
 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 
 

MINIS TRY OF HI GHER EDUCATION AND SCIENTIFIC RESEARCH 
 

Aboulkacem Saadalah University  (Algiers2) 

Faculty of Foreign Languages Department 

of English 

 

 
 

 
 
 
 

 
 

USING A CULTURALLY RESPONSIVE APPROACH TO 

TEACHING LITERATURE IN EFL CLASSROOMS 

   THE CASE OF THIRD-YEAR STUDENTS AT ZIAN ACHOR  

UNIVERSITY, DJELFA 

 
A Thesis Submitted in Fulfillment of the Requirements for the Degree 

of Doctorate-ES Sciences in English (Linguistics & Didactics) 

 

 
 
 

Submitted by:                                                                Supervised by: 

Miss.Imane Belkis MAHAMMEDI                                  Prof. Fatiha HAMITOUCHE 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

                                                         September 2023 



 
 

Examining Board 

 

Prof. Arar Samira      President University of Algiers 2 

Prof. Hamitouche Fatiha Supervisor  University of Algiers 2 

Dr. Silhadi Lynda Examiner  University of Algiers 2 

Prof. Chaabane Mohamed Ali  Examiner  University of Blida 2  

Dr. Tihal Wafia Examiner ENS, Bouzareah  

 

 

 

 

 

 

 

 

 

 



I 
 

DECLARATION  
 

I hereby declare that the substance of this dissertation is entirely the result of my 

investigation and that due reference or acknowledgment is made whenever necessary, 

to the work of other researchers  

 

Name of the Candidate: MAHAMMEDI Imane Belkis 

Date: 13.06.2024 

Signature:  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



II 
 

DEDICATION  

 

To my sisters, without whom I wouldnôt survive 

To my babies Manel and Sabrine 

To my besties Lina Draa and Guerrahi Sara for always being there for me 

To my dear friend Fatima for her love and encouragement 

To my dear friend and sister Zahra for her support  

To Mr. Chaalani Abdelkader for being an inspiration and a true role model 

To Mr. Maamar Missoum for his kindness and motivating dedication and hard  

work  

To Mom and Dad  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



III 
 

ACKNOWLEDGMENT S 
 

My gratitude goes to my supervisor Prof. Hamitouche for her guidance and support. 

Special thanks to the members of the jury for taking the time to read and evaluate my 

work. 

My sincere gratitude goes to Mr. Chaalani for keeping me motivated 

I am highly indebted to Chafia Draa and Hakim Draa and would like 

to express my sincere gratitude to them for buying me the first books that guided this 

research. 

I am forever grateful to Uncle Nourdin Guerrahi and Aunt Fatma Merrakshi and their 

beautiful family for taking care of me all these years, nurturing my academic and 

personal life alike. 

I cannot thank Aunt Habiba enough for keeping me fed and sheltered during some of 

the hardest days of this journey.    

Last but not least my special thanks and profound appreciation go to my first-year 

esteemed teacher of academic writing- Mrs. OUAFI for her tremendous influence on 

my academic pursuits. 

 

The utmost and deepest gratitude goes to my mother for fighting for my education, 

fostering my love for stories and literature, and instilling the inspiration that led to 

the fruition of this research project.  

 

 
 

 

 

 



IV 
 

ABSTRACT 
 

This research aims to contribute to the development of literature pedagogy and course 

design in EFL classrooms and, hopefully, reverse the observed trend of 

underachievement in EFL literature. It suggests a culturally responsive-interdisciplinary 

approach to teaching literature, merging techniques and classroom practices from five 

different approaches and theories (culturally responsive teaching, the cognitive 

approach, reader-response theory, the sociocultural approach, and discourse analysis). 

The approach stands on the philosophy of cultural responsiveness, which teaches to and 

through culture, incorporating studentsô cultural frames of reference into course design. 

The research follows a quasi-experimental-one-group-pretest-posttest design, using 

both qualitative and quantitative data collection tools (teachersô interviews, studentsô 

questionnaires, archival data, observation, and experimental tests) and analysis methods 

(thematic content analysis, typological analysis, descriptive diagnostics analytics, and 

statistical analysis). The research participants are 30 third-year students at the 

University of Zian Achor who are tested before and after a 14-weeks intervention. The 

findings indicate a significant difference between students' pre and post-test scores and 

a positive effect on various areas of learning literature, including cultural awareness, 

comprehension, interaction, cooperation, and tolerance. However, they signal a less 

apparent effect on language skills and emphasize the challenge of incorporating social-

emotional learning in the classroom. The research calls for further investigations on the 

subject particularly on the links between cognition, literature, and emotions. 

Keywords: Literature, Culture, EFL, Cognition, Identity, Interdisciplinary approach, 

Cultural Responsiveness. 
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General Introduction  

Literature has held a central and powerful place in language teaching since the 

19th century, even though the relationship between them has witnessed tensions at times, 

especially with the emergence of the audiolingual and direct methods of 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). Literature is argued to be texts 

of culture; it gives access to a set of beliefs, assumptions, perspectives, norms, social 

behavior, and views of the world of particular individuals belonging to a particular 

society or speech community. For the inseparability of language and cultural issues, 

foreign language educators depend on literary texts to engage learners in meaningful 

contact with óthe otherô. Literature reveals much about its users and the societies they 

interact in and can enhance learnersô awareness of their own individual and cultural 

identities, beliefs, and values.  We believe culture is a conversation, and literature is its 

favored vehicle. Cultural awareness, Hall (2005) and Samovar et al. (1991) say, can be 

promoted particularly effectively through language and literature pedagogies; therefore, 

the two disciplines (language and literature teaching) need to maintain strong and 

systematic links. 

 In a multicultural, pluralistic world, where changes in technology, social, 

economic, and political systems have created an age in which we regularly and 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. Our teaching needs to enable learners to define both óthe selfô 
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and óthe otherô to prepare them to be contributive members of this multicultural world, 

where linguistic and literate competencies are seen as crucial for full participation in a 

given society (Garrett-Rucks, 2016). Awareness of oneôs own cultural frames of 

reference and cultural understanding of others is said to assist the ethical development 

of the individual, becoming ñworthier ï or perhaps more critical ï citizensò (Hall, 2015, 

p.39). Literature, for researchers like Edmonson (2004), Moody (1971), and Slatoff 

(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 general and 

higher education in particular to enhance the connection between storytelling, language, 

and cultural understanding.  Our cultural background and experiences determine how 

we see the world and how we interact with it, which shapes our learning (Ladson 

Billings, 1995; Gay, 2000; and Hammond, 2015). This research philosophy is grounded 

in the reciprocity of influence between culture, storytelling, language, identity, 

cognition, and learning. Below we explain how we perceive the relationship between 

these aspects. 

 On the one hand, our learning is affected by cognition which 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 activity that precedes language and 

learning, making it one of the most effective ways to develop cognitive 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 on culture, language, social experience, cognition, and learning (Brumfit, 1995; 
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Bruner, 2001; Gee, 2015, and Hall, 1996).  More specifically, identity is influenced by 

the process of reading. Bean and Moni (2003, p.639) note that readers become aware of 

how ñthey are being constructed in the text and how those constructions compare with 

their attempts to form their identity.ò  

We imagine that the interaction of these elements is circular and continuous, 

where each aspect shapes and is shaped by the other, and where it is indiscernible as to 

which element's influence takes precedence over the other. This research examines these 

aspects, incorporating techniques from cognitive sciences, cultural responsiveness, 

reader-response theory, and the sociocultural approach through 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 teaches to and through culture. It 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 approach, the researchers hopes to lead learners toward 

meaningful learning by incorporating their cultural frames of reference into course 

design and classroom instruction. The framework adopted seeks to develop studentsô 

brain powers, promote their identities, and develop their resilience 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 long-lasting tension between linguistics and 

literature slowed down the development of specific and comprehensive approaches to 

teaching literature in EFL classrooms. Second, despite the reforms made in the Algerian 
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educational system, little change could be noticed in the areas of curriculum and course 

design in higher education. EFL literature seems to lack the necessary pedagogical 

frameworks that address content coverage, assessment, and instructional decisions. 

Novice teachers may not have any guidelines, philosophy, or method to follow. 

Moreover, there is a noticeable separation between the various modules assigned 

to EFL learners in 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 language proficiency, teachers 

and students alike struggle to identify the links between the various modules, inhibiting 

meaningful learning and cognitive development which is conditioned by building 

connections between new and existing knowledge (Hudson, 2007; An, 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 body in the field is 

theoretical and lacks empirical or scientific evidence to prove the effectiveness of the 

suggested methods. Examining the related research, a pattern in Algerian post-graduate 

studies was noticed. Researchers conduct experiments utilizing a singular 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 fitting framework 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 determinations about the effectiveness 
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of any approach to teaching intricate classes, such as EFL Literature. Finally, there 

seems to be an aversion from and apprehension towards the pursuit of literary and 

civilization studies in Algerian universities, which might be attributed to the absence of 

adequate teaching approaches to the subjects, or to 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 perspective, 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 historical 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 both academic and personal motives. On the one hand, it 

is informed by my experience with literature both as a student and a teacher, where I 

seek to find solutions for the problems and challenges which I have faced. As a student, 

I was challenged by the absence of a comprehensive course outline and clear objectives 

for the lessons and readings we were assigned. In addition, the focus was mainly on 

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



6 
 

assigned the module of didactics, the basic course outline of which follows the timeline 

of the development 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, I had one question 

in mind, ñwhat if a student asks me, óSo what method are you using to teach us?ôò That 

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 grew bigger when I started teaching literature and discourse analysis two years later. 

I realized that the complexity of these classes, especially that of literature, needs an 

interdisciplinary approach.  

On the other hand, the study is mainly motivated by my 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, I have developed a sense of responsibility 

towards reading and the pursuit of knowledge at a very young age. Through my 

motherôs voice, I have heard the most amazing stories about the prophets, been 

introduced to the world of fairytales and folktales, and been exposed to world literature. 

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. This consequently nurtured 

our curiosity, love, and passion for literature.  

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

still affect my instructional decisions. I might not remember some significant event in 
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my childhood yet, somehow, I can recall every story I 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 widened our worldview, and helped us grow into tolerant and resilient 

human beings.     

Through literature classes, with the various stories and narratives, I hope to touch 

our studentsô hearts in a similar way, promoting their identities, enriching their cultural 

awareness, and empowering their learning experiences. I aim to find ways to help my 

students reach their full potential while enjoying the process of learning and 

appreciating literature.   

Significance of the Study 

The research is relevant to various parties. First, it provides a draft for curriculum 

and course designers. It is an initiative to create a more comprehensive syllabus that 

accounts for the complexities of literature classrooms, covering content, instructional 

tools, and assessment methods. The 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 guide in their teaching.  

Moreover, this study highlights and explains techniques from various scientific 

and educational fields (cognitive sciences, cultural responsiveness, sociocultural 

approaches, discourse analysis, and reader response theory), explaining how we 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 
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classes.  In addition, the results of the experiment give insight into the effect of each 

technique, task, and activity to facilitate the teachersô choice. In addition, it provides 

different study guides of various books from the pilot study and experiment and detailed 

lesson plans and objectives; it offers handouts that could assist teachers 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 not equal, do not 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 universities (archival data), we have integrated a 

multitude of activities 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 learning; incorporating studentsô cultural perspectives and 

frames of reference into classroom instruction can help them gain ownership of their 

learning, enhancing their independence and preparing them for future learning.  

Aims and Objectives 

The present research endeavors to improve the pedagogy of literature in EFL 

classrooms in higher education. It aims at reversing the prevailing trend of 

underperformance in literature courses and upholding the significance of literature in 

language classrooms. To reach this aim our research sets the following objectives: 

1) Highlight, explicitly, the link between culture, literature, and cognition; 

2) Promote studentsô cultural identities and learning by incorporating their cultural 

frames of reference in classroom practices and course design;  
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3)  Empower studentsô information processing through the integration of brain-based 

research in course design and instruction; 

4)  Improve learnersô ability to read and interpret literary texts; 

5) Build a ócult of learning,ô whereby students are prepared for future learning; 

6)  Build a community of learning to support current and future learning;  

7)  Foster studentsô tolerance, critical thinking, and resilience; 

8)  Restore the value of literature in Algerian EFL classrooms; 

9)  Advocate action research, where 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 Questions and Hypotheses 

The research uses a quasi-experimental method to answer the following main 

questions: 

1. How does using the culturally responsive- interdisciplinary approach affect teaching 

literature in EFL classrooms in Higher Education?   

2. How does using the culturally responsive-interdisciplinary approach affect third-

year studentsô performances in literature tests at Zian Achor university?   

We further set these sub-questions:  

     a) How does incorporating studentsô cultural frames of reference influence studentsô 

learning of literary analysis? 

b) Which techniques are more effective? 

c) What is the effect of each technique? 
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d) Which activities 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 (H0): Using the culturally responsive-interdisciplinary approach 

has no effect on teaching literature and studentsô performances in literature tests. 

2. Alternative Hypothesis (H1): Using the culturally responsive-interdisciplinary 

approach improves teaching literature and enhances studentsô performances in 

literature tests.  

Delimitations  

Our research tests the effectiveness of the interdisciplinary approach we designed 

for teaching literature to third-year EFL students at Zian Achor University. However, 

factors like studentsô gender, age, and economic status are not part of the discussion.  

As will be clarified in upcoming chapters, although the approach seeks to promote 

studentsô identities, we do not address a specific type of identity like gender identity, 

social identity, religious identity, 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 comprises 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 approaches to teaching literary texts. It also highlights the principles we 

borrow from cognitive sciences, the sociocultural, reader-response theory, and 
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discourse analysis. Finally, it ends with a discussion about literature content and 

assessment in higher education, proposing and underlining the views of coverage and 

testing adopted in the research. The second chapter deals with culture; it frames the 

history of the concept in various fields, such as anthropology and sociology, identifying 

its levels, components, and features. 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 culture, literature, language, and cognition stating the rationale behind 

choosing literature classes and demonstrating the basic tenets of our approach.   

The third chapter is dedicated to research methodology. It presents a detailed 

description of the research paradigm, 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 elicited from 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 the implications, limitations and further research 

suggestions. The research conclusion revisits the main parts and aspects of this research. 



 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Chapter 01 

Literature: Teaching, Theory, 

and Practice 
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Introduction  

This chapter covers some fundamental areas concerning teaching literature. It 

provides various views about the definition, value, and use of literature, highlights the 

place and significance of literature in language 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 advocates the use of an 

interdisciplinary approach to teaching literature, it constantly emphasizes the tools, 

practices, strategies, and techniques that we borrow from these approaches. The present 

chapter then sheds light on the content and assessment in literature courses in higher 

education, pinpointing the struggles, and proposing some solutions.   

1.1. What is Literature: Scoping Literature 

There is no real consensus on one comprehensive definition or an overarching 

interpretation of literature. Nevertheless, in order to proceed with literature classes, it is 

imperative that we frame the concept and its implications to enable the design of a 

coherent, relevant syllabus. The term literature comes from the Latin word literatura, 

which signifies a written form, yet it means not only what is written but ñwhat is voiced, 

what is expressed, what is invented, in whatever formò (Marcus and Sollors, 2009). At 

its most neutral, literature signifies any textual manifestations of writing; it is used to 

designate creative fictional bodies of writing (drama, poetry, prose). Davids (1983) says 

that literature is a creative writing of artistic value, which suggests that it is characterized 

by a special use of language that is different from everyday ñregular speechò. Eagleton 

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

in itself, but there are some linguistic features that distinguish it. These features can be 

found in other types of discourse as well; however, in many literary texts ñthey combine 

to form a highly unified and consistent effect, which strongly reinforces the message of 

the text.ò (Brumfit and Carter, 1986, p. 8) 

Lazar (1993) identifies various linguistic features that constitute a literary text, 

including metaphor, simile, assonance, alliteration, repetition, unusual syntactic 

patterns, double or multiple meanings of a word, poeticisms, and the mixing of styles 

and registers. Even with such classifications, the concept of literature remains elusive, 

being simultaneously accessible (simple) and arcane (esoteric).  

