies, namely Harry
Potter,and The Lord of the Rings. When asked if they read the books, they said
they did not.

1 The favorite characters and setting of the participants belonged mostly to
Japanese animations such as 00ne Piec
SecretWorldof Ari et yé6 and &6Your Name. 0

1 90% of the favorite quotes were taken from ffiction books, mostly selhelp
books, which was justified by the answers to question 16, where most
participants claimed they prefer nfintion to fiction. When asked later about

this, they explained that the language of-figtion is easier.
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f Unexpectedly, most participants (70%) did not answer tHegliBstion (name a
character you dislike). For the Ll fjuestion, 80% of the participants indicated
ARThe Great Gat slikedbdoola Bheytatiributed thisio their padt
experience with the book in the second year, where they had to read and analyze
it.

1 Surprisingly, answers to questions 13 and 14 were almost identical for 20
participants, who reee&laed tt hat otulhe Se i
worst ending, and the death of the heroine was the event they wished never
happened. Young adult romance and tragedy movies being the most frequently
stated genres explained the choice of
asked later if they read the book, only 5 participants gave a positive answer.

1 90% claimed that they like reading short stories the most, while the rest chose
the novel. This aligned with their answer to thé' Zjniestion since 80% of the
participants liged length and language as the most challenging aspects of reading
for their literature classes.

The aim behind questions 17 to 25 was to identify some cultural frames of
reference of the participants and the basic linguistic and cultural sources of their
knowledge about literature in all its forms. Here are the main findings.

1 60% of the participants preferred reading in English, while 40% preferred
Arabic.

1 80% preferred English TV and literature to American, Arabic, and African ones.

This might explainiei r choi ce of OPride and Pr ej
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1 90% preferred Studio Ghibli to Disney movies, which accorded with their
responses to the®Xuestion. This denoted some familiarity with the Japanese
culture, values, and social norms, which were used for comparisdn an
intertextuality activities.

When asked about the easiest thing in literary analysis, most participants (70%)
noted that it was not easy to read and analyze literary texts, while the rest did not answer
the question. When asked about the hardest aspiderafy analysis, 90% claimed that
literature classes were demanding since they required knowledge about a variety of
complex concepts and theories; four students provided almost identical answers saying
that they could not link what they studied sottathe content of the books they read.
When asked to cite their personal opinions about the true purpose of teaching literature,
we noticed that most participants relied on internet sources to answer, providing
definitions of literature and quotes abotst value. Only a few personal answers were
elicited such as the following:

Par t i citpirkithelpsiwith ldahguage

Par t i c irpad somewhere that it helps us be better human biings

Par t i c iRpadimgthelp me improve mwiting skills and know more about the

world so | guess thatodos ito

Par t i ci \Whemwe rehdlliterarii works, we become more aware of differences

bet ween us and people around the world. o

Parti cilpatnhti n2k3:i th i s i mportant for | angua
When askedabout the most challenging aspect of reading for their literature

classes, 80% noted that they were mainly hindered by the length and language of the
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literary works. We further enquired about this; the participants stated that they feared it
the most becae they think they lack the necessary linguistic competence to read and
understand such works. Most participants did not answer the last question (70%), and
the rest did not name a specific book, instead, they suggested a genre, form, or era. The
most recwring suggestions were romantic novels, love stories, and modern works.
To support this data, we interviewed the
and second years. Below we present the results of the interviews.

4.2. The Analysisofthe®acher ds I nterview

The aims of interviewing the teachers were 1) to collect information about our

participants®dé academic experiences with
implemented any CRfTelevant techniques or approaches, and 3) to nwake
instructional choices. Teacher 1 (figstar teacher) is a 3¢earold male specializing
in literature and civilization. He has a Ph.D. in civilization and has been teaching first
year literature for six years. Teacher 2 (Seepear teacher) is a 3jearold male
specializing in |Iliterature. He has -a 0Mag
year literature for six years. We followed a themabatent method to analyze the
interviews, eliciting the similarities and differences betweenttrea c her s 6 r esp
and trying to find common patterns across the data set. Five broad themes emerged from
the analysis.
1) Course Design and Content Teacher 1 did not provide his students with a
comprehensi ve ¢ o WNod e€o notwivd adefined couasg oputline, i
Usually, | devote the first lecture to introding the main issues to be tackled as well as

the selected | iterary wo Téasherr2eldineet thad het o e
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usually gives his students a general outline of theia s e | bometimes kel , 1
the titles of the literary works after a week or two because | need to know about the
works that they have read and which literary works can be easy for them to read and
und e r sWhamasked@about the content of tleaiurse, we noticed that the contents

of both years were not focusadd bore great resemblance. Teacher 1 falde ct ur e s
of the first semester are devoted to literary analysis while the second semester is for
literary movements. Usually teach postolo n i a | li tsaoméprose, poetry, and
drama (definition, features of the text, types, ways to analyze any particular genre. etc.).
Similarly, Telhement ¥ difa plgthsetting) characteds, and
themes providing basic definitionsy € N mo Jdifecencésdetvieen prose, poetry,
novel s, pahdy ttodueed iteraby movementsd Teacher 1 f oc
on postcolonialism and African women writers, while teacher 2 introduced- post
colonialism, realism, and modernism, yet m detail.

2) Instructional Material : Both teachers did not provide the students with handouts;
they depended mainly on their classroom talk to explain and cover the intended

i nformati on. They had the s amlkdom@otgye ment
handouts. To my experience, | think handouts only make lazy students. Once you give
readymade lectures, the majority of students no longer take initiative and do research
Teacher 2,Isevea pravide them With handouts because | ddhawe one

and | avoid limiting them and myself to some particular lessons. | think it's more
encouraging to let them read and do their own research and it's easier for me to be

f 1 e x iThislgae®against CRT which calls for the use of various typestofictional

material to support and enhance learning.
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3) Teaching Approach Both teachers seemed to lean toward the sociocultural
approachwhich shared basic assumptions and objectives with CRT. While Teacher 1
clearly stated that he used the sexidtural approach, Teacher 2 said he did not use any
particular approach, yet from his answers, we deduced that he used some of its
principles. For instance, he gave his students the freedom to choose the literary works
they wanted to read and said he basedrstructional choices on his knowledge of his
students ( need to know about the works that they have read and which literary works

can be easy for them to rgatloreover, he claimed that at the beginning of each lesson,

h e t to knewdabdut the stiens background knowledge then let them think of the
definition of the Healowediotrhe hset usd eundti se dt a dte
try to get examples from themél ook for «coc
stories that they may not klec ¢ u s t o Mreese praacticedreflect some of CRT
principles. Based on these answers, we assumed that our learners understand the
relatedness between culture and learning in general and learning literature in particular.
However, the results of the obgation demonstrated that the participants lacked a
sufficient understanding of the role of culture in learning. There is a possibility that this
was because the teachers did not highlight thisdkKicitly in the classroom.

4) The Literary Works : Teacler 1 assigned short readings to the students assuming
thatitwas earlyforleaer s t o r ead | e nSqmteh eachwiiosyelrs . He
students, | avoid giving novels because they are a bit long to read. | prefer short

s t o r.iTlkesecand teachgave his students a list of novels, poems, and short stories

i ncluding works |Iike 6The Great Gatsbyoéd,

which each student had to choose one to read. This particular choice made by the
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teachers had a major impagtn t he | earnersd experience
treatment. We believe that relying mainly on short literary works, and providing
unsupervised choices to the students, nurtured their fear of novels described early in the
qguestionnaire. As a mattef tact, this was noticed in the pilot study as well. The
participants of the pilot study struggled with the length of Fahrenheit 451 (which is 100
pages). When asked about the reason, they said they were used to reading short stories
and summaries only. Véim given the chance to choose the second book, they chose
O0ANni mal Farmé saying that it was the sho
may link to CRT's claims that our present instructional choices may have-k$bing

i mpact on fotweleasiihgudent s 6

5) AssessmentThe types of questions used in tests differed significantly between the
two teachers, yet both teachers based their tests on memorization more than on analysis,
deduction, and discussion. In addition, both did not giveyegaastions, which we

believe are vital in literary studies (check chapter one). Teacher 1 explained that his
exams were divided into two parts. In the first part, students were required to answer
direct questions in no more than two sentences per guesihereas the second asked

them to write a paragraph about a specific topic. The second teacher had an interesting
take on testing. He asked learners to use the poems, short stories, or novels they chose
to read and an dare the authrigehe tmainatheme, the pkotagoniso of
the story, etc. O Whil e it i's I mportant
memorization and recall certain concepts, it is vital to test their ability to produce and

create based on their comprehensinichisi | | ustrated i n Bl o00mo:
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difference in assessment techniques and forms was mirrored in the significantly distinct
scores of the first, second, and third years.

One |l ast similarity between the teach
some instructional decisions. Teacher 1 said he depended mainly on short stories
because he believed that figgtar students did not have sufficient competency to read
lengthy works $ince | teach firsyear students, | avoid giving novels because they ar
a bit long to read. | prefer short storiedh like manner, Teacher 2 sail,Si nc e | ar
teaching seconglear students, | try to focus more on literary movements because |
doubt their ability to analyze due to their level and I think literary theories@s much
at t hiThis dpposes dne ai the main principles of CRT, which calls for nurturing
studentsd existing abilities and at the s

4.3. Analysis of the Archival Data

The archival data were valuable for two mesasons. We used them to gather
more information about our participants?©o
the chances for a O0regression towards the
regression happens whenresearchisbasedan oO6extreme group. 6 Al
in the previous chapter that the groups were intact and randomly divided by the
administration, we added the archival data to confirm that there was a variation in
abilities in the sample.

Although the data helpge us excl ude O6éregression to
threats of internal validity, showing a variance in scores (Figures 16 and 17);

unf ortunately, they were inbbteratirendi cati ve ¢

206



Table 11

Participant s o inatere iaflgre an8 SeconceYearso f L i

Subjects First Year Scores Secondyear Scores

Std1 10 11
Std2 14 12
Std3 6 14
Std4 13 11
Std5 16.5 2
Std6 13 14.5
Std7 16 16
Std8 135 13
Std9 16 12
Std10 12 13
Std11 6 16
Std12 8 13
Std13 7 2.5
Std14 9.5 13
Std15 9 16
Std16 11 7
Std17 16 11
Std18 2 1
Std19 3 6
Std20 10 10
Std21 16.5 16
Std22 6 6.5
Std23 14.5 10.5
Std24 14 13
Std25 6 15
Std26 17 13.5
Std27 12 10
Std28 10.5 10
Std29 13 115
Std30 5 7

The scores manifested soineid differences between the two teachers and even
more substantial differences with the scores of thégste For instance, Student 3 had
an average of 6 in the first year, 14 in the second year, and scored 5 inttst, prdile

Student 5 had an axage of 16.5 in the first year, 2 in the second year, and 5 in the pre
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test. This discrepancy might be caused by the different forms, criteria, and requirements
of the teachersdé assessment . We argued
philosophes of teaching and assessment approaches, we could reduce such
incongruitieswhich could help our students identify their academic interests and
predilections leading to more meaningful learning.

Figure 17
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Figure 18

Students' Average Scores in Literature (Second Year)
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In this phase, we used the results of the pretest to check the range of abilities and
identify the strong and weak areas of performance in the sample. Table 12 presents the

scores of the participants according to the criteria of the assessment indicuzokar
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three Std for studentT.Sfor thesis statememd.D for analysis and discussioh,E for
textual evidence and exampl&P for grammar and punctuation, aBdor coherence)
Table 12

Detailed Results of the Rtest

Students T.S. A.D. T.E. G.P. C Pre-test

Total
Stdl 0.5 2.5 1.5 2.5 1.0 8.0
Std2 1.0 2.5 1.5 4.5 1.5 11.0
Std3 1.0 2.0 0.5 2.0 0.5 6.0
Std4 0.5 1.5 2.0 1.5 0.5 6.0
Std5 0.5 2.0 1.0 2.0 1.0 6.5
Std6 1.0 2.0 15 4.0 1.5 10.0
Std7 0.5 3.5 2.0 4.5 1.5 12.0
Std8 0.0 1.0 15 2.5 1.0 6.0
Std9 0.5 2.5 1.5 3.5 1.5 9.5
Std10 0.0 1.5 1.0 2.5 1.5 6.5
Std11 0.0 1.0 1.0 15 0.0 3.5
Std12 0.5 1.5 1.0 1.5 0.5 5.0
Std13 0.0 1.0 0.0 1.0 1.0 3.0
Std14 1.0 2.5 1.0 3.5 1.0 9.0
Std15 1.0 2.5 15 3.0 1.0 9.0
Std16 0.5 2.0 2.0 1.5 1.0 7.0
Std17 0.5 2.5 1.5 1.5 0.0 6.0
Std18 0.5 2.0 0.0 2.0 1.0 55
Std19 0.0 1.5 0.0 1.5 0.0 3.0
Std20 0.5 1.5 1.0 1.0 1.0 5.0
Std21 0.0 0.5 0.5 2.5 1.0 45
Std22 0.0 1.5 1.0 15 15 5.5
Std23 0.5 2.0 1.0 1.0 0.5 5.0
Std24 0.5 1.5 0.0 1.0 1.0 4.0
Std25 0.0 1.5 1.0 15 15 5.5
Std26 1.0 2.0 1.5 2.5 1.0 8.0
Std27 1.0 2.5 1.0 3.5 2.0 10.0
Std28 0.5 2.0 1.0 1.5 2.0 7.0
Std29 1.5 1.5 0.5 1.5 1.0 6.0
Std30 0.0 0.5 0.5 2.0 0.0 3.0

As indicated by Table 12 and Figure 19, the pretest scores showed variance, yet

they were low compared to the past performances of the participants. The assessment
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criteria helped us determine the major weaknesses of the participants and explain the
reasos behind the low scores. The researcher divided the criteria into two broad
categories namely Ol anguage and structur e
five subcategories 1) thesis statement, 2) analysis and discussion, 3) textual evidence
and ilustration, 4) grammar and punctuation, and 5) coherence. Subcategories 1, 4, and

5 were constitutive of the first category, while 2 and 3 composed the second category.
Figure 19

Pre-Test Scores Frequencies

Pre-test

Frequency

[¥]

3.0 3.5 4.0 4.5 s5.0 5.5 6.0 6.5 F.0 8.0 9.0 9.5 100 110 120

FPre-test Scores

Scores in the first category wemrelatively low (figure 20). First, most
participants did not know how to formulate a thesis statement. Only student 29 got 1.5
out of 2. The participants demonstrated noticeable and general weakness in academic
writing, which was surprising at this levahen investigated, it turned out that the
participants did not have a teacher of academic writing for two years. This might have

had a major i mpact on theaeststudentsd perfc
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Figure 20

Thesis Statement Scores Frequencies-(€s8
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Moreover, the participants seemed to struggle with the same linguistic areas,
mainly sentence structure, and punctuaffagure 21)
Figure 21

Grammar and Punctuation Scores Frequencies

10

Frequency

1.0 1.5 2.0 25 3.0 3.5 4.0 4.5

Grammar and Punctuation

Examining the papers of the piest, we could summarize the following points
based on the most common grammatical mistakes:
E Some papers did not contain any punctuation marks, which resulted in a large

number of fragments.
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E Only students 2, 6, and 7 showedoderate command of punctuation rules.
E Most students had subjeetrb agreement, tense consistency, and article use
problems.
E Most students could not differentiate between a dependent and an independent
clause, which is also linked to punctuation praide
Most subjects scored 1.5 in grammar and punctuation, which was a low score for third
year students. Only 6 students showed a mastery of grawhiwdr called for enhancing
linguistic competence during the treatment through regular written assignameints
constructive, corrective feedback.

Coherence was another important element in the assessment criteria. The
researcher wanted to investigate whether the participants could organize their thoughts
logically and clearly. The results showed that nstistients scored between 0 and 1 out
of 2 (figure 22). This is not surprising considering their weaknesses in grammatr,
punctuation, and essay outlining. In addition, most of them did not have a thesis
statement to follow.

Figure 22

Coherence Scores Frequmaes (Pretest)

Frequency

.0 S 1.0 1.5 2.0

Coherence
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Concerning literary analysis and discussion, the participants seemed to have
difficulty recognizing the difference between question keywords like explain, analyze,
discuss, and identify. The test provided three questions, different keywords;
however, we noticed the participants approached the questions in a similar way. We
could identify these patterns in the answers:

E Participants could not place the quotes given in the book;

E They could not be selective when asked to ifienhe themes present in the
guotes. Instead most mentioned all the themes of the book and started explaining
them forgetting about the quote in the question;

E 70% of the subjects started their essay with biographical information about the
writer which slowed a lack of creativity;

E Subjects confused explanation and analysis with the summarization of the story.
80% of the answers were merely a retel

Figure B below shows that 22 students scored between 0.5 and 2 ®@yomnts. The
results were compatible with those of textual evidence and illustration.
Figure 23

Analysis and Discussion Scores Frequencies-{€s®
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Analysis and Discussion
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The researcher allowed the participants to bring a printed version of the book to
elicit illustrations as long the books were not annotated or highlighted (quotes). The
participants were also asked to use any forms of textual evidence they knew. The chart
above shows that 25 students scored between 0 and 1.5 out of 5 in tKiigare24)

We noticedhe following common aspects when correcting the papers:

E Most students could not identify the right quotes to use for illustration;

E They could not appropriately formulate, or place the quotes within the text. The
guotes were randomly put in the middle seintences without any reporting
verbs, inverted commas, introductions, or comments.

E Some students changed the words and structures of the quotes without any
indication or clarification that they were not the original words of the author

Figure 24

Chart of Textual Evidence Scores Frequencies
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Textual Evidence and Illustration
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45. Analysis of the Observation

For the observation, the researcher used both a checklist and a reflexive journal.

Before presenting the results of the observation, and to avoid redundancy, we provide

the reader with a set of classroom routines that were fixed in each sé@ssmnld the

cult of learning discussed in the previous chapters, we ensured that certain classroom

practices were regular and consistent during the treatment.

Vv

All the sessions steed with a warm greeting followed by a small inquiry about
the studentdés academic and personal W e
as their health, families, projects, assignments in other modules, etc.

The teacher then asked if all the studenteireed, and read the handout (the
handout is sent at least 4 days before the session).

The teacher checkadhetherstudents were advancing in their reading of the
book. For instance, we asked thérthey were enjoying the reading, and if they
were facingany problems. Students had a few minutes to share their general
impressions of the book.

The teacher askeglhetheranyone had a question related to the previous lesson,
if any, the teacher answered them immediately providing more examples if
necessary.

Using the board, the teacheicappedthe major points of the last lesson together
with the students, usually in the formrmafnd maps

The teacher clearly statetthe objectives of the new lesson. Usually, the
objectives were written on the handouts in threnfof statements or questions.

The technique athe muddiest pointwas implemented in all sessions.
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V Constructive corrective feedbackand praise were enhanced in each session.

V The technique opicture walk was incorporated into all class readings. In
addition to the first lesson, which served as the main picture walk, the teacher
asked the participants to skim and scan the handouts, the books, the chapter titles,
etc. before starting the actual reading.

V Scaffoldingwas used in all sessions. The teacher always modeled any skill, task,

technique, or proceduteefore asking the learners to work on it.

Lesson wrapperswere used at the beginning and end of each session.

Reading diarieswere recommended witlaeh book.

Written assignmentswere given every week.

< < < <

Visual cueswere integrated into each handout to improve attention, focus, and
retention (check Chapter 1).
We started first with the analysis of the observation checklist and then moved to the
datadriven from the reflexive journal.
45.1. Session 1Basic Concepts in Literary Analysis
The objectives of the first lesson were to:
1) Familiarize the participants with the basic concepts of literary analysis (definitions
and relevant examples of literary dess);
2) Use the first handout as a map for our course outline (picture walk);
3)Establish the first and basic |ink betw
course (use of examples from the first questionnaire).
For this session, the teacher usedessdn handout that contained definitions and

examples of the basic literary devices namely plot, setting, themes, character types,
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point of view, symbols, motifs, mood, tone, and style. The examples were a combination
of studentsod6 preheréences gqguesttednbrom, a
was done as a part of exhibitiogs i mi | ar i t ywhichis a prindiple of ERTL s 0

The teacher made sure that the participants knew which titles were her favorites,
and whi ch wer a&htimbhwe dsdussatl amekasnple, theBeacher inquired
about the student who mentioned that specific title in the questionnaire. This helped the
students know more about each other, and served as a discussion opener among them.
The teacher guided thesesclissions by asking the students to tell us more about the
plots, characters, and themes of the books, movies, or animations they mentioned. The
techniques used during this session are:

1) Picture Walk: The handout consisted of all the main elements thecpatits
will encounter during the treatment.

2) Chunking: The researcher chunked the information into 8 titles. For the ninth
title (style), the researcher informed the participants that it is a general term that
includes specific uses of all the literaryaes This way the brain would not
consider it as new information, but connect it to the previously learned ones.

3) Active Recall Participants were asked to write down questions while taking
notes and ask them at the end of the lesson.

4) Schema Activation guestions (metacognitiony The researcher asked the
participants questions that link their experiences to the content and examples of
the handout.

5) Visual Cues The handout included pictures of the characters, movies,

animations, etc. used for illustration.
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The observation checklist indicated the results below. For the first session, we
presented the detailed results in the tables to remind the readeranééiseand skills
we observed. However, starting from the second session onward, we reported the main
results of each part of the checklist, providing the number of constructs (skills) so the
reader can always go back to the checklist to verify. (noté\that No opportunity to
observe skill; 0 = Skill not demonstrated at all; 1 = Demonstrated skill appropriately but
not consistently; 2= Demonstrated skill but used inappropriately; 3 = Demonstrated skill
and used appropriately)
A) Comprehension: Since it wa the first session, we did not have the opportunity to
observe elements 5, 8, 12, and 14. We noticed that students could not infer meaning or
compare works, or even simple literary aspects like characters. For instance, they
struggled when trying to compacharacters in terms of role and quality, and comparing
the plot of oO6The Lord of the Ringsd to o
results also showed inconsistency in some skills like answering questions, explaining
concepts, and summarizimgformation. We detected that students struggled with the
part on character types, and could not easily sum up or mind map the classification.
Skills 11 and 15 were consistent, yet not appropriately used. When explaining
themes, symbols, mood, tone, ana@retter types, the teacher tried to incorporate the
participantsdé personal experiences by asftk
similar character type, think of what this animal, idea, color, sound, or smell symbolize
to you and compare it to yopeers, think of the way you felt through the events of
your favorite movie, and try to identify

that although students knew the answers to such questions, they hesitated when asked
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to share. Similarly, tadents had difficulties formulating their questioasd often
needed the teacher to reformulate it for them.

Table 13

Results of First Session Observation Checklist: Comprehension

Element Observed NA 0O 1 2 3
~*. Comprehension

. Students caeasiI; u;:jerstand task instructions X
. Students can follow along with instructions X
. Students can understand the language in the handouts X
. Students can understand the language of the books X

. Students can understamagestions X

. Students can explain concepts when asked X

o N o o »~ N P

. Students can recall previously learned information X
10. Students can infer meaning (demonstrate inferarraprehensiol X
11. Students can link information to thekperiences X

12. Students understand links between literary works and typ x
context
13. Students can compare works X

14. Students can debate issues and viewpoints X
15. Students can formulate questions X

16. Students can summarize information X

b) Cultural Awareness: The nature of the first lesson did not allow us to observe most
of the elements in this part. However, it was shown that students could not appropriately
explain cultural elements such as symbols and maotifs, easily identify their own cultural
frames of refeence, or compare their culture to the target culture (or maybe just could

not communicate effectively).
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Table 14
Results of the First Session Observation Checklist: Cultural Awareness
Element Observed NA O 1 2 3
=t }Cultural Awareness
1. Students can identify cultural elements X
2. Students can explain cultural elements X

3. Students can tolerate unfamiliar cultural aspects X

4. Students can tolerate unfamiliar character actions X
(culturespecific)
5. Students can tolerate sensitive/taboo issues X

6. Students know their cultural frames of reference X
7. Students can compare their culture and the target culi X

8. Students can recognize cultuléferences across variov y
books, movies, animation, etc.

9. Students understand the link between culture and litel y
discourse

10. Students can identifyx

11. Students can infer meaning from unfamiliar cultural
ideas

For example, when asked to reflect on sisterhood in Algeria and compare it to
t hat mani fested in the animation movie 0
among most participants), the subjects could not draw links, or find similarities or
differences. Moreover, the teacher asked the participants to compare the representation
of stock characters in American literature and TV to that in Arabic. Although the
participants named a few stock character s
the compason.
c) Interaction: Overall, students displayed high interaction in the first session; we
attributed this to the inclusion of St ud

handouts. It could also be linked to the degree of familiarity they hadswitie of the
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concepts in the handout like plot elements and themes. As we can see in the table below,
the subjects were engaged with the material, showing enthusiasm about the content.
They significantly contributed to the class, yet displayed some irgtensies with
elements 6, 8, and 12. As noted above, participants found some parts more challenging
(character types, point of view); therefore, displayed lower interaction when dealing
with them.