Damrosch (2009) explains that literature definitions have often oscillated under 

three main paradigms, as classics, as masterpieces, and windows on the world.  These 

paradigms, however, are not inclusive of all aspects, types, and characteristics of 

literature. For instance, the term classic has been used to refer to ancient influential 

works usually of ancient Greek and Latin origins; later the term came to include any 

work of world literature of enduring excellence that is historically memorable. The 

world masterpiece, Damrosch (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 small country (such as the duchy 

of Saxe-Weimar in a not yet unified Germany) and quite modest origins,  as Cervantes 

and Shakespeare did: Johann Wolfgang Goethe himself was granted the aspirational 

"von" by his duke only at age thirty-three. (p.4) 

 

These two paradigms 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 sources. By the mid-1990s, the 
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classical and masterpiece approaches had been supplemented by the idea of literature as 

windows onto the world. Henceforth, literature includes works regardless of whether 

they are classics or masterpieces. They are included because of what they represent of 

culture, social norms, values, perspectives, etc; Western literature is no longer the only 

prevalent, the idea of world literature has surfaced. 

           As the idea of windows to the world developed, definitions of literature changed 

and varied a great deal; they became broad in orientation and scope. Murdoch (1978) 

says, ñliterature could be said to be a sort of disciplined technique for arousing certain 

emotionsò; in the same vain, Eagleton (1983, p. 9) says, ñone can think of literature less 

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 writing.ò 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 manner 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 norms, etc.). In this 

paradigm, literature serves as an interpretation of life- a potent and beautiful rendition 

of reality. It inspires the various stages of existence in some form of beauty, housing 

human life.  

Other researchers define literature in terms of purpose, Paley (1974 as cited in 

Lazar, 1993, p.2) claims that literature makes justice in the world and is often on the 

side of the underdog. Hogan (2011) says that literature is what provides us with 
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óunavailable insightsô into the way emotions are produced, experienced, and enacted in 

human social life. Literature is viewed as a product of historical and social 

circumstances, a representative and revealing artifact (Lazar,1993). 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 lives, their thoughts and convictions, feelings, 

sufferings, and joys. When 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 literature, however, we observed that the term is often 

taken for granted. Books on teaching literature rarely start with definitions of the 

concept; readers often need to deduce them from the various approaches to teaching 

literature. Each approach perceives literature differently, and understanding the nuances 

of each helps delimit the scope 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 and Study L iterature? The Value of Li terature 

Some of us struggle to determine the purpose of our teaching, let alone articulate 

it to our students; many of us fail to identify and formulate the rationale for engaging 

with literary works. Bruns (2011) stresses the necessity to both identify and 

communicate the value of literature to our students. He posits that the task is a complex 

undertaking, as it requires not only persuasive abilities but also a well-conceived 

framework. She adds that:  

While the study of literature seems to 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's value. (p 2.3) 

 

Our literature classes may not succeed in passing the value of literature to our 

students because our curriculum design lacks clear objectives. In addition, it is unlikely 

that literature teachers will be able to explain to their students why reading and studying 

literature are important if they lack a sufficient understanding of the significance of 

literary reading. It needs a thorough examination of the manifold academic, social, 

cultural, and psychological contributions of literature. Bruns (2011) claims that the 

burden of public reading habits lies on the shoulders of teachers and educators. As an 

attempt to simplify this task, we can examine what literary works represent and offer to 

readers in general and to EFL students in particular.  

 In the 1820s, when literature became a course of study at the University of 

London, its purpose was to moralize, civilize, and humanize (Showlter 2003, p.22), 

while in the USA, it was considered a source of moral and spiritual values relating to 

the cultural and ancestral identity of a particular community. According to Bruner 

(1986), stories embody the narrative models and procedures for interpreting and 

organizing experiences of a specific culture. Following the work of Greimas and 

Courtes (1976), Bruner (1986) argues that literature with its imaginative use of the 

narrative form situates the readers in a ódual landscapeô of both action and consciousness 

that enables them to explore human possibilities. He explains that stories locate readers 

in what he calls óa particular patternô or ógrammarô of events, situations, and goals 

revealing the subjective worlds of characters who are involved in such events. 

Therefore, stories provide ñmaps of possible roles and possible worlds in which action, 
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thought, and self-determination are permissible or desirableò (p. 66). From this view, 

we can conclude that the value of literature stems from its capacity to enable readers to 

challenge the limits of their personal experiences with the various ones drawn in literary 

texts, thereby facilitating their personal growth and development.  

Bruns (2011) summarizing prior research on the significance of literature 

instruction in education, delineates these two broad 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 as critical thinking, reading, writing, and problem-

solving. Yet, since this is relevant to any type of reading, a much more favorable claim 

among teachers and researchers is that literature helps us understand the world, make 

sense of our experiences, grow as human beings, and develop tolerance towards each 

other. A much stronger and scientific claim is that literature helps in our cognitive, 

social, and psychological development (Zunshine, 2006). Zunshine (2006, pp. 11-12) 

asserts that reading fiction engages and exercises two broad mental faculties that are 

essential for social functioning. ñFirst is our ability to explain  people's behavior in terms 

of their thoughts, feelings, or beliefs ï to recognize the mind behind the action - and 

second is our ability to keep track of the source of what we are told even through several 

levels of "embedment" (as in, "She said that he said that you thought).ò  

According to this view, literature helps us build intellectual capacities because 

we read to find the truth and frame perspective and knowledge about the world. This 

knowledge is our guide to understanding new materials, developing new skills, and even 
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reading new books. The idea of literature being our gate to finding the truth is supported 

by William Roche (2004) and Edmonson (2004) who believe that literature is our 

window and gateway to the absolute, as it contributes notably to the formation of 

cognitive processes, mental models, beliefs, and ideologies. This idea holds great 

significance in our study, as elaborated in the forthcoming sections. 

1.2. 2. Literary Reading as a Source of Pleasure 

Although pleasure alone seems an insufficient explanation for literary reading, 

once we try to explain what is the source of this pleasure, we can get a better 

understanding of this view. Researchers like Lamarque and Olsen (2004), Perloff 

(2004), and Wellek and Warren (1965) emphasize that reading for pleasure is as 

important of a reason for literature as 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 reading brings the readers pleasure because it 

involves the exercise of their imagination leading them towards an empathetic 

understanding of alternate lives and experiences. The source of the pleasure can come 

from the use of oneôs imagination itself, from the movement towards knowing the other, 

or from both. He argues that it is the connection between the exercise of imagination 

and the spiritual and moral realms, not the pleasure itself, that is the good of literary 

reading, which should provoke readers to imagine what it would mean to have a life 

different from their own. This enables the reader to connect with other human beings 

and denotes reading relation ñto sympathy, fellowship, the spirituality and morality of 

being humanò (p.75).  

The view of Donoghue can be brought in line with what Lewis (1961) wrote:  
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The nearest I 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 perspective 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 own. (p.137)  

 

This view of pleasure is also discussed in cognitive literary sciences which examine the 

link between literature and emotions. Although it might seem irrelevant to educational 

fields, we find that understanding how literature evokes certain emotions in the human 

brain relying on cognitive and neuroscientific findings, will help us improve our 

literature classes. With the help of this scientific knowledge, we can combine the 

didactic and the emotional, the instructive and the pleasurable. Being informed of such 

findings, we can move towards a more interdisciplinary approach to teaching 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 an experience often characterized by a sense of 

ñdisruptionò or even ñthreatò, and this quality is part of what motivates reading (p. 143). 

He provides a range of terms used for why we read literature such as it stretches, widens, 

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

understanding, awareness, or experience. Slatoff explains that we read to challenge our 

limited experience and consciousness. Edmunson (2004) builds on this view and uses 

similar terms saying that we read to assert ourselves, to sharpen our analytical faculties, 

to debunk myths, to know the other, for diversion, and truth (p. 56).  

The book óReading Across Cultureô 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 Soter). These researchers investigated various areas of teaching literature 

including learnersô resistance to engagement with multicultural literature, negotiating 

the meaning of difference through literature, and reader-response theory. The book 

delivers significant insights into the effect of using narrative stories and literary works 

on young learners. For instance, narrative reading provides children with opportunities 

to ñenvision possible selves and celebrate particular role models to adopt and 

imaginatively explore a variety of new roles, responsibilities, and identities derived 

from both real and fictional story charactersò (p.61).  Enciso (1997 as cited in Rogers, 

1997) explains that it helps learners build contact with the past, savor it, learn from it, 

and reflect upon it. She adds that her students used literature mostly to reflect on some 

resolved or unresolved problematic emotions like fear, anger, and anxiety.  

Through the imaginary lives of the characters, students are presented with a 

vehicle to understand social relationships, affirm them, and negotiate them, hence 

finding a place within their communities. These researchers further affirmed that 

children use stories to rethink the meaning of their important friendships and understand 

their social problems; here literature functions more in social ways. Rogers (1997) 

claims that using a variety of instructional activities, where children  reflect upon their 

own lives and experiences in response to their reading, encourages them to use stories 

as means of personal and social exploration and reflection; as an óimaginative vehicleô, 

as Willinsky (1991 as cited in Rogers, 1997, p.62) suggests, for ñquestioning, shaping, 

responding, and participating in the world.ò 

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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characters, and themes of certain stories to their life experiences, personal values, and 

beliefs. For example, when reading óFahrenheit 451ô, students found opportunities to 

examine, 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 emotions. When reading óAnimal Farmô, for instance, the most inviting 

questions were: Have 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. Students were able to communicate their thoughts about these themes in 

significantly better and clearer structures and forms. After the final evaluation of both 

books, some students claimed that examining their social experiences at home, school, 

or work made them realize that they have been exposed to various forms of oppression-

intellectual, emotional, and social. Again, when reading óPygmalionô by Bernard Shaw, 

we were surprised by the number of personal stories the students shared about facing 

social discrimination, judgment, and identity crises. This further confirmed that the 

value of literature in our language classrooms encompasses didactic, linguistic, social, 

and cultural areas of learning.  

1.3. Literature in Language Classrooms: Use and Development 

Those who advocate the use of literature in foreign or second language 

classrooms point to its potential to both needs of language learning, form and meaning 

(Hall, 2005). However, researchers like Donato and Brooks (2004), Mantero (2002), 

and Zyzik and Polio (2008) claim that with all the research done to investigate this, we 
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still know little about literature use in language contexts. Some researchers like 

Bernhardt (2011) perceive that literature's main use is the delivery of the language being 

taught, claiming 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) and Delanoy (2005) emphasize the 

paramount importance of culture, accentuating 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 gaining insight into the culture of another speech community. 

Culture, however, has been and still is an issue in the use of literature in education 

because of its promise as a pedagogical resource and the challenges arising from the 

complexity of the concept.   

Since the 1990s, researchers have noted that literary texts can be used positively 

in L2 classrooms (Gilroy and Parkinson, 1997; Hall, 2005; Kramsch and Kramsch, 

2000; Maley, 1990; Schultz, 2002; and Simpson,1997). Historically, it started with 

literary stylistics, which achieved success in teaching the English language to foreign 

learners in an engaging and motivating way. Once the motivational advantages of using 

real language examples rather than invented ones were realized, it was obvious that 

literary texts offered a rich source for sampling. Linguists such as Brumýt (1983), 

Brumýt and Carter (1986), Carter )1982( , Carter and Long (1991), and Widdowson 

(1975) advocate the use of a systematic analysis of literary texts in the service of 

language teaching. They believe that literature is an óally of languageô (Brumfit and 

Carter,1986) that presents language in discourse. Leavis (1989 as cited in Hall, 2005, 

p.12) says literature is the ñsupreme creative act of language.ò A literary text is a 
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manifestation of creativity, knowledge of the world, and óthe otherô in the form of the 

target language, in the cultural context of its speech community. Balakian (1977) adds 

that literature depicts people, places, situations, and scenarios that stimulate the 

language learner.  

  Parkinson and Thomas (2000, pp. 9-11) argue that literature can provide or be 

the following,  a ñlinguistic modelò (since it is an excellent form of writing and a source 

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. Moody )1971(  notes that the study 

of literature is fundamentally and primarily a study of language in use. Povey (1972) 

asserts that it helps increase the various language skills, by extending the linguistic 

knowledge of learners (vocabulary, syntax, grammar, collocation, etc.). Researchers 

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 (1978) adds that literature is the ówhatô and language is the óhow.ô 

Kramsch & Kramsch (2000) explain that the teaching of foreign literature has 

always intersected with the social and political history of the nation-state in America, 

and it is ñindissociableò from the aspects of language study, such as reading, writing, 

and culture (p.453). Their article documented the changing role that literature played in 

language classrooms between 1916 and 1999. Throughout the 20th century, literature 

has been taught in the language classroom for various reasons: 
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¶ The 1910s: Aesthetic Education of the Few 

During 1916, say Kramsch and Kramsch (2000), literature was ñthe uncontested 

source discipline of teaching modern languagesò namely French and German (p.454). 

By 1918, a text-based reading approach was implemented in language classrooms to 

oppose both the dominant direct method and the grammar-translation method.  This 

approach emphasized the educational benefits of literature, recognizing the difficulties 

of using literary texts, particularly classics, in second and foreign-language classrooms. 

The books used in these classes were not meant for pupils but for mature adult readers. 

There was a lack of adaptability to the literary texts used; therefore, it was the 

responsibility of the teacher to scan the books and choose only those appropriate to the 

level of the students.  To choose teachers needed to ask some important questions about 

the texts available to them; Sachs (1918) says:  

Turning now to our accessible material, 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 the absence of it distort the picture as a whole? Do the 

texts that are available emphasize unduly national self-consciousness? How can we 

counteract the effect of a work that leans excessively to sentimentality? Can we furnish 

as a desirable antidote one that breathes distinctly the note of virility? (p 143) 

 

 

These questions, implicitly, shaped the role and value of literature in language 

classrooms at that time. Literature was seen as a vehicle to understand nations and 

history, used for moral and aesthetic education, and was based on content rather than 

the linguistic form, acknowledging that linguistic knowledge was key in a successful 

reading of literature. Literature, during this phase, was preserved for the few elites who 

could uncover the moral potential of literary texts.   
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¶ The 1920s: The L iteracy of the Many 

After the First World War, there was a slight regression in the evolution of 

language and literature teaching in the United States and around the world. Because of 

political reasons, German and French lost their position in the US educational system 

affecting SLA and FLA research. Literature soon adapted to social and political 

changes; translation 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 a strong emphasis on 

literacy in language education.  The role of literature during this period was to make the 

study of the national languages (German, French, and Spanish particularly) more 

attractive and accessible. 

¶ The 1930s-1940s: for Moral Uplift  

On the one hand, influenced by social and education sciences, there had 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. On 

the other hand, WWII offered a great opportunity for translators to shine and improve. 

Abridged, simplified classics and translations were used in reading and language 

classrooms. The 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 character-building 

value. Krakowski (1940) notes that some American scholars advocated teaching 

German literature to incorporate their enduring cultural values and enrich American 

culture and way of life; at the same time, used their literature to circulate the ideology 
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of Americanization and democracy (McGee, 1942). Literature at this point was used to 

rearm nations with the necessary moral values and ideologies to preserve powerful 

positions in the political sphere.  

¶ The 1950s: For I deational Content 

With the evolution of linguistics and language teaching methods, literature 

gained back its position in language education but was associated only with advanced 

levels of language proficiency. Literature became an ideational content that requires an 

advanced set of linguistic skills. The ability to read and comprehend a literary text was 

seen as an extension of the ability to speak the language of the text. However, this phase 

witnessed a decreasing demand and need for literary texts since the Audio-lingual 

method was in full swing. Scholars sought to underline the educational value of 

literature and its link to culture and intercultural communication to maintain its status. 

The idea of óworld literatureô was still fighting its way toward the educational systems 

fighting the óunhumanisticô ways of the audiolingual paradigm, where learning is 

decontextualized from its social, cultural, and human circumstances.    

¶ The 1960s-1970ôs: For Humanistic Inspiration 

This period was characterized by a major focus on teaching culture in language 

classrooms. Scholars have shifted their attention toward the potential contributions of 

literature to the betterment of humanity. Literature was seen as a window to other 

worlds, cultures, and human experiences. It could offer students opportunities to know 

and understand their relationships with óthe selfô and óthe otherô within their culture, 

with other individuals in a different culture, and with the world itself. In addition to 

aesthetic pleasure and fun, it was a portal to infinite possibilities of human experience. 
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During this era, Showalter (2003) notes, teaching 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 personal identities and aid in political struggles.  

Kramsch and Kramsch (2000) note that with 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 languages. This led researchers like Steiner (1972), Hester 

(1972), Henkle (1971), Lewis (1976), and Kramsch (1976) to consider the pedagogy of 

literature as a separate domain. This was a huge step forward in literary theory, criticism, 

and teaching literature. The 1970s marked an era where literature became a branch of 

philosophical inquiry about signification, representation, aporia, and ideology 

(Showalter, 2016).   

¶ The 1980s-1990s: For Authentic Experience of the Target Culture  

Research from psycholinguistics and discourse analysis informed the fields of 

teaching foreign literature and languages. Literary texts were associated with ócultureô 

and used under the umbrella of óauthentic materialô in language classrooms to teach 

culture, critical thinking, vocabulary, and reading strategies. This was coupled with 

attention to studentsô distinct abilities, competencies, interests, and background 

knowledge. These aspects were considered necessary for text processing and 

understanding (Kramsch 1985; Harper, 1988). However simple this idea may seem, 

teaching literature at this phase was far more complex. Teaching literary texts was two-

sided.  It had to account for language learnersô responses and interpretations according 

to the various elements mentioned above, and for the foreign cultural elements that 
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cannot be inferred from studentsô personal experiences, but are rather found in ñthe 

world of the true authentic native writer/readerò (Kramsch & Kramsch 2000, p. 558). 

Teachers had to teach both the interpretations of the non-native and the native.  

Investigating the historical implications of the interplay between literature and 

language pedagogy, we could discern additional classifications and categorizations 

pertaining to the function of literary works in language classrooms. In 1989, a report 

entitled óEnglish for ages 5 to 16ô, which came to be known as óThe COX Reportô 

submitted to the Department of Education and Science and the Welsh Office, provided 

five reasons for teaching English, including teaching literature (DEW NO,1989). These 

reasons came to represent five distinct models, covering the focus of language 

classrooms, the roles of teachers and schools in language teaching, and some internal 

and external factors that influence the process of language learning. Although the report 

was criticized for providing these proposals without much evidence from the field of 

teaching, we can see that it accords with the research mentioned earlier. 

ǒA Personal Growth Model: Focusing on the child, the model stresses the relationship 

between language and learning in the individual child, and the role of literature in 

developing childrenôs imaginative and aesthetic lives. 

ǒA óCross-Curricularô Model: focusing on the school; the model indicates that all 

teachers are responsible for assisting children with the language demands of different 

subjects on the school curriculum. 

ǒAn óAdult Needsô Model: It focuses on communication outside the school; it puts on 

the teachers of English the responsibility of preparing children for the language demands 

of adult life, including the workplace in a fast-changing.  
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ǒA óCultural Heritageô Model: This model underlines the responsibility of schools in 

leading children to an appreciation of literary works that have been widely regarded as 

amongst the finest in the language. 

ǒA Cultural Analysis Model:  The last one stresses the role of English in the 

development of childrenôs critical understanding of the world and cultural environment 

in which they live. It seeks to raise their awareness about the value of print and other 

media, and their role in meaning creation.  

We can synthesize four primary arguments for the integration of literature into 

language classrooms., 1) the linguistic argument (develops language skills, enriches 

vocabulary, etc.), 2) the psycholinguistic argument (develops language and text 

processing skills, expands cognitive abilities, improves critical thinking, etc.), 3) 

cultural argument (enriches cultural knowledge, enable contact with the other, develops 

tolerance, promotes intercultural communication, etc.), and 4) personal affective 

argument (pleasure, reflection on personal experience, and relationships, growth, 

motivation, etc.). Literature, culture, and 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 higher-level learners only, and 

replaced by the so-called óauthentic materialô (Cook, 2000). Cook explains that in L2 

classrooms, language materials are more popular than literary materials. Teachers often 

used bits of language lifted from their original context, or student language generated 

by the communicative activity itself, which led to the decline of using literature both as 

a means and an end of language teaching. Despite the fact that research provides us with 
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a good number of theories that both justify and facilitate the use of literature in language 

classrooms, in the Algerian context, for instance, literature is preserved in higher 

education only and is taught as a separate module that is neither linked to language skills 

(writing, reading, listening, and speaking) nor the study of civilization. The complexity 

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

various approaches and methods to teaching literature throughout history. 

1.4. Approaches and 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 criticism 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.), while most recognize two opposite 

directions of teaching literature, learner-centered and teacher-centered. The following 

part describes the most dominant approaches to teaching literature with a focus on 

language classrooms. Note that most of these approaches are originally 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 

emerged a need to study and teach literature ñscientificallyò, giving rise to numerous 

literary theories and critical methodologies to study literary works. One of the earliest 

theories to put a strong emphasis on teaching literature is American New Criticism. 

Anglo-American New Criticism is one of the most influential movements in 20th-
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century literary theory. It emphasizes close reading of a literary work to discover how 

it functions as a self-contained, self-referential aesthetic object. The premise of this 

theory is that the meaning of a text and its structure are intimately connected and should 

not be analyzed separately. Literary critics and teachers should concentrate primarily on 

the text, its linguistic structures, and the ambiguities of meaning resulting from them, 

and secondarily on the textôs extraliterary relationships (Pokrivļ§k, 2017). 

              New criticism is a method or form of reading the text through language and 

organic unity-the understanding of óthe text itselfô and nothing else. It seeks to analyze 

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

elements of context such as culture, history, and social norms. It is concerned solely 

with the ótext in itselfô, with its language and organization (how a text óspeaks itselfô). 

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

registrations, which 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 relevant 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 reader, and the world. Decontextualizing literary texts with a mere focus on the 

structure may help students develop linguistic competence, yet it strips the experience 

from its cultural, social, and even cognitive background, which are vital in language 

classrooms, specifically the EFL classroom where 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 linguists claim that it is necessary to acknowledge the link between the 

field of poetics and linguistics. Carter and Simpson (1995, p.2) summarize the 

development of stylistics according to the advancements in linguistic theories. In the 

1960s, stylistics was ñdominated by attempts to define style and to isolate the particular 

properties of authorial, period, or group styles.ò The definitions were provided not only 

by linguists but by literary critics, anthropologists, and psychologists as well.  The focus 

of the investigations at that time was mainly syntax and phonology with a considerable 

interest in the ñpsychological properties of style, particularly in readersô responses to 

style and in style as a psycholinguistic and cognitive phenomenon.ò   

In the 1970s, with the development of generative phonology and 

transformational grammar, there emerged an interest to explore the differences between 

the poetôs grammar and underlying grammatical norms. Stylistics defined style in terms 

of the writerôs choices of particular transformational options. Stylistics was influenced 

by any major development in the field of linguistics.  For instance, with the emergence 

and growth of functionalism, stylistics came to consider the idea that ñforms are socially 

constituted and contextually determined, and their meaning cannot be constructed in 

isolation from such a social semioticsò (Carter and Simpson,1995, p.2).  

Linguistic or literary stylistics came to mean the study of the linguistic devices 

and forms (word choice, syntactic forms, rhetoric, etc.) that produce a literary style. It 

helps relate language use in literary texts to its artistic function. Crystal and Davy 

(1973, p.10) state that:  
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the aim of stylistics is to analyze language habits with the main purpose of identifying, 

from the general mass of linguistic features common to English as used on every 

conceivable occasion, those features which are restricted to certain kinds of social 

context; to explain, where possible, why such features have been used, as opposed to 

other alternatives; and to classify these features into categories based upon a view of 

their function in the social context. 

 

Stylistics is one of the most prominent approaches to teaching literature in 

English as second and foreign language classrooms because, Watson and Zyngier 

(2007) say, of its capacity for teaching the language in an engaging and motivating way. 

They add that ñthe metalinguistic reþection and discussion promoted by stylistic 

approaches in the second language classroom are held to contribute to deeper 

processing, understanding, memorability and development of the additional language in 

use.ò  (p.4) In this approach, learners are required to analyze texts aesthetically and 

interpret them using their linguistic knowledge. Language plays a vital role in 

deciphering the meaning of literary texts; hence, it is better that learners are equipped 

with the necessary linguistic 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 texts, saying that his students are engaged with the literature 

when they can explore the beauty of literary language.  

 Despite the promising nature of stylistics, its implementation in EFL contexts, 

where learners have limited access to linguistic resources of the target language, raises 

a few issues. First, the approach necessitates that both teachers and learners possess an 

advanced set of linguistic skills to decipher the meaning of literary texts. Second, as 

Van (2009) emphasizes, stylistics requires an investment in teachers' training. Third, 

ñmuch stylistic research involves the analysis of literary texts, not how real readers, let 

alone non-native readers, understand these textsò Hall (2007, p. 5). Finally, there is no 
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empirical evidence to prove the benefits of using stylistics in EFL classrooms since most 

research published on this issue is conducted in first-language contexts in English-

speaking countries and then generalized to include second and foreign-language 

contexts.  

1.4.3. Structuralism 

Influenced by structuralism in linguistics, structuralism in literature 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 emphasis is put on the objectivity of 

examining the literary texts denying the role of both the writerôs intentions and readers'  

personal responses. The approach deprives the text of its contextual background and 

aesthetic value and requires learners to approach it scientifically, 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 

ñinvolved in the production of meaning.ò 

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 such as Ronald 

Barthes (1967), writer of óThe Death of the Authorô, argues against linking text 

interpretation to the authorôs personal experience, social background, and any sort of 

biographical information that may shape his intended meaning. Selden, Widdowson, 

and Brooker, (2005, p.62) explain that the structuralists oppose the idea that the ñhuman 

subject is the source and origin of literary meaningò, claiming that writers only have the 
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power to mix already existing writings, to reassemble or  redeploy them; writers cannot 

use writing to  óexpressô  themselves, but only to draw upon that immense dictionary of 

language and culture which is ñalways already written.ò  

Carter and Long (1991) criticize this approach saying that it treats the literary 

text as a scientific object, studying the mechanical formal relationship, like the 

components of a narrative, while ignoring the analysis of how a ñ literary text renders 

an authorôs experience of life and allows us access to human meaningsò (p.183). This 

approach might be the 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 all the 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, and socio-cultural meanings.  

1.4.4. Reader Response Theory  

Although traditional approaches held sway in many classrooms for a long period, 

reader-response theory (RRT) has been the first major influence on the teaching of 

literature in schools since New Criticism. Reader 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 

themselves of emotions, beliefs, and histories for the sake of meaning construction 
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(Rosenblatt, 1978, 1983). Meaning is constructed in the interaction between the reader 

and the text. This meaning is both the reflection of the reader and the text itself.  For 

RRT, reading literature is a dynamic process that evokes certain responses to the textsô 

characters, events, and actions in relation to the reader's thoughts and emotions. 

Researchers in the field explain that readers' responses are shaped by their experience, 

particularly, by their expectations. Each reader has their own expectations of how a 

certain character might behave, and how certain things could go according to their lived 

experience. Based on their belief systems, they may reject actions of certain characters, 

and resist forms of social practices and norms presented in the literary work. Both 

assimilation and resistance aid the readers to build their view of the world (Galda, 1982, 

Hancock, 1993; McGee, 1992, Mellor et al., 2000; and Shine & Roser, 1999). 

            Readers are experience builders, and a text represents forms of stimuli for the 

response, serving as a ñguide, a regulator, a blueprint, and an avenue for interpretationò 

(Mart, 2019, p.81). Oster (1989) explains that while constructing meaning, readers 

promote their thinking 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 

responding to texts, Beach (2000) says, students move from the usual pedagogical focus 

to interpret and contextualize charactersô actions or dialogue with reference to various 

social and cultural contexts. They can also contextualize charactersô  acts by drawing on 

historical knowledge of past cultural perspectives and models (Galda, 1982). 

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

of literature (Beach, 1990; Hynds, 1990; Iser, 1978; Rosenblatt, 1978 & 1983). 
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According to these researchers, the literary experience functions 1) as a source of 

personal, social, and political exploration that provides readers with the necessary tools 

to interpret human experience, and 2) as a vehicle through which readers broaden their 

cultural understanding and sensibility. 

               Using this approach in literature and language classes is argued to boost 

learners' critical thinking, advance their moral reasoning, and cultivate their human 

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

readersô responses, RRT relies on classroom discussions, which are essential for 

improving language awareness if they are ñdirected toward enabling the student to 

perform more and fully and more adequately in response to textsò (Rosenblatt, 1974, p. 

353). Researchers such as Jewell and Pratt (1999), and Kim (2004) highlight the positive 

effect of literature discussions on various aspects of language learning including, 

motivation for reading, emotional involvement, articulation of opinions, and creation of 

meaning.  

            However, RRT has been through years of scrutiny and criticism, both as a theory 

and in terms of its pedagogical value. From a theoretical perspective, reader-response 

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, abilities, and experiences (Eagleton, 1983). This 

approach may not challenge studentsô worldviews, systems of thinking, and identities 

in the sense that it focuses more on the reader as an individual, neglecting the context 
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of the text production, bypassing sensitive 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 language classes. Reading literature is highly dependent on the readers' 

mental models, experiences, background knowledge, and linguistic and socio-cultural 

competencies. At the same time, literary works involve socially and culturally situated 

identities; and include culture-specific ways of acting and reacting presented by authors 

with their specific mental models, social experience, background knowledge, etc. The 

response is not only dependent on the reader and his knowledge, but it can be guided, 

mapped, and sometimes even restricted by the authorsô intentions. In the view adopted 

by this research, both authorsô intentionality and readersô responses are basic 

constitutive principles of literature as discourse. We cannot lean 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 psychology, psycholinguistics, and neuroscience, and later in 

cognitive literary studies. Response theory is grounded in schema theory and mental 

model theory, which is significant to our research and the field of language and literature 

teaching. Therefore, the idea is revisited in the upcoming sections.  

1.4.5. Language-Based Approaches 

Similar to stylistics, but slightly more accessible to EFL learners, the language-

based 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 studentôs awareness and understanding of 

English, and promote ñmeaningful interpretation and informed evaluationsò of the text 

(Lazar,1993 p.23). LBA might differ from stylistics in premise and objectives, yet it 

borrows its procedures and techniques from stylistics. Since not all learners are ready 

or able to undertake a stylistics analysis, teachers in LBA use a variety of instruction 

activities such as predictions, reading aloud, rewriting the story, a summary of the plots, 

gap filling, and brainstorming.  

Literary texts are used to elicit the various forms of language use, registers, 

styles, and diction. In addition, they are ñopen to multiple interpretations and hence 

provide opportunities for classroom discussion; and they focus on genuinely interesting 

and motivating topics to explore in the classroomò (p.27). This better serves the purpose 

of improving learnersô language proficiency through literature. Building on Carter and 

Long's (1991) idea, Van (2009) stresses that through LBA learners acquire skills that 

facilitate access to texts, develop a sensitivity to various genres, and boost their 

communicative competencies.  