Table 15

Results of the first session Observation Chechkhseraction

Element Observed NA 0O 1 2 3
& Interaction
2—&
1. Students constructively contribute to the class X

2. Students prepare the handouts as asked (read at hom X
before class)
3. Students complete tasks assigned X

4. Students interact appropriately X
5. Students answer questions X

6. Students ask questions X

7. Students appreciate feedback X
8. Students share their ideas with the teacher and peers X

9. Students argue about theiewpoints X

10. Students are engaged with the material at hand X
11. Students show enthusiasm about the material X
12. Students engage in class discussions X

13. Students listen to each other when participating X

14. Students respect class rules and routines X

Moreover, students did not read all the information in the handout at home, or
else they read it without paying attentidfthen given a task in class, they did not

complete all the parts of the taslaybe because they did not possess the necessary skills
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to complete it (just like in the aforementioned comparison task). In addition, we noticed
that sometimes they didndét attend to what
the comment or answef students to the class in different instances.

d) Community Building: The last part of learning we observed was cooperative
learning and community building. Unfortunately, we did not have the chance to observe
most aspects. This is justified, given that this was the earliest stage of the treatment. We
were abletoobservéesudent s6 general attitudes towar
showed high respect for both. We further observed that when asked to work on tasks in
pairs or groups, the participants opted for individual work. For the first session, the
checklist wasufficient.

Table 16

Results of the First Session Observation Checklist: Community Building

Elements Observed NA O 1 2 3

“S:ZCommunity building (Cooperative Learning)
1. Students show respect to each other X
2. Students show respect to thacher X

3. Students work in pairs or groups to solve problems and X
answer questions
4. Students work in groups on projects X

5. Students communicate their concerns as a group to the yx
teacher
6. Students help each otlemplete tasks X

7. Students appreciate the efforts of each other X
8. Students are happy when one student gets good feedbi

9. Students acknowledge the efforts of their peers when
working on tasks or projects
10. Students acknowledge the efforts of their delegate X

11. Students acknowledge the effort of the teacher X
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By the end of the session, participants were asked about the muddiest point.
There was a sort of general agreement ¢haracter types were the most challenging
elementswvhich aligned with our observation. Lastly, they were given an assignment
(check appendix). Through this assignment, the researcher tried to focus on the main
weaknesses observed during the session.

45.2. Session 2: Theme Analysis (Writing A theme Analysis Essay)

The second lesson focused on theme analysis. Building on the first lesson, the
teacher reviewed the definition of themes and explained how to identify them in a book
and how they relate to thest of the literary aspects. Then, the teacher proceeded to
teach writing a theme analysis essay, the various types of textual evidence we could use
to support our analysis, and how to properly cite them in the essay. The objectives were
toimprovestudens 6 abi |l i ti es t o:

1) Recognize and name themes in a literary text;
2) Identify main and suithemes;

3) Identify the link between the themes;

4) Outline and write a theme analysis essay;

5) Use textual evidence and examples effectively.

The handout started with a general review of essay structure and then provided
three examples of theme analysis essays, where distinct colors were used for each part
of the essay and each type of illustratiorhelp students process the information (see
appendix). The essays sampled three of the most common ways of organizing literary

analysis essays, three distinct forms of writing the thesis statement, and all the various
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forms of illustration we could us® support our analysis (quotes from the text itself,
quotes from other books,-text citations, story events, views of literary critics, etc.).

The books used were O6Hard Timed, 66Thin
0The Hobbi t 6.ttwdleooks becasse the stugents were Eamiliar with their
content and gener al pl ot l ines (as ©per
guestionnaire), whereas the | ast two wer
favorites (which was already ©onunicated to the students in the previous session).

The techniques used in this session were:
1) Spaced RepetitionThe teacher based the new learning about theme analysis on

the basic information provided in the first lesson.

2) Schema Activation activities The teacher used sample analysis of familiar

books to help activate the studentsd b

3) Active Recalt With the help of the teacher, the participants were asked to work

in pairs or groups and try recalling and outlining the plotlinestheches of the

books mentioned in the handout.

4) Bl oomo6s T Bheteachemphanned the lesson to move (inductively) from
knowing (what is a theme, how to identify, how to write an essay, etc.) to
identifying (identifying themes in the books they alreadgad), to

comprehendingunderstanding the role of themes, their link to other devices, the

structure of theme analysis essays, etc.)amalyzing (analyzing themes,
analyzing structure of an essay)cteating(try and write a theme analysis essay

at hone using the learned knowledge).
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5) Visual Cues: The handout uses color coding to signal the different parts of the

essays. The background of every essay is themed according to the book analyzed.
a) Comprehension: Participants demonstrated losomprehension. Although they
showed a fair level of understanding of the main points of the lesson, they struggled
with the sample essays. The participants faced more than one diffroattynly they
did not know how to write essays, but they datrea | | t he pl ot | i nes
and O6Things Fall Apart. 6 The teacher had
themes of the books, and the cultural references in each, but it was not possible. The
teacher had to change the instructional tool on dpet, replacing the classroom
discussion with the activity of active recall described above. While the students worked
on the plotlines of O6Hard Timesdéd and OTh
main idea of O0The L or ccultdral andreligidvs refeyencess n d €
mentioned in the essay. Recalling the storylines together, somehow restored the pace of
the lesson.

The general observation was that participants seemed frustrated with the
information load, although the lesson wasebds heavi |l y on O6suppose
knowledge (essay writing, books they analyzed. The teacher had to enquire about it. It
turned out that not having a teacher of academic writing for two years, and not being
asked to write essays in the previous academests, had a major impact on their
confidence level. They claimed that they feared writing essays, let alone writing literary
analysis essays. To make them feel comfortable, the teacher advised that each
participant write down the most challenging aspect academic writing in her

copybook, promising that by the end of the academic year, we would be able to cross
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out as many aspects as possible. | was surprised that the participants rushed to do this
task. Students had difficulties in areas 3, 6, 1,18,and 13 which was justified given

the details we just shared about the session. Students still mouldrmulate their
questions properly.

b) Cultural Awareness: When examining their cultural awareness, we noticed that the
participants did not demomate skills 1,2,3,4,6,7,9, and 11 which relate to the ability to
understand, elicit, and speak about cultural aspects in literary texts. Since CRT
advocates the explicit teaching of culture, we chose sample essays that explicitly discuss
social, culturaland religious themes. However, the participant could not identify these
cultural elements. It could be because they were more concerned with their issues in
essay writing, or because they lacked an adequate understanding of the link between
culture and kerature.

c) Interaction: This session recordedfair level of interactionHowever, the subjects

could not answer most questions. They completed the tasks, but clumsily (which might
be due to the reasons foretasted). We observed a slight change i18,aa@as 13
(compared to the first session). The subjects shared the difficulties they were having
with ease. They communicated their concerns about essay writing and asked for advice
and academic books that might help them improve. Additionally, they seproee
attentive when their peers spoke. This might be related to the fact that they had a
common concern. This lines with the CRT principle that the more personal teaching is,
the more students are engaged.

d) Cooperative Learning: Last but not least, vdn examining cooperation, we

remarked thasome participants worked in pairs on the taslut with difficulty. It
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seemed like since they were all facing a similar (difficult) problem, they preferred
cooperation. This action, though might seem trivial, essential and significant for
community building.

By the end of the session, the learners identified structuring the essay and using
illustrations properly as the muddiest points. The teacher then gave them the task of
writing a theme analysis essay at leabout their favorite book, movie, or animation
following one of the samples on the handout and using similar color codes. The teacher
used written, detailed feedback to help them identify their mistakes, and provided them
with a list of their most commagrammar and structure mistakes, and ways to overcome
them.

45. 3. Sessions 3 an8tudgGuidé The Little Princ

The main objectives of these sessions were to:

1) Highlight the importance of contextual information (biography, history, science,
philosophy, etc.) in literary text comprehension and interpretation;

2) Review the main concepts of the first handout (plot, setting, theme, symbols, motifs,
etc.), and clarify how they interact to create the essence of the literary work;

3) Introduce differenguestion keywords to prepare learners for an upcoming session
(session 7: types of questions and how to answer them);

4) Establish the knowledge necessary for intertextuality and comparison activities in
sessions 5 and 6 (Peter Pan Analysis).

The first StudyGuide started by asking the learners to research and find
information about) the writer (try finding any information from the biography of the

writer that is relevant to t h)é¢helhisboocklés t h
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context of the book,and c) existentialism (definition, principles, and main
philosophers). That was followed by a set of questions of multiple forms discussing
themes, symbols, settings, and characters (check appendix). The second study guide
focused on point of view, textbavidence, and the link between context and text. Both

gui des extracted the most relevant quotes
comprehension of the previous lesson (note: the reader needs to verify the handouts in
the appendices to chettke questions asked during the sessions and understand their

link to the techniques below).

The techniques used in these sessions were:

1) Chunking: The teacher made sure not to exceed 8 items, activities, or questions
per handout. Both handouts consiste@ attivities.

2) Spaced Repetition The handouts reviewed concepts from the first handout
(themes, symbols, setting, motifs, character types, and POV)

3) Active Recall The participants were asked to write down questions, while we
discussed the content tfe handouand share them at the end of the session.

4) Classroom DiscussionAs clarified in the previous chapter, all study guide
sessions started with a discussion, where participants shared their opinions and
impressions about the book.

5) VisualCuesThehandouts were O06The Little Princ
the points discussed in the handout were used to help learners mentally place the
information and link their reading to the new learning.

6) Reflective Questions (Schema activationYhe handoutonsisted of reflective

guestions that | ink studentsd experien
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7) Bl oomdés THhe landoutsygovered a variety of question types (identify,
explain, comment, analyze, discuss, and compare) that were meagyqgo tine
different levels of the taxonomy.

8) Intertextuality Activities : The study guide explicitly emphasized the effect of
the philosophy of existentialism on the writer, writing style, themes, and structure
of 6The Little Prince. o
Before answering the @stions in the study guides, the teacher collected the

information gathered by the students about the author, the context of the book, and the
philosophy of existentialism. Although the participants contributed to the two first
aspects, they did not reselarthe philosophy claiming that it was complicated. Using

the board, the teacher explained and identified the premise of the philosophy, its
principles, thoughts, and scholars highlighting its effect on literature, and giving
examples of the most famousigrrtialist authors and works. We also listed all the
relevant historical and biographical information. Below, we provide the main results of
the observation from sessions 3 and 4.

a) Comprehension:The participants demonstrated a fair level of comprabermkiring

both sessions. There was a general agreement that the book was interesting, fun, and
easy to read. The instructions in the handouts were also easily followed. Skills 5, 6, 8,
9, 12, 13, and 14 were demonstrated but not consistently. For exatoplents could

not understand all the questions since they could not differentiate between the
requirements for each type of question. Skills 10 and 11 were moderately present since
the subjects were still learning about context and its importanceraryitaterpretation.

However, after linking existentialism to the book, the students seemed to have a better
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understanding of the meaning behind the characters, actions, and setting of the book.
Finally, skills 1, 2, and 3 were demonstrated appropriaeticonsistently.

b) Cultural Awareness: Unlike the previous session, these two allowed us to examine
students in some of the areas of cul tural
4,5,8, 10, and 11, the results of the checklist indicated that the participants could neither
identify norexplain the cultural aspects of the literary work without the help of the
teacher. Skills 6, 7, and 9 were demonstrated but with difficulty. For instance, the
learners knew about their cultural frames of reference, but could not formulate sentences

to express them. This was not surprising since we agreed with Hammond (2010) when
she said that it i's making Othe familia
recognizing and expressing our own cultural set of beliefs and values.

c) Interaction: The sesions marked high interaction. Most students participated,
answered, and asked questions. Skills 1, 4, 7, 8, 9, 10, 11, 12, 13, and 14 were all
displayed consistently and appropriately. Participants were more engaged with the sixth
activity in the first sidy guide and the second one in the second study guide (check
appendix)t hey i nteracted and argued, opposing
the teacher asked the subjects to explain how the writer used the analogies of the Little
Prince, thedx, and the rose to allude to the themes of relationships, responsibility, love,
loss, connection, and choice in the light of a set of quotes extracted from the text. The
second activity asked theiit hey agreed with the Pilotbds
d) Cooperative Learning:Al t hough we coul dndt observe n
what is worth noting is that by the fourth session, participants started leaning more

toward pair and group work. When given tasks, they worked in pairs and grabpatwi
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the teacher asking them to. Lastly, the learners claimed they could not yet grasp the
differences between the various question keywostisch was the muddiest point of
the two sessions. For the assignment, the learners were given the task ofangfitorg
analysis of one of the themes of the book.
45.4. Sessions 5 and @Peter PardStudy Guides
The objectives of the two sessions were:

1) Emphasizing the importance of biographical information in literary text

interpretation;
22Enhancing the | earners6 undedstdrBRadtdi ng o

Orhe Little Princé);
3) Highlighting the cultural elements in the book;
4HYHi ghl i ghting the role of readersod persor
5) Explicitly teaching thehree levels of culture;
6) Explicitly teaching the link between emaotion, cognition, reading, and learning.

The techniques used were the same as in the previous two sessions. For chunking,

the first study guide contained four activities, while the secondisted of 8 activities.
In the intertextuality activity, the teacher designed a task of compéetgr Padand
Orhe Little Princéi n ter ms of t hemes, characters,
active recall, the participants were asked to write dtweir thoughts, comments, and
guestions as they read the handouts at home. The first handout was P¢beniash
and the second one was bd®eter Padando fe Little Princéthemed since it stressed

the comparison between the two.
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After collectingthe biographical information which the participants gathered, we
initiated a discussion, where learners shared their views about the book. The results
from the observation checklists are described below.

a) Comprehension:The participandsmdéoendhadlPlee mgi rPg
Little Princed in terms of | ength and | a
on these handouts were slightly more advanced than the ones before. We observed an
improvement in skills 6, 7,8, 10, 11, and 13. They wemahstrated consistently and
effectively during both sessions. However, students still had problems with
summarizing informatiorthey could neither be selective nor concise.

b) Cultural Awareness: We could observe most of the skills related to cultural
awareness. There was a slight improvement in skills 1, 2, 6, and 9. This might be due to

the explicit teaching of context types and their effect on text production and
interpretation. The constant emphasis made on the role of thecsuttical experiences

of authors in their writing may have hel p
could also be attributed to the universality of themes and issues discussed in the two
books (choice, responsibility, family, love, friendship, etc.). These kindbewhds

touch on everybodyds | ife and experience
comprehension. We could alsibservesome aspects of tolerance. In one of the
activities, the teacher asked the students to identify whether certain characters were bad

or good and comment on their actions. The purpose of this question was to examine
student sd judgments and tolerance. Partic
actions of characters such as Peter Pan, Hook, Tinker Bell, Mr. Darling, The King, The

SnaketheBusi nes s man, et c. Whil e some coul dnot
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characters, others could easily place them as bad. Overall, there was a noticeable
i ntolerance towards any action thente di d
c) Interaction: These two sessions were the highest in terms of interaction. All aspects
of the checklist were demonstrated consistently and appropriately. Learners seemed to
be more engaged with activities 3 and 4 of the first study guide, andya2tof the
second handout (check appendix). The third activity asked the students personal
questions in relation to the books, while the other two were intertextuality activities that
compared the two books. This relates to two principles of CRT dtad that using
personal experience makes the learning experience more meaningful to the students,
and the second is that the brain is more likely to be hooked when new information is
connected to background knowledge.
d) Cooperative Learning: What we noticed was that the participants showed
appreciation for the information provided by the teacher, especially when comparing
the two books and explaining the basis of intertextuality. The totality of the students
was not at all familiar with the concepts types, or how it works. Some students
exclaimed that it was an interesting concept and asked if we were going to have more
activities like that in the future. We considered this a positive and significant event in
the treatment. Now learners were laukiforward to what would come next. We
detected, also, that through body language and comments, students validated each other,
especially when someone got positive feedback from the teacher.

Again, the students said that thead difficulty distinguishng between the types
of questionsthus prompting us to devise a session that focused on the nuances of

guestion types and the appropriate methods for responding toTherstudents were
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asked to choose one question from the study guide and try writingtéme for the
answer at home.
45.5. Session 7: Types of Questions and How to Answer Them
CRT requires teachers to investigate
them. Since our participants faced difficulty distinguishing the diffegente st i ons 6
keywords, we planned a session to teach the main types of questions, and how to answer
them in essays. The objectives of this lesson were:
1) Review the forms of questions asked in the study guides;
2) Familiarize the participants with the mastmmon question types;
3) Demonstrate how to answer each type of question;
4) Review essay structure;
5'Test | earnersd comprehension of the two
The techniques used in this session were:
1) Chunking: Only 6 types of questions were studied (identify, explaamimment,
analyze, discuss, and compare and contrast).
2) Spaced Repetition The handout used sample ques:
Prince6 and OPeter Pan. o
3) Active Recall By the end of the session, the participants were asked to close
their copybooks and recali¢ types of questions, and the ways we outlined the
answers to each.
4) Bl oomsés T ahe sessmmwas planned to move from the lower level of
the pyramid of the taxonomy to the highest (identify, comment, explain, analyze,

discuss). When students graspthése types, this information would, in turn,
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reconstitute the lower level (knowing), hence students were asked to write essays
following what they learned, constituting the highest level (creating).
5) SeltAssessmentWhen given a sample question, leaswere asked to try and

write down their answergndthen after the teacher gave the correct one, they

were asked to correct their answers noting what they got right and what they

missed.

We did not use a handout for this lesson. Using the board, vesluced the
various questions and the meaning of each question keyword. We listed the steps used
to answer each, gave sample questions, and provided sample essay outlines for each
focusing on writing the thesis statement (see appendix for the questions Tsed
nature of the lesson dictated that we exclude the second part of the observation checklist
and some elements in the first part. We focused mainly on comprehension, interaction,
and cooperation. Here, we provide a general overview of the thred@gyetser.
U Comprehension/Interaction/Cooperation

Generally, students displayed a better understanding of essay structure. They
seemed to recall all the parts, yet they still had problems with choosing the right
structure for the thesis statement. When dskegenerate thesis statements for the
sample questions, only 7 students could complete the task. The students were highly
engaged in this part and asked the teacher to help them construct thesis statements for
guestions from the previous study guides.

Concerning the types of questions, the participants seemed to have more
di fficulties understanding o6explaind and

the muddiest point task, and later in the first metacognitive questionnaire. Moreover,
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the studentshowed a moderate level of interaction. They were hesitant to answer
guestions, guess for ms, or try on tasks.
guestions, yet most of them asked important questions.

When asked to try and recall the informatioe, moticed that most learners opted
for pair or group work. We could also see that they were helping each other with the
explanation of concepts, which had not been recorded before. Furthermore, when
students faced a problem with the task, they turnededetcher for aid. This was a
step forward in community building, especially with this kind of lesson, which might
be less fun or engaging. At the end of the session, the students were given the task of
writing an essay based on one of the sample outimeesreated in class.
45.6. Session 8: Plot Types

The | esson was based on Bookerds cl ass
are 7 basic types of plots, each having up to 5 stages, which was in tune with the
chunking technique. The handoutcontaith t ext s fr om Booker 6s b
Pl ots: Why We Tell Storiesd covering the
each plot type. The handout used a variety of examples from the first questionnaire,
cl assi cs, t he tsemaovuidseandbasimaticmss ©he pbijeetived ai thik
lesson were to:
1) Familiarize the readers with plot types;
2) Highlight the importance of plot in storytelling;
3) Emphasize the role of storytelling in the human experience;
4) Highlight the link between pldypes, themes, and character motivation.

The techniques followed in this session were:
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1) Spaced Repetition The teacher started with a review of the plot definition and
elements from the first handout, and linked the plot to the various literary devices
studed earlier. The participants were also asked to identify the types of the plot
of 6The Little Princed and OPeter Panbé

2) Active Recalt Since the handout was loaded with details of each plot, the teacher
used aiagnostic quizat the end of the session toeck if learners could recall
the information.

3) Visual Cues The handouts contained pictures of movies, book covers, and
characters, and different color codes for each plot type to aid memorization and
recall.

4) Intertextuality Activities : The students werasked to compare plots of movies
and books across time, cultures, and genres (check appendix).

a) Comprehension:Right at the start of the session, when the teacher asked if the
students read the handout and had any questions, the participants comhuhatate

they couldnot understand the content of the handout. This soon changed once we
explained the first type of plot using the examples elicited from the first questionnaire.
Each time an example came up, the teacher enquired about the participant whose choice
it was, askig her to summarize the plot for the class. If the students did not know the
story of the book, movie, or animation mentioned, the teacher would give a general
overview of it. Each time we moved to a new plot the learners displayed a higher level
of undersanding. What we observed during this session was that the familiar examples

pl ayed a key role in | earnersd comprehens
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b) Cultural Awareness: Through the intertextuality activity, we could observe skills 1,

2, 3,7, 8, and 9. When discussing the plpkes, we came across a variety of examples
leading to strikeup conversations about Western storytelling, Hollywood movies, and

i deol ogies behind fairytales. We di scuss
Hollywood plots, Shakespearean vs. moderatg e di e s , Hol |l ywoodsos
overcoming a monster, etc. Culture lay at the heart of these discussions, and we noticed
that learners demonstrated a better understanding of cultural elements. They could
identify cultural differences between b@knd movies, and compare their own culture

to the target one with more efficiency.

c) Interaction: Although the pace of the session was slow at the beginning, after the

first twenty minutes, the students showed higher interaction with the material, peers

and the teacher. Once we started the analysis of the examples, the students were
absorbed in the discussion. They asked and answered questions, shared their ideas about
the plots of their favorite movies, and argued about the plots of specific workstiht

not be placed within one specific plot type such as The Lord of The Rings, Harry Potter,
Shutter Island, etc. By the end of the session, the teacher administered a diagnostic quiz,

i ntroducing an extra pl ot t yepbasic plot éob e | a
dystopian literature. The researcher noticed that there was a high interest in the genre,
especially after providing the examples of Hunger Games, The Divergent, and 1984.
They asked several questions about dystopian literature sinchateyiready chosen

0The Giverdéd as our next read. The teache

the plot in upcoming sessions.
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d) Cooperative Learning: The session recorded high cooperation among the peers;
participants demonstrated, consistentlyl appropriately, all aspects of cooperative
learning except for areasahd 11 which we did not have a chance to observe. We
caught a repeated pattern of behavior; each time students faced similar issues with the
material, they displayed more cooperat{@ff, 7", and ¥ sessions).