However, we believe that despite recognizing literatureôs aesthetic, social, and 

cultural dimensions, LBA certainly neglects them. Literature, in this approach, is 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. Literature need not be stripped of 

its humanistic, social, and cultural aspects; it ought to be used for its main purposes 

which are to provide truth, shape reality, teach tolerance, know and connect with others, 

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

Historically, cognitive sciences including psycholinguistics, cognitive 

psychology, neuroscience, and neurolinguistics have always intersected with literary 

studies, sometimes unintentionally, yet perhaps one of the most tensioned and complex 

relationships is between literary criticism and cognitive sciences. Nekolajeva (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, at the same time 

providing insights that confirm the intuitive arguments of 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 literary critics 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 and Steen (2002), in their introduction, óLiterature and Cognitive 

Revolutionô, 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, stories, stream of consciousness, and multiple drafts to build 

linguistic, neuroscientific, and psychological research. This part re-examines cognitive 

science findings relevant to reading literature, discussing the possibility of a cognitive 

approach to teaching literature in EFL classrooms. 

Cognitive approaches have remained on the verge of affecting the mainstream, 

but have not managed to do so (Burke &Troscianko, 2017). However, the influence of 

cognitive sciences on literary studies is eminent. Jackson (2000) stresses that cognitive 

sciences provide empirical evidence about the biology and psychology of reading, 
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writing, and responding. These are the fundamentals of the study of literature, which, 

as part of the humanities, is struggling for status in the field of education. We believe it 

needs to be cross-breaded 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 position in education.   

The Cognitive approaches to literature have been mainly interested in the 

processes of thoughts, feelings, imaginations, and emotions evoked by reading literary 

texts. They seek to provide methodologies and theories to describe both the production 

and reception of these texts. The cognitive analysis of literature surpasses both reception 

skills (perception, reading, comprehension, interpretation, memorization, etc.) and 

productive skills (summarization, writing, discussion, paraphrasing, etc.)  

Cognitive psychology has mainly informed reading research about text 

processing and textual information storage and retrieval from memory; hence, the link 

to literature and language teaching. Through our classroom discussions, tests, activities, 

and assignments, we can tell if our students can read or not; but, we know so little, if 

nothing at all, about how our students understand and form meanings of texts. By 

studying how the brain functions, learns, memorizes, deciphers, and builds knowledge, 

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, highlighting the importance of narrative to human experience. 

Narration, or storytelling has always been an integral part of human existence, lying at 

the heart of every great civilization. Myths, religion, philosophy, and politics, all center 
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around the human ability to tell stories. Cognitive scientists conclude that narrative 

precedes writing, and even precedes language, which can be illustrated in cave drawings 

from long-lost civilizations. It can also be seen in children, who with no adequate 

linguistic competence, can communicate happenings in the form of narrative. This can 

only further emphasize the role of reading stories and fiction in learning and acquiring 

language. It is no surprise, then, 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 because the everyday mind is essentially narrative.   

Equivalently, Bruner (1991) explains that 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 communicate them. This is perhaps why fiction appeals to 

readers, evokes their emotions, and 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 in our brains, that enable us to organize, process, 

interpret, and produce future narratives. Furthermore, the narrative is linked to two 

integral aspects of learning: memory and emotions which are the main concerns of 

cognitive sciences. Hogan (2011) argues that the study of literature can advance and 

improve affective cognitive research. This strong link between literature and cognitive 

sciences cannot be overlooked in our classrooms instead, we can incorporate the 

findings about memory, reading, and emotions into our classroom practices. 

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

various perspectives states that it is:  
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a cross-disciplinary approach to reading, literacy and literature that suggests 

rethinking the literary activity as suchéincluding interaction between readers and 

works of literature, but also the ways literary texts are constructed to maximise, or 

perhaps rather optimise reader engagement écognitive criticism does not deal with 

readers exclusively, but also with (implied) authorsô strategies in text construction as 

well as with artistic representation, including referentialityï the relationship between 

representation and its referent in the perceptible world. (p.4) 

 

Analyzing this definition, we can observe that RRT is part of a broader approach 

to literary analysis, where readersô responses are juxtaposed with the authorôs intentions. 

We use the word intention here, not only to mean the intended message of the text but 

also the author's linguistic, aesthetic, 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 shapes text production 

and comprehension. Cognitive criticism explores, scientifically, concepts already 

known in literary theory scholarships such as the implied reader/author, text-context 

relationship, point of view, and scripts/ models (Steen, 2002 as cited in Nikolajeva, 

2014, and Hogan, 2011). It provides empirical evidence on how the brain processes and 

responds to these aspects of literary analysis; such evidence can be highly significant in 

EFL classrooms.  

1.4.6.1. The Role of Teachers in 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, neurolinguistics, and cognitive 

psychology. Dijk  (1979) notes that in order to understand the ñfunctions and effectsò of 

literature, we need to know how readers understand, evaluate, memorize, and reproduce 

texts. This is a rather problematic task. It is difficult to gain access to readersô ócognitive 
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and emotional engagementô with texts, which includes what they gain from the text, 

how they gain it, and how they extract ñaesthetic pleasure to acquire more sustaining 

knowledgeò (Nikolajeva, 2014, p.2). This means that we need to cross-examine readersô 

responses 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 literature (which is central in engaging readersô thoughts and 

emotions), that enables them to cultivate their learning in the future.  

Researchers like Gretter (2012), Nikolajeva (2014), and Hartner (as cited in 

Burke and Troscianko, 2017) mention a few requirements for teachers in a cognitive 

approach to literary studies. We have appropriated the most significant ones to our 

study. 

¶ Teachers need to be aware of the scientific advancements in the field of cognitive 

science, particularly reading and information processing; 

¶ Teachers should be able to translate the findings of this science into classroom 

practices. This does not mean they have to do the work of educational theorists, but 

they need to have the capacity to design lesson plans and choose activities and projects 

that are brain-based.  

¶ Teachers need to raise studentsô awareness about how the brain functions and the 

cognitive benefits of reading literature. This can take the form of lectures, awareness-

raising activities, or any other form (PPT animated presentation, suggested readings, 

Mooc, etc.) 

¶ Teachers need to provide students with all the necessary background information and 

context needed for the literary analysis. 
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¶ Teachers' choices of literary works should align with their studentsô cognitive 

development and abilities (this will be further explained in CRT design). 

¶ Teachers need to account for the emotional, affective side of reading literary texts, and 

the possible sensitivity of the studentsô responses to the works chosen. 

¶ Teachers should be trained to use stories and narratives both as instruction tools, and 

response-eliciting tools.  

1.4.6.2. 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 sciences. The decision of what to include and what to exclude in this section 

is influenced by the aims and objectives of our research. We have selected those aspects 

and theories that we incorporate into the interdisciplinary approach we propose to 

teaching literature in EFL classes. 

1.4.6.2.1. Schema Theory: Revisited. One of the main contributions of 

cognitive sciences to the field of education is schema theory- a theory that stood the test 

of time regardless of its criticism that was sometimes hostile in tone. As one of the most 

widely adopted aspects of cognitive theory, schema theory has remained prominent in 

reading research, RRT, and stylistics for more than four decades. With the development 

of cognitive psychology in the 1970s, based on the work of Gestalt Psychology, schema 

theorists inspired reading research with the idea of the constructive nature of 

comprehension and the role of the readerôs background knowledge in the construction, 

understanding, and interpretation of meaning in texts. Examining the interaction 

between the text and the reader, cognitive 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 over the definition of 

the term schema both in cognitive psychology and reading research. Theorists in the 

field have proposed various views of its structure, features, and functions. Words like 

stereotypes, prototypes, templates, scripts, plans, grammar, frames, and macrostructures 

are used to refer to the schema.  Each of these concepts describes a certain type of 

background knowledge that is needed under specific circumstances. For example, 

Rumelhart and Ortony (1977) use the term story grammar saying that we have specific 

ógrammarsô for different types of narratives, whereas Minsky (1979) uses óframeô to 

denote a data structure for representing a stereotyped situation. Similarly, Schank and 

Abelson (1977) use the terms óscriptsô and óplansô to indicate a structured representation 

describing a stereotyped sequence of events in a particular context. Individuals have 

these scripts for events like attending a wedding, doing the dishes, visiting a doctor, etc. 

In this research, we use the term schema as an umbrella term that includes the various 

concepts mentioned. What interests us is how readers use their background knowledge 

presented in frames, scripts, or plans to make sense of the narrative. In our literature 

classroom, raising our studentôs awareness about the definition and role of schema in 

text comprehension has always been essential. It is noteworthy that refined versions of 

schema theory have been proposed like dual coding theory (Paivio, 1971), and mental 

model theory (Van Dijk and Kintsch, 1983; Van Dijk, 1982, 2006, and 2014). 

 Schema is defined as abstract knowledge structures for representing generic 

concepts restored in memory (Anderson and Pierson, 1984). It is the abstractions 
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derived from the experience that reside in ña potential, non-specific state, awaiting 

inputò (Sadoki et al., 1991). It is also defined as the abstract knowledge the reader brings 

to the text. When human beings experience the world, they tend to structure these 

experiences into basic information, concepts, relations, and definitions that are stored in 

the brain after being filtered and combined into networks of knowledge. Each is related 

and centered in a specific context, for a specific situation.  Schema, then, can be thought 

of as the total knowledge someone has about a given subject matter learned from 

experience.  

Readers use schema to fill in the gaps, to read what is not explicitly said in the 

text, and to make inferences and sense of events and actions within the narrative. To 

assimilate information in the text, readersô brains seek the pre-existing scripts, frames, 

and plans, to understand, appreciate, and interpret the text. Researchers identify various 

types of schemata: 1) formal schemata, relating to the background knowledge of the 

formal rhetorical structure of the text; 2) content schemata, containing conceptual 

knowledge about what usually happens in a specific situation, which 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 Gee, 2001); and 4) linguistic 

schemata, the sum of knowledge about grammar and vocabulary. The interrelation 

between these types of schema and their interaction with the textual information results 

in text comprehension. According to the schema model of teaching, 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 theory was examined in L1, ESL, and EFL reading comprehension; it 

foregrounded the development of various reading models with the empirical 

investigation of the various reading processes (Anderson et al., 1977; Hacker, 1980, 

Pearson, 1982). Studies have shown that background knowledge of readers is more 

likely to influence the comprehension of a given text than linguistic competence. 

Efficient comprehension requires readersô ability to relate the textual material to their 

schemata.  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 texts.  Readers, Hudson (2007) notes, engage in the 

strategy of comparing what they know with the information within the text. Through 

this strategy, readers either confirm their comprehension of the text or recognize the 

mismatch between the incoming information and their pre-existing knowledge. In the 

process of comprehension, readers can assimilate, accommodate, accept, reject, or 

tolerate new information.  They undertake a continuous evaluation of the value of the 

text being read.   

From our experience in teaching literature, we have observed that the degree of 

familiarity with the author, the genre, the literary period, the themes, etc. has a 

significant impact on studentsô engagement and comprehension. For example, studying 

óFahrenheit 451ô was 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 previously). Yet, after this experience, the students 

found it much easier to analyze óThe Giverô, another dystopian work, and passages from 
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óMrs. Dallowayô, a book that heavily uses the stream of consciousness.  Similarly, after 

analyzing óThe Little Princeô, a book based on the philosophy of existentialism, students 

were able to easily identify and explain the themes of responsibility, choice, and human 

essence in óPeter Panô, which are central themes in existentialism.   

This is not to ask teachers to avoid presenting unfamiliar aspects in their 

classrooms but to draw their attention to three main things. The first is to be aware that 

teaching the familiar is totally different from teaching the unfamiliar; they need distinct 

strategies, activities, and effort. Teachers need to adopt pre-reading, while reading, and 

post-reading activities that trigger and activate the schema necessary for text 

comprehension.  This is called schema activation, which is the process by which textual 

stimuli trigger the brain to elicit relevant information (An, 2013). Moreover; they need 

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 type, or a conflict enables the recollection of the studentsô 

appropriate schema. 

The second is that readers may not have sufficient background knowledge in all 

four types of schema; therefore, our activities and questions need to trigger the various 

types of schemata to ensure that readers can compensate for any insufficiency. The 

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 teaching literature. Schemas and scripts assist readers 

in connecting fictional knowledge with real-life knowledge and previous fictional 

knowledge.  Intertextuality, as an integral standard of discourse in general and literary 
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discourse in particular, can be used systematically in literature classrooms to improve 

the learning experience as elaborated in forthcoming sections. In addition, it is necessary 

to pinpoint that the premise of RRT has some basis in schema theory. Readersô 

responses are the results of their assimilation, comprehension, and storage of 

information from the text based on their prior knowledge and social experience. The 

idea of response is central to our research, which seeks to integrate studentsô cultural 

frames of reference into the teaching process. These frames of reference are forms of 

cultural schema that readers use to form their responses and evaluations of texts. 

1.4.6.2.2. Emotions: Where Literature and Cognition Converge. Memory 

and emotion are two main areas of research in cognitive sciences because they are two 

pillars of learning and acquiring social knowledge. Emotions are not only a part of the 

response to literature, but a part of the authorôs process of writing and his/her characters' 

actions, reactions, decisions, and experiences. In the reading process, various emotions 

and feelings can be triggered like sympathy, empathy, attachment, and/or detachment. 

Gretter (2012) claims that literature is ñthe only place where one can slow down 

emotions and describe them in detailò (p.93). Emotions and literature are intertwined, 

at the same time, emotions have a strong impact on memory. If stories stimulate the 

readerôs affective side, there is a higher probability of 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 encounters similar events 

in the future (Dolan, 2002). 

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

schema for learning new material. They can help link the acquired new knowledge, in 
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our case knowledge of the text, to real-world knowledge. Gretter (2012) explains that 

emotions are basic forms of decision-making; they help us choose the actions and 

strategies necessary for different situations. Immordino-Yang and Damasio (2007 as 

cited in Gretter 2012, p. 98) state that ñknowledge and reasoning divorced from 

emotional implicationsé are of little use in the real world.ò 

 One of the contributions of the study of emotions in cognitive sciences is the 

development of emotion-based or affective approaches to teaching and learning, 

particularly language learning. These approaches preach the serious consideration of 

studentsô affective responses to the material being taught, which is directly and 

significantly relevant to our literature classrooms. Advocates of these approaches 

believe that emotions and cognition are inseparable. Winas (2012) clarifies that it is vital 

that we understand that these emotions are not ñprivate individual experiencesò, but are 

rather ñembodied phenomena that are profoundly social and cultural in nature.ò Quoting 

Worsham, she adds that they are ñtight braid of effect and 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 meaning"(p.150).  

The role of social and cultural values, beliefs, and norms in emotions calls for 

our attention to the process of reading foreign literature, which might challenge these 

systems. Students may experience emotional discomfort when exposed to óthe other.ô 

The approach we adopt highlights the link between emotion, culture, and storytelling 

which is central in EFL literature classrooms and CRT, where we seek to teach óto and 

through culture.ô  
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Classes like literature, that challenge deeply held assumptions and beliefs, are 

more likely to evoke strong emotions in our learners thus, we need to include explicit 

teaching of the effect of emotion on learning and vice versa. Emphasizing the studentsô 

conscious awareness about how they perceive their world and the world of óthe otherô 

needs to be a goal of teaching. Literature, says Ghosn (2001), has the potential ñof 

fostering emotional intelligence by providing vicarious emotional experiences that 

shape the brain circuits for empathy and help the child gain insight into human behaviorò 

(p.1). Emotional intelligence is defined as knowing oneôs feelings and using that 

knowledge to make good decisions. Researchers even claim that literature helps learners 

improve their readiness for empathy (Ghosn, 2001; Pinsent, 1996). 

Fiction is a representation of experiences, fears, hopes, disappointments, 

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 experiences, nurturing the emotional intelligence required for future learning. We 

need to engage our students in metacognitive processes of reflecting on their own 

feelings about certain textual events, characters, and decisions, as well as guide them to 

identify the emotions of those same characters in the fictional world. Activities inspired 

by this research are described in Chapter 3. 

1.4.6.2.3. Memory: Information Storage and Retrieval.  Through this study, 

we argue that we need to learn about how our brains learn before we start our teaching. 

This part provides significant information about encoding, storing, and retrieving 

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

memory. 

Churches et al. (2017), in their book óNeuroscience for Teachersô, provide a 

simplified account of neuroscientific data from grounded research in the field about how 

the brain learns and functions, and advise teachers 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. Interconnectivity between neurons creates intelligence, ability, and effective 

remembering; they are able to send neurotransmitters (electrical impulses and chemical 

messengers), which enable neurons to communicate signals around the nervous system. 

The connections between the neurons are called ósynapsesô which are central in 

learning because the relationship between neurons across the synaptic gap can get 

stronger or weaker according to the type and form of material presented. For cognitive 

scientists, teachers are responsible for changing these connections every single moment 

of every day in the classroom. Our teaching shapes the neural connections of our 

students; therefore, we need to empower our teaching and learning with neuroscientific 

knowledge.  

 The memory process has three main stages according to neuroscience, encoding, 

storage, and retrieval. At the encoding stage, the brain converts incoming information 

from the senses into forms that can be stored. We can encode information, visually, 

acoustically, or semantically. Memory consists of three separate structures: a ósensory 

storeô, a óshort-term storeô, and a ólong-term storeô, that is sensory memory (SM), short-
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term memory (STM) or working memory, and long-term memory (LTM). Churches et 

al. (2017) summarize the differences between the three types in Table 01. 

 Table 01 

 

The general characteristics of working memory compared to long-term memory from 

Churches et al (2017, Types of Storage Section) 

 

Encoding occurs both in STM and LTM, but through different mechanisms. In 

short-term memory, the encoding is mainly acoustic. The brain can encode information 

in long-term memory in both acoustic and visual ways, yet it is basically semantic in 

nature. This, Churches et al. (p.82) claim, ñillustrates why it is important to create 

lessons that allow for the development of meaning, understanding, and application of 

knowledge.ò STM is linked to our ability to problem solve using images and spaces, 

and the ability to process sounds and words and language. LTM is concerned with 

holding the information that one can simply declare (declarative memory), which in turn 

contains two types of memory; one holding ideas and concepts (semantic memory), and 

another holding autobiographical information such as personal experiences (episodic 

memory). Moreover, LTM contains procedural memory which refers to learning that 

requires action rather than declarative knowledge such as driving a car.  

Van Dijk (1979) explains that at the level of the working memory (STM), the 

reader processes the sound sequences as phonemes, morphemes, and syntactic 

structures, to which we assign meanings. At this level, perception, understanding, and 

Features  Sensory Memory  Working Memory  Long term Memory  

Storage Method Impressions of 

sensory 

information 

Active rehearsal is 

needed 

Passively stored 

Waiting to be accessed 

Length of Storage 250-500 

milliseconds 

Up to about 20 

seconds 

For days, years or even 

your whole life 

Capacity of Storage  Extensive About seven items Seemingly infinite 
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thinking happen. Once information is interpreted in STM, its conceptual information 

(meaning) is transformed into our LTM, wherein the knowledge processed is restored 

(for more information check Atkinson and Shiffrin,1968; Baddeley and Hitch 1974; and 

Craik and Tulving 1975). Still, we cannot remember all the information stored in LTM. 

Van Dijk (1979) claims that such things as the ñverbatim structure of sentences or texts 

we hear or readò are mostly forgotten (p. 146). We tend to remember what is reviewed, 

repeated, and practiced (Check Figure 1). 

Figure 01 

Information Processing Model Following George Miller's Theory, 

1956(https://dataworks-ed.com/blog/2014/07/the-information-processing-model/) 

 

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 

https://dataworks-ed.com/blog/2014/07/the-information-processing-model/
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literary periods, all the themes of a book, or all characterization 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 techniques to enhance memory and improve learning, this research incorporates 

ñchunkingò, ñspaced repetitionò and ñactive recallò in classroom instruction. The 

techniques named are explained in lesson planning in the methodology chapter.  

Figure 02 

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

ed.com/blog/2014/07/the-information-processing-model/) 

 

Sousa (2017) and Oakley and Sejnowski (2018) identify the stages of 

information processing. In Figure 3 below, we designed a figure, summarizing them and 

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 mediator 

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

https://dataworks-ed.com/blog/2014/07/the-information-processing-model/
https://dataworks-ed.com/blog/2014/07/the-information-processing-model/
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Figure 3 

Stages of Information Processing: Application in our Literature Classrooms 

 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  Own Work.  

1.4.6.2.4. Metacognition: Thinking about Thinking . The term metacognition 

was coined by John Flavell during the late 1970sô. He defines it as ñcognition about 

cognitive phenomena, or ñthinking about thinkingò (1979, p.906). The term refers to the 

knowledge we have about our own thinking and learning activities; it is the awareness, 

management, monitoring, and control of our own thoughts (Kuhn & Dean, 2004; 

1. Input: the brain decides what 

information to pay attention to. 

 

ü It uses the reticular activating system 

(RAS) to filter input.  

 

ü Input moves to STM, if the brain 

wants to process it 

 

V Use of colors, music, visual cues, 

pictures, and stating objectives, can 

stimulate the RAS and help the brain 

identify what to focus on.  

2.Elaboration: when the brain decides 

on the information to let in it moves to 

the stage of elaboration. 

 

ü Information moves to the working 

memory.  

 

ü The brain needs 5-20 minutes to 

process the information and link it 

to schema before it pauses for about 

10 minutes. 

 

V Use chunking, schema activation 

activities, cultural frames of 

reference, reflective pauses to help 

the brain organize the information 

3. Application: the brain applies the 

new knowledge through practice. 

 

ü The brain needs 24-48 hours to 

revisit the information and move it 

to LTM 

 

V Use active recall activities, spaced 

repetition, project-based learning, 

active learning, metacognitive 

activities, and narration to fix the 

information and enable learning.  

C
u
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re
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58 
 

Martinez, 2006). Metacognition is described as a multi-dimensional set of general 

domains of skills that are distinct from general intelligence; it can compensate for 

deficits in intelligence or oneôs prior knowledge of a specific subject in a particular 

context (Lai et al, 2011). Metacognition is significant to reading research in 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 

oneôs awareness of their own characteristics, strengths, and limitations. The second 

involves understanding the nature of the information that a person encounters and the 

inherent demands of the task at hand. The third refers to knowing the strategies that are 

more likely to be useful in our task.  

Brown (1982 as cited in Hudson, 2007) recognizes two different parts of 

metacognition, knowledge about cognition, and regulation of cognition. The former is 

oneôs knowledge about oneself as a learner and the internal and external factors that 

may affect him, while the latter is the ability to monitor and regulate oneôs learning 

process. Knowledge of cognition includes the declarative knowledge we have about 

ourselves, our learning, and the factors that affect our learning, the procedural 

knowledge we have about strategies we use, and the conditional knowledge we have 

about why and how to use those strategies.   These metacognitive knowledge and skills 

develop gradually from childhood. With age, education, and experience these skills 

sharpen. 
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Comparing good/experienced readers to poor/younger readers, researchers 

concluded that among the main differences between the two is the ability to monitor the 

process of reading comprehension. Summarizing the findings of previous research in 

the field, Hudson (2007) notes that poor/ younger readers show deficits in areas such as 

ñcoping with failure of comprehension, recognizing textual organization, effectively 

monitoring comprehension, levels of metacognitive awareness, and application of their 

repertoire of strategiesò (p.119).  Successful readersô metacognitive knowledge helps 

them select the necessary strategies for their reading comprehension process. Through 

metacognitive skills, readers can repair and compensate for various sorts of deficiencies. 

It is important to note, though, that not all problems of reading can be solved by 

metacognitive knowledge since reading failures may be attributed to various scenarios. 

For instance, students may demonstrate adequate linguistic, cultural, and social 

competencies, but lack monitoring strategies; conversely, 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 aids substantially in improving the reading process for our learners. Donker 

et al. (2014) state that focusing on developing studentsô metacognitive knowledge by 

teaching ñwhich strategies to use and how to apply them (declarative knowledge), when 

and why to use them (procedural and conditional knowledge)ò had the strongest effects 

on studentsô writing, science, math, and reading performance.  

Metacognition is teachable; we list several strategies and activities that 

metacognition offers for our literature classes (the activities are described in detail in 

Chapter 3). 
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ǒAwareness-raising activities: Although our learners may already possess 

metacognitive strategies, encouraging thinking about thinking in our classrooms is 

essential in helping learners identify aspects like their learning styles, struggles, 

limitations, and cultural frames of reference. Questionnaires and focus group 

discussions are sufficient awareness tasks. 

ǒReflective practices: Reflection is a strong strategy to develop metacognitive skills 

and trigger cognition about cognition. There are various techniques for reflection, 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 

process reflecting on the various emotions that accompany it, and encouraging self-

assessment of assignments and tests. 

ǒFamiliariz ing learners with the learning material: cognitive sciences claim that 

metacognitive knowledge precedes metacognitive monitoring and control. In our 

literature classrooms, learners need to be aware of the form and structure of the literary 

text and its contextual information before the actual reading. We need to familiarize 

them with the textual world, the knowledge of the tasks (reading, analyzing themes, 

identifying plot type, analyzing point of view, etc.), and the strategies needed for each. 

Using test wrappers, scaffolding, asking learners to record how they prepare for the test, 

incorporating the muddiest point technique, and diagnostic quizzes, are useful tools.  

ǒClearly defining reading/ learning objectives: It is important for metacognitive 

thinking that certain tasks are linked to specific intelligible goals. Our literary reading 

needs to be associated with feasible small objectives to keep students on task.  
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1.4.7. The Sociocultural Approach  

Lev Vygotsky's socio-cultural theory (1987, 1978) has been a foundation of 

research in the area of cognitive development for decades. The theory emphasizes the 

central role of social and cultural interaction in the development of the childôs cognition 

and mental abilities, highlighting the key role of language in this interaction. Cognitive 

functions are shaped and influenced by socio-cultural values, beliefs, and norms, and 

this varies from one culture to another and from one language to another. Each culture 

provides its children with the necessary tools of ñintellectual adaptationò, which help 

them in using their basic mental functions. A central aspect of this theory is the ZPD, 

óthe zone of proximal developmentô, which 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, or the óknowledgeable otherô have a significant role in 

the cognitive development of children. By engaging the latter in meaningful activities 

and practices, and exposing them to culture-specific views of the world, adults enhance 

childrenôs development. They guide them in finding meanings attached to various 

objects and concepts and assist them in problem-solving. According to this theory, 

mental abilities such as reasoning and critical thinking can only be enhanced by 

interaction with significantly more knowledgeable adults. This, Vygotsky calls 

óscaffolding.ô Scaffolding is defined as ña type of assistance from adults, which enables 

a student or an inexperienced person to solve problems, perform activities or accomplish 

targets which he/she could not achieve without helpò (Panwar et al., 2016 p. 185). 
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Children are born with basic mental abilities and functions such as memory, but 

higher mental functions are developed through the influence of social interaction and 

guided learning. The idea of scaffolding is linked to the idea of cooperative learning and 

community building in CRT. Learning happens through socio-cultural communication, 

where learners acquire knowledge from each other and from more knowledgeable 

people like teachers. It is one of the most crucial aspects of the Vygotskian theory. 

Newman and Holzman, (1993, p. 73) argue that ñVygotskyôs strategy was essentially a 

cooperative learning strategyò since he created ñheterogeneousò groups of children and 

pushed them toward ñcooperation and joint activityò by ñgiving them tasks that were 

beyond the developmental level of someò.  

In addition, the theory promotes constructivism as a philosophy of learning and 

teaching. Constructivism claims that learners create their own knowledge based on their 

interaction with the environment and other people, interrelating the physical world with 

the socio-cultural one (Fosnot, 1996). Learners are meaning and knowledge 

constructors and generators (Panwar et al., 2016). In language classrooms, the 

adaptation of the sociocultural approach has shown great success (White-Clark, 

DiCarlo, & Gilchriest, 2008 as cited in Panhwar et al., 2016). This is mainly because it 

is learner-oriented. Learners in this approach are active autonomous agents who 

generate new knowledge drawn on their prior knowledge and interaction with their 

teachers, classmates, and society. EFL classrooms represent a cross-cultural/inter-

cultural context, where the students meet the otherôs language, culture, and social 

values. The socio-cultural approach enables students to learn about the new culture 

through their own cultural frames of reference.  
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In literature classrooms, Beach et al. (2006) indicate, that the Socio-cultural learning 

theory emphasizes: 

1) Community Building :  Teachers should socialize learners into a sort of ña literary 

community of practice reflected in the practices of a highly engaged literary book clubò 

(p.8).  

2) Scaffolding and Modeling: Teachers need to model and demonstrate the uses of 

practices related to literature studies before engaging students in them. The 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) explain that learners are ñmore likely 

to be engaged in an activity when they have some sense of ownership in or responsibility 

for planning and participating in that activity.ò These ideas are central 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 teach? For what purpose? What to test? and how to test? Do we teach 

by literary periods, or by literary genre, or by the author? Do we emphasize literary 

analysis or literary criticism? Do they need to know more about the literature itself or 

should the focus be on the reading process? Poetry, drama, or fiction? Knowing the 

answers to these fundamental questions is vital for the success of literature classes. 

Showalter (2003) notes that teachers are constantly anxious about the infinite amount 

of literary knowledge and the limited academic time. Deciding what to include and what 

to exclude is a difficult task, especially in higher education, where we do not have any 
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guiding textbooks or curricula to follow. In fact, the teacher is both the course designer 

and the instructor-researcher.  

1.5.1. Content and Coverage  

For a long time, studying literature was mainly the study of poetry, yet with the 

development of literary theory and approaches to teaching literature came a variety of 

content and test types. Each of the previously described approaches to teaching literature 

focuses on a different type of content. New criticism, structuralism, and stylistics, for 

instance, were mainly interested in poetry, since their focus was the study of the 

language of literature, its structure, and rhetoric. Reader response theory used drama 

and fiction since it was concerned with readersô responses to the actions, events, 

characters, and experiences. Researchers classify methods for organizing and choosing 

literature instruction into several types; we mention the most common ones.  

First is the chronological method, where students study the development of 

literature throughout history focusing on literary periods. This content is easy to 

organize, but t it is time-consuming and might be monotonous and redundant. The 

second method is author study. Organizing content by authorsô works and lives is very 

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 use, still, at the 

expense of other elements of literary analysis and literary theory.  

The third type is the thematic method. Here, the teacher focuses on broad themes 

such as love, good vs. evil, innocence, coming of age, etc. and accordingly chooses a 

variety of texts from different authors and genres to illustrate these themes. The fourth 

one is to organize content by genre. In this method, the teacher can either focus on the 
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structure and characteristics of one genre or allow students to examine the similarities, 

differences, and peculiarities of various genres. The 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 this method 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 

themselves. The last common type is by aspect or devices of literary analysis. That is 

moving from themes to plot analysis, to characterization, and so forth. This method 

might be the most flexible and least monotonous. Teachers can include books from 

different authors, genres, or literary periods.  