The | earners identified 6Comedyd as th
clear stages like the rest of the plots. Therefore, the researcher listed several movies and
plays that followed this type and advised theipgants to watch one and try to identify
the stages while watching. For the assignment, the learners were asked to identify the
pl ot types of the o6Little Princed and 0Pe
45.7. Sessior®9: Point of View (POV)

The handout started with a recaptloé definition and types of points of view
from the first lesson and then demonstrated the characteristics of each through sample
texts from various literary works (mainly classics). Building on this information, the
teacher introduced, defined, and ithaged the concepts of poionf-view shifts and
stream of consciousness (SC) (check appendix). The handout incorporated familiar
works to the students | ike O06The Great Ga
covered sample texts from FahrenheBl4a dystopian work that shares many
similaritiesdo(whtehsoélhhenGsverfirst choice)
Pr e ] utda secenil book learners chose for our class. The main objectives of this
lesson were to help learners:

1) Review previousnformation on POV;

2) Learn how to analyze POV,
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3) Learn how to use texts to illustrate for POV analysis;
4) Differentiate between the characteristics and uses of the various types of POV;
5) Learn about the link between the POV and plot elements and types;
6) Understand tone and mood and their connection to POV.
For the techniques, we integrated chunking, spaced repetition, active recall, visual cues,
and intertextuality activities similar to session 8. During this session, we were able to
observe elements dfi¢ first and third areas on the checkilist.
a) Comprehension: Learners demonstrated most skills. They could deduce the
characteristics and uses of each POV type from the sample texts, summarize key points,
and answer questions. However, they seemed todiffiteulties comprehending the
concept of stream of consciousness, and the language of the sample texts taken from
0 Mr s . Dal |l oway 6, 6 The Souudw toahedinfamitiae Fur
structures of SC.
b) Interaction: The students displayed arfével of interaction with the material, yet
they seemed to lose energy by the middle of the session. We attributed this to the number
of sample texts used. We believe that we may have neglected the chunking rule when
providing examples which led to a eogve load. It might also be because most learners
did not read the texts at home. Furthermore, they seemed to be more engaged with the
example of 6The Forty Rules of Loved By
modern infamous best seller.

| expresseckarlier in the treatment that Elif Shafak was one of my favorite
modern writers and often used examples from her works. To explain the POV shifts in

her book, we had to explain the general plotline of the story, which the students found
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interestng. The pattern we observed here was that each time we used a personal favorite,
the I earners showed more interest and ask
thatshowingd s i mi | ar i tigkeyadtheiemi¢chmenteokclassroom discussions.
4.5.8. Sessions 10 and 12: Characterization Lesson and Practice

We present the results of these two sessions together since we found contrasting
results between the lesson and practice sessions that are worth noting. The lesson
handout started withar@qp of charactersodé types from t
to introducing, defining, and illustrating characterization with its various types and
techniques. The practice handout consi s
OPeter Pa@Gibyeratdh,d wWHdédre students had to id
in each. The handout ended with an activity that required the participants to identify
what some major charactersod actions from
link charactezation techniques to character type. The objectives of the lesson were to:
1) Review previously learned information on character types;
2) Familiarize the learners with the various techniques of characterization;
3) Indicate the difference and link between characde6 t ypes and charac
4) Highlight the differences between character analysis and characterization analysis

essays;

5) Emphasize the relatedness of literary devices.

The techniques adopted in these sessions were similar to the previous session.

Table 17summarize the contradicting observation results of the two sessions
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Table 17

Results of the Observation Checklists of Sessions 11 and 13

Lesson Session Practice Session
Sessionll Session 13
Comprehension All elements demonstrated Most elements not demonstrate
consistently and appropriate

Cultural All elements demonstrated Most elements not demonstrate
Awareness consistently and appropriate

except 10 and 11 (NO)
Interaction All elements demonstrated Most elements were not

consistently and appropriate demonstrated at all (no
participation/ no interaction)
Cooperative Elements 1, 2, 3, 5, 6, and 8 No cooperation
Learning are demonstrated constly
and appropriately

As the table shows; session 11 recorded the highest levels of all four areas of the
checklist. Students were highly responsive to the material; they seemed more attentive
and absorbed than at any other timeolild be because they often had problems with
character types that they were especially hooked on the material to work on their issues.
The students asked and answered more questions during this session than in any other
one. They manifested a remarkabdeprovement in inferring meaning, linking new
knowledge to the priearned, and summarizing information. Each time we learned a
new type of characterization, they started reflecting on books, movies, animations, and
series they knew, or the ones we readehiise, they could argue and oppose each
otherds and the teacheroés opinions, sti |l |

Concerning cultural awareness, there was an apparent change in attitude towards
0t he other. 6 They seemed more tonsthanant a
before (Smeagol in The Lord of the Rings, Usher in The Fall of the House of Usher,

Eliza in Pygmalion, Rip in Rip Van Winkle, Eveline in Dubliners, etc.). We got the
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chance to discuss characterso trlatontes, per
our cultural frames of reference. It was revealed that the participants could both identify

and express their cultural frames of reference clearly, and efficiemthgething they

struggled with in the previous sessions. Additionally, it wasahthat they still leaned

towards cooperation to complete tasks. When asked about the muddiest point, most
agreed that it was planning the essay for the analysis of characterization.

Contrastingly, the practice session of characterization recorded tbstllmwvels
in all four areas. Students did not prepare the handouts, did not show any enthusiasm
about the material, and did not participate. They could barely answer questions. Note
that this session was not successive to the lesson; it was precededdmalifsis of
60 T h e -Gnother cldss that exhibited high interaction. The teacher did most of the
work and answered most questions. It was surprising that the participantsnobuld
identify or recall aspects they easily recalled from the last twaossssVhen asked
about their attitude, the learners explained that they had an exhausting week since they
had to complete the presentation in four modules.

This takes us back to one of the basic threats to internal validity, which is history.
Historyiv ol ves any external events that might
the treatment. We claimed in this study that such aspects are inevitable in education
settings, hence we need to work around them. We could not find any other solution, but

toredo the same tasRriade eandhPr ajnadiyce s6 of

45. 9. Sessions 11: O0The Giverd Study Gui d:t¢
As promised in session &) we started the class with a recap of plot types

focusing on Orebel against t meexpanedthe We a
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characteristics of dystopian literature, and provided more examples. Then, we
proceeded to a discussion about the pl ot
The Analysis of O6The Giverodo toahkandout,di st i
instead, we used handwritten mind maps that weree/ on the board. The first one
mapped the tGhemeé, ofed@dhati ng a set of gl
one organized the themes of the book around one that the teacher thautite mast
interesting. After explaining all the themes, the students were asked to create their own
version of the mind map putting the theme that appeals to them most at the center.
Through this lesson, we wanted to teach learners how to:
1) Map their thougts;
2) Generate guestions about the content of literary works;
3) Identify cultural and ideological facets of literary texts;
4) Question the ideologies presented in literary works;
5) Compare works of similar genre;
6) Introduce Allusion (as a form afitertextuality);
7) Review the three levels of culture.

The session relied mainly on Bloomdés T
to creation), spaced repetition (review of plot typad POV), and intertextuality and
context activitiesThe session starteditiv a general overview of dystopian literature,
its characteristics, most common themes, and basic plot type (rebel against the one). We
reminded the participants of some of the dystopian novels (1984, The Hunger Games,
Fahrenheit 451, The Divergent, etmiding them to extract similar features among them.

We then moved to list the relevant contextual information. The analysis of the book
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followed the mind map guided by the formulated questions; these questions were
discussion openers. Globally, studenemnifested fair levels in all four areas; we could
summarize the most important results as follows:

U Students developed a better understanding of the three levels of culture, although
they seemed to find difficulties placing some aspects (between the shaltow
deep culture).

U Once we explained the content of the mind map, the learners showed more
enthusiasm towards the book.

U They seemed to have a problem tolerating sensitive and taboo issues. They
refrained from the discussion of sexuality and sexual ndetscome with
pubertywhich were essential in understanding the themes of censorship and
totalitarianism in the book.

U They seemed to be more interactive when analyzing the theme of language
control since it led to striking up a conversation aboutttapter on language,
thought, and identity in linguistics. Most students showed interest in linguistics
and philosophy and were more immersed in this conversation.

U However, the highest interaction was recorded once they were asked to compare
our modern wdard to the world of sameness
progressive change in their abilities to compare, draw links, and infer meaning.
Finally, the learners were still consistent in sharing their viewpoints and
debating them.

For the assignment, the paipants had to choose one of the questions we formulated

and answer in the form of a paragraph.
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45.10. Session 13: The Metacognitive Questionnaire amlde Diagnostic Quiz

The purpose of this session was to take a break to avoid cognitive load. The
metaognitive questionnaire was used both as an instructional tool and a data collection
tool. The approach adopted in the treatment recommends the use of metacognitive
guestions and activities to help students reflect on their thinking and leandg
pinpoirt their strengths and weaknesses. The data elicited from such questionnaires
could be utilized by teachers to improve future instructional tools and course design.
Moreover, the teacher directed a diagnostic quiz as an activity of active recall. We
incorpaated peer assessment into the quiz, where learners corrected each other answers
before turning to the teacher for the final answer (see the description of the quiz in the
previous chapter). The session was organized as follows:

U We reviewed the main pointd the last session,

U administered the quiz,

U distributed the questionnaire,

U and finally, shared the feedback for the first video projects received two weeks
earlier.

Given the plan abovmentioned, we used a customized observation checklist to
verify the skills connected to the content, tasks, and material of the session. The results
are shown in Table 18 belows the table indicates, the participants demonstrated skills
1,2,6,8,10,11, 12, 13, 14, 16, and 17 consistently and effectivalg,tiva rest were
demonstrated appropriately, but not consistently. The learners understood the quiz
format and the questionnaire instructions were highly engaged with both tasks, and

shared their ideas and answers with ease. Another main observatidmivasiners
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recalled, explained, and summarized all the information, except for the stream of
consciousness, stock and tertiary characters, and style. These were the elements the least
reiterated through spaced repetition and active recall, which progedfectiveness of

these techniques. Moreover, most students seemed to have problems understanding
guestions 21, 24, and 25 from the first part of the questionnaire, and 13 and 14 of the
second part (check questionnaire analysis). In addition, learneic easily identify

cultural differences between the four books.

Our last observation was that learners turned to their peers first and then to the
teacher whenever they faced an issue or had questions. There was a notable change in
the sense of communityearners seemed to give more value to cooperation as time
passed. When the teacher shared her thoughts and feedback about the first video project,
learners appreciated the positive and corrective feedback, and more importantly
acknowledged the efforts dheir peers, especially those who worked on editing.
Furthermore, they thanked the teacher for giving them the opportunity to work on the
projects together. This was significant to the area of community building since it marked
a denotive shift in the gerad attitude toward group work. When first asked to work in
pairs and groups, learners claimed that they preferred individual work, yet during this
session, they stated that they would like to work on similar group projects in the future.

It is worth notirg here that the students also acknowledged the effort of their delegate

who helped those having internet problems with ediing submitting their work.
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Table 18
Results of the observation checklist of session 13
Element Observed NA 01 2 3

1. Students can easily understand task instructions X
. Students can follow along with instructions X
. Students can recall previously learned information X
. Students can summarize information X
. Students can explain conceptsen asked X
. Students are engaged with the material (quiz/ questionnaire) X
. Students can understand the questions of the questionnaire X

. Students can share their ideas with the class X

© 00O N O O~ W DN

. Students ask the teacher whenttheayn 6t under st a X
10. Students ask their peers when they don't understand a questic
11. Students Appreciate Feedback

12. Students are happy when one student gets good feedback

X X X X

13. Students acknowledge tiiorts of their peers when working on
tasks or projects
14. Students acknowledge the efforts of their delegate

15. Students acknowledge the effort of the teacher
14. Students acknowledge the efforts of their delegate
15. Students acknowledge the effort of the teacher

16. Students can identify cultural differences between the four boc

X X X X X X

17. Students understand the value of cultuteaming literature

45.11. Sessions 14 and 15: Pride and Prejudice Study Guide

Session 14 was used for the analysigRofde and Prejudidewhile 15 was a
session devoted to practicing POV and characterization using sample texts from the
book. We tried to work on the students?o

guestionnaire (explain and analyze questions, characterization, fithatigation, etc.)
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by answering sample questions using the technique eassdfssment as described in

session 7.

When the students choderide and Prejudiéewe decided to keep it last as to be able

to:

1) Review the levels of culture (the book demaosigts a higher number of cultural
facets);

2) Compare it to the other books in terms of cultural representation;

3) Review all the literary devices we studied. The book contains all types of
characterization techniques including reinforcement by analogy, mpest tgf
characters, an interesting form of POV (indirect discourse), the most common themes
in |'iterature (which happened to be the
(a unique take on romanticism, and an early shift to realism).

4) Introduce stle. Pride and Prejudidavas used as a course wrapper since style was
the last element in the first handout.

5) Reuvisit literary movements (Romanticism, the Regency era, and Realism).

We incorporated the same technilgues u
Princebo and OPeter Panbo, except for c hut
coverage. The lesson handout contained questions about all the aspects previously
learned and ended with some personal questions (what students liked or disliked, the
chamacter with whom they identified most, etc.). The practice handout consisted of
sample texts from the book that illustrate characterization types and POV techniques.
Before we started the analysis, we provided the learners with the most important dates

ard events that surrounded the career of Jane Austen and the writing of the book. After
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listing the most relevant biographical information to the book, we initiated a discussion,
where the participants shared their views on the book.
There seemed to be amgeal agreement that the book was overrated and that it
wasOj ust a s i nyhithesooh changed afteracompléting the study guide,
hi ghlighting Austenos uni que styl e, expl
identifying the cultural represettons in the book. Students 6 and 7 exclaimed that only
then they could understand why Jan Austen is a roatdbrated author; the whole class
seemed to agree that there was a change of mind about the book. This only further
emphasized the importance aintext and culture in text production and interpretation.
The session was the second most interactive after the one on characterization.

What was notable was the improvement in the area of cultural awareness. Students were
directly linking the analysisfahe book to their own cultural frames of reference without
beingaskedor gui ded by the teacherds question
tolerance. Students showed more sympathy,
They seemed to be lesgdgmental of characters like Mr. Collins, Mrs. Bennet, Lydia,
Mr. Wickham, Charlotte, and Lady Catherine, especially when we compare this to their
previous attitudes towards Peter Pan, Mr. Darling, or Tinker Bell.

Overall, most skills were manifested efigely however students had some
difficulties;

U They found the questiomsorechallenging especially the ones on POV;

U They struggled with the length and language of the book;

U They had difficulty recalling all the details and events of the story, which wer

sometimes vital for comprehension.
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When asked about the most difficult part of the lesson, students claimed that it would
be hard to be selective when choosing textual evidence for their POV and
characterization essays. They had a chance to work otutfingy the practice session.
45.12. The Extra Session: Presentations

Since some students asked to present their projects in class, we added this
session; this way we got the chance to share our feedback about the second project.
What was noted in thisession was 1) the great respect and appreciation the students
showed to those who presented their work, 2) their appreciation for the feedback, 3) and
the impressive quality of presentations. This further indicated the establishment of a
community of leaming. Next, we present the analysis of the reflexive journal, giving
some general observations about the video projects, the reading diaries, and written
assignments.

4.6. Analysis of The Reflexive Journal

The researcher relied on the reflexijeeirnal to observe the assignments, the
reading diaries, and the projecdsd to compensate for any shortcomings of the
checklist. We used customized criteria as displayed in Table 19 below (1= weak,
2=moderate, 3=strong).
4.6.1. The Written Assignments

We could summarize the following points from the evaluation of the written
assignments:

U What was intriguing was that all the participants did all their homework.

However, it was observed that during the first three weeks, they relied heavily on

internet sarces; they used readily made summaries from websites like Spark Notes,
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Cliff Notes, Course Hero, etc. The teacher explained to the participants how to use
internet sources and references properly, and encouraged them to write their answers to
improvethei | anguage and analysi s. It was onl
Study Guide that the researcher started receiving original work.

U The researcher could barely see any improvement in langkéigeduring the
first seven weeks. If there was ampgress, it was slow and inconsiderable. This might
be directly linked to the fact that up to that point, they still had issues with the teacher
of academic writing.

U When given the choice, learners often chose opinion questions or those which
link to ther experiences. This was in line with our observation of interaction along the
treatment, where we recorded more interaction when the discussion involved their
points of view or personal experiences. Students seemed to lean more toward tasks that
gavethemt he chance to be O6heard and seen. 0

U Students often discussed the written feedback on their assignments with the
teacher. They enquired about their mistakes, especially those concerning language and
structure.

U Students 1, 3,4,7,9, 10, 14, 17, and 19 adnhg extra work at home and asked
the teacher to correct it. They also sent essays via email and asked for feedback.

U When given the assignment of 6The Gi v
answered up to three questions, even though the task ekquise/ering one question
only. When asked about it, they said they found all the questions interesting. We believe
this has a link with the fact that this book was their choice and dystopian works were

among their favorites as per the first questionnaire.
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Table 19

Results of the Observation of the Assignments and Projects

The The Video
Skills Observed Assignments  Projects

1 2 3 1 2 3
The participants understood the task and the instructions X X
The participants demonstrated command otdipé&c chosen. X X
The participants demonstrated imagination and creativity X X
The participants used their cultural frames of reference; X X
The language is used effectively; X X
The form and content were clear; X X
Theparticipants utilized the information learned in class; X X
The participants further researched the topics chosen X X

4.6.2. The Video Projects

When assessing the video projects, we were thrilled with the quality of work and
effortputintot hem. Thi s proved CRTO6s claim that
if we base our teaching on their most powerful skills, besides, it confirmed the
usefulness of researching the background of our learners before making our
instructional decisions. Weoald summarize the points in the reflexive journal as
follows:

0O The video projects were the studentsbéo
appreciation of the task both through the quality of their work, and verbally to
the teacher.

U Itis noteworthy that | was humbled by the trust and faith those girls put in me.
Some girls filmed the videos inside their houses, sometimes not wearing their
Hijabs, which was a sign of the establishment of learning partnership and

community of learningliscussed in Chapter 2 and adopted in our study.
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U  Students displayed high levels of creativity and imagination, which could not
have been discovered if it wasnot for
U Most students chose group work (something they refused at the inggifithe
treatment as per the observation); only 4 students did the work individually,
which is another sign of cooperative learning and community building.
O There was a significant discrepancy be
skills. The partigpants had better oral skills (using better grammar and syntax).
4.6.3. The Reading Diaries
The students were asked to keep diaries while reading the books, journaling their
experiences, annotating, and formulating questions. They had the freedom telstare
they wrote with the class, with the teacher only, or keep them private. The purpose of
these diaries was to help students express the emotions, questions, and thoughts evoked
by their reading. We asked them to document their thoughts and feelingmeagl
why they think they had those feelings, thougbtsquestions. This we believe could
raise their awareness about their own cultural frames of reference. It was a form of
reporting their reactions and responses to the literary work. To push thjsaeabften
shared some ideas from our reading journal. To help their journal, we provided them
with some ideas, but they had the freedom to customize their diaries. For instance, they
were required to track their mood throughout the reading, signahtitest, happiest,
funniest, etc. moments in the book, signal a shocking idea or action, formulate questions,
etc.
We observed that the participants were the least interactive with this technique

during the first five sessions, especially when comparedther techniques like
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classroom discussions, the muddiest point, or intertextuality activities. We inquired
about this during one of the classroom discussions; the participants claimed that they
were not used to expressing their feelings about what tlagly especially in writing.

This draws our attention to the gap in ec
side of learning enough to make our students capable of expressing themselves. The
students were not comfortable when asked about theirdgeelmd often refrained from
answering any questiomsncerningemotions. This is why, we explicitly taught the link

between cognition, literature, and emotions during the sixth session.

Since we were on the topics of childhood, memories, family, rektipg, and
responsibility (Peter Pan and The Little Prince), we seized the opportunity to explain
the reciprocal effect of literature, cognition, and emotions, emphasizing the role of
journaling in awareness, memory, and retention. After this sessiomsgeved a better
uptake of the technique, still only around 66% of the subjects shared their content with
the teacher (students 1, 2, 3, 4, 5,6, 7,8, 9, 11, 13, 14, 15, 16,17, 22, 23, 25, 26 and
30). It was not until the session on characterization,gadicipants started discussing
their journaled feelings with the class. This was initiated by a discussion on the types of
characterization through actions, where students indicated how they felt about the
actions of characters like the Rose, Hook, €mRell, and Mr. Darling (from Peter Pan
and The Little Prince), Eren (from Attack on Titans), and Daisy (from The Great
Gatsby). However, the use of the diaries was more efficient and constructive when
analyzing AThe Gi ver 0, ecuddattribugerthisdoethe dactd Pr

t hat these books were the studentsd choi
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felt more comfortable sharing their thoughts with their peers and teacher at that point,
where we reported various indications of caapien and learning partnership.
4.6.4. General Notes from the Reflexive Journal

We used the reflexive journal to compare the overall results of the observation
checklists from the various sessions, I i
Ri g or . dnpakd@ thecgeneral outcome of each session to the preceding one
regularly, keeping notes in our journal a
of 6The Ready for Rigor 6 framewor k, n a
information processing, n@l community of learning. We wanted to assess the
effectiveness of the interdisciplinary approach on each of these tenets of learning.

As described in Chapter 3, we incorporated specific techniques to enhance each
of these areas. The results of the pefle journal demonstrated the following:

U Although we observed significant improvement in all four areas, the
interdisciplinary approach seemed to have a faster, stronger effect on community
building and learning partnership. We remind the reader that ack sedf and
peer assessment, classroom routine, prdgased learning, feedback (validation
and affirmation), and peer and group work to enhance this area.

U Chunking, spaced repetition, active recall, and visual cues had a significant
impact on informatio processing, still, it seemed like visual cues and spaced
repetition had more apparent effects on recall and retention.

U The use of the studentsd favorite movi
the first questionnaire, and incorporating their peaterperiences were the key

factors contributing to classroom interaction and discussions.

256



U As per students' verbal and Reerbal behaviors, intertextuality activities were
the most enjoyable types of classroom activities.
U The explicit teaching of cultureontext, emotions, and cognition had almost
instant effects on various areas of cultural awareness.
U Lessons and activities based on Bl oon
stimulate smooth-fransuttaned® bhedr owed
U Contrary to whaimy colleagues said in the interview, our experiment proved that
scaffolding and providing students with handouts can lead to independent
learning (check the discussion in Chapter 6).
Part Two: The Analysis of the Metacognitive Questionnairand the Posttest
This part analyzes the data gathered from the metacognitive questionnaire, gives the
descriptive diagnostics of the pdsst, and explains the results of the paired samples
t-test. Through quantitative dataainly, this section crosshecks the resultsf the
various research tools.
4.7. The Analysis of the Metacognitive Questionnaire
The results of the first part of the questionnaire (the-fmint Likert Scale) are
i ndicated in the tables bel ow. Theultst meanad
of the Likert Scale, the mode gives the most frequent answer, while the percentage is
used to specify the total responses of each point in the 3teestudents were asked
to fill in the questionnaire expressing the degree of difficulty they hadadh area. The
scale included four points (1= no difficulty, 2= slight difficulty, 3=moderate difficulty,
5=great difficulty). I f the Omeand i s bet

they have no difficulty in that specific area, if it is betwde00 and 1.99, it means most
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have slight difficulty, if it is between 2.00 and 2.99, it means most students have
moderate difficulty, and if it is between 3 and 4, it translates that most students have
great difficulty in that area. However, for momarate analysis we needed to look at

the modewhich provides us with the most frequent choice made by the studadts

the percentage (sometimes the sum of the percentage does not correspond to 100%
because we show only one decimal in the table).