 We examined the content of literature in 5 Algerian Universities (Algiers 2, 

Ziane Achour, Blida 2, Amar Telidji, and ENS Bouzereah), and found that the most 

common titles in both undergraduate and postgraduate studies are:  

ü By Literary Period  

V Romanticism 

V Victorian Literature  

V Realism 

V Post-Colonialism (African Literature) 

V Modernism 

ü 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. Scott Fitzgerald (The Great Gatsby) 

V T.S. Eliot (The Waste Land)  

V Chinua Achebe (mainly Things Fall Apart) 

V Joseph Conrad (Heart of Darkness) 

ü By Literary Theory  

V Formalism 

V Post-structuralism 

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 related to literary 

periods, students are exposed to lists of characteristics of the period, and writers of the 

period, illustrating with passages from various books. Students, however, are not taught 

(according to the description of the course) how to analyze a text with 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 provide them with expertsô views and criticism 

about those works and periods and expect them to memorize and internalize them 

without questioning. This is an issue that seems to be universal in literature classrooms 

(Beach et al., 2011; Hall, 2005). Our obsession with coverage and the emphasis on 

quantity at the expense of quality leads us to fail in accounting for studentsô views, 

responses, and experiences, and preparing them for future readings.  
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Moreover, other common things between these courses are a) the neglection of 

some fundamental aspects of literary theory and literary criticism such as narrative 

theory,  b) the absence of some significant literary genre like fantasy and science fiction, 

and c) the unsystematic study of literary analysis devices like themes, plot types, 

symbols, motifs, etc. Often, students are not shown how to identify, trace, 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 theories is enough to make 

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 cover. Our literature classes, 

Moody (1988) notes, teach students that what matters is success in examinations; and 

that what they need to succeed in is nothing but ña skillful recycling of some expert's 

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 to discuss the meaning of 

a certain text without actually meaning anything to them. As discussed earlier in the 

relationship between cognition and learning literature, when our brains cannot make any 

association between our experiences and what we learn, the information learned is less 

likely to be stored and remembered. Once the test is over, our students forget it all.  

Slatoff (1970) makes reference to his experience with his students saying that even 

though most may have the ability to talk about structure, identify 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 classrooms, we suggest: 

a) defining clear, achievable goals for our classes, and b) treating literature as discourse, 

which narrows down our objectives and coheres with the premise of CRT.  

1.5.1.1. Defining Objectives for Literature Classes 

The purpose of teaching literature changed over history; each time it does, the 

content of literature classes changes as well. Identifying the objectives of our course 

simplifies course design. The objective of a course, however, should not be to cover a 

set of topics, but to ñfacilitate studentsô learning and thinkingò about those topics 

(McKeachie as cited in Showalter 2003, p.24). McKeachie claims that when we say our 

objective is to introduce or expose our students to a certain theory, author, or idea, we 

are not communicating an objective or a goal, but we are stating what ñwe want to doò 

(p.25).  

Our objectives should target specific skills. Showalter adds that we need to help 

our students ñdo literature as scientists do science.ò This means that we need to train 

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 their own patterns of analysis. 

Our intentions for studentsô learning should be explicit, and our choices of books, 

activities, assignments, and projects should be justified with regard to our objectives. 

Each class has its own specifications; therefore, our objectives cannot be standard, but 

flexible. There are, however, various sets of objectives from which literature teachers 

can adopt and modify. Writers like Beach et al. (2006), Showalter (2003), Damrosch 

(2009), and Rogers (1997) propose various goals for literature classrooms; we integrate 
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a few of them, and we categorize and propose others in Figure 4. The list can go on 

depending on the particularity of each class and its studentsô needs.  

Figure 04 

Objective Categories for Literature Classrooms 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Own Work.  

 

1.5.1.2. Literature as Discourse: A Perspective for Course Content 

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

and teaching literature, we treat literature as discourse. Discourse is more than just a 
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text; it is a text immersed in a sociocultural context; it includes the linguistic and non-

linguistic parts of language use and communication. Discourse is defined by Foucault 

(1969) as the production of knowledge through language. Knowledge being both the 

source of discourse and the result of it. This knowledge is influenced by sociocultural 

norms, beliefs, values, and ideologies.  Foucault (1972) adds that discourses are 

conventional ways of thinking that both create and are created by conventional ways of 

thinking. This means that discourse shapes and is shaped by a set of elements like 

history, social beliefs, social practices, ideology, power, identity, and the relationship 

between participants (writer/reader, or listener/speaker). It is the result of the interaction 

between such aspects.  

The relationship between these elements and discourse is reciprocal and, as Gee 

(2001) states, is a chicken-egg situation, where we cannot identify which element affects 

the other first. Perhaps one of the most comprehensive definitions of discourse is Geeôs, 

ñdiscourse is a characteristic way of saying, doing, and being,ò (2011, p.30) which 

emphasizes that through discourse we communicate, write, speak, 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, 1992). Discourse, then, is a vehicle through which 

we form and represent our views of the world and transmit them via various forms, 

genres, channels, and contexts (writing, speech, fiction, poetry, film, songs, political 

speeches, etc.).  

Drawing on works of discourse analysts such as Brown and Yule (1983), 

Johnstone (2008), Van Dijk (2014), and Gee, (2001, 2011, and 2015) we can synthesize 
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the following characteristics of discourse that explain why viewing literature as 

discourse is significant to the teaching of literature. 

ü Discourse is context-based:  context helps identify and support a range of 

possible meanings; it guides readersô interpretations of the text by eliminating the 

meaning possible to that context other than those the form can signal and the meanings 

possible to the form other than those the context can support (Hymes, 1962). Literary 

texts can be highly dependent on context. It is important to teach types of contexts and 

their role in text interpretation and comprehension. Contexts can be linguistic (referring 

to the relationship between parts of the text), social (referring to the social norms, 

values, practices, and behaviors, surrounding the creation of the text), cultural 

(indicating the customs, traditions, and beliefs of the culture of the author), cognitive 

(the situation in which the text is processed- it is schematic, subjective, and individual).  

ü Discourse is Social: Literary works represent social norms, practices, habits, and 

beliefs, and readers interpret works with relevance to the same elements. 

ü Discourse is a subjective participant construct: Both writing and reading the 

literary work are influenced by the participants' schema and prior knowledge, an idea 

we have already pointed out in RRT and cognitive approaches. 

ü Discourse is experience-based: Both literary text production and interpretation 

are based on the experiences of the writer and the reader.  

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

EFL contexts.  
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ü Discourse shapes and is shaped by identity: The socio-cultural identities of 

both the writer and the reader guide the processes of production and interpretation; 

therefore, accounting for cultural identity in the classroom is vital. 

ü 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 awareness, resilience, and tolerance.  

ü Discourse shapes reality: Literary works represent views and pictures of the 

world as seen by a specific culture, person, or society. Being the products of a personôs 

schema, experience, identity, beliefs, and values, they portray world views that are 

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 Beaugrande and Dresslerôs theory of textuality (1981) provides an eminent 

view of discourse which, we believe, needs to be assimilated in our literature 

classrooms. De Beaugrande and Dressler explain that discourse has to fulfill seven 

standards of textuality.  

1) Cohesion: It refers to the overt use of cohesive devices to build the text into a 

semantic edifice. Through cohesion, the surface elements appear as progressive 

occurrences and their sequential connectivity is maintained and made recoverable. 

Although the idea of cohesion may seem irrelevant to literary studies, yet is linked to 

linguistic analysis of literature (syntactic forms, diction, grammar, syntax, and lexis). In 

addition, the idea of discourse having a surface structure, linked through cohesion, and 

a deeper structure (coherence) is important in literature class, where 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 ideas of the text. 

Coherence is a reader-oriented interpretive notion, which means that it depends on the 

readerôs schema and prior knowledge for interpretations. Texts appeal to us differently. 

Coherence is also seen as being related to the representation of what Enkvist (1990) 

calls a ñconsistent worldview.ò  It is seen as the quality that guarantees that the readersô 

expectations are fulfilled. We should guide learners to recover coherence in narratives 

to facilitate interpretation. 

3) Intentionality : It refers to the writerôs attitude that his text is coherent. Every writer 

has a specific type of audience in his mind and accordingly, he chooses the themes, the 

topic, the characters, etc. 

4) Acceptability: The reader's attitude that the text is coherent. Readers tend to accept 

or refuse the structures, language, themes, and actions 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 to consider cultural differences, and possible cultural shock or clashes. The 

class requires explicit discussions about the cultural representations in literary works. 

5) Informativity : Every discourse is at least somehow informative. The degree of 

informativity is measured by the degree of familiarity with the content to the reader. 

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

cultures and societies, other lives that might not bear any resemblance to our own. Our 
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literature classes should aim at familiarizing learners with the target culture and, at the 

same time challenge them with new perspectives to improve their critical thinking. 

6) Situationality : Every discourse is meaningful within a specific context or situation. 

This highlights the role of context in literary analysis. Our classes need to teach students 

how to utilize and employ textual 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) Inter textuality : Every discourse is influenced by past discourses and has the 

potential to influence future discourses. Discourse is inherently intertextual; ñany text 

is the absorption and transformation of anotherò (Kristeva, 1986, p.66). She adds that 

intertextuality is the integration of history into a text and a text into history. This is a 

vital aspect of literary studies. We ought to highlight and explain the various forms of 

intertextuality a literary work can demonstrate. We should aid our students to make links 

between what they are reading, and other works, authors, or periods. Intertextuality 

activities empower studentsô observation, association, and analytical skills.  

Perceiving literature as discourse keeps the teacher alert to the multilayered 

nature of literature and the possible intervening factors in our studentsô comprehension 

and interpretation (identity, beliefs, traditions, schemata, culture, power, etc.). 

1.5.2. Assessment   

Literature is multifaceted, which makes its testing and assessing difficult where 

we need to test various aspects at once (critical analysis, essay structure, argumentation, 

illustration, etc.). Our testing methods should correspond to the approach we are using 

in teaching literature, and align with our content and objectives. Alderson (2000) calls 
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attention to the number of skills included in second-language and foreign-language 

reading. The latter has many components that can be developed differently by various 

readers. Deciding which skills or components to test requires identifying the skills that 

contribute most to the reading and interpretation of literature (language skills, cognitive 

skills, evaluation skills, cultural skills, etc.). The responsibility for this decision falls on 

the shoulders of the teacher alone in higher education. In addition, there are a number 

of factors that a teacher needs to consider in testing; the format, time allotment, rubric, 

scoring method, and instructions, all of which need rigorous training and experience.  

The rhetorical use of language in literary texts, the dependency on contextual 

information, the interrelatedness with culture and identity, and the cognitive (attention, 

memory, emotion) effort required and consumed when reading them are the main 

challenges of assessment. Still, it is the singularity and individuality of the readerôs 

response that makes the central issue. Students respond, interpret, and comprehend texts 

differently. The process of interpreting, though partly conventional, social, and cultural, 

or might be guided by our teaching, is 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 respond to it in personally 

idiosyncratic ways. 

 Culler (1977 as cited in Hall, 2005 p. 63) says that our aim should 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 read literature in the future. In other 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 questions, and evaluate and criticize questions. They 

recommend that we also use language-based 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 to text language and structure, and personal 

response questions, where learners are asked about their personal views. 

 In his article, óLevels of Teaching and Testingô, Gordon (1955) describes a 

hierarchy of questions, each of which places a degree of demand on studentsô abilities 

in literary reading and analysis. He identifies five levels of questions: ñ(1) to remember 

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 its application in life, and, finally, (5) 

to carry over the generalization into one's own behaviorò  (p.331). Tomkins (1968) 

adopts his view and organized them as follows: 

a) Level one questions:  test studentsô memory only. 

b) Level two questions: test studentsô independent thinking about certain actions, 

events, or attitudes in the book. 

c) Level three questions: test studentsô personal interpretation of the text. 

d) Level four questions: test the student's ability 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 studentsô change in behavior is the main evidence that 

our teaching goals have been achieved. He says after checking through level four 

questions 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 connection carries over to their behavior. 

This level requires a thorough knowledge of oneôs studentsô levels of proficiency, 

reading history, test performances, and attitudes. CRT, we believe, can help us test 

effectively since it necessitates that teachers collect information about aspects like their 

studentsô learning styles, preferences, struggles, strengths, etc. at the beginning of the 

academic year.   

This view echoes to an extent Bloomôs óTaxonomy of Cognitive Domainô (1965). 

The cognitive domain consists of the learning skills related to mental processes; it 

includes those objectives dealing with ñthe recall or recognition of knowledge and the 

development of intellectual abilities and skills. Bloom (1956, p.7) claims that this 

domain is the most central ñto the work of much current test development.ò   

The taxonomy is a hierarchy of skills ordered from the lowest to the highest level 

as follows: knowledge (the ability to remember facts without necessarily understanding 

them), comprehension (the ability to understand the learned information), application 

(the ability to use the learned information in new situations), analysis (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, etc.). Anderson and Krathwohl 

(2001) modified it to remembering (recognizing, recalling), understanding (interpreting, 

exemplifying, classifying, summarizing, inferring, comparing, explaining), applying 

(executing, implementing), analyzing (differentiating, organizing, attributing) 

evaluating (checking, critiquing), and creating (generating, planning, producing). 
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 We suggest using this taxonomy in testing because it permits organizing our test 

questions with respect to our teaching objectives. We can focus on one or more of the 

various skills provided by Bloom and Anderson and Krathwohl and respectively choose 

the type of questions in our tests. In Table 2, we give some sample questions and 

question keywords under each category. 

Table 02 

Sample Literature Questions According to Bloomôs Taxonomy and Krathwohl's 

Revision of the Cognitive Domain  

Level of the 

Cognitive Domain 

Question 

Keywords 

Sample Questions 

Knowing/ 

Remembering 

Recall, define, 

identify, list, what 

questions,  

Define stream of consciousness. 

What are the plot elements of the novel? 

Identify the steps of plot analysis. 

Comprehension/ 

Understanding 

Summarize, 

compare, contrast, 

classify, explain, 

describe, identify, 

etc. 

Explain the theme of choice in ñThe Little 

Princeò 

Compare the points of view in The Little 

Prince and Peter Pan 

Identify the significance of fire in Fahrenheit 

451. 

Application/Applying Demonstrate, 

apply, illustrate, 

choose, adapt, 

employ, etc. 

Demonstrate the characteristics of Victorian 

literature in Dickensô hard times. 

Choose the appropriate literary theory to 

analyze ñSo Long a Letterò by Mariama Ba 

Apply bookerôs plot type analysis to Harry 

Potter by JK Rolling 

Analysis/ analyze Analyze, discuss, 

compare, contrast, 

organize, etc.  

Analyze the theme of existentialism in ñThe 

Little Princeò 

Discuss the point of view of J.M Barrie on 

Motherhood and Gender Roles. 

Synthesize/ evaluate Evaluate, criticize, 

assess, collect, 

propose, relate, 

examine, 

investigate, 

comment, etc. 

Examine the use of religious motifs in The 

Lord of the Rings. 

Provide a critical evaluation of Achebeôs view 

on the identity crisis.  

Evaluation/Creation Revise, review, 

evaluate, 

compare, value, 

justify, etc. 

Compare the world of Fahrenheit 451 to our 

modern world. 

Create an alternative version of the ending of 

The Giver. Justify.  

Own Work.  
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It is important to note that these question keywords can be used across various 

levels depending on the formulation of the question and that they can be used in direct 

questions 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 the development 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 the techniques, practices, and 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 with the CRT as explained in the second chapter.  

 



 
 

 

 

 

 

 

 

 

 

 

 

 

Chapter 2 

Culture, Literature, and Cultural 

Responsiveness 
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Introduction  

This chapter discusses the 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 

one sheds light on the 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, establishing 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 another speech community and learn about ñthe 

other.ò In fact, among the basic arguments for advocating the reading and instruction of 

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 

development. Hall (2005) notes that cultural awareness can be ñpromoted particularly 

effectively through language and literature pedagogiesò (p.40). 

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 readers assimilate and integrate their cultural frames of reference 

in text comprehension and interpretation. This makes reading literature ña symbolic 

construction of particular cultural meaningsò (Campbell, 1994 as cited in Rogers, 1997, 

p.97). The language of 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 

readersô awareness of their own cultural identities, beliefs, values, and frames of 

reference.   