The areas of learning are organized and ordered according to the four main
skills in the observation checklist. Areas from 1 to 20 are linked to comprehension,
including the correct use of language and structure; those from 21 to 28 are linked to
culturalawarenessvhile elements from 29 to 40 relate to interaction, community
building, and cooperative learning
Table 20

Descriptive Statistics of the First Likert Scale: The Metacognitive Questionnaire

Areas of Learning N Mean Mode
1. Understanding the language of the books 30 2.7667 3
2. Understanding the main idea of the books 30 2.0333 3
3. Identifying themes in the books 30 2.1667 2
4. analyzing themes 30 2.9000 3
5. Finding and using illustration 30 3.0000 3
6. Doing thehomework 30 1.4333 1
7. Understanding homework questions 30 1.4667 1
8. Understanding the context of writing the book 30 2.0667 2
9. Analyzing plot elements 30 2.2667 2
10. identifying plot types 30 2.7333 2
11. Identifying characters' types 30 2.5667 2
12. Recognizing characterization types in the books 30 2.9333 3
13. preparing for the exams 30 2.7333 3
14. outlining the essay 30 2.8333 3
15. writing the essay 30 3.1667 4
16. Forming the thesis statement 30 2.8667 3
17. linking myideas (cohesion and coherence) 30 3.0000 3
18. Using correct grammar 30 2.7667 3
19. Using correct syntactic forms 30 2.8333 3
20. dealing with unfamiliar structures (form and style) 30 2.9000 2
21. making inferences 30 2.5000 3
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Areas of Learning N Mean Mode

22.Understanding cultural references in the book 30 2.6333 3
23. reflecting on my experience while reading the book 30 1.9000 1
24. linking the content to my previous readings 30 2.3667 2
25. Dealing with unfamiliar ideas (cultural, socrligious, etc.) 30 2.3667 3
26. understanding characters' motivations 30 2.5000 3
27. sympathizing and identifying with characters 30 1.8667 1
28. Tolerating unfamiliar attitudes and actions of characters 30 2.3333 2
29. discussing the book wittlassmates 30 1.5000 1
30. discussing the book with my teacher in the classroom 30 2.1333 1
31. participating 30 2.3333 1
32. Asking questions in the classroom 30 2.4000 1
33. Communicating my thoughts and opinions clearly 30 2.7000 3
34.Expressing my thoughts in speech 30 2.5000 2
35. Expressing my thoughts in writing 30 2.6000 2
36. Working on projects individually 30 1.9667 1
37. Working on projects in groups 30 2.0000 2
38. Communicating my struggles to my classmates 30 1.7333 1
39. Communicating my struggles to my literature teacher 30 2.2333 1
40. Communicating my struggles to other teachers 30 3.1333 4

Table 20 displays that most means were between 1 and 2.99, which indicated that
most students had slight ieoderate difficulty with most of these areas at that point in
time (by the end of the treatment), while they still had difficulties with areas 4, 15, 17,
40. The most frequent points were 1 and 2 (no difficulty and slight difficulty), right
behind these wathe 3 point (moderate difficulty), and the least frequent point was 4
(great difficulty). This aligned to a great extent with our observations, where we noticed
an improvement in the same areagh which they claimed to have slight to no
difficulty. At the same time, we noticed a slow, or inconsequential improvement in the

areas they claimed were difficult.
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Table 21

Percentage of Likert Points for the Metacognit@eestionnaire (Part One)

Learning Areas Likert Points (N
1 2 3 4
1. Understanding the language of the books 0O 40 433 16.7
2. Understanding the main idea of the books 333 30 36.70
3. Identifying themes in the books 16.7 56 20 7.3
4. analyzing themes 6.7 20 50 233
5. Finding andusing illustration 10 10 50 30
6. Doing the homework 63.3 30 6.7 O
7. Understanding homework questions 56.7 40 33 O
8. Understanding the context of writing the book 26.7 50 13.3 10
9. Analyzing plot elements 34 36.7 13 16.3
10. identifying plotypes 10 34 30 26
11. Identifying characters' types 13.3 43.3 16.7 26.7
12. Recognizing characterization types in the books 6.7 10 66.7 16.6
13. Preparing for the exams 13.3 26.7 33.3 26.7
14. Outlining the essay 6.7 23350 20
15. Writing theessay 6.7 13.3 36.7 43.3
16. Forming a thesis statement 6.7 26.740 26.6
17. Linking my ideas (cohesion and coherence) 3.3 26.7 36.7 33.3
18. Using correct grammar 0 36.7 50 13.3
19. Using correct syntactic forms 6.7 26.7 43.3 23.3
20. Dealingwith unfamiliar structures (form and style) 3.3 36.7 26.7 33.3
21. Making inferences 23.3 23.4 33.3 20
22. Understanding cultural references in the book 16.7 20 46.7 16.6
23. Reflecting on my experience while reading the book 40 33.4 23.3 3.3
24.Linking the content to my previous readings 20 36.7 30 13.3
25. Dealing with unfamiliar ideas (cultural, social, religious, €30 16.7 40 13.3
26. Understanding characters' motivations 16.7 26.7 46.6 10
27. Sympathizing and identifying wittharacters 43.3 36.7 10 10
28. Tolerating unfamiliar attitudes and actions of characters 23.3 40 16.7 20
29. Discussing the book with classmates 56.7 36.76.6 O
30. Discussing the book with my teacher in the classroom 36.7 23.3 30 10
31.Participating 30 30 16.7 23.3
32. Asking questions in the classroom 36.7 13.3 23.3 26.7
33. Communicating my thoughts and opinions clearly 13.3 26.7 36.7 23.3
34. Expressing my thoughts in speech 16.7 33.3 33.3 16.7
35. Expressing my thoughtswriting 16.7 30 30 23.3
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Learning Areas Likert Points (N
1 2 3 4

36. Working on projects individually 50 16.7 20 13.3
37. Working on projects in groups 33.3 46.7 6.7 13.3
38. Communicating my struggles to my classmates 46.7 36.7 13.3 3.3
39. Communicating my struggles to hitgrature teacher 36.7 26.7 13.3 23.3
40. Communicating my struggles to other teachers 10 16.7 23.3 50

The results of the first part of the questionnaire were in line with most
observations made. Starting from session 8, we started remadtatge improvements
in all four areas of the checkligsthich was confirmed by the findings above. For
i nstance, the 6meansd® and modes of ar ea
claims about enhanced comprehension, with students havingdfighilty with areas
1, 2, 4,5, 13, 14, 16,17, 18, and 19. These aspects concern language and structure
comprehension and use. This was in agreement with our reflexive journal results as well.

Al t hough there was a pos totwitestkesicstai@megte, | n
they still had many grammar, syntax, and punctuation problems. We have stated in the
previous chapter that there was no noticeable change in structure and writing skills. In
addition, the learners signaled writing the essathasmost difficult area of learning,

which confirmed the results of the piest results.

Similarly, the means and modes of areas from 21 to 28 were harmonious with
our c¢claim that there was a noticeable am
tolerance. Moreover, the results of areas from 29 to 40 supported our remark that the
approach used seemed to be effective in community building and establishing the cult
of cooperation and contributive interaction. The findings of the observation ¢ogeth

with the questionnaire sustained that the fourth area of the checklist marked the highest
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improvement. This was mostly demonstrated in the group discussions, pair and group
work in class, and the video projects.

Note that the areas with which studehtd slight to great difficulty were either
the ones signaled in the previous chapter as the muddiest points of the learners
(illustration, analysis, characterization, etc.) or the ones we established (through our
observation) as the least or slowestlskib develop.

The second part of the questionnaire started with apinet Likert Scale,
wherein students had to express the degree of their agreement with 17 statements
regarding their general attitude toward literature and the links between liggratur
culture, cognition, identity, and learning. Through this Likert Scale, we wanted to test
our assumption that the interdisciplinar
awareness about these aspects and helps teachers establish interaction beseeen t
elements to facilitate the teachitgarning process.

The points were 1= strongly disagree, 2= disagree, 3=neutral, 4= agree, and 5=
strongly agree. |If the mean is between 1 and 1.88, it means most people strongly
disagree; if it is between 1.90@& 2.60, it indicates that most learners disagree; if it is
between 2.61 and 3.40, it means most students went for the neutral option; if it is
between 3.41 to 4.20 it means most people agree, and finally if it is between 4.21 and 5
it means most participas strongly agree with the statement.

As we can see in Table B2lowmost means were between 3 and 4.50, and the
most frequent mode was 4 (agree). This means that most students agreed or strongly
agreed with the statements. The means and modes of areas 3, 6, 11, and 13 showed that

most students disagreed with the statesieNbte that many students picked up the
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neutral option with areas 10, 11 (43.3%), and 14 (36.7%) which connected back to our
observation in session 13 that students had issues understanding these questions. The
results above suggested that despitethreke@ r 6 s cl ar i fi cati ons,
sure about these statements.

Table 22

Descriptive Statistics of the Second Likert Scale Questionnaire

Statements N Mean Mode
1. Reading the novels helped me with my language 30 4.5667 5.00
2. Reading the novels was hard 30 3.1333 4.00
3. Reading the novels was boring 30 2.4000 2.00
4. Reading the novels was fun 30 3.8667 4.00
5. Reading the novels was hard but fun 30 3.6000 4.00
6. Reading the novels was easy but boring 30 2.2000 1.00
7. Literature is important in language classrooms 30 4.5000 5.00
8. Literature helped me learn about other cultures 30 4.2000 4.00
9. Literature helped me become a better person 30 4.0000 4.00
10. My selfesteem improves when | read about othétures 30 3.1667 3.00
11. My selfesteem is threatened when | read about other cultur 30 2.5000 3.00
12. | feel comfortable reading about sensitive cultural issues 30 3.3333 4.00
13. I identify with my Algerian Heritage the most 30 2.9667 4.00
14. | identify with the American or British Cultures the most 30 3.1333 3.00

15. Tolerating the discussion of sensitive (taboo) issues is gooc 30 3.4667 4.00
learning

16. | developed a sense of respect toward other cultures throu¢ 30 3.9667 4.00
literary texts

17. Reading literature helped me develop intercultural compete 30 4.1333 4.00

Table 3B belowrevealed that 50% of the participants agreed or strongly agreed
that reading the novels was hard, and more than 60% of students agreed or strongly
agreed that reading the novels was hard but fun, which cohered with language problems
examined in the resultof the previous Likert Scale. More than 92% agreed or strongly

agreed that literature is important in the language classroom and 83% said that it helped
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them improve their language. This can be seen in the results of thegtoshere they

had better sores in language and structure (however, we are aware that the
improvement in language can relate to other external factors as well).

Table 23

Percentage for the Second Likert Scale Questionnaire

Learning Areas Likert Points (
1 2 3 4 5

1. Reading the novels helped me with my language 3.3 0.0 3.3 23.i70
2. Reading the novels was hard 10.0 30.0 10.0 36.7113.3
3. Reading the novels was boring 16.7 46.7 23.3 6.7 6.7
4. Reading the novels was fun 3.3 3.3 23.3 43.326.7
5. Reading the novels was hard but fun 16. 0.0 10 53.:20.0
6. Reading the novels was easy but boring 40. 33.3 3.3 13.:10.0
7. Literature is important in language classrooms 0.0 0.0 6.7 36.156.7
8. Literature helped me learn about other cultures 0.0 0.0 10 60 30.0
9. Literature helped me become a better person 0.0 3.3 26.7 36.i133.3
10. My selfesteem improves when | reatout other 3.3 20.0 43.3 23.210.0
cultures

11. My selfesteem is threatened when | read about othe26.7 16.7 43.3 6.7 6.7
cultures

12. | feel comfortable reading about sensitive cultural iss0.0 26.7 23.3 40 10
13. I identify with myAlgerian Heritage the most 13.3 26.7 16.7 36.76.7
14. | identify with the American or British Cultures the m&.7 16.7 36.7 36.73.3
15. Tolerating the discussion of sensitive (taboo) issues 10 0.0 30 53.:6.7
good for learning

16. Ideveloped a sense of respect toward other cultures0.0 6.7 10 63.:20
through literary texts

17. Reading literature helps me develop intercultural 0.0 6.7 3.3 60 30
competence

Moreover, more than 80% agreed or strongly agreed that literature helped them
learn about other cultures, develop a sense of respect towards other cultures, and
improve their intercultural competendesides,70% believed that literature had helped
them become better persons, and around 60% agreed that tolerating the discussion of
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sensitive cultural issues is good for learning. All this links to the skill of cultural
awareness. The results of the obagon and both Likert Scales confirmed the
cultivation and i mprovement of the stude
culture in both academic and personal experiences. By the end of treatment, students
demonstrated a better understanding of ¢banection between literature, culture,
personal experience, and language.

Next, students had to answer nine Yes/No questions to crosscheck some of the
results from the two Likert Scales. The results in the table below indicate that most
students (96.7%pelieved that through literature, they could appreciate their own
culture, history, customs, and traditions which are the attributes of cultural identity. We
asked this question to verify our assumption that the approach we used helps us raise
s t u d ewateseds about the interconnectedness and interdependence of cultural
identity and literature.

The second question was meant to furth
and cultural identity in learning. We argued through the integration of CRTetlrning
is more meaningful when it is based on familiar cultural frames of reference. We could
see in the table that 90% of the students agreed that it was easier when the literary texts
contained familiar cultural elements. This is maybe why they wene responsive to
OPeter Pandéd and OPride and Prejudice. 0

students as the books that contain the most cultural elements.
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Table 24

The Percentage of Yes/No Questions in the Metacognitive Questionnaire

Statemert Yes Percentage
/No

1. | get to appreciate my culture, history, customs, and tradition Yes 96.7%
through reading literary texts No 3.3%
2. It helps me when the literary texts contain cultural elementsv yes 90.0%
are familiar to me No 10.0%
3. | am interested in reading more about the target culture (s) a yes 60.0%
reading the literary texts No 40.0%
4. | aminterested in learning more about the authors after readi yes 63.3%
their works No 36.7%
5. | accept literary texts that introduce topics and cultural eleme yes 76.7%
that differ from my own values and culture No 23.3%
6. The culturaklements are easy to elicit from literary texts yes 63.3%

No 36.7%
7. 1 can compare the cultural elements in the book and those in yes 93.3%
society No 6.7%
8. | can recognize how the themes of the books | read appeal t yes 93.3%
modernexperience No 6.7%
9. | can recognize the cultural differences between the books w yes 93.3%
so far No 6.7%

The next two questions were asked to see whether the approach was effective in
making learners curious about thethors and cultures of the books. Teaching context
and culture explicitly was supposed to
Around 60% of the sample claimed that after reading a literary text they were interested
to know more about the cultuaed author of that specific book. The next five questions
concerned cultural awareness and tolerance; we could see that most students claimed
that they could recognize, elicit, tolerate, and compare the cultural elements in the books
to other books and tireown culture and society. This was completely in harmony with
their previous answers in both Likert Scales.

Finally, the students had to answer six multgi®ice questions regarding the

books we read. We wanted to check if students appreciated the @& understood
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the value of each. The results are displayed in Table 25. We see that there was a variety
of answers to the first guestion, wi t h
percentage. This might be becaweaithad more was
relevant themes. Still, this was surprising given that most learners stated that classics

were their least favorite reads in the first questionnaire. In addition, they expressed their

fear of reading lengthy works. This result might sigggechange in attitude.

Table 25

Frequencies for the MCQ in the Metacognitive Questionnaire

The book | prefer FrequencyPercent

1. The Little Prince 8 26.7

2. Peter Pan 8 26.7

3. The Giver 5 16.7

4. Pride and Prejudice 9 30.0

Total 30 100.0
The book that relates to my experience the most FrequencyPercent

1. The Little Prince 11 36.7

2. Peter Pan 6 20.0

3. The Giver 3 10.0

4. Pride and Prejudice 10 33.3

Total 30 100.0
The book that contains most cultural elements FrequencyPercent

2. Peter Pan 13 43.3

4. Pride and Prejudice 17 56.7

Total 30 100.0
The book that relates to my society the most FrequencyPercent
Valid 1. The Little Prince 1 e

3. The Giver 6 20.0

4. Pride and Prejudice 23 76.7

Total 30 100.0
The book that reflects our modern world the most FrequencyPercent

3. The Giver 25 83.3

4. Pride and Prejudice 5 16.7

Total 30 100.0
The book that taught me lessons the most FrequencyPercent
Valid 1. The Little Prince 19 63.3

2. Peter Pan 11 36.7

Total 30 100.0
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Only 5 students chose 6The Giverd as
highly responsive and interactive during the analysis of the book, and as described in
the reflexive journal, they all did extra homework answering more than one question
fromthemi nd map. For the second question, 11
the book that rel ated most to their per
Prejudice, 6 while only a few chose 6The C(

When asked which book contath more cultural elements, the sample was
divided bet ween o6Peter Pandé (43.3%) and
anot her mani festation of studentsdé abil.
literary works. This might be a result of tle&plicit teaching of the three levels of
culture, which we argued could help learners weigh the presence of cultural frames of
reference in literature

For the fourth question, 76. 7% of t he
the book that relateto our society the most. This result was mirrored in the observation
of session 14. We noted in the previous chapter that it was one of the most interactive
sessions of the treatment and that students were consistently and effectively linking the
analyss of the book to their own experiences and frames of reference, comparing the
characters' traits and actions to those of Algerians

83.3% of the participants specified th
modern world the most. This pinpointdéddé¢ | evel of comprehensio
their ability to make inferences and link the textual world to the real world. It supported
our claim in Chapter 3 that adopting a discourse analysis perspective (literature as

discourse) in our research arging context and intertextuality activities would enhance
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the | earnersd ability t o backgdoand gnoweladge t h e
textualworldt he real wor |l d. 0

Participants were divided between O0Pe:
asked about the book that taught them most lessons. This might be directly linked to the
philosophical and didactic tones of the two books, which present similar themes of
choice, responsibility, youth, growing up, friendship, love, family, imagination, etc.
Both books tell i nspirational adul t stor
appeals to children, young adults, and adults alike.

The results of this last parf the questionnaire helped us confirm that students
understood the messages and themes of the bdokk cohered with their answers to
qguestions 2, 3, 8, 22, 23, 24, 25, 27, and 28 of the first Likert Scale, and 9, 16, and 17
of the second Likert Scalen@ 2, 6, 7, 8, and 9 of the Yes/No questions. These questions
examined their abilities to understand, identify, elicit, compare, tolerate, and infer
meaning from the themes and cultural elements of the books, and project them into their
personal experienseand world.

Next, the analysis of the questionnaire and observation is triangulated with the
analysis of the pogest scores.

4.8. The DiagnosticAnalysis of the Posttest

Before we move to the comparison between the pre andgsistve first present
a detailed analysis of the results of the gest based on the assessment criteria
described in Chapter 3. The findings of the test are linked to the analysis of-tkd,pre

the observation, and the metacognitive questionnaire.
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Table 26

Detailed Scores of the Petsst

Subjects T.S. A.D. T.E G.P C Total Score
Std1 1.0 4.5 3.5 2.5 2.0 13.5
Std2 2.0 5.0 3.5 4.5 2.0 17.0
Std3 15 3.5 2.0 2.0 2.0 11.0
Std4 2.0 4.0 2.5 2.0 1.0 115
Std5 1.0 3.5 3.0 2.5 2.0 12.0
Std6 2.0 5.0 3.0 4.5 2.0 16.5
Std7 2.0 5.5 4.0 4.5 2.0 18.0
Std8 1.0 4.5 3.0 2.5 2.0 13.0
Std9 2.0 4.5 3.5 4.0 2.0 16.0
Std10 1.0 4.0 3.0 3.0 1.5 12.5
Std11 0.5 2.5 2.5 2.0 1.0 8.5
Std12 15 3.5 3.0 2.5 1.5 12.0
Std13 0.5 3.0 1.5 2.0 1.0 8.0
Std14 2.0 5.0 3.5 4.0 15 16.0
Std15 2.0 4.0 3.5 3.5 2.0 15.0
Std16 15 3.0 3.5 3.0 1.0 12.0
Std17 15 4.0 3.0 2.5 1.0 12.0
Std18 15 3.5 2.5 2.5 15 11.5
Std19 15 2.5 2.0 15 0.5 8.0
Std20 1.0 2.5 2.5 2.0 2.0 10.0
Std21 2.0 2.0 2.5 2.5 1.0 10.0
Std22 15 3.0 3.0 2.5 1.5 11.5
Std23 1.0 3.5 2.5 2.0 1.0 10.0
Std24 1.0 2.5 2.5 1.0 1.0 8.0
Std25 1.0 3.5 2.5 2.5 2.0 11.5
Std26 2.0 4.0 4.5 3.5 15 15.5
Std27 2.0 5.0 3.5 4.0 2.0 16.5
Std28 15 4.0 3.0 2.5 2.0 13.0
Std29 2.0 3.0 3.0 2.5 1.5 12.0
Std30 0.5 2.5 2.0 2.5 15 9.0

From the first look at the tabdboveand Figure 2®below, we could see that the
scores of the pogest were higher than those of the-fest. Five students scored
between 8 and 9, fifteen students scored between 10 and 12, and ten of them scored

between 13 and 18. However, it was critical to examine theescof the five
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components of the assessment criteria for two main reasons. First to identify the aspects
of literary analysis that had improved from those that had not (in comparison to-the pre
test), and second to crosscheck the results of the obsenaitmmetacognitive
guestionnaire. We start with the three components of language and structure (the thesis
statement, grammar and punctuation, and coherence), which seemed immutable during
the observation, and then move to analysis, discussion, textudénee, and
illustration.

Figure 25

Frequencies of Pogest Scores

Frequency

8.0 85 90 100 110 115 120 125 130 135 150 155 160 165 170 180

Post -test Scores

We can see in Figure 26elowthat 11 (36.67%) students scored 2 out of 2; this
improvement attested to their claim in the first Likert Scale, where 33.4% of them said
they had no or giht difficulty writing the thesis statement. 16 students (53.3%) scored
between 1 and 1.5, while in the gest most scored between 0 and 0.5, which also
validated the results of the Likert Scale, where 40% of them indicated that they had
moderate difficlty in this area. 3 (10%) students got 0.5, whereas around 8 students

(26.67%) of them said they had great difficulty forming it.
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Figure 26

Thesis Statement Scores Frequencies (Fes)

Frequency

S 1.0 1.5 2.0

Thesis Statement

For grammar and punctuation, we can see that in botlprihend postest
around 66.66% scored between 1 and 2.5 out of 5 (21 students in-tkst@ed 20 in
the posttest). There was a slight mundane chandme in the pretest 4 students scored
between 3 and 3.5 and 3 students scored between 4 and 4.5, in ttesipé3earners
scored between 4 and 4.5. These results ratified our observation that there was tacit to
no improvement in language skills. Isa harmonized with the participants' answers to
guestions 18, 19, and 20 where 63.333% of the subjects claimed they had moderate to
great difficulty using the correct grammar, 66.667% said the same about using correct
syntactic forms, and 60% claimed tisame thing about dealing with unfamiliar

linguistic structures.
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Figure 27

Grammar and Punctuation Scores Frequencies (fRest)

Frequency

1.0 1.5 2.0 25 3.0 3.5 4.0 4.5

Grammar and Punctuation

Coherence is the last element in the first category. When comparing the pre and
posttest results, we noticed that whil7 students scored between 0 and 1 in the pre
test, in the postest 21 subjects got between 1.5 and 2.

Figure 28

Coherence Scores Frequencies (Pest)

10.0

7.5

Frequency

50

Coherence
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This was significant progress, although most learners (70%) claimed that they
had difficulties linking their ideas, and the teacher observed that there was a slow, non
apparent advancement in | earnersod writing
| earnersdé6 enhanced ability to write thesi
the controlling ideas for a better structure.

We now move to the analysis of the second category of the assessment criteria
the literary analysis. By examining the findings of the observation and metacognitive
guestionnaire, we could deduce that skills related to analysis and discussion were the
mostmalleable (comprehension, making inferences, identifying cultural elements, etc.).
Figure 28 complements this remark. 20 students scored between 3.5 and 5.5 out of 6 in
analysis and discussion, whereas in thetpse 29 students got between 0.5 and 2.5.

Figure 29

Analysis and Discussion Scores Frequencies (fss)

Frequency

2.0 25 3.0 3.5 4.0 4.5 5.0 S5

Analysis and Discussion

These results emulated the observations of the last 6 sessions, wherein gradual

and notable progress was detected. Equivalently, they were in tune with the participants'
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responses to theugstions concerning comprehension and cultural awareness in the
metacognitive questionnaire. There seemed to be a positive outcome of the approach
used on participantsd gener al pwhiciwas mance
substantiated by tredequate and dynamic carryingt of the classroom discussions in

the aforementioned sessions.

The second component of this category is textual evidence and illustration. Since
we focused in the second session, particularly, and throughout the treabment,
modeling the identification, recognition, elicitation, and correct use of textual evidence
and illustration to support our analysis, we wanted to check whether the activities and
techniques used empowered these skills. Note that 70% of the learn@sserptihat
they had moderate to great difficulty finding and using illustrations. However, Figure
29 revealed that 18 students scored between 3 and 4.5 out of 5, which signaled a
considerable disparity with the ptest, where all learners scored betw@emnd 2.

Figure 30

Textual Evidence Scores Frequencies Chart {Rexst)

Frequency

%]

15 2.0 25 3.0 35 4.0 4.5

Textual Evidence and Illustration
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Despite this, it is imperative to say that learners still had some problems with the
appropriate usage of illustrations and quotes; we could summarize the following notes:

1 Although finding the correct quote to use was not the main issue anymore,
learners seemed to flout the rules ofemt citations and quotations. Most did not
use reporting verbs and quotation marks;

1 Some students paraphrased the quotes, but still used quotatiksy

1 Some students could not use the ellipsis dots correctly, excluding the most
relevant parts of the quote;

1 Most students relied mainly on one type of illustratiquotations from the boek
overlooking the other types.

By looking at these initial re#is, we could notice a general amelioration of the
skills tested (Figures 31 and B&low). Yet, this was not adequate enough to negate the
null hypothesis; therefore, we conductepaared samplest-test(check Chapter 3) to
support our findings with more efficient statistical evidence.

Figure 31

Comparison of Language and Structure Components (Pre anedxbst
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Figure 32

Comparison of Analysis Components (Pre and Hest)
Literary Analysis Elements Comparison
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4. 9. Analysis of the Paired Sample3-Test

As explicated in Chapter 3, thmired samplest-testis a statistical procedure
used to measure the significance of t he
whether there is a statistically significantfdience between two sets of measures
derived from the same participants, i.e. if the mean difference between two sets of
observations is zero. The null hypothesis assumes that the mean difference equals zero,
while the alternative hypothesis assumes thatmean difference does not equal zero.
Our main objective in running this test was to see if we could invalidate the null
hypothesis. The results of tipaired samplest-testare represented in the tables and
chart below.
Table 27

Mean and Standard Dewian of the Pre and Pogéest

Mean N Std. Deviation
Pair 1 Pretest 6.533 30 2.4102
PostTest 12.367 30 2.8676
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The first results of thgaired samplest-testincluded the mean and standard
deviation results. The table revealed a major difference between the mean and standard
deviation of the préest and the pogest. The bigger mean of the posst entailed,
initially, better results. Thaigher standard dation indicated data were more spread
out from the mean, signifying higher variability of scores in the data set.

The second element the test showecbiselation. Correlations lie betweeri
-1 and +1; a positive value means that large values (scooes case) of the first test
are more likely to be correlated with the large values of the second test, and conversely,
small values of the first test are more likely to be observed with small values of the
second test. In the case of a negative coroglathe opposite is true; large values of the
first test are more likely to be related to small values of the second test, and conversely,
small values of the first variable are more likely to be linked to large values of the second
test.

Table 28
Paired Samples Correlations

N Correlation Sig.
Pair 1 Pretest & Positest 30 972 .0000000:!

The table displayed a positive and hagghrelation, which signaled that high scores on
the pretest were associated with high scores on thetesst This was important since
it annotated that no extreme cases were detected, making the results more logical given

the observations made and the findingghefquestionnaire.
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Table 29

Paired Samples Test

Pair 1
Pre-testi Posttest
Paired Mean -5.8333
Differences Std. Deviation .7694
Std. Error Mean .1405
95% Confidence Lower -6.1206
Interval of the Upper -5.5460
Difference
T -41.527
Df 29
Sig. (2tailed) .000000000000000(

The last table summarizes the key points that could enable the negation of the
null hypothesis. First, the mean indicated was calculated by subtracting the mean of the
posttest from that of the preest. Since it was a negative value, it meant the sdesnd
got a higher mean (as displayed in Table 27). Next, the output indicated a standard
deviation 0f0.7694 To prove that we have two positively correlated variables, the
standard deviation of the paired samples (the two tests) should be smallepfaofth
each test, which was the case here.

The confidence interval estimated that the actual population difference between
the pretest and pestst was likely betweei.1206and-5.5460excluding the zero (no
difference between the paired samples) lHsety value, so we could conclude that the
population difference did not equal zero. This was a step closer to rejecting the null
hypothesis. The-statistic(-41.527 is calculated by dividing the mean difference by
its standard error. Itis a ratiothie difference between the mean of the two sample sets

and the variation that exists within the sample sets. The number was small and negative,
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which correlates to a smadtvalue (significance value), which, in turn, would lead to
the nullification of tke null hypothesis.

To prove a significant dp-valllesmeedsitacchbe bet v
less than 0.05 (the difference does not equallig p-value, or probability value, tells
us how likely it is that our data could have occurred under the null hypothesis; a small
p-value means that there is stronger evidence in favor of the alternative hypothesis. Our
p-value was 0.00000000000000Q00wnhich was sufftient enough to reject the null
hypothesis and confirm that the results obtained in thetpsstvere a direct outcome
of the treatment, and not due to chance.

4. 10. Summary of the Paired Samplél-TestResults

The goal of our study was to determine wiee using the interdisciplinary
approach we developed improved the teach
performances. According to tipaired samplest-testanalysis, it was found that there
was a statistically significant difference between ghetest and podest. The results
showed a significant I N creeba3sSeD R.410dandudent
after (M=12.367 SD=2.8676, with at-value of -41.527andp-value of 0.0000000000
The mean increase in the test score was with a 95¥deace interval ranging from
-6.1206 to-5.5460Q there was no zero in between which entailed that there was a large
effect size. The-value being less than 0.05 automatically rejected the null hypothesis
and confirmed the alternative hypothesis. Theurkg below demonstrates the

comparison between the pre and gest scores.
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Figure 33

Pre-test andPosttest Scores Comparison
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Conclusion

The chapter was devoteddata analysislt gave a detailed representation of the
main findingselicited from the various research tools. the chapter was divided into two
sections. The first one dealt with the results of theepyerimental phase and the
observation, depending mainly on qudlita analysis (thematic, typological, and
descriptive diagnostics). In the second part, the researcher presented the analysis of the
metacognitive questionnaire and the comparison of the pre andeppstelying on
guantitative analysis (mean, modi¢est). The chapter incorporated tablebarts, and
percentagesvhen needed to give the reader direct access to the rdhdte results

lay the foundations for the discussion in the next chapte
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Chapterb

Discussion of the

Results



Introduction

This chapter summarizes the key findings, interpreting and explaining their
meaning in relation to our research aim and conteiirst, it provides a general
overview of the researclcheckng the results against the hypothesis, questions, and
objectives of the styd The discussion is organized by order of the research questions,
assessing how our findings compare and contrast to those of the existing research
described in the first two chajpseln addition, in this chaptethe researcher highlights
the potential of the suggested approach and the implications of the results of the
research. Similarly, ipinpoints theshortcomingsand limitations that call for further
investigations in the éld of literature pedagogy.

5. 1. General Overview of the Study

The current study was conducted in search of an effective approach to teaching
literature in EFL classrooms in higher education. It suggested an interdisciplinary
approach that merges techues and activities from cultural responsiveness, reader
response theory, the sociocultural approach, cognitive approaches, and discourse
analysis to cover the complexity of literature classrooms, where storytelling, language,
cognition, emotions, identityapnd experience coalesce.

It was carried out through a quasiperimental ongrouppretestposttest
design, based on the null hypothesis (HO) that using the proposed approach does not
affect the teaching of | i t er gtwhichevas nor
formulated to answer the main research questions. The researcher asked how using the

approach affects the teaching of literature in EFL classrooms in higher education (the
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case of thirdyear students at Zian Achor University) and how it affébtsd year
studentsd performances in |iterature test
The researcher used both qualitative and quantitative data collection tools
(student sb guestionnaires, teacherso i n
experimental tests) and analysis methotiseerfiaticcontent analysis, typological
analysis, analytical diagnostic analysis, statistical analysis, and descriptive narrative
interpretation). In the previous chapter and the first part of this chapter, we presented
and described the data analysis,ngalating and crosshecking the findings from the
various tools, and providing primary interpretations of the meaning of the data. This
part presents and checks the meanings of the data analysis against the research
guestions, hypotheses, and aims, amkklithem to the research detailed in the first two
chapters. As explained in Chapter 3, the discussion section is organized by research
guestions.
Following the order of the research questidescribedn the introduction, we
first highlight the overalkey findings attached to each question, assessing how they
compare to those of the existing research. Second, we provide a general evaluation of
the various approaches and techniques used underliningstgaificance toEFL
literature classrooms. FingJl we discuss the general implications of the research
findings in the field of literature teaching, highlighting the limitations of the study, and

suggesting some further investigations.
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5.2. The First Main Question: How does using theulturally responsive
interdisciplinary approach affect the teaching of literature in EFL classrooms in
higher education?

To answer this question, we depended o
reflexive journal, the metacognitive questionnaire, and the descriptive diagnostic
analysis of the pre and pestst. To answer such a complex question, we adopted a
modifiedv er si on of O6The Ready for Rigordo fram
of teaching, namely cultural awareness, comprehension, interaction, and community
building/ cooperative learning which correspond to awareness, information processing,
learning patmership, and community of learning from the framework. Since our
research advocates interdisciplinarity in teaching literature, we have incorporated
techniques and activities from various approaches to develop and empower each of the
four areas above. Thimdings indicated that the suggested approach had a positive
effect on teaching literature, touching on and enhancing all four domains. The results of
the observation indicated gradual, consistent, and notable changes in @Cé&isr
5.2.1. Cultural awareness

The approach used teaches to and through culture. It calls for the explicit teaching
of culture to enhance studentsdé cul tural
reference, and the target culture as well. Culture for us is both a ewed@s end of
teaching literature. We started from the idea that literature is the richest source and the
most effective approach to gaining insight into the culture of another speech community
(Carter and Long, 1991; Delanoy, 2005). The researcher gedutict teaching of

|l iterature on student so cul tur al knowl e
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designs, handout s, and examples were bas:s
animations, genres, etc. elicited from the first questionnaire. In additacognitive

reflexive questions were integrated into each lesson, where students had to reflect on
their own sociecultural experiences and link them to the books we read. Additionally,
intertextuality, context, and comparison activities were includesirtphasize the link

between culture, literature, and human experience.

Both the findings of the observation and metacognitive questionnaire signaled
positive, apparent i mpact of t heveidhint ec hni
turn affected theiinteraction and comprehension. Our purpose was to help students
move Ofrom the familiar to the strange, a
and Spindle(1982, as cited in Hammond, 2015, p.&B)nulate it. That isnovingfrom
identifying their cultural attributes and frames of reference, which shape their
experience and | earning, to i dentifying
works. Between the sixth and last session of the treatment, we observed a significant
changeinhe parti ci pan tdbedothadand the targee calture, asvbey d
grew more aware, tolerant, and understanding of the various cultural aspects in the
l' i terary wor ks, character motivations,
ideologies.

This, on the one handligns with what researchers like William Roche (2004)
and Edmonson (2004) who posit thdontol iter:
the world, and that it helps us grow more compassionate and tolerant towards other
cultures. Donoghue (1998) claims that it enables the reader to connect with other human

beings and denotes reading relatiaoch fito
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moral ity of being humano (p. 75). On the
i ncorporating studentso cultural frames o
and makes learning more meaningful (Hammond, 2015).

As reported in the previoushapter, we have noticed a shift in attitude toward
Ot he ot her o and t he actions and mot i veé
characterization types and character mot.
Prejudiced ( ses sudentsgembrktratedladbetteraumddrstabhddng of st
cultural differences, less judgment of the characters and authors of the books,
acceptance, and tolerance although they did not necessarily agree with the perspectives
presented in these books. Researchers Gkéda (1982), Hancock (1993), McGee
(1992), Mellor et al. (2000), and Shine & Roser (1999) claim that both assimilation and
resistance aid the readensbuilding their view of the world. We argued in Chapter 2
that teaching tolerance does not entail @@y our students to accept passively
everything they read but to be able to feel empathy, sympathy, and respect for the other
through the differences and disparities of culture, social norms, ideologies, and
perspectives. This was mirrored in the residisstated.

In the questionnaire (96.7%) believed that throtlgh books readthey could
appreciate their own culture, history, customs, and tradit@msnore than 80% agreed
or strongly agreed that literature helped them learn about other cultevesyp a sense
of respect towards other cultures, and improve their intercultural competence.
Moreover,70% believed that literature had helped them become better persons, and
around 60% agreed that tolerating the discussion of sensitive cultural isgaed i®r

learning. These results are in tune with Reg@r997) claim that literature not only
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helps us learn about other cultyrbst raises our awareness about our cultural frames

of reference as wel |l . Thi s alldemtureisanr espo
effective tool to build intercultural competence. Additionally, this resonates with what
Jenkins (1995), and Hall (1996) expl ain
understanding, developing, and negotiating the self and idehtigyprocess of identity
construction is socially and culturally based, where reading and education play a major
role, laying the ground for comparison to other individuals, collectivities, and cultures
which is the central tenet of identification. In &duh, it is through reading that
individualreaders become aware of how their identities are being constructed in the text
and how those constructions compare with their initial attempts and intentions to form
their identities (Bean and Moni, 2003).

Roges (1997) among other researchers suggests that through the lives,
experiences, and events in literary works, students gain access to a vehicle for personal,
social, and cultural explorations. Through classroom discussions, video projects, written
assignmats, and the reading diaries, we were able to see how our students tried to build
their views, perspectives, interpretations, and opinions based on constant comparisons
of their cultural frames of reference to those presented in the literary works.

We thirk that wewere able to achieve this mainly and initially through the
explicit teaching of the levels of culture, the link between culture, literature, and
cognition, context types, intertextuality, and the link emoticognition literature. It
wasonlydt er this that we started noticing e
This is one of the most significant findings in our research. Our EFLiterdture

pedagogies require a more explicit approach to the teaching of crucial concepts such as
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culture, cognition, and emotions. There exists a high probability that these constructs
may go unnoticed by our students throughout the academic year if we continue to rely
on implicit teaching methods.

5.2.2. Comprehension

To facilitate information processingye incorporated braibased research
(chunking, schema activation activities, visual cues, spaced repetition, active recall, the
muddi est point, metacognitive activities,
observation and the metacognitive questaire reported an improvement in all aspects
of comprehension. During the treatment, we could test the effectiveness of each of the
techniques mentioned above.

For instance, students seemed to struggle more with lessons that flouted the
principle of chunk ng | i ke OPI ot Typeso. Il n addi ti
information the least reiterated through spaced repetition (like style) during the
diagnostic quiz. Moreover, questions written during active recall activities, coupled with
the technique ot he muddi est poi nt , were the mos
comprehension; they often contributed to clarifying the participant's misunderstandings.
Schema activation activities and incorpo
background knovedge, preferences, and social experiences have had a strong impact
on comprehension. This was apparent in the analysis of the four books, where learners
demonstrated higher interaction with activities and questions that relate to their personal
experience . Simil arly, the use of examples fr.
|l esson handouts, with the various vVvisual

positive attitude, interaction, and attention which all contrithute comprehension.
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Further mor e, during | essons and activiti
exhibited a higher level of structure and organization, and the sessions were marked
with smooth transitions from one idea or problem to another.

The findings in the area of ogrehension and information processing confirm
the claims of CRT researchers like Hammond (2015), Gay (2000, 2002), and cognitive
scientists such as Churches et al. (2017), Jackson (2000), Nikolajeva (2014) Zull
(2002), and Resnik (1991) that designatgssroom practices that are compatible with
how the brain learns, processes and recalls information, emphasizing the link between
cul ture and cognition can enhance stude
processing. These researchers believe that ¢ulisire that provides the necessary
sources and tools for the brain to learn, that is why all the techniques above were
intertwined with the teaching of culture as described in Chapters 3 and 4. This enabled
us to maximize the effect of the breébased attvities and ensure a positive impact on
studentsdé |l earning habits.

Enhancing comprehension was also aided by two important principles we
adopted defining and communicating small achievable goals to the students, and
scaffolding. One of the main pillaf CRT is defining clear, feasible objectives for
each lesson, activity, and task. Setting these objectives guided the development of
assessment, instructional methods, and content materials, enabling the teacher and the
participants to work together towtl a common goal. They helped us stay on task,
reducing anxiety about information | oad,
(Hammond, 2015; Kibler et al., 1974; Beach et al., 2006; Ginsberg and Wlodkowski,

2009). We often used these goals, whighshared at the beginning of each session, to
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crosscheck the learning outcome with the students. Students had the opportunity to
verify if they had reached all the objectives of the lessdmsh served as a reflective
practice as well.

Scaffolding isa central tenet in the sociocultural appro@olvhich students learn
through the interaction with their sociocultural environment, where more
knowledgeable individuals (teachers) model tasks, activities, and skills (Vygotsky,1987
and 1978; Beach et al.0Q6; Panwar et al., 2006). For this technique to work, and not
result in dependent learning, we made sure that modeling is always followed by
activities that chall enged the students?o
recognized that to ensureath | earners mo v e from depen
scaffolding to independent thinking we need to supplement this technique with
assignments and projects and support It
Taxonomy. We believe that we could reach theselteesanly because of this
i nterdisciplinarity philosophy. | f we di
following the taxonomy, we would not have been able to examine their creativity and
critical thinking, which were illustrated in the written assignts, the video projects,
and the postest.
5.2.3. Interaction

By the end of the intervention, students demonstrated all the aspects of
interaction designated in the observation checklist including their reactions and attitudes
toward the teacher, tlieedback, the material, and their peers. The first thing we realized
about this specific area is that 1t 1|ies

simply because through it we could examine, primarily, the other three areas. The
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second thingd that it has a direct correlation and was significantly impacted by the
process of community building. The greater emphasis placed on fostering a sense of
community and collaborative learning, the more pronounced the observed levels of
interaction becam@&:he third thing is that higher interaction was always associated with
tasks, questions, activities, and exampl e
cultural frames of reference. This underscored the importance of community building
and integat i ng studentsd cultural frames of
researchers like Billings (1995, 1998, 2001, & 2010 ), Gay (2000 & 2010), Ginsberg
and Wlodkowski (2009), Hammond (2015), Hanley and Noblit (2009), Hollie and
Mora-Flores (2012), Irin (2002), Irvin and Armento (2002), Krasnoff (2016), Ralabate
and Nelson (2017), and Shade et al. (2008).
5.2.4. Community Building and Cooperative Learning

Based on CRT and cognitive research which deposit that the sense of community
and cooperation is necessary for the brain to function properly and effectively
(Hammond, 2005; Gopnik et al, 2000; Hanson, 2013, Zull, 2002), we used various
methods and technigs to promote collectivity and endorse cooperative learning in the
cl assr oom. Through feedback, affirmati or
validation of their efforts and abilitiepair andgroup work,and collective projectae
sought to develop sense of learning partnership between the teachers and students, and
between the students and their pedilse first step to build rapport between the
researcher and the participants was researching their background and experience with
literature througtthe first questionnaire, and then using that information in handouts

and | essons design. This was supadrted
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competence as described in Chapters 2 artl4dncorporating students' cultural frames
of referencesinels sr oom di scussions and the novels
projects and written feedback were noted to have had the strongest impact on
community building.

As per the results of the observation and metacognitive questionnaire, this was
the fasést area to develop, which we believe established the ground for the development
of the other areas. It was clear that when students started feeling more comfortable in
the classroom with the teacher and each other and leaning more toward cooperation,
theydisplayed better interaction and comprehensidns aligned with neuroscience's
claim that the brain feels safest when we feel connected to others. When we find whom
we trust, the brain releases the bonding hormone, which is proven to facilitate learning
(Zhuang et al. 2020). CRT researchers like Gay (2002) point out that community
buil ding helps promote studentsoé identiti
This is achieved only through a sense of belonging (Bruner, 2001; Norton, 2013,
Josselon, 1996). We could also see that the more they felt comfortable and confident
to share, discuss, and argue about their ideas and thoughts, the better their cultural
awareness was. This highlights the reciprocal relationship between the four domains of
0Teh Ready for Rigor6 framework and dr aws

between the various aspects of learmirgch we might overlook in our classrooms.
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5.3. The SecondMain Question: How does using theulturally responsive
interdisciplinary approach affecthird-year EFLs t u d &iart Achr University)
performances in literature tests?

As described earlier, the pairedmplest-test rejected the null hypothesis,
confirmed the alternative one, and answered the second mmestian. The approach
proposed proved to have a positive effec
various areas designated by the assessment criteria (language, structure, analysis,
discussion, and illustration). Both the detailed descriptive @aghdstic analytics of
the preand postest, and the statistical comparison between the two (the means, the
standard deviations, tipevalue, thetest, and the correlation) demonstrate a substantial
di fference bet ween -teshgwreswers significantlyhighergdhan Th
the pretest scores, with a smallyalue indicating that such improvement was not due
to chance, but to the implementation of the interdisciplinary approach. Through the
results, we could see that students display#elevels in all the areas indicated in the
assessment criteria; however, there are some differences worth noting.

The highest improvement was documented in the areas of analysis, discussion,
and illustration, followed by writing the thesis statemertent grammar and
punctuation. As mentioned in Chapter 4, the participants did not have a teacher of
academic writing for two years, which we believe affected the marks of language and
structure in both tests. In the peest, it was apparent that the studelacked the
necessary linguistic competencies to write and organize their essays.

The researcher tried to enhance their writing skills with weekly written

assignments and tasks, providing corrective, instructive feedback (both written and
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spoken) and aggning as many readings as the time allowed. Even though the results of
the observation indicated a sl ow, l ess
grammar and punctuatiomhe participants claimed in the metacognitive questionnaire

at the end oftte treatment that they could notice considerable change in some areas of
language and structure like using correct grammar, punctuation, thesis statements, and
syntax, while still strugghg with essay structure and unfamiliar linguistic forms.
Moreover,more than 92% agreed or strongly agreed that literature is important in the
language classroom and 83% said that it helped them improve their language, which
was backed up by the scores of the ftest. Though grammar and punctuation marks
were the lowestompared to the other aspects of the assessment criteria, they remain
noteworthy. However, we could not possibly attribute this change in grammar and
punctuation entirely to the treatment only (being EFL students).

Our research aimed at teaching literatto fulfill its potential and value in EFL
classrooms. One of the basic arguments for teaching literature in EFL classrooms is that
it enhances language learning (Gilroy and Parkinson, 1997; Hall; Ré@msch and
Kramsch, 2000; Maley, 1990; Schultz,G2) and Simpsat997). Researchers like
Brumyt (1983), Br umy t(l apGhrteCand Long (199()1a8d8 6 ) ,
Widdowson (1975) believe that literature is an ally of language since it can nurture
studentsd | ingui sti cllscdgoammpag tpenotaaiior,ssyntaxn d b
vocabulary, etc.), arguing that studying literature is initially the study of language in
use. The results of our research aligned with these claims.

We think that this area was the least developed during the treatragmy nue

to the participants' past experience with the module of academic writing. Moreover, the
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treatment addressed various elements concomitantly, including cultural awareness,
cooperation, interaction, comprehension, analysis, and language among wkiens
might have hindered the attainment of better results in this particular domain given the
circumstance forestated.
54. The First Sub-QuestonnHow does i ncorporating stude
reference influences t u d kearrting d literary analysi®

The main tool used to answer this question was the classroom participant
observation. Through the checklist and the reflexive journal, we detieth and
reported studentsd responses, attitudes,
techniques, and tasks that incorporated their cultural frames of reference. This included
the examples and sample texts used in the handouts (elicited thenfirst
guestionnaire), metacognitive activities, intertextuality activities, schema activation
tasks, and classroom discussions. As stated above these aspects have had a major impact
on studentsd comprehensi on, | mstweere en@rd i 0 N,
interactive and displayed higher levels of comprehension when the task involved
familiar examples, compared their cultural frameworks to the target culture, or linked

to their personal experience. In this research, literature is used tocidaaie, and

culture is used to teach Il iterature. Whil
construction of a particular cultur al reé
p.97), culture is seen anskngay g Ham| felye iamg,

2009, p.5); it informs and shapes cognition, identity, and learning. Our experiences and
memories are organized in the form of stories and narratives, and will eventually take

the form of the narrative through which we communichtat (Bruner, 1991); these
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narratives are culturally and socially bt
personal experiences and cultural background, using the latter as lenses through which
they understand, appreciate, and accept the tarfferecwas the central and most
effective technique in the experiment.