Based on the current perspective amongst practitioners and theorists who regard 

literature as texts of culture, we perceive our EFL literature classes as contexts of 

intercultural communication, that enable safe contact between óthe selfô and óthe other.ô 

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 

sometimes opposing views. For example, some viewed culture as tantamount to 

civilization; whereas others interpreted it through a Calvinistic lens, positing that culture 

is a quest for perfection grounded in religious beliefs. Moreover, some recognize ósmall 

cultureô, and óBig cultureô, while others identify ósingular cultureô and óplural cultures.ô 

Kroeber and Kluckhohn (1952), critically reviewed and compiled a list of 164 different 

definitions of culture, categorized according to the emphasis made by the researchers in 

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 nature, origin, 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 around culture, its meaning, and its effect on 

the human experience. The term culture comes from the Latin words ócolereô and 

óculturaô, which mean growing and cultivation. The word has an inherent meaning of 

ónatural growthô and ódevelopmentô into it, which automatically assumes a link to words 

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 ñCulture or Civilization, taken in its wide ethnographic sense, is that complex 

whole which includes knowledge, belief, art, morals, law, custom, and any other 

capabilities and habits acquired by man as a member of society.ò 19th-century 

anthropology treats culture and civilization as synonymous, which Hammersly (2019) 
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attributes to the fact that the primary focus of anthropological inquiry is centered on the 

evolution of societies from primitive to advanced stages. During this period, the term 

'civilization' came to signify the level of 'development' achieved by Western societies in 

the 19th and 20th centuries.  

Kroeber and Kluckhohn (1952) note that the two terms were used to define each 

other; culture as ña particular state or stage of the advancement in civilizationò and 

civilization as ñan advancement or state of social cultureò (p. 13). They list several 

researchers, who influenced by Tylorôs definition, have argued that culture is the totality 

of all human activities, customs, beliefs, social and religious orders, manifestations of 

social 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 speech community 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, decision-making, politeness, spirituality, etc. Culture in this sense is what 

distinguishes óusô from óthe otherô, which is central in contexts of intercultural 

communication like literature classrooms.  

Another relevant idea to this context is that óculture is learned.ô Researchers like 

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 man-made.  The aspects of culture mentioned 

earlier are all men-creation; they are acquired in the society to which one belongs.  This 

means culture is teachable. The teachability of culture and the learnersô readiness to 

learn cultural patterns is what makes teaching literature possible, 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 patterns (through comparison and contrast).  

 Similar to the distinction made between big or high culture with capital óCô (art 

and literature) and small ócô culture (social norms, beliefs, and attitudes),  Hammersley 

(2019) analyzes the history of the concept distinguishing 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 people and societies; it includes two main definitions 

ǒ Culture as Aesthetic Cultivation: Here culture is linked to art, literature, drama, 

music, etc. The most influential definition in this perspective is that of Matthew Arnold 

(1873, as cited in Arnold, 2006). Influenced by Romanticism and humanism, he says 

that culture is the ñpursuit of our total perfection by means of getting to know, on all the 

matters which most concern us, the best which has been thought and said in the worldò 

(p.XXII). Culture in the aesthetic 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, this personal development that results from finding the 

óbest that has been thought and saidô ultimately helps in reaching óspiritual perfectionô.  

In his book, óThe Calvinistic Concept of Cultureô, Henry R. Van Til (1972) 

claims that culture in Arnoldôs view is the study of perfection-to make reason and the 

will of God prevail. He adds that culture goes beyond religion in seeking ñthe 

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

natureò (p.25).  Culture as represented in art and literature, then, touches all the aspects 

of human life and growth; the focus on it is what constitutes and contributes to óa good 

lifeô full of virtue away from the effects of industrialization and materialism. This is 

supported by philosophical and sociological conceptions in which culture stands for the 

moral, spiritual, and intellectual attainments of men.  

ǒ Culture as developmental: This definition of culture covers all aspects of human life 

that are the product of learning and socializing rather than 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 time, where societies and 

communities are in constant comparison of the levels of progress. 

2.2.2. Culture as Plural 

This has been the dominant view in anthropology starting from the 20th century, 

wherein cultures are representations of distinct modes of life.  

ǒ Cultures as Distinct ways of life: Unlike in the singular view of culture, in 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 communities have 
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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.  

ǒ Culture as meaning-making: Within the pluralistic view, some researchers 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 activities and, at the same time, is formed 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 linguistics, 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 through art, music, 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 shapes our worldviews 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 social behaviors, ñthe word culture adds several other critical elements to 

the concept of sharing: structural stability, depth, breadth, and patterning or integrationò 

(2004, p.14). He says when we say something is cultural, not only it implies that it is 



87 
 

shared, but also stable; therefore, defines the group sharing 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; 

ñit inþuences all aspects of how an organization deals with its primary task, its various 

environments, and its internal operationsò (p.14). Finally, the word culture entails 

patterning or integration of all the constructs above into a coherent whole; it links and 

integrates beliefs, values, customs, skills, habits, etc. into a paradigm making the society 

ñsensible and orderlyò (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 speaking that 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 social and cultural context. It both shapes and is shaped by social 

conduct, ideology, beliefs, attitudes, norms, relationships between participants, etc., 

which are all attributes of culture. There is an undeniable inherent tie between language, 

discourse, and culture. Kramsch (1998) notes culture can be defined as ñmembership in 

a discourse community that shares a common social space and history, and common 

imaginings.ò She adds that even when these members leave the community, they always 

share a system of ñstandards for perceiving, believing, evaluating, and actingò (p.10); 

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 

reformulated below stressing their relevance to our EFL and Literature classes. 

ǒ Culture is the result of human intervention; it is socially hereditary; it is learned and 

acquired through socialization; therefore, it is teachable. 

ǒ Culture is both the source and product of socially and historically situated discourse 

communities, created and shaped by language (Kramsch, 1989). This puts culture at the 

core of teaching literary discourse and foreign languages.  

ǒ Cultures are fundamentally heterogeneous and dynamic. Culture is an ñongoing group 

process which operates in changing circumstances to enable group members to make 

sense of and operate meaningfully within those circumstancesò (Holliday, 1999, p. 248). 

We consider literature a witness and manifestation of the dynamicity of culture 

throughout times and spaces.  

ǒ Cultural factors can be more important than linguistic factors for comprehension. 

ǒ A culture can include subcultures. We can speak of national culture, at the same time 

identify cultures like óyouth cultureô, ósocial media cultureô, óscience fiction cultureô, 

and various affinity group cultures (fans, supporters, ideology proponents, etc.). Literary 

works can illustrate these various types of culture, representing various sub-groups of a 

larger community. 

ǒ Culture can be both explicit and implicit; it can be categorized into three main levels, 

surface, shallow, and deep culture.  
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2.3.2. Levels 

Researchers provide 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) 

 

The first is at a surface level and it includes the visible aspects of culture- ñthe 

phenomena that one sees, hears, and feels when one encounters a new group with an 

unfamiliar cultureò (2004, p.25). This level covers elements such as language, 

architecture, 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 beliefs and values that can be óempirically testedô 

and that continue to work reliably in solving the groupôs problems. Schein (2004) argues 

that when a set of beliefs and values repeatedly solve problems in society, they are taken 

for granted, once this happens, they become a reality or óbasic assumptions.ô The 
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members of the group will then strongly hold onto these assumptions, making ñbehavior 

based on any other premise inconceivableò (p.31); Figure 5 illustrates these levels. 

  This view aligns with Hammondôs classification of the three levels of culture 

(2015). Though the two views share common patterns of classification, we adopt 

Hammondôs view in teaching as described below since we think Scheinôs might be less 

comprehensive for learners. Zaretta Hammond (2015) 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 first one is ósurface culture.ô At this level, 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 is necessary to note here that this idea, though largely 

validated, is prone to error. In some religious or ethnic groups, these elements can have 

an extremely high emotional charge, like Hijab for Muslim women hence, as teachers, 

we should be knowledgeable about the target culture.  

The second one is the óshallow cultureô, where we find the unspoken rules of 

social interactions, norms, and values. Aspects like courtesy, politeness, personal space, 

and rules for non-linguistic communication (body language for example) 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 attitudes. This level has a higher 

emotional charge and violations of the learnerôs social norms and values can cause 
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distress and unacceptability that might translate into resistance and rejection of the 

literary work.  Therefore, teachers can use this level to teach tolerance, acceptance, and 

appreciation. Learners, through constant examinations of such elements, can learn more 

about themselves and others. 

 At the last level, we find ódeep cultureô that consists of ñtacit knowledge and 

unconscious assumptions that govern our worldviewò (Hammond, 2015, p.39). It 

comprises rules that guide ethics, spirituality, ideology, perspective, and perception. 

Elements of this type have an intense emotional charge, and 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 worldview. This 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 serves as software for our brains.  At 

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

worldviews embedded in literature and influenced by authorsô cultural and mental 

models. Those mental models are shaped by the óstandards for perceiving, believing, 

evaluating, and acting,ô which we call ócultureô.  She uses the tree metaphor to illustrate 

these levels (Figure 6 below). 
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Figure 06 

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

 

2.3.3. Categories 

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

Majumdar and Madan (1956) recognize two broad parts of culture, ñmaterial and non-

material intangible, imponderable partò or social culture (p. 14). Bidney (as cited in 

Majumdar and Madan, 1956, 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 belong to material culture, and are associated with the physical environment of 

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

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

the material culture.  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 

social behavior, actions, attitudes, etc. that help shape the communityôs identity. From 

what has been said so far, we can deduce that óagroô and óartifactsô can be observable at 

the surface level of culture, while ósocifactsô and ómentifactsô are mostly contained 

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 and constructs aforementioned. We argue 

through this research, and via the instructional tools and practices we adopt in the 

experiment, that a meaningful teaching-learning experience starts with awareness and 

understanding of the concept of culture, its elements, levels, value, and role in shaping 

human experience, cognition, and learning.  

2.4. Language and Culture 

Smith (1971) summarizes the importance of language when he says, ñteaching is 

above all a linguistic activityò and ñlanguage is at the very heart of teaching.ò (p.24). 

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 evident in EFL classrooms, 

where language is the means and end of teaching. Despite its importance, as a concept, 

language is taken for granted by EFL teachers; most of us cannot define it and donôt feel 

the need to do so. Liddicoat and Scarino (2013) recognize three layers and views of 

language: 
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1) Language as a Structural System: Language is seen as a set of structures that are 

acquired through education. Here, Liddicoat and Scarino (2013) explain, that language 

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

this perspective creates a prestige of variety in language that is only spoken by the elite. 

This is where we create a standardized form of written language, developing ñan 

authority which is not usually enjoyed by non-standardized and unwritten forms of 

language and they become prescriptions for ñgoodò language useò (McGroarty, 1996 as 

cited in Liddicoat & Scarino, 2013, p.12).  Any deviations from the prescribed standard 

form of language are regarded as defective and incorrect. 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 System: In addition to its structural nature, language 

is seen as a system used for communication.  Liddicoat 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 of using linguistic structures (grammar) 

to express thought.  

3) Language as a Social Practice: Citing Carey (1989) Liddicoat and Scarino (2013, 

p.13) say that ñCommunication is not simply a transmission of information, it is a 

creative, cultural act in its own right through which social groups constitute 

themselvesò. For a successful language classroom, language needs to be regarded as a 

social practice that influences and is influenced by culture, society, history, beliefs, and 

learning.  
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Examining these views, we 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 us, language 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. Language use and learning, then, is an engagement in and with social 

practices (Kramsch, 1995). These social practices are immersed in a specific culture.  

Our research adopts a discourse analysis perspective, in which discourse is the 

production of knowledge through language; the latter being the medium of discourse 

production and interpretation. There is óa languageô for each discourse, or what Gee 

(2015) calls ósocial languages.ô Each specific context (cultural, social, or cognitive) calls 

for a specific type of discourse, 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 means, on the one hand, that each genre of discourse had a favorable form of 

language (science vs. literature vs. religion for instance). On the other hand, it signifies 

that for each specific social environment and circumstance, we channel distinct 

linguistic and non-linguistic aspects of language use.  

Various research highlights the link between culture and language in SLA, EFL, 

and EFL contexts (Byram, 1997; Kramsch, 1989, 1998, and 1993; Kramsch & Zhu Hua, 

2016; Lazar, 2001; and Liddicoat & Scarino, 2013 Meyer, 1991).  These researchers 

claim that the study 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, with (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 (2008) 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 socio-cultural contexts (Gee, 2001); it is 

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

different things, situations, and a variety of different contexts, ñeach of which contains 

one or more salient features that could trigger the use of the wordò (Gee, 2001, p.41).   

These features are not ña random list of associated meaningsò, but they hang together 

to create a pattern that is significant for specific socio-cultural groups. When children 

become adults, in addition to these patterns of meaning, they could develop explanations 

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 specific significations. Gee (2001) defines cultural models as óexplanatory 

theoriesô that are rooted in the practices of socio-cultural groups. ñDifferent social and 

cultural groups, ages, and genders have different explanatory theories about the same 

wordsò (Gee, 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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If we perceive language as a social practice of ómeaning-making and interpretationô in 

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 language-culture- 

communication in Figure 07 Below. The figure demonstrates the aspects of 

communication where culture and language are most and least apparent (observable or 

salient).  It represents the intersection 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 interpretation.  

Figure 07 

Points of articulation between culture and language in communication: Liddicoat 

(2009, p.3) 

 

 

 

 

 

 

In this view, culture takes different positions and forms influencing 

communication and interacting with language: 
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1) Culture as context: 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 ñevery language embodies in its very structure a certain world view, a certain 

philosophy.ò Communication is achieved through the use of structural linguistics 

elements that are culturally contextualized. Lexicon, morphology, syntax, and semantics 

are embedded in socio-cultural practices. Although language has its universal shared 

part among all humanity (universal grammar), each speech community has its own 

culture-specific ways of naming, word formation, sentence structure, etc.   

The link between culture and language cannot be overlooked. Our classrooms 

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 constantly interacts with 

the target culture. Our research suggests that teaching literature in EFL classrooms 

should start by raising studentsô awareness about their own cultural frames of reference, 

and juxtapose them with those of the target culture to make learning more meaningful 

and effective. Learners should be able to recognize, identify, and compare their 

worldviews with those represented in literary works to grow more competent, tolerant, 

and resilient. In this study, culture is a process of learning rather 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 and distinct 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) defines it as ña journey and a pathway towards becoming 

competent in working with, and between, diverse cultural situations and contextsò 

(p.15). He adds that central to achieving this competence is the recognition and respect 

for cultural diversity.  

Intercultural competence which derives from cultural competence is defined by 

Meyer (1991, p. 138) as ñthe ability of a person to behave adequately in a flexible 

manner when confronted with actions, attitudes, and expectations of representatives of 

foreign cultures.ò When people are involved in communicative acts of any form, they 

bring their background knowledge, view of the world, experiences, and identities into 
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the process of meaning encoding and interpretation. When encountering óthe otherô (like 

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 óthe selfô (beliefs, identity, experience, etc.) with 

those of óthe otherô to reach comprehension.  

Gerfanova and Mikhailova (2019) state that having intercultural competence 

entails having a solid understanding of oneôs own culture, and the ways through which 

we can connect the cultural elements embodied in different cultural contexts. Bennet 

(1993) highlights that it underlines the ability to overcome ethnocentrism and be more 

open to diversity and multiculturalism. Kramsch and McConnell-Ginet (1992 as cited 

in Atay et al., 2008) claim that teaching intercultural competence helps include 

comparisons between the learnerôs own culture and target culture, thereby helping 

learners to develop a reflective attitude to the culture and civilization of their own 

countries.  

Our literature classes need to assist learners in becoming interculturally 

competent and sensitive. They need to be given the chance to see óthe otherô, and 

through the eyes of óthe otherô, and compare it to their views and perspectives. Byram 

(1997) proposed a model of cultural communicative competence that encompasses three 

factors, attitudes, knowledge, and skills as shown in Figure 8 below. 