We believe that the interdisciplinary approach was effective because it had
culture at its core, it glued all the other activities and approaches together. The culture
based activitiesdstered information processing, interaction, awareness, and tolerance,
and promoted studentsod identities. These
checklist and backed up by the metacognitive questionnaire, where over 90% of the
sample claimed thathey could identify, elicit, understand, explain, compare, and
tolerate cultural aspects in the various literary works studied.

5.5. The Secondand Third Sub-Questiorns: Which techniques and practices are
more effective?

To answer thsequestiors, we neededo keep a close and weekly examination
of students6é interaction with the materi a
and the reflexive journal. By the end of the treatment, we came to understand that we
could not order the techniques frone tmost effective to the least simply because they
functioned cooperatively and complementarily. Each technique depended on others to
work properly and ensure a positive impact. In addition, each set of techniques was used
to develop one of the areas in tramework adopted. However, some techniques
seemed to have a bigger influence on the progress of the intervention, namely
researching studentsd backgrounds prior

cultural frames of reference into course designa@assroom practices. The first being
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the earliest step in the intervention, laid the foundation for the development of the other
techniques, and the second being the centerpiece of the approach connected them,
strengthening their effect.

We synthesized Bure 3t to illustrate the relation between these techniques and
practices. The further down we move the stronger the link between the strategy or
practice mentioned with the two forgoing techniques. The circular arrows at the top of
the pyramid suggest theciprocity of influence and correspondence between all of
them.

Figure 34

The Dynamics of the Techniques and Practices of The Intervention

fl
3
Bloom's
Taxonomy/
Chunking/ spaced
repetition, active
recall
Scaffolding/ self assessment/
the muddiest point /
Validation, affirmation and
feedback
Providing choice/
The expicit teaching of culture, context,
and the link between emotions and

cogniton
Incorporating the researched information and
culture into course Design / Visual Cues/
Schema activation / reflective questions

Researching Students' Background (Past experience
with literature).
Own Work.
5.6. The Fourth Sub-Question: Which activities are more engaging and relevant to
the students anavhat is the effect of each?

Before designing our course, we made sure we had the necessary tools to assess

every studentdos weaknesses and stmwengt hs
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incorporated different forms of activitieAccording to the findings of the observation

and metacognitive questionnaire, we could order the classroom activities from the most

engaging and relevant to the least, highlighting the effect of each otutlents and

the progress of the treatment.
1) Video Projects The students showed the highest interest, enthusiasm, and
engagement with the video projects, both verbally, through body language, and
through the quality of the projects and presentations taegied out. These
projects were assigned as a strategy of Pr&jased Learning (PBL), which is
a form of Active Learning (AL). AL is seen iyanson and Moser (2003) as a
way to enhance creativity, critical thinking, and problsofving. As stated in
the analysis of the observation, if it was not for these projects, we would never
have had the chance to examine those skills, especially creativity. Following
CRT educators like Banks (2001), Hammond (2015), and Gay (2001), we can
argue that making use studentsexisting abilities and giving them opportunities
toexcelatt hem | eads to i ndependent | earni nq
We have observed that the participants appreciated the chances given to them to
work on something, through whichetyh exhibit and share their understandings,
points of view, skills, and voices. The video projects helped us with the
following:
a) Discovering the students' hidden potentidhrough these projects, we could
know more about those girls and what they wegable of doing and achieving
if given the time and space. This resonated with the idea of CRT educators like

Billings (1994, 1995), Gay (2000, 2010), and Irvin (2002) among many others,
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that teachers should assume the success of every single studbatdahigher
expectations about each, and then work toward meeting those expectations. For
instance, students 6, 8, 10, 14, and 25 did not participate much in the classroom
and stated in the questionnaire that they had great difficulty with it, yet they wer

very comfortable working on the video projects, reflecting good reasoning,
critical thinking, and creativity. In addition, students 3, 4, 10, 13, and 19 had
severalproblems with academic writing, conversely, they had good speaking
skills. Moreover, stuents 5, 6, 5, 10, 14, 27, and 30 had advanced editing skills.

b) Building the Learning Partnership andthe Community. These projects

being mostly group projects have had a strong impact on community building,

and the establishment of cooperation as a classroom routine and habit. Working

on these videos together boosted the |
was a noticeable shift in the attitudes of students once they started working on

the projects. We often discussed the progress of their work in the classroom and
coul d see their appreciation for eac
responsible for thediting. When asked about the details of the projects (whose

ideas was it, who chose the topic, who did the editing, who chose the setting,
etc.), we were surprised that students shared all these details with the teacher with
ease. This was a huge stebinlding the learning partnership. We believe that

this form of attitudeand t he tr ust rel ationship we
constant affirmation, validati on, fee
i nterest o, which ar ewiththestudenésyarsd creatnga ui | d

suitable environment for community building (Hammond, 2015).
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2) Intertextuality activities, Classroom Discussions, and Reflective Activities
The second most enjoyable set of tasks were intertextuality activities, olassro
discussions, and reflective activities. We have noted in the observation analysis
that students have always displayed more interaction with intertextuality
activities. Ever since we first introduced the concept, its types, and its effect on
our understading and interpretation of literary texts, students have shown
special enthusiasm about it. We might attribute this to the fact that these activities
had often initiated discussions about various topics that triggered the students
like philosophy, historylinguistics, etc., or to the freshness of this construct
since the totality of participants did not know anything about it before. It could
also be linked to the fact that through these activities, students had the chance to
compare works of various auits, genres, disciplines, or cultures, or works of
the same authors enriching their knowledge. We say this because the participants
communicated that they felt they lacked the necessary knowledge and skills to
read and understand the literature in thetfrsquesti onnaire.
attitudes toward intertextuality supported our decision to view literature as
discourse as described in Chapter 1, and underscored the importance of this
standard of textuality in text production and comprehension as explaynBe
Beaugrande and Dressler (19&hdKristeva (1986).

Classroom discussions had a similar effect on students. As the main strategy
i n RRT, classroom discussions were
literature. Researchers like Galda (1982), eleand Pratt (1999), Kim (2004),

and Rosenblatt (1974) assert that these discussions, iflineddted, can have a
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positive effect on reading motivation, language, emotional involvement,
articulation of opinions, and construction of meaning. We report&hapter 4

that students seemed to enjoy and appreciate our classroom discussions, which
might be because the latter took the form of a book club (as described in Chapters

3 and 4), where students had a platform to share their honest views, opinions,
persgectives, and even feelings about the books we read. Akin to this we stated

in Chapter 4 that these discussions contributed much to classroom interaction.
They aided the sharpening and better me
guestions, debate, arg, and communicate.

We were aware of the pitfaldl of RRT®
criticized for not adequately addressing the role of the author and his social and
cultural intentions and influences on text creation and interpretation arsirfgcu
solely on studentsdé responses. Therefo
the explicit teaching of culture, context, and intertextuality; and the use of context
activities, where we start our discussions by highlighting the most relevant
biogragical, historical, social, and cultural information to the books we read.

We believe that we were able to amplify the effect of these discussions only
because we adopted the view of literature as discourse, which dictated respecting

the various standard§o t extual ity including aut h
acceptability, situationality (context), and intertextuality. In fact, De Beaugrande

and Dresseler (1981) indicate that the achievement of communicative purposes

by writers and speakers, as well ke tomprehension of texts by readers and
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listeners, is heavily reliant on the holistic consideration of all aspects of textuality
during text processing.

Reflective activities were also equally relevant and engaging to the
participants. These activitieeansi st ed of any task that
frames of reference and personal experiences to the books, the content, and the
material. We noted in the observation analysis that the subjects were always more
engaged and interested in tasks that reguthem to explain certain aspects
drawing on and comparing to their cultural identifications, or personal
experiences (check Chapter 4). When asked to choose a question in the written
assignments or the video projects, most students leaned towards g &st
linked to their personal or soetultural experience. It cannot be emphasized
enough that the approach rests on the
reference, personal experience, and background knowledge into course design
and classyom practices. Students' reception, reactions, and preference of this
type of activity are in favor of CR&ndcognitive sciencexclaim that the more
personalized the teaching, the greater the significance it holds for the learners,
and the more potentéir information processing capabilities become (Anderson
et al., 1977; Billings, 1995; Gay, 2000; Hammond, 2015; Hacker, 1980; Hudson,
2007; Oakley and Sejnowski, 2018; Pearson, 1982; Quartz and Sejnowski, 2002;
Rogers, 1997). We note here that these dasvities assisted both classroom
discussions and intertextuality activities including the relevant examples,
guestions, and works to the studentséo

first questionnaire.
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3) Metacognitive activities The next masengaging type of activities was
metacognitive activities (diagnostic quizzes, the muddiest point task, the first
guestionnaire, and the metacognitive questionnaire). Given the intricate nature
of metacognitionwhich requires students to think about theiwn thinking,
reflecting on their learning, experiences, weaknesses, and strengths, it was
surmised that the tasks presented may potentially pose a challenge or lack
engagement for the students. However, contrary to our expectations, participants
enjoyedt hese activities, especially the
and last part of the metacognitive questionnaire. As described in Chapter 4, the
participants never hesitated to share the muddiest points of each lesson,
participated in the quizzeand answered all the questions in the questionnaire
despite their length. Each time we started one of these activities, we made sure
the students understood the purpose behind it, which was mainly to find out about
their challenges and struggles and workthem. Maybe this is why they were
often excited to do such tasks.

CRT and the Sociocultural approach advise that teachers show care about
studentsdé struggles and, at the same
problems together with the leams. We think that working on the areas the
students identified as the muddiest points, and using their favorite books, movies,
animations, and series elicited from the first questionnaire in the lesson handouts,
has encouraged them to engage more in thewaties. On the one hand, this
supports what researchers like Brookfield (2006), Gay (2000), Gopnik et al,

(2000), Hammond (2015), Hanson (2013), and Zull (2G@8)that building a
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relationship of trust and cooperation, where students know theg depend on
their teacher is the key to students involvement, participation, and contribution
to the classroom practices. On the other hand, it underlines the role of
metacognitive practices as described by researchers like Hudson (2007) and
Donker et al2014).
4) Reading Diaries As a way to implement SEL in the classroom, and enhance
the link between emotions, cognition, and literature, we asked the participants to
keep reading diaries, where they journal and document the thoughts, questions,
and emotion evoked by the book at hand. Dolan (2002) notes that literature and
emotions are intertwined and that stor
are the most likely to be remembered and understood. Ghosn (2001, p.1) adds
that storytelling hadne potential of fostering emotional intelligence (Knowing
oneds feelings and using that to make
i ndi vidual experienceso which prepare
readers to understand human behavior. Thrdbghdiaries, we wanted our
participants to pay attention to how the books made them feel and think, which
could raise their awareness about their cultural frames of reference. We
encouraged them to try explaining why they felt in a certain way or haetdisp
thought or question.

We have noticed that the participants were less engaged with this task during
the first six to seven sessions. While some did not keep the diaries, those who
kept them faced difficulties expressing and sharing the conterg giabsroom,

or with the teacher. It was not until we explicitly taught the link between
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cognition, emotions, and storytelling in the sixth session, that we started noticing

a shift in attitude toward the use of diaries. This spotlights two main ideas. The
first is that explicit teaching of aspects like culture, cognition, and emotions has
had a positive effect on studentso6 att
gap in our educational system, where emotions are overlooked. This only calls
attention to the fact that we do not address these aspects enough in our
pedagogieghat students find it difficult to engage in them. Additionally, it
accentuates the difficulty of incorporating SEL in our classroatmsh do not

seem responsive enough to such practices. This activity took more time to be
fully embraced by the students. Nevertheless, it is vital to note here that this
content enriched the classroom discussions and debates, and contributed to their
compehension and cultural awareness.

An intriguing result of this strategy
responses to the same books. Students shared so many common questions,
thoughts, and feelings towards the same characters, events, authors, etc. Even
when their tolerance anddgment attitudes changed by the end of the treatment,
they changed in similar ways. This was noted several times in the classroom
observation, and later in the last part of the metacognitive questionnaire, where

the results exhibited parallels in theititades and understanding of the four

books. This takes us back to Winaso (.
private individual experienceso, but
profoundly soci al and cul tur altve i n n &

sociocultural experience of the students on their responses to literature was lucid.
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Collective, sociocultural frames of reference were more apparent and often used
to explain the studentsd emotions anc
relevanceof the collective sociocultural experience to learning and cognition,
supporting and linking claims from neuroscience, discourse analysis, and CRT
that culture surrounds, shapes, and guides cognition, learning, identity, and
reading (Zull, 2002; Hammond(25; Hall, 1996; Quartz and Sejnowski, 2002;
Keith, 2011). This technique gave us more insights into the role of social and
cultural contexts in reader response and interpretation as put forward by
researchers like Rogers (1997).
5. Written AssignmentsThe participants had weekly written assignmgaksch
were meant to help them develop their writing skills and assess and challenge
their understanding. Although all students did all the homework, with students 1,
3,4,7,9, 10, 14, 17, and 19 always dpaxtra work and asking the teacher for
feedback, these assignments were the least enjoyable and agreeable. However,
these assignments were of great importance to the researcher. They helped track
the studentsd weekl|l y pr oligecemspsehension, var i c
cultural awareness, writing, and organizatramch supported our observations.
5.7 The Fifth Sub-Question Does the approach work equally with the various
literary works and genres?

To answer this question, we made sure we read ag bwoks as time allows,

and that the books belong to different genres. What we have concluded is that the

approach worked equally with all the books. Similar methods, techniques, and

strategies were used to teach, read, and interpret the literary wheksedults of the
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posttest, the observation (assignments, discussions, -dgects), and the
metacognitive questionnaire prove the effectiveness of the interdisciplinary approach
we used on all four areas of learning we tested, the five assessmend,caihd the
understanding of four books.

However, we remarked that different books can help us teach different aspects
of literary analysis, and the same technique can be used differently to meet the
specifications of each book. For instance, intéusiity activities were used to teach
the effect of philosophy on | iterature wi
|l iterary wor ks of different genres and
Princed, si mil arhestamegenrdand theefiect ofthe mlKical andf  t
economic view on the <creation of Dystopi
uni ver sal cul tur al aspects influencing ||
Prejudice. 6

Moreover, classroom disissions, though took similar forms, stesbdifferent
aspects of literary analysis in each book. While all the literary aspects studied were
analyzed in all four books (themes, symbols, motifs, tone, setting, character types,
characterization, POV, pl@lements and types, and style), and themes were central in

each discussion, with each book we placed more emphasis on one or two of the aspects

above. For exampl e, we focused on symbol
character types and motivatiomsnd t one i n 6Peter Pand, all
Giver, and POV, tone, and characterizatic

We believe that merging a variety of techniques (culturally responsive,

sociocultural, cognitive, etc.) helped us account for the complexities of such works.
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These strategies complemented one another to enabléo close as many
comprehension gaps as pibss. This was assisted and endorsed by the principle of
Oproviding choice. 6 We think that all owi |
books has had a major role in the effectiveness of this approach. It has influenced their
interaction, comprehssion, and cultural awareness. CRT and the sociocultural
approach advocates argue that including students in classroom instructional decisions
and giving them a chance to voice their views and make suggestions substantially
influence their learning outcon{élammond, 2015; Gay, 2000 & 2010; Ralabate and
Nelson, 2017; Shade et al., 2008). Through this, students assume ownership of their
learning, increasing their sense of responsibility, commitment, and contribution. This
was in line with the results of oubservation as detailed in Chapter 4.
5.8. Final Notes onthe Adopted Interdisciplinary Approach

Literary texts being texts of culture in the first plateh e pr oduct s of
cognition, languages, personal and samitiural experiences, identitiesnetions, and
perspectivesrepresent world views and ideologies of a specific speech community
through the imaginary lives, events and characters. These views will in turn be
percei ved, eval uat ed, and interpesediced ac
EFL literature classes are intricate and complex, where these various aspects intertwine
and interconnect; therefore, to cover them we designed an interdisciplinary approach to
teaching literature amalgamating five distinct approaches, culturaiponsive
teaching, the sociocultural approach, rea#@sponse theory, the cognitive approach,

and discourse analysis.
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In this approach, the philosophy of cultural responsiveness constitutes the
foundation upon which the other methods stand and intemadt discourse analysis
informs the kind of relationship that holds between them. It is based on the idea that
i ncorporating studentsdé cul tural frames
promotes their identities and enhances their learninggaltbour students to meaningful
independent learning, we need to consider the roles of culture, identity, and cognition
in the process, hence the use of RRT, the cognitive approach, and theutnce
approach.

Adopting the view of literature as dmarse facilitated the choice of relevant
techniques to teach and cover the distinct facets of literature. Literature as discourse is
a verbal representation of the culture, language, beliefs, identities, and experiences of a
specific speech community. Saga (1999, p.293) states that discourse is a concrete
expression ofthelanguageu | t ur e rel ati onship since ni'¢t
transmits both culture and their interact
EFL literature clasroom, where the relationship between langaagleculturas at the
core of its pedagogy. Perceiving literature as discourse ties it with elements like
language, culture, identity, history, social norms, beliefs, relationships, and social
conduct, whictshape and are in turn shaped by discourse (Brown and Yule, 1983; Gee
2011, 2001, and 2015; Fairclough, 1992, Foucault, 1969; Johnstone, 2009). This idea
best fits the context of the EFL literature classroom; it informed our classroom decisions
and assistethe choice of the techniques, strategies, and activities we borrowed from

each approach.
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In this section, we clarify how these techniques and methods helped us reach
some instructional and research objectives other than those described above, namely
equty, resilience, and independent learning.

5.8.1. Equity

A culturally-responsive teaching builds and promotes equity, which is defined as
providing every individual student with what he/she needs for success, reducing the
predictability of who succeeds am¢ho fails. Accommodating the distinct strategies
from the five approaches enabled ugs$tablish an equitable classrobm

a) Making the content culturally relevant to students by integrating both their
sociccultural and individual preferences, experiences, and interests;

b) ugng various forms of instructional and assessment tools to account for
studentsdé differences,;

C) giving the participants the opportunity to contribute both individually and
collectively to the classroom (participation, discussion, assignments, projects,
diarieg

d) usng constant feedback, affirmation, and validation to reduce judgment in the
classroom, build trust, and showcase care;

e) addres;ig st udent s o struggl es and weakne:
individually (questionnaires, diagnostic quizzes, written assegris);

f) giving students choice (projects, assignments, books);

g) using scaffolding to model learning for all students.

The findings of the classroom observation, the questionnaire, and thegtostlicated

improved comprehension, awareness, and perfarenaheach and every participant.
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Following CRT principles, we assumed the success of every student and tried to
act upon that to reach significant results. We could argue that adopting the
interdisciplinary approach could give every student a voice ahdrzce to excel at their
strongest abilities since it ofieda variety of tasks and activities, among which students
could choose what best fits their potential, skills, knowledge, and preferences. For
instance, students who could not comfortably paitgign class could use the video
projects, the written assignments, the questionnaire, or the diaries to express themselves.

In like manner, students who had difficulties expressing their thoughts in writing could
use classroom discussions or video prgjéatdo so.

In addition, the teacher made sure each lesson contained examples elicited from
the studentds responses to the first que:
books for our class, and always left room for creativity in the videge@sy
assignment s, and diaries which, we bel i e
represented in the classroom. This was coupled with feedback, affirmation, validation,
and display of O0similarity of | lodlseamde st s .
attitudes of the students elicited from the metacognitive questionnaire suggest that the
strategies used were effective in establishing equitable classrooms, which highly
corresponded to equity research in CRT by Baldanza (2016) Jagers ei ), &t
Krasnoff, (2016).

5.8.2. Resilience

Although resilience is not an easy skill to observe or assess in a short time since

it concer ns -telmeattitsde tovdael fedarmng, the weatment demonstrated

a few aspects of resilience descrilbycBenard (2004). He identifis®cial competence
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(the skills of communication, intercultural competence, tolerance, empathy, the capacity

to connect and establish ties with others, etotpblemsolving (critical thinking,

reflecting, observing, resowgfulness, planning, and mind mappingutonomy(the
studentsd beliefs in their capacities to
beliefs) and sense of purpogthe intention to accomplish) as the main competencies

for resiliency. Although we could not observe the last one, the students demonstrated
various skills regarding the first three.

As denoted in Chapter 4 and the first section of this Chapter, thenssud
displayed higher tolerance, cooperation inside and outside the classroom, good
relationship with the teacher, better interaction skills (asking and answering questions,
respecting othersdé views, argui ntndingli scus
that could contribute to their intercultural competence. This may have been achieved by
the explicit teaching of culture, classroom discussions, reflective activities, and
communitybuilding strategies. This again indicdtethat various approaches
contributed to building this aspect of resilience (RRT, cognitive approaches, and CRT).
Moreover, the findings highlighted advancement in skills of protdeining especially
creativity, resourcefulness, critical thinking, and reflexivity which were pdatity
showcased in the video projects and assignments.

However, although the impact of the approach on certain facets such as
reflexivity was observable, we maintain that it was not solely responsible for the
development of all problersolving abilities.Our contention is that students were
already in possession of said skills and that classroom instruction and practices afforded

them the opportunity to show them. Finally, the findings signaled some aspects of
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autonomy which we will be discussing undee forthcoming title. Through a look at
the general progress of the intervention and outcomes, we could posit that the approach
has the potenti al to enhance studentso r
educational pursuits. However, not all fexcef resilience are readily assessable or
perceptible via observation.
5.8.3. Independent Learning

CRT, the sociocultural approach, cognitive sciences, discourse analysis, and
RRT offer various ways for students to achieve independence and autonoregand a
owner ship of their |l earni ng. CRT educatoc
frames of reference in course design, and relying on validation and affirmation to
promote their individuality, while the sociocultural approach offers providing ehoic
and scaffolding as strategies to empower
2000; Hammond, 2015). Cognitive scientists necessitate the implementation ef brain
based research, metacognitive activities,
on existing knowledge and schema (Nikolajeva, 2014; Gretter, 2012; Churches et
al.2017, Ghosn, 2001; Pinsent, 1996).

RRT advocates call for the focus on st
to validate their experience and make learning more mefah{@plda, 1982, Hancock,
1993; Mellor et al., 2000; Shine & Roser, 1999), and discourse analysts emphasize the
role of readersodé i dentities, experience,
processing and interpretation (De Beaugrande and IBred981; Fairclough,1992;

Gee, 2001; Van Dijk, 2014)Through the strategies and practices derived from these
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approaches, we could delve into several aspects of independent learning, the most
prominent of which are

a) Reflective thinking As stated prewaiusly, students showed enthusiasm, interest,
and mastery of metacognitive activities and reflective questions.

b) Decision Making We had the chance to see the students making decisions that
relate to their learning and performance in tasks. They made dhecahout the
books they read, the questions to answer in the assignments and projects, the
form and content of their projects, to work individually or cooperatively, etc.

c) SelfAssessmentWe implemented selissessment as described in Chapters 3
and 4in different sessions. The results of the metacognitive questionnaire
illustratedlt he studentsd enhanced capacity tc

d) Resilience As described earlier students demonstrated skills of prebtdving
and social skills that relate resiliency.

e) Effective Communication Students contributed significantly to the progress of
the treatment. As noted in Chapter 4, their aptitude for interaction and
communication displayed an incessant progression. Around the end of the
treatment, they seemed to communicate their thoughigygtes, feelings, and
opinions clearly and efficiently.

f) Commitment The participants read all books, and completed all tasks, projects,
and assignments. Just like the aspects of resilience mentioned earlier, we do not
ascribe this particular skill tdvé approach employed. Instead, we maintain that
the participants were among the most dedicated students we have ever had the

privilege of instructing. We assert that the approach, which was predicated on
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their cultural frames of reference, may have plagedle in highlighting their

exceptional abilities only.

Examining the interaction between the components of the approach we used, we
could conclude that they functioned complementarily and interdependently. The
efficacy of each technique, strategy, oagirce relied on the eexistence of other
constituents. For example, context and intertextuality activities compensated for the
i nadequacies of RRTO6s classroom di scussi
(1987) and Hall (2005), assignments andjgcts assessed and supported and
challenged scaffolding, reading diaries enriched classroom discussions, reflective
activities supported seissessment and vice versa, chunking assisted spaced repetition,
which facilitated active recall, etc.

Moreove, interdisciplinarity allowed flexibility in course design, content form,
and classroom instructions. We described various instances whdad to change the
technique on the spot to solve a specific problem in the classroom like replacing
classroom disussion with an active recall activity in session 2 or adding specific content
to the course outline, like the explicit teaching of the link between cognition, literature
and emotions in session 6. We were able to make such decisions because we had a
compehensive list of techniques, strategies, and tasks. This highlights the importance
of creating a defined course desigihich enables teachers to act faster and more

effectively when facing any issue.
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5.9. Pedagogical Implications

The findingsdescribed above have both theoretical and practical implications in
the fields of EFL teaching, literature pedagogy, and higher education. First, regarding
the theory of literature teaching, the current study merged five different approaches
highlighting the place and role of each in teaching literature in EFL classrooms. It
described a different take on each of these approdases on our understanding of
the potential of each of them in improving the pedagogy of literature and suggesting
specific pattens of linking them as presented in Figures 3, 4, 9, 2013, 14, 1%nd
16. It reviewed research from literary criticism and theory, EFL and ESL education,
linguistics, discourse analysis, cognitive sciences, anthropology, sociology, cultural and
multicultural studies, assessment theories, etc. to collect the necessary information and
tools to develop this approach. Researchers in the field could examine, evaluate, or
assimilate this view based empiricaldatasupporing its theoretical perspective.

For the practical implications, the findings are significant to teachers,
researchers, and curriculum designers. The results are relevant to EFL pedagogy and
higher education since the target population and sample represent these two fields. The
findingsinform teachers about the effectiveness of a variety of techniques, strategies,
classroom practices, and tasks underlining the specific impact of each on particular areas
of l earni ng. The study detail s t he stu
engagement, and use of each of these aspects. It evaluates the outcome of these methods
and techniques on studentsdé performances
of a holistic approach, using both descriptinterpretive and statistical data. $hi

enables the teachers to choose what best fits their objectives and classrooms. Moreover,
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teachers, especially novice ones, can borrow, accommodate, or modify the content of

the handouts which were designed based on neuroscientific and cultaspibnsre
principles. The | atterodds practicality and
data as presented in Chapters 1 and 2.

Furthermore, the findings accentuate the interrelatedness of literature, cognition,
emotions, and culture whichdraws¢ t eacher s6 attention to
by elucidating the reciprocal relationship between these concepts, it spotlights the gap
in our educational systems, where emotions are disregarded. Second, it raises their
awareness about the cogmitiand neuroscientific potential of literature and storytelling,
where the latter has the power to shape memory, emotions, responses, attitudes, and
beliefs. Third, and most importantly, it brings to the fore the centrality of culture, which
constitutes tb environment, stimuli, source, and tools for the brain to learn, create,
understand, and interpret stories.

Additionally, the research findings demonstrated the effect of incorporating
studentsod frames of ref er encleensiomcultutala s sr o
awareness, comprehension, and consequently on their test performances. Not only does
the research confirm the usefulness of this strategy, it provides the teachers with ways
to implement it in lesson content, classroom discussions, gt assignments.

The results could also be valuable for curriculum designers. Our investigation
endeavors to furnish insight into the advancement of curriculum design in EFL higher
education, an area that appears to be falling behind. By showcakaigawpre

determined studied course design could achieve, we hope to italicize the necessity and
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criticality of curriculum and course design and initiate the development of pertinent EFL
pedagogies.

Last but not least, via the adopted methodology, wlsctiné closest form to
action researchand the philosophy behind cultural responsiveness which stands on
researching oneds c¢classroom prior to ins
inquiries among young and novice teachers. If teachers assume the role of researchers
within their classroms to innovate their teaching, solve their problems, or enrich their
knowledge, our educational system can no longer depend on reforms that result in little,
and often insignificant changes. Instead, it could be informed by these investigations
carried ot in Algerian EFL contexts, accounting for their sociocultural specifications,
which would make future reforms wdtbunded and impactful.

5.10. Limitations

Any research is deemed limited. To start with, the methodology used may be
prone to a variety ofireats to internal validity due to the absence of randomization and
the control group. Although we argued against using true experiments in educational
settings for ethical reasons and used various methods to minimize these threats,
scientifically this desgn r emains | i mited. Second, t h
discussed in Chapter 3 dictated the number of participants, which though significant to
the overall number of students who attended regularly, was small with regard to the
whole population oEFL students.

Anot her | imitation of the study stemme
academic writing. Not having a teacher of academic writing for two years had affected

their writing skills, leading us to consider the problems of grammar, syntax, and
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punctuaion in the intervention. We agree with James Paul Gee when he says that
teaching any module or domain is, basically, the teaching of its specific language
(jargon, vocabulary, structures, semantics, pragmatics, etc.). Due to the issue forestated,
we were oncerned with basic grammar and punctuation problems, instead of checking
the effect of the approach on the student

There is more to literature, literary theory, and literary analysis than the aspects
we have adekssed in the intervention; at the same time, there is a long list of genres and
subgenres that we could not tackle. Unfortunately, the time span did not allow the
inclusion of any other element. In addition, due to reasons discussed in the previous
two chapters, we could not examine some aspects of SEL and resilience. Similarly, as
explained in the delimitations, we focused only on some identity attributes regarding
identification, representation, and negotiation; we did not provide a holistic complete
examination of identity as a construct.

5.11. Suggestions for Further Research

According to the limitations of this study, we could suggest several ideas for
further research as follows:
1) All the participants in this study were females; it would be intergdt» check if
gender is a contributing factor to the success of the approach. Researchers can examine
the interaction of the two genders with the techniques in relation to the various studies
in neuroscience and cognitive psychology that point out méj@rehces in learning
styles and cognitive abilities between males and females. It would be beneficial to check

whether males and females have the same responses to the strategies and tasks used.
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2) The approach could be tested in the first and second,yeih larger samples, with
different contents, literary genres, or modules. Researchers could test the effectiveness
of teaching to and through culture on the teaching of other modules like civilization,
discourse analysis, linguistics, and academitingi
3) Other techniques from the approaches used can be incorporated to further examine
the interaction between the components of the interdisciplinary approach.
4) Researchers can use the approach, or a modified version to emphasize the aspects we
idertified as the most challenging or tinsensuming like language and SEL.
5) Academics can delve more into the relationship between literature and cognition,
which seems a promising area of research especially in EFL contexts.
6) The link between cultureemotions, and learning seems to be overlooked in our
academic settings. Further investigations into it are needed
7) The pedagogy of literature and curriculum design in higher education seems to be
underdeveloped. If researchers designed and tested munse @utlines, approaches,
and classroom practices, we could contribute to the advancement of these fields.
Conclusion

Following the order of the research questions, thepterpresented the major
findings of the research and illustrated how they answered each research question,
linking them to the existing research. It provided an evaluation of the approaches,
techniques, and classroom activities used, highlighting the effezaah, always in
comparison to the reviewed research. The chapter ended with a set of pedagogical
implications of these findings in the related fields. The limitations of this rese@reh

listed along with recommendations for future research.
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General Conclusion

Literature has been argued in various research to have a central role in EFL
classrooms and higher education due to its potential to represent the target culture, raise
studentsd cul tural awarenessheedhapcemothe
identities, and improve their language skills. Unfortunately, literature pedagogy in
higher education EFL contexts does not receive the necessary attention to help it achieve
this potential. Our research suggested an interdiscipliagpgroach to teaching
literature merging techniques from five distinct approaches and theoitesal
responsiveness, read@sponse theory, cognitive sciences, the sociocultural approach,
and discourse analysis to account for the intricate natureatlire in EFL classrooms,
where aspects like language, culture, storytelling, identity, emotions, and cognition
intertwine. The approach adopted tried to address as many facets of literature as possible
to demonstrate its inherent value.

The research agted a quasexperimental one grodpretestposttestdesign,
under a mixed research paradigm between positivism and constructivism, utilizing both
gualitative and quantitative data collection tools and analysis methods, to investigate
the causal relationgh between using the interdisciplinary approach (independent
variable) and teaching literature (dependent variable). The study had two defined
phases. In the prexperimental phase, the teacher used a questionnaire, archival data
(test scores of previousceademi ¢ year s) , and a teacher
necessary information about the participants and their past experiences with reading and
studying l|iterature, checking their resul

In the experimentgbhase, the teacher used a participant observation (checklist and a
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reflexive journal), a metacognitive questionnaire, and a-tesstto examine the
relationship between the dependent and independent variables, again crosschecked
against the results ofdipretest.

We incorporated qualitative analysis methods to analyze the data elicited from
the first questionnaire and teacherds i nt
(typological analysis), and the archival data and theaptk posttestsdéscriptive
diagnostic analysis); simple percentage, graphs, and tabulations were used to back up
some of these methods. Moreover,ygedstatistical tests to analyze the metacognitive
guestionnaire (mean and mode) and compare tharmueostest (paired samples-
tes). We relied on triangulation, piloting, and interrater reliability among other
techniques to ensure higher reliability and validity of these tools and methods and
minimize the threats that may emerge from the limitations of the reseaign.de

Through a defined course outline based on the approaches aforementioned, we
carried out a 14veek experiment to test the effectiveness of the set of techniques,
strategies, tasks, and classroom practices in various areas of learning literature
(comprehension, cultural awareness, tolerance, interaction, engagement, cooperation,
etc.). Through the research tools described above, we documented, explained, and
interpreted the effect of each instructional tool and practice on the areas forestated. Our
aralysis and discussion were guided by two main research questions and four sub
guestions. The first two enquired about the effect of the intervention on teaching
|l iterature and studentsdo test perf or manc

impact of he various techniques used on students, and asked if the interdisciplinary
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approach functioned similarly with the different books and genres tackled during the
treatment.

The general results of the various research tools indicated an improvement in all
learning areas addressed, with a significant difference between the pre atelspost
results (0.0000000000000value). However, we observed that the fastest area to
develop under this approach was community building and cooperation, the most
noticeable imppvement was detected in the area of interaction, and the most substantial
change was linked to cultural awareness, tolerance, and comprehension. The findings
indicated that the least enhanced facet was language skills, particularly grammar and
punctuation Moreover, the hardest domain to work on was SEL.

The findings underscored the 1 mportan
frames of reference in course design and classroom practices. Students demonstrated
higher interaction and better comprehensmdmen the content, tasks, and questions
related to their background knowledge or semiiural experiences. They also
highlighted the necessity of integrating brammpatible strategies like chunking,
spaced repetition, visual cues, and active recathtditate information processing,
comprehension, and retention. Moreover, the results supported the claim that perceiving
literature as discourse can simplify the task of elucidating the links between storytelling,
language, culture, identity, emotionagdacognition. One important conclusion was that
the explicit teaching of culture and the links above have a direct and positive impact on
studentsdé cultural awareness and compr ehe

Furthermore, the approach seemed to have the potential of spoglighnt udent s

existing competencies such as probleoiving, creativity, and resourcefulness,
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allowing themto exhibit and excel at them through a variety of activities (assignments,
presentations, video projects, reading diaries, discussions, metacoguitividies,
etc.). Last but not least, researching the background of students and their past
experiences with |literature through the
(choosing books, tasks, questions, etc.) have had a central role in thespmigtiee
intervention.

The current research provided empirical data that supported our claims
concerning the effect of the interdisciplinary approach we merged on the teaching of
|l iterature and studentsd perf obaquastiones i n
The approach adopted facilitated the achievement of our research goals, thereby

propelling us further toward our ultimate airmproving the pedagogy of literature.
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Appendices

Appendix 01: The&now YoudQuestionnaire

Know You
Dear Students!
I would appreciate it if you could take some time to answer this questionnaire so that 1

can get to know you better.

I. Nameabookyoulove ...l

2. Name amovieyoulove ...

3. Name a character you identify with.  .........coiiiiinnn.
4. What was your favorite animation as a kid? Why?

6. Name an Animation movie you think is worth watching. ........................

7. What is your favorite literary Quote?

9. What do you enjoy reading the most? Mark only one oval

Novels Fairytales
Short stories Mythology
Plays Comic books
Manga Others? Specify .........
10. What is your favorite genre? Mark only one oval
__8ci-Fi ) Thriller
' Fantasy ' Mystery
__ Historical Fiction ' Romance
__'Detective ) Others? Specify
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L.
12.
13.
14.

15.

16.
7.
18,
19.
20,
21.
22,
23
24,
25,
26.

27.

28,

29,

30.

Name a character you despise.
Name a book you didn't like
Name a movie or series you didn't like ........................

What is the ending you would like to change

What is the event you wish did not happen in a story?

Fiction or non-fiction?

Reading in Arabic or English? ...
Original work or Arabic Translation?

Book or movie adaptation?

American or British TV oo

Local, Egyptian, Syrian, American, British, Korean, or Turkish tv?....._................

Classics or Modern literature

African, American, or English literature? ..........................
Period drama or modern- drama?

Disney or Studio Ghibli? ...,

What is the easiest thing in literary analysis?

What is the hardest thing in literary analysis?

In our opinion, what is the purpose of teaching literature?

what is the most challenging part of reading a book for your literature class?

You are a teacher, what is the book you choose for your students?
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Appendix 02: The PreTest

Literature / 3 Ygar 2022/2023
Teacher: Mahammedi Pelkis Timg allowgd 90 mins
Full Hame: e

Group: ...

WRITE AN ESSAY ABOUT ONE OF THE FOLLOWING TOPICS.

1. Analyze the theme present In the following quote.

“she is more important than all the hundreds of you other roses: because it is she that | have watered; because it is she
that | have put under the glass globe; because it is she that [ have sheltered behind the screen; because it is for her
that | have killed the caterpillars (except the two or three that we saved to become butterflies); because it is

she that [ have listened to, when she grumbled, or boasted, or even sometimes when she said nothing. |4
Because she is my rose.”

2, “Existence precedes and rules essesence.” Explain this in relation to the themes of the book.

3. Identify the theme (s) related to the quote below and discuss .
The pilot said, “In the course of this [ife | have had a great many encounters with a great many people who have been
concerned with matters of consequence. | have lived a great deal among grown-ups. | have seen them intimately, close at

hand. And that hasn't much improved my opinion of them.”

" Topic Number:

‘; Answer:

Mark /20
TS (2 pts) /2
Analysls (& pts) L]
Textual Evidence (5 pts) /5
Grammar, p (5 pts) /5
Coherence (2 pis) /2

354



Appendix 03 The Posttest

Mﬁq/myw
Teacher: Mokammed Belllic

.
IVU'. Seresssasssensenrensererenes

Mark: /20

Answer one of the following questions inv awell-structured essay

1. JaneAusten'y choice of point of view served the purpose; themes; and/
Ryle of her writing; and enabled her to-write o romantic tory within

3. It & the interaction between the various types of characterigationy that createy av stronger effect inthe
text. Analyze characterigation v Pride and Prefudice emphasiging the interaction betweer Ly types.

............................................................................................................................................................

............................................................................................................................................................

............................................................................................................................................................

............................................................................................................................................................

------------------------------------------------------------------------------------------------------------------------------------------------------------

...........................................................................................................................................................

............................................................................................................................................................

............................................................................................................................................................

............................................................................................................................................................

............................................................................................................................................................

------------------------------------------------------------------------------------------------------------------------------------------------------------

............................................................................................................................................................

D P PP T PP E PP PP PP P -

...........................................................................................................................................................
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Appendix 04: The Observation Checklist

Literature Class 2022/2023 Session N°:
Researcher: Mahammedi Belkis Lesson:

Observation Checklist

NA = Not opportunity to observe skill; O = Demonstrated skill and used appropriately; | = Demonstrated skill
appropriately but not consistently; 2 = Demonstrated skill but used inappropriately; 3 = Skill not demonstrated

at all.

Element Observed N 0 1 2 3
'y Comprehension

e
1. Students can easily understand task instructions

2. Students can follow along with instructions

4. Students can understand the language in the handouts

5. Students can understand the language of the books

6. Students can understand questions

7. Students can explain concepts when asked

8. Students can recall previously learned information

10. Students can infer meaning (demonstrate inferential comprehension)
11. Students can link information to their experiences

12. Students understand links between literary works and types of context
13. Students can compare works

14. Students can debate issues and viewpoints

15. Students can formulate questions

16. Students can summarize information

Element Observed NA

25)
Overall (SA f Cultural Awareness

Aparenss 1. Students can identify cultural elements
----------- 2. Students can explain cultural elements
3. Students can tolerate unfamiliar cultural aspects
4. Students can tolerate unfamiliar character actions (culture-specific)
5. Students can tolerate sensitive/taboo issues
6. Students know their cultural frames of reference
7. Students can compare their culture and the target culture
8. Students can recognize cultural differences across various books, movies, animation, etc.
9. Students understand the link between culture and literary discourse
10. Students can identify with ‘the other’

11. Students can infer meaning from unfamiliar cultural ideas
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Element Observed NA 0

88 Interaction
10} 1
L. Students constmctivg,av_contﬁbme to the class
2. Students prepare the handouts as asked (read at home before class)
3. Students complete tasks assigned
4. Students interact appropriately
5. Students answer questions
6. Students ask questions
7. Students appreciate feedback
8. Students share their ideas with the teacher and peers
9. Students argue about their viewpoints
10. Students are engaged with the material at hand
11. Students show enthusiasm about the material
12. Students engage in class discussions

13. Students listen to each other when participating

Elements Observed

? & Community building (Cooperative Learning)

........ . !:'

1. Students show respect to each other

2. Students show respect to the teacher

3. Students work in pairs or groups to solve problems and answer questions

4. Students work in groups on projects

5. Students communicate their concerns as a group to the teacher
6. Students help each other complete tasks

7. Students appreciate the efforts of each other

8. Students are happy when one student gets good feedback

9. Students acknowledge the efforts of their peers when working on tasks or

projects
10. Students acknowledge the efforts of their delegate

11. Students acknowledge the effort of the teacher
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Appendix 06: The Metacognitive Questionnaire

Mahamedi Belkis/ Literature Class (2022/2023)
A Metacognitive- Reflexive Questionnaire

Dear students, we need to take a break and reflect on our experiences with literature so far. This questionnaire
will help us identify the areas of struggle with literature. It can help us recognize the difficulties we have faced
earlier and, Hopefully, we will be able to communicate these difficulties and work on them together.

You have already come a long way ‘Masha'allah”, reading 4 books. Your performance in classroom discussions,
test, and assignments have reflected a significant improvement. Your video projects are clear evidence of this.
Not only do your projects reflect your dedication and hard work, but also a mature perception of important

issues and themes related to the books we have read.

This being said, there is always room for improvement; therefore, we need to answer these questions to move
forward with our learning.

* Please indicate how much difficulty you experience in each of the areas below.

Use the following 1 to 5 scale:
1= no difficulty

2=slight difficulty
3=moderate difficulty
4=great difficulty

1. Understanding the language of the books
2. Understanding the main idea of the books

w

. Identifying themes in the books
. analyzing themes

W W W W

. Finding and using illustration

w

. Understanding homework questions

W W

. Understanding the context of writing the book

3
4
5
6. Doing the homework
7
8
9

w

. Analyzing plot elements
10. identifying plot types

W W

11. Identifying characters' types

w

12. Recognizing characterization types in the books

13. preparing for the exams

14. outlining the essay

w

15. writing the essay

16. Forming the thesis statement

W W

17. linking my ideas (cohesion and coherence)

w

18. Using correct grammar

19. Using correct syntactic forms

W W

20. dealing with unfamiliar structures (form and style)

w

21. making inferences
22. Understanding cultural references in the book

3. reflecting on my experience while reading the book
. linking the content to my previous readings

el i B e R N N I B B I B T T B I I B B I T B

RN N NN RN R NN N NR R NN NN NN
W W

E NI S0 I N I S I S I S S SN S I S I S I SN I S I SN S I SR I SN SN S B SN SN S SN N

W W W

b9 o
=
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. Dealing with unfamiliar ideas (cultural, social, religious, etc.)

. understanding characters' motivations

. sympathizing and identifving with characters

. Tolerating unfamiliar attitudes and actions of characters

. discussing the book with classmates

. discussing the book with my teacher in the classroom

. participating

. Asking questions in the classroom

. Communicating my thoughts and opinions clearly

. Expressing my thoughts in speech

. Expressing my thoughts in writing

. Working on projects individually

. Working on projects in groups

38

. Communicating my struggles to my classmates

39

. Communicating my struggles to my literature teacher

40

. Communicating my struggles to other teachers

(SIS o ST S B e I S R o I S S R S SR ]

T [ Tl | T | T | fd| | L | | | ) | L | R | R | R

£ W [ =N [ SN [ SN SN I SN R SN I SN SN I SN I SN SN N SN S N

% Please indicate the extent to which you agree with the following statements.

Use this “1 to 5" scale:
1=Totally disagree

2w

disagree

3=nevutral

=

agree

S5=Totally agree

1.

(S

=R - =

Reading the novels helped me with my language

. Reading the novels was hard

. Reading the novels was boring

. Reading the novels was fun

. Reading the novels was hard but fun

. Reading the novels was easy but boring

. Literature is important in language classrooms
. Literature helped me learn about other cultures
. Literature helped me become a better person

. My self-esteem improves when I read about other cultures

. My self-esteem is threatened when 1 read about other cultures

. I feel comfortable reading about sensitive cultural issues

13. T identify with my Algerian Heritage the most

14. T identify with the American or British Cultures the most
15. Tolerating the discussion of sensitive (taboo) issues is good for learning
16. I developed a sense of respect toward other cultures through literary texts

17. Reading literature helped me develop intercultural competence
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* say yes or no
yes | No

1. I get to appreciate my culture, history, customs, and traditions through reading literary
texts

2. 1t helps me when the literary texts contain cultural elements which are familiar to me

3. l'am interested in reading more about the target culture (s) after reading the literary texts
4. I am interested in learning more about the authors after reading their works

5. T accept literary texts that introduce topics and cultural elements that differ from my own
values and culture

6. The cultural elements are easy to elicit from literary texts

7. 1 can compare the cultural elements in the book and those in my own society

8. I can recognize how the themes of the books I read appeal to my modern experience

9. I can recognize the cultural differences between the books we read so far

* Choose one book for each statement (write the corresponding rumber on-
b):
1. The Little Prince
2. Peter Parv
3. The-Giver
4, Pride and Prejudice

The book I prefer

The book that relates to- my experience the most
The book- that contining most cultural elementy
The book-that relates to-my society the most

The book-that reflecty our modern world the most
The book that taught me legsony the most

+ |+ |+ |+]|+ |+

Do you have anything else to say? Comment, question, or addition?

360



Appendix 07: Lesson 1(Basic Concepts in Literary Analysis)

Literature/ 3™ Year Students Academic Year 2022/2023
Instructor: Mahammedi Belkis

Handout 01: Basic Concepts for Literary Analysis

1. THE PLOT
The plot is the storyline of a literary text; it is the sequence of a series of events in a story. “The plot is the organization and emphasis that
shapes the story and its reception, and the order or sequence in which the details or facts are given.” “It is the logical interaction of the
various thematic elements of a text which lead to a change of the original situation as presented at the outset of the narrative. An ideal
traditional plot line encompasses the following four sequential levels: exposition—complicafion—climax or tuming point—resolufion”
(Klarer, 2004)

PLOT ELEMENTS

PLOT DIAGRAM

« The Exposition is the beginning of the story where elements
such as the main characters and the setting are revealed. The
exposition sets the background of the story and usually
intfroduces or hints at the major confiict.

e The Rising Actlon happens when the events in the story
become complicated. It is a series of events that build up to

the conflict. p
e Conflict is any form of struggle that is presented in the text. it f
can be intemal (within oneself), or extemal beiween the
character and either (1) other characters, (2) nature, (3} f L =B 2
i i t A i R
society/ environment, {4) technology, (5) the supernatural, or l I

(6} a higher power.
e The Climax is the tuming point of the story.