Attitudes, Byram clarifies, concern those we hold toward people who are 

perceived as different in terms of cultural meanings, beliefs, and behaviors- aspects that 

are often tacit and implicit in oneôs social group or community. The attitudes toward 

óthe otherô may include stereotypes and prejudice, yet being interculturally competent 
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does not mean that one should have positive prejudice. It rather means the 

communicator has attitudes of curiosity, openness, and readiness to ñsuspend disbelief 

and judgment with respect to others' meanings, beliefs and behaviorsò, and of 

ñwillingness to suspend beliefò (p.24)  in one's own, with the ability to analyze and 

examine them 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) 

 

 Knowledge here can be categorized into two broad types, 1) knowledge about 

oneôs own culture and the target culture, and 2) knowledge about the processes of 

interaction at individual and societal levels. The first one, Byram stresses, though less 

refined is 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 knowledge about óthe selfô, óthe otherô, and 

the processes of interaction has to be supplemented with procedural knowledge of how 
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to act in specific situations and contexts. Knowledge includes aspects such as historical 

and contemporary relationships between oneôs society and that of the target culture,  the 

means of achieving contact with interlocutors from another country, the national 

memory of one's own country, 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 are 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 capacity to assimilate 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 interculturally competent individual 

can mediate between conflicting interpretations of a certain phenomenon. Discovery is 

another skill in this view. It refers to the skill of ñbuilding up specific knowledge as well 

as an understanding of the beliefs, meanings, and behaviors which are inherent in 

particular phenomena, whether documents or interactionsò (p.38).  

 The discussion above alludes to the connection between communication and 

culture. The latter provides the tools through which we pursue, encode, and decode 

meaning and convey our understanding to others. Communication is described as ñan 

intricate matrix of interacting social actsò that takes place in social environments, 

reflecting peopleôs views and relationship to the world (Samovar and Porter, 1991, 

p.10). Communication dwells in sociocultural settings and is governed by the social and 
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physical contexts in which it occurs; it is ñdynamic, interactive, irreversible, and 

invariably contextualò (Gay, 2000, p.79).  

Samovar and Porter (1991) claim that everything we see, say, attend to, ignore, 

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

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

studentsô cultural communication styles. They add that if these styles are misunderstood 

or overlooked, studentsô ñacademic performance may be misdiagnosed or trapped in 

communicative mismatchò (p.78). If teachers communicate successfully with their 

students, they will  have the power to shape the future of those 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 pluralistic 

environment, where the learnersô and teachersô cultures meet the target one. Interactions 

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 the 

ñtenaciousò reciprocity between culture, language, and communication.    

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 teach and how to teach in óculture as literatureô and 

óliterature as culture.ô Our research proposes techniques and instructional tools that 

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 discourse presents 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 learning experience, help 

learners build a growth mindset, and assist them in developing tolerance, resilience, and 

congruence.  

Figure 09 

Culture in EFL Literature Classrooms    
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To promote high academic standards for all different learners, teachers ought to 

implement an approach that mediates academic content with studentsô cultural 

experiences to make such content accessible, meaningful, and relevant (Ladson-

Billings, 1995). Our pedagogical approach to teaching literature is culturally responsive. 

This approach is achieved by ensuring that instructional tools, course design, and 

classroom practices are interconnected and founded on studentsô cultural frames of 

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 

ñlanguage lies on the borderline between oneself and the other.ò Hall (2005) notes that 

literature is a borderline activity, and óreaders of foreign language literature are very 

obviously border crossersô, and that is the kind of relationship between óthe selfô and 

óthe otherô that we want to establish in our classrooms. 

2) Teaching tolerance does not mean making our learners passively accept the 

content of literary works. On the contrary, it is building the attitudes of questioning, 

arguing, and debating cultural issues showing respect and understanding. We believe 

that resistance is a vital aspect of reading 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 as culture. Sarangi (1994, p.414) 

argues that discourse can be seen as a óconcrete expressionô of the languageïculture 
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relationship because it ñcreates, recreates, modifies and transmits both culture and their 

interaction.ò We view literary discourse as a source of knowledge about a communityôs 

culture, power relations, representations, identities, and social practices.  

4) In EFL literature classrooms, the learnersô native culture is in constant contact 

with the target culture via language (linguistics forms). Our classes seek to model the 

use of oneôs attitudes, skills, and knowledge to mediate between óthe two cultures as we 

demonstrate in Figure 9.  

2.7. Culture, Identity, and Literature : Between óthe Selfô and óthe Otherô 

We already established that when people communicate, they bring their culture, 

identity, and background knowledge into the process of interaction. When readers 

interact with literary texts, they use resources of language, socio-cultural experience, 

schema, beliefs, and attitudes to encode and interpret meaning. These elements 

constitute the basic attributes of identity.  Identity is defined as being about  

questions of using the resources of history, language, and culture in the process of 

becoming rather than being: not ówho we areô or ówhere we came fromô, so much as 

what we might become, how we have been represented and how that bears on how we 

might represent ourselves. (Hall, 1996, p.4) 

 

Identity construction involves oneôs ethnicity, race, gender, religion, language, 

age, class, sexual orientation, socioeconomic status, and history (Hoffman, 2004). These 

aspects shape both our personal and social identities. The first is how we see ourselves 

as different from others, and the second is how we perceive ourselves as belonging to a 

specific community sharing similar attributes. Identity is the ñstable, consistent, and 

reliable sense of who one is and what one stands for in the worldò (Josselson, 1987, p. 

10); it is a self-formed 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 

social or ethnic group we belong to, ñwhere we stand in relation to ethical and moral 

questions; or where our loyalties are in political termsò (De Fina et al., 2006, p.263). 

Even though identity is self-constructed, it is always built in relation and comparison to 

a specific social group. It encompasses both the meanings we attach to ourselves and 

those that society imposes and prescribes for us. Josselson (1996) says, ñidentity is what 

we make of ourselves within a society that is making something of usò (p. 28). Similarly, 

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 multifaceted 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 context in 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 given 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 dynamicity, is ña stabilizing force in human 

lifeò (Gay 2000, p.10).ô It gives a sense of continuity to life and, 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.  Of 

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, because it is through 

language that people and places are named, heritage and ancestry recorded and passed 

on, and beliefs developed and ritualized. (Joseph, 2013, p.9) 

 

 

It is through language that we enact, display, represent, construct, and negotiate our 

identities in 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 (2001), Lambert et al. (1973), Noels, Pelletier, & 

Vallerand (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 leading to 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 ña characteristic way of saying, doing, and beingò 

(2011, p.30). That is both learnersô discourses and the literary discourses represent 

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 

teaches through learnersô cultural frames of reference, background knowledge, 

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, where learners could recognize their own identitiesô 

features, and those of óthe otherô as embodied in the literary works.  
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2.8. Culture and Cognition 

The approach we designed borrows techniques and principles from neuro and 

cognitive sciences to teach ówith the brain in mindô as Jenson (1998) formulates it. There 

is a strong link between culture, language, learning, and cognition. The brain is social 

and cultural; learning happens in specific sociocultural environments, which determines 

to a great extent the various aspects of learning. Bruner (1996, p.4) points out that 

though it is man-made, it ñboth   forms   and makes possible the workings of a 

distinctively human mind.ò  He adds that ñlearning and thinking are always situated in 

a cultural setting and always dependent upon the utilization of cultural resources.ò 

Individual differences, then, can be partly (and not completely) attributed to the different 

sources and opportunities different socio-cultural settings provide. 

Resnick (1991) notes that all cognitive acts must be viewed as specific responses 

to specific social and physical circumstances. These circumstances are culture-specific, 

and to understand human development and learning, we need to understand the context 

in which our learners acquire their knowledge and language. We should examine and 

investigate the studentsô relationships with their socio-cultural environment, in which 

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 learning experience. Our job as teachers is to raise learnersô awareness about 

the links between language, culture, and cognition, fostering reflection on the 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), Waxman, 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 apparent cultural 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 considerable impact ñon the nature of the language they have mastered 

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

others, to show what they know, or to express themselvesò (p.73). 

Furthermore, Basterra reports the findings of Bowerman (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 differently to talk about them. 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 Keith, 2011, 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 would probably turn out to be not 

an intrinsically talented though unfulfilled ape, but a wholly mindless and 

consequently unworkable monstrosity.  

 

This idea is supported by modern neuroscientific research which confirms that 

culture ñcontains part of the developmental program that works with genes to build the 

brain that underlies who you areò (Quartz and Sejnowski, 2002, p. 58). Culture provides 

the sources and tools necessary for the brain to learn; each society sets up cultural ways 
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of knowing, being, and acting for its members. This is what explains the cultural 

differences in language learning, perception, problem-solving, and information 

processing among distinct societies and communities. This is referred to as a cognitive 

style, which is a design for a lifestyle 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 factors that facilitate our learning, 

cognitive styles denote the intellectual aspects of learning styles, representing 

ñculturally attuned ways of perceiving, organizing, and evaluating informationò (Shade 

et al., 2008, p.65). People belonging to the same community, same geographical space, 

and sharing the same religion and similar social conduct, tend to develop similar, but 

not identical, ways of speaking, acting, thinking, behaving, and problem-solving.  

Ying Yi Hong (2009) proposes the so-called ódynamic constructivist modelô, that 

focuses on ñthe dynamics through which specific pieces of cultural knowledge (lay 

beliefs) become operative in guiding the construction of meaning from a stimulusò (p.3). 

The model examines the influence of culture on meaning construction. Ying Yi specifies 

four postulates for this model as follows: 

a) ñPhysical and human-made environments foster the relative prevalence of certain 

knowledge.ò  

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; 

ñthis process underpins the formation of culture.ò  

c) With constant and regular use of this knowledge, it resides in the minds of the 

members of the society and becomes ñchronically accessibleò, establishing ñthe 
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mindset through which individuals derive meaningò (p.4). This shapes and influences 

cognition and social behavior. This highlights the causal 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 individualsô cognition. 

Ying Yi clarifies that the ñcausal potential of culture resides in the activation and 

cognitive accessibility of the networks of shared knowledge in a cultural groupò (p.4). 

Culture both activates and provides access to background shared knowledge that shapes 

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 culturally responsive 

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 other (saying or 

interaction and language use), how they act (doing, or social conduct), who they are 

(being or 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 social acts 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 features. Interpretations of meaning, Bruner (1996) 

explains, reflect the idiosyncratic histories of individuals, as well as ñthe culture's 

canonical ways of constructing realityò (p.14). He says that nothing is "culture-free," 
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but individuals are more than reflections of 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 and recognizing both similarities and differences among 

our students. Culture acts as a sort of ócollective consciousnessô that guides the creation 

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 in 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 elements interact and are displayed. 

Figure 10 

Culture, Language, Identity, Communication, and Learning Dynamics 
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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 research 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.  Researchers refer to cultural responsiveness differently - cultural 

relevance, appropriateness, congruence, or compatibility- to indicate a teaching 

pedagogy that uses ñthe cultural knowledge, prior experiences, frames of reference, and 

performance styles of ethnically diverse students to make learning encounters more 

relevant to and effective for themò (Gay, 2000, p.29).  

Inspired by principles of social justice and multiculturalism, culturally 

responsive pedagogy (CRP) was designed to help underachieving students of color 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 accordingly building 

instructional tools and practices that are culturally relevant to all students. Ladson-

Billings (1994, p.20) defines CRT as a pedagogy that ñempowers students intellectually, 

socially and politically [because it uses] cultural referents to impart knowledge skills 

and attitudes.ò It is based on the idea that learning is meaningful when it is predicated 

upon studentsô cultural stances, and built on their existing knowledge and skills to 
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empower their learning. Gay (2000, p.29) adds that it teaches to and through the 

strengths of these students. It is culturally validating and affirming.ò 

CRT was grounded on several observational studies of African-American 

children, who were struggling in American schools, and often underachieving. It was 

made popular by Gloria Ladson Billings, who introduced the term in the early 1990s 

building on earlier anthropology works, which sought to develop ways to mediate 

between the learnersô home culture and schools, such as Au & Jordan (1981, cultural 

appropriateness), Mohatt and  Erickson (1981, Cultural Congruence as cited in Billings, 

1995), Cazden and Leggett (1981), Erickson and Mohatt (1982, Cultural 

Responsiveness as cited in Billings, 1995), Irvine (1990, Cultural Synchronization); and 

Vogt, Jordan, and Tharp, (1987, and cultural compatibility). These researchers have 

observed that teaching ethnically diverse students lacked what Irvin termed ñcultural 

synchronization.ô In her book ñBlack Students and School Failureò (Irvine, 1990), 

explains that the lack of cultural respondence or sync between teachers and learners is 

more evident in: 

instructional situations in which teachers misinterpret, denigrate, and dismiss black 

studentsô language, nonverbal cues, physical movements, learning styles, cognitive 

approaches, and 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 voice tone and pitch and speech rate and length), and co-verbal 

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 be more 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, advocates of CRT proposed a form of teaching that engages 

learners whose experiences and cultures are traditionally excluded from mainstream 
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settings- a "humanizing pedagogyò  that respects and incorporates studentsô history, 

experiences and realities into educational practices (Bartolome, 1994, p.173).  

According to Billings (1995) CRP ought to help students: 1) accomplish 

academic success, 2) achieve cultural competence, and 3) ñdevelop a critical 

consciousness through which they challenge the status quo of the current social orderò 

(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; learning is more meaningful 

when it is established on óthe familiar.ô The central tenets underpinning this pedagogy 

are:  

ü Assuming the success of students, holding high expectations for all of them;  

ü Promoting a growth mindset; 

ü Making the learners the owners of their own learning; 

ü Assisting students in developing intercultural competence;  

ü Promoting their cultural identities; 

ü Developing their critical cultural consciousness. 

The culture in CRT is perceived as ñways of being, doing and sense-makingò 

(Hanley and Noblit, 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 ñall what we do in the name of education, whether that is curriculum, instruction, 

administration, or performance assessmentò (p.9). Culture and cultural identities are 

used in CRT classrooms to empower learnersô resilience and reverse their under-

achievements. The latter are not seen as the totality of the studentsô identities or 
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essences, but singular learning experiences. To create a CRT classroom, teachers need 

to recognize, respect, and integrate their studentsô differences, personal abilities, and 

cultural frames of reference into their teaching practices. Curriculum design, 

instructional tools, and classroom practices should be based on pre-researched 

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 eliminate social, political, and 

economic inequities and inequalities (Anyon, 1997; Gay, 2000; Nieto, 1999). This 

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 all distinct areas 

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 can take different 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 meet óthe otherô 

through the various subjects taught without an adequate comprehension of the 

importance of culture in shaping both their identities and learning.  

 We agree with CRTôs claim that good teaching is not the teaching that transcends 

place, people, time, and 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, etc. (p.22) Teachers should be aware that studentsô behaviors, learning styles, 
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preferences, 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, identity, and learning, learners could never reach their full potential.  

 CRT adopts an interdisciplinary philosophy. It incorporates brain research, 

socio-cultural theories, social justice theories, multiculturalism, and cultural studies to 

reach the maximum benefit of 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 responsiveness calls for the celebration, validation, and affirmation of studentsô 

identities, cultural socialization, and personal experiences, to reverse achievement 

trends and empower studentsô learning (Gay, 2000; Hammond, 2015; Shade et al, 2008; 

and Pai and Adler, 2001).   

2.10. Culturally Responsive Classrooms: Goals and Practices 

Extensive research on CRT over the last three decades has established several 

principles for the creation of culturally responsive teaching. Although CRT pioneers 

and promoters give teachers the 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 these characteristics 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), Hollie and Mora-Flores (2012),  Irvin 

(2002), Irvin and Armento (2002), 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 and cultural identities 

and support studentsô learning. It incorporates their cultural frames of reference and 

background knowledge into classroom instruction and practices. Culture and identity 

are used as assets, where classroom practices affirm and validate studentsô identities 

and personal socio-cultural experiences. CRT asks teachers to explicitly teach culture, 