« The Falling Action: includes events that pave the way for the conflict to be solved. This happens when complications begin to
resolve.

e The Resolution is the conclusion or the final outcome of the story.

Example: The Lord of the Rings

Exposition The Loed of the fings Piet Disgram
|. Bilbo goes away, leaving a magic ring for his nephew Frodo.

Rising Action

Gandalf reveals the ring is the One Ring. P
Frodo and friends take the One Ring to Brond in Rivendell.

It is decided there that Frodo will bear the ring to Mordor. '
Along the way, the Fellowship faces many dangers. °
The Fellowship parts. ’
Frodo and Sam go on to Mordor alone. 9
Aragom, Gimii, Legolas, and Gandalf help fight Saruman. s °
. Gondor and Rohan prepare for the coming war with Sauron. ‘j o
10. Aragorn leads a force against Sauron as a distraction. f

Climax ° o

1 1. Frodo and Sam enter Mordor and fravel foward Mount Doom. °

Falling Action o

12. The One Ring is destroyed and the Fellowship is reunited. ResAtior
13. Aragorn becomes king of Gondor and marries Arwen. o

14, The four hobbits retum to the Shire fo make it safe again. G

Resolution

15. Frodo and Bilbo depart on a ship; Sam goes home to Rosie.

(adapted from www.coursehero.com| b

2. THE SETTING

The term “setting” denotes the location, historical period, and social surroundings in which the action of a text develops. It includes fime,
place, atmosphere, social conditions, and even weather conditions. The information about the setting helps us contextudlize the fiterary
work; it can be analyzed in relation to the plot, the characters, the themes, etc.

w N

000N O b

3. THE CHARACTERS

Characters are people, animals, or figures represented in a work of fiction. Characters can be revealed through the description of
physical appearance, through action (what they do, say, think, and feel), or through what other people say about them (we call this
characterization).

There are several classifications of character types.

3. 1. According to the role of each character we can |
classify them into: ]
«A protagonist: the main character, the center of the story: the hero.
\ f
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«An antagonist: the opposition or enemy of the main character; the villain in

the story.

eDeuteragonlst: the closest type to the protagonist. It could be one or a
group of deuteragonists. Usually, they help the protagonist in their quest.

Examples of deuteragonists are
Meimen, Glorla, and Marly In
Madagascar; Legolas, Gandalf, Gimil, and Pippin In the Lord of the Rings; the team of the Avengers; Shifu,
Tigress, Mantis, Viper, Crane, Monkey In Kung Fu Panda; Kirk, Jeff, Alpa Chino, Kevin In Tropic Thunder,

elc.)

eTertlary Characters: Characters that appear in one or two scenes to perform some actions related to the piot. Examples of this type are,
Radagast in The Hobbl, Galadrlel In the Lord of the Rings, Odin in Thor Ragnarok, and Mark Hanna In the Wolf of Wall Sireet.

sLlove Interest: Ellle (Ice Age) Kristof (Frozen), Arwen (LOTR), Dalsy (Great Gatsby), Nate
(Devii Wears Prada)

eConfidante: the one whom the main character trusts. This character
helps develop the protagonist's heroic characteristics. “He reveals the
central character's thoughts, intentions, and personality fraits. However, a
confidante need not necessarily be a person. An animal can also be a
confidante.” (Ron and Hermione In Hamry Potter, Darwin In Gumball)

eFoll: is “any character (sometimes the antagonist or an important supporfing character) whose personal qualities
contrast with another character {usually the protagonist). By providing this contrast, we get to know more about the
other character.,” Examples of foll characters are Anna In Frozen, Dr. Watson In Sherlock Holmes, Donkey In Shrek,
Darco In Harry Pofter, Tom Buchanan, Nick Camraway In The Great Gatsby, Buzz In Toy Story, Tigress In Kung fu Panda,
Huckleberry Finn In The Adventures of Tom Sawyer, eic. (Huck is also the confidante of Tom)

3.2. According to the qualities of the characters, they can be classified into:

+Dynamic: A dynamic character changes over fime, usually as a result of resolving a central conflict or facing @ major crisis. Most dynamic
characters tend to be central.

*Round: is a “fully developed personaiity that is affected by the story’s events; he/she can leam, grow, or deteriorate by the end of the story. It
is generally a complex character (Gatsby In The Great Gatsby, Macbeth In Macbeth, Edward "Teddy" Danlels / Andrew Laeddis In Shulter
Island, efc.)

oFlat: A flot character is the opposite of a round character. “This literary personality is notable for one kind of personality trait or characteristic.”

It is rare when we find a flat protagonist, still, there are some examples, such as Rip In Rip Van Winkle

eAnfl-Hero: a major character, usually the protagonist, who lacks the
conventional traits of a hero. Instead, he/she/ it is characterized by
imperfections (selfishness, ignorance, bigotry, etc.), a lack of positive
quaiities such as "courage, physical prowess, and forfitude", and "generally
feels helpless in a world over which they have no confrol” (Gale 2012)(Jack
Spamow In The Plrates of the Carlbbean, Walter White In Breaking Bad,

Deadpool, jay Gaisby In the Great Gatsby, Hannlbal Lecter in The Silence of
the Lambs, Michael Corleone In the Godfather, John McClane In Die Hard,

eic.)
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oStock: Stock characters are those types of characters who have become conventional or stereotypical (generic) through repeated use in
particular types of stories. Stock characters are instantly recognizable to readers or cudience members (the geek, the loner, the angry friend,
the rebel teenager, the “stupld” blond, the bad father, etc.).

eSymbolic: A symbolic character is any major or minor character whose very existence
represents some major idea or aspect of society and refiects the main themes of the
story (Gollum from LOTR, the Fig Tree from The Island of the Missing Trees, two-face In the
Dark Knight, Aslan In The Chronicles of Namia, efc.)

4. POINT OF VIEW (POV)

It is the angle from which the story is told (who is the
narrator of the story). We can distinguish the following DISTANCE IN P0| NT OF VI Ew
types of POV:

e W o ‘,: inl of noint of view 1511 term of "'. l‘.l_;‘. nee
4.1. First Person POV: when the main character (the kit ALl f o S b T A L
protagonist), or another character who interacts with L
the main character is the teller of the story. (Gulliver's
Travels by Swift, Moby Dick by Melville, Jane Eyre by C. CLOSER
Bronte, So long a Letter by Marlama B4, efc.) Fiest [h

snween the narrator an

4.2. Second Person POV: when the story is told by a 2 a » Py
narator who addresses the reader as ‘you'. It is the i s
least POV used, found in some postmodem works (Fifth i \ M8ird )
season by N.K. Jemlisin) _ ol FURTHER

4.3. Third Person POV: when the narrator is unknown and
we see the story through his/her eyes. There are e D
variations of this POV: The White Practice

a. Umited: readers see only what the namator sees. The namator sees only what is in front of him/her but is unable to tell what characters are
thinking or explain future possibilities. (1984 by Orwell, For whom the Bell Tolls by Hemingway)

b. Omnisclent: the namator seems fo know everything about the characters, the places, and events [all-knowing). He/ she can see inside the
minds of the characters. (Hard Times by Dickens, Pride and Prejudice by Austen, Crime and Punishment by Dostoevsky, A Grain of Wheat by
Ngogh wa Thieng'o)

«Somefimes writers shiii between types of POV, for example, Tonl Monlson In Beloved.,
+In My Name Is Red, Pamuk narrates the story from 21 different volces of POV.
«In 40 Rules of Love, Ellf Shafak shifts between first person (varlous narmrators) and third person limited.

4.4. Innocent Eye where the story is told through the eyes of a child [his/her judgment being different from that of an adult). The Adventures of
Huckleberry Finn by Mark Twain

4.5 Siream of Consclousness: a namative technique where the thoughts and emotions of @ narrator or character are written out such that a
reader can track the fiuid mental state of these characters. Ulysses by James Joyce, Noles from the Underground by Dostoevsky.

5. THEMES

The theme is the main message of the story; it is the topic or the idea discussed by the author. Themes vary from one work to another
according to the wrter, the movement, the genre, efc. (love, power, death, survival, good vs evil, justice, falth, hope, beirayal,
communication, escape, lllusion, Identity, knowledge, eic.)

6. TONE

Tone refers fo the attitude of the writer towards the topic and the audience of his work. It refers to the manner in which the writer approaches
the ceniral theme of his/her work. It guides the readers and stimulates their feelings while going through the events of the story. The tone is
mainly linked to dicfion (cautious, humorous, serl personal, violent, crifical, affectionate, hostile, objeclive, pleading, Indifferent, desperate,
sarcasfic, efc.)

7. MOOD
This refers to “the emotional feeling that the reader gets from the writing. Usually, the mood is related to the tone, for the tone of the author
creates the mood of the reader. The mood is also affected by figurative language, sentence structure, and diction.”

8. Symbolism
Writers can use an object, a person, a thing, or an animal as a symbol to represent an idea or a quality. Symbols change their meanings
according fo context, culture, society, etc. It also depends on the reader and his knowledge. Symbolism is clearer in allegory.

9. Motif

A mofif can be easily confused with a symbol. It is a reoccuming image. sound, action, or other figures that has a symbolic significance, and
contributes toward the development of a certain theme (through its repetition in the literary work).
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10. Style

Style refers to the techniques the writer uses to write. It includes syntax (sentence structure), grammar, point of view, diction, tone and mood,
figurafive language, rhetoric, symbolism, allegory, efc. It describes how the writer presents events, characters, themes, and the story as a
whole in terms of language.

Practice

1. Choose a novel, a short story, @ manga you have read; a movie, or an animation you have waiched, and then try Identifying the followings:

o Plot Elements

*  Main Characters (try finding the type of 3 characters)
¢ Three Main themes (explain them).

¢ A mofif and a symbol (expiain them).

2. Write a paragraph In which you summarize and explain your favorite book or movle In 6 lines only, or record a video
where you do the same In 60 seconds. If you choose to record a video send It

fo the emall: balgissmahammedi@gmall.com (due after our first session).

3. Choose up to 3 books you think every English Major should read. Say why.
4. What are the character types of: Eren from Attack on Titans, Hinata from
Narvuto, Luffy from One Plece, and Ariefty from the Secret World of Arrietty.

“You see, unlike in the movies, there is no THE END sign flashing at the end of books. When I've read a book, | don't feel like
Ive finished anything. So | start a new one.”
~ Ellf Shafak, The Bastard of Istanbu

364



Literature/ Third Year
Instructor: Mahammedi Belkis

Dear Students,

Appendix 07: Lesson ATheme Analysis: Writing a Theme Analysis Essay)

2022/2023

In the upcoming session, we will learn how to write a literary analysis essay. Starting with themes, we will discover how to identify
the themes in a literary work, write a theme analysis essay, and support our analysis using various forms of illustrations). To help
us have a clear idea about this form of writing, we use the essays below as samples. Different colors for the different parts of

the essays are used to make it easier forus to follow.

Below is a reminder of essay structure.

Essay Structure

1.The Introduction

1.1. The Hook is the opening sentence (s) of your essay; it
captures the readers’ attention and helps raise their interest
in your topic. A hook can be, a question, a quote, a line
from a poem, a short anecdote, a personal story,a fun
fact, or a surprising fact, statistics, jokes, etc. that relate to
your topic. The choice of the hook depends on the effect
you want to achieve, the type of the essay, and the
audience of your written piece. To reach a better effect;
keep your hooks short. (Check essay samples below) Keep
in mind that a hook opens the introduction; it does not
stand for it. If you cannot come up with a good heok, in
some cases, you can use your thesis statement at the
beginning of the essay, which will serve both as a thesis

statement and a catchy hook.

1.2. The General Statements: \aftep writing vour hook, you
need to provide few sentences that describe your topic and
provide general information about it. These sentences link
your hook to the thesis statement, which is the last part of the
introduction.
1.3. The Thesis Statement
The last part of the introduction; a sentence or two that name
the topic and controls the ideas, or subdivisions of the topic
that are going to be discussed in the body. It presents the
topic and your position in relation to the topic. It guides your
writing and keeps it focused. A thesis statement is neither
too general, nor too specific. It is clear, concise and precise.
Like the topic sentence, a thesis statement contains a
controlling idea that indicates the pattern of organization of
your essay. A reader should be able to expect what is the

whole essay about when reading your thesis statement, and

the order of the ideas mentioned in your controlling idea,
should be followed when organizing your body paragraphs.
2. The Body is composed of one or more paragraphs
depending on the topic being discussed, and sometimes in
the question being asked. The number of paragraphs follows
the thesis statement. It differs from one topic to another, from
one question to another. All body paragraphs should be
focused on one main point; the point should relate to the
major focus of the essay. To write a good body, you need

to follow a number of tips

2.1. If you have one body paragraph, make sure all the
information you have mentioned in the thesis statement is
covered in your supporting sentence.

2.2, If you have more than one body paragraph, make sure
every paragraph has a topic sentence that relates to one of
the ideas mentioned in your thesis statement.

2.3. Use the concluding sentence of each paragraph to hint at
or introduce the next paragraph.

2.4. Try to keep a balance between the paragraphs of the
body in terms of length and the number of ideas discussed
in each.

2.5. Focus on the effective use of transition words within the
same paragraph, and to move from one paragraph to
another.

3. The Conclusion in your conclusion, you can restate your
thesis statement, summarize the main ideas from each
paragraph, connect back to your introduction hook, provide
a general comment on the topic, or do all of them together.
It gives your final thought and words about the topic. Never

mention an irrelevant or new idea in the conclusion.
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Sample Essay One: Theme of Culture Preservation and Identity in Things Fall Apart

@ Hook @ Quotes from the text
@ Thesis statement @ Restatement of the infroduction (TS)
@ Topic sentence @ Citations (critics and analysts) Elaboration

@ (commentary, events, explanations, examples, illustration; etc)

Introduction
(- “The writer in modern-day Afica has assumed the role of the conscience of the society, reminding

readers and society of the high cultural ethos that must be upheld." [Qjoide, 1992: 44) Achebe
believes in the political role of the writer and that art has the power to change things. In his novel,
Things Fall Apart, Achebe offers an almost documentary account of the daily life, customs,
< ceremonies and beliefs of the Igbo people without evasion or romanticizing. Tired of the
misrepresentations of Africa and the Africans in the western canon, Achebe fries to poriray
western colonialism and Christianity confronting an animist tribal system in Nigeria in its full
complexity. As to siress the theme of culture and identity, Achebe describes both the positive and
\ the negative aspects of the Igbo people without romanticizing or sentimentalizing them,

Body Achebe wants to have his cultural heritage, the oral tradition, rifuals, family, social life and religion in
the records. According to Diana Akers Rhoads, in her essay “Culture in Chinua Achebe's Things Fall
Apart," “One of Achebe's aims is to present the peculiarities of the Igbo culture, especially the
beauties and wisdom-of its art and institufions, though...Achebe also presents its weaknesses which
require change and which aid in its destruction. In Achebe's presentation, Igbos are a self-governing
people. For big decisions, all Umuofia gathers togetherunder the leadership of the ndichie (the elders)
and during these meetings everybody can speak his mind. They have developed a fairly democratic
system of government where “a man was judged according to his worth and not according to the
worth of his father." (11)

Igbos also have developed a well-established and effective justice system. When a member of their
clan was kiled by another clan, all the nine villages of Umuofia came together in the market
place and decided to follow the normal procedure. "An ultimatum was immediately dispatched to
Mbaino asking them to choose between war on the one hand, and on the other the offer of a young
man and a virgin as compensafion.” (15) Everything seemed to work out in a harmonious manner as
the people of Umuofia work together fo settle the disputes among themselves or with other clans.

Another positive quality of the Igbo culture that Achebe emphasizes is the tolerance of other cultures,
As opposed to the missionaries' comments like “We have been sent by this great God to ask you to
leave your wicked ways and false gods and fumn to Him so that you may be saved when you die," he
said. (135) or "Unless you shave off the mark of your heathen belief | will not admit you into the
church” (147), "We shall not do you any harm” said the District Commissioner to them later, "if only
you agree fo cooperafe with us" (177-8), we have the Igbo people saying "You can stay with us if you
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Conclusion

like our ways. You can worship your own god. It is good that a man should worship the gods and spirits
of his fathers" (175) or “There is no story that is not frue. The world has no end, and what is good
among one people is an abomination with others" (130).

Achebe also emphasizes some negalive aspects about the Igbo society. For instance, he shows that
the missionaries have things fo offer that are missing from the Igbo society: a govemment, frade,
money, salvafion of people, and above all schools. The white missionary, Mr. Brown says “that the
leaders of the land in the future would be men and women who had leamed to read and write. If
Umuofia failed to send her children to the school, strangers would come from other places to rule
them...From the very beginning religion and education went hand in hand" (166). Another negative
aspect is the treatment of women. Women are treated harshly and not in any ways considered as
equal fo men. Masculinity is held in high esteem and femininity is used as an insult.

At the same time, the writer's attempts to balonce between the good and the bad in the society,
and takes a neufral position. Achebe shows that the Igbos have a high place for women in their lives.
Apart from taking care of the children and help the.economy of the family by working in the fields,
they also hold a supreme position. When Okonkwo is exiled to his mother's village, Okonkwo's uncle
explains the idea that mother is supreme: “It's true that a child belongsto its father. But when a father
beats his child, it seeks sympathy in its mother's hut. A man belongs to his fatheriand when things are
good and life is sweet. But when there is somow and bitterness he finds refuge in his motherland. Your
mother is there to protect you." (124). He often emphasizes the capacity to realize the shortcomings of
the system and change for the better within the culture. For example, in the past, the punishment for
breaking the Week of Peace was harder: “a man who broke the peace was dragged on the ground
through the vilage until he died. But after a while this custom was stopped because it spoiled the
peace which it was meant to preserve” (33). They realized that it was not an appropriate punishment
for the crime and changed it.

/'Africon literature emphasizes the interrelatedness of literature with morality, the didacfic quality of

literature. Achebe, through Things Fall Apart, demonstrates the positive qualities of the Igbo culture in
relation to a Western idea of progress and democracy. His target audience is the Westem readers and
he wants fo show that Igbo culture is also democratic, tolerant, balanced, open to progress and has a
functioning belief system and an effective justice system. He is presenting Africa in a way that it makes
sense to Western readers. He is proposing that Africa is not a silent or incomprehensible continent to
Europeans, in English and in the novel form which is a European genre by demonstrating the common

\._humanity of these cultures.

Developed from an arficle by PALA MULL (Clash of Cultures in CHINUA ACHEBE'S THINGS FALL APART)
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Sample Essay Two: Hard Times Themes

Hook

Thesis Statement

CHARILES DICKEDNNSS

Topic sentences

Quotes from the book
Explanation or examples of the technique exami

Commentary (link to the thesis statement)

OB NONNON BN BN BN

Reformulation of the general statements in the infroduction

Introduction

Ideas of social change and progressive ideals are prominent in many nineteenth century
works of liferature. Charles Dickens' Hard Times is @ prime example of a social criticism
novel, putting prominent ideas of the time period, such as utilitarianism and social class,
to the test. Dickens uses specific literary techniques that are highly effective in shocking
the reader into understanding Dickens' views. Dickens uses symbolism, satire, and
synecdoche, among other literary techniques, to emphasize his argument.

Body

Perhaps the most effective technique is symbolism. Dickens uses it fo exaggerate some
ideas that may otherwise be overlooked in the overall complexity of the novel. A

symbolic motif running throughout the novel is that of the farming cycle, and the idea of
McChoakumchild "sow the seeds” of Fact into the young, ferfile minds of children. The
only seeds planted are those of Fact, and fancy and feeling are discouraged and
tamped down by adults. In the second part ofthe book, the characters begin fo “reap”

nothing fo sustain fhem, This use of obscure symbolism sharply and sometimes cruelly
highlights Dickens' disgust with the utilitarian doctrines of fact, and the reader is unable to

ignore his disdain. By using this symbolism, Dickens not only expresses his disgust and
disagreement with many facets of ufilitarianism, but also backs up his hatred with
predictions of what will happento the people if an entire society were based solely on
fact.
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Dickens also uses satire to Inclie the reader’s vehemence for soclal change. In discussing
many of the characters', and. indeed, Coketown's, love of fact, he adopfs an aimost
religiously reverent view. He discusses the fact that most of the churches are unattended
by the working masses: “A fown so sacred In fact, and so friumphant In Ifs assertion, of
course It got on well? Why no...who belongedto the eighteen (religious) denominations?
Because, whoever did, the laboring people did not..." (Book the first: Ch. V: pg. 38). He

- All of these facets combine fo create a highly satirical view of Cokefown as a
place where the rellgion Is not one of God but one of fact. Dickens backs this up further by
confinually Inserting religions allusions and fragments of prayers Info descriptions of
Coketown or passages that talk about fact. This satirical view of a much darker reallty
causes the reader to pause and forces though on the twisted reality of a world where
fact and sclence, both subject to human fallacy, have replaced a higher power.

Dickens utllizes synecdoche In order fo exaggeraie and bring across the true
mechanization of the masses so prevalenf In the Indusirial age. — -
Cokefown workers os “the masses” and his characters offen generaizes them as “the
BUF e overal Workingimachine 'of e faWilin General, the individual is not spoken
of; Instead the whole represents the individual. TS Useful iewpoint'for fhose'such s

However, through his extenslve use of this synecdoche, Dickens shows that It creates a
viclous cycle, where the fown can be ruined If only one small part of the working whole
begins questioning, and where the people frapped In the cycle become less than human.

Conclusion

Dicken’s questions the greater ideas driving Indusirial age Nsell, the |deas of Individuaiity as
opposedlo profit and oulpul, and he causes readers fo also question these Ideas as they
see the ruin of the people of Coketown, both the workers and the leaders, such as

Bounderby and Gradgrind. Therefore, Hard Times Is considered as a soclal crificlsm novel.

Essay form gradesfixer.com
¢ You can use a bigger number of quotes In you essay.
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For further information, read the following extended essay and learn other ways of using illusirations.

Sample Essay Three: Themes of the Lord of the Rings and the Hobblt

@ Hook @ Quotes from the text

@ Thesis siatement @ Reierences from another boc

@ Topic sentence @ Restatement of the thesis statement
.Cliaﬁons (critics and analysts)

@ Elaboration (commentary, events, explanations, examples, illusiration; etc)

Introduction
( Imagine yourself in a pre-Industrial world full of mystery and magic. Imagine a world
full of monsters, demons, and danger, as well as a world full of friends, fairles, good
wizards, and adventure. In doing so you have just taken your first step onto a vast
world created by author and scholar John Ronald Reuel Tolkien. Tolkien became
fascinated by language at an early age during his schooling, in parficularly, the
languages of Northem Europe, both ancient and modem. This affinity for language
< did not only lead fo his profession, but aiso his private hobby, the invenfion of
languages. His broad knowledge eventually led to the development of his opinions
about Myth and the importance of stories. Al these various perspecfives: language,
the herolc fradifion,and Myth, as well as deeply-held beliefs in Catholic Christianity
work together in all of his works. The maln themes of Tolklen's works are Good versus
K Evll, characters of Christian and anti-Christlan origin, and the power of Imagination.

In Tolklen world, evil Is the antithesis of creativity, and Is dependent ondestruction and
ruin for lis basls; conversely, goodness Is associated with the beauty of creation as well as
the preservation of anything that Is created. The symbolic nature of these two ideologies Is
represented in the Elven Rings, which symbolize goodness, and the One Ring, which Is
wholly evi. A main theme of "The Hobbit", then, is the struggle within our own free wil
between good will and evil, “Early In the (Lord of the Rings) narrative, Frodo recalis that his
uncle Blibo, especially during his later years, was fond of declaring that... there was only
one Road; thatlt was like a great river: ifs springs were at every doorstep, and every path
was Itfributary.” (Wood, 208)

Bilbo, the main character of “The Hobblt”, oflen displayed his goodness throughout
Tolklen's novel. One example of this goodness is when he decides to lef the evil and
comupt Gollum live, out of pity for him, in the dark caves under the mountain. Bilbo could
have easly slain the homid creature mainly because of the ring,
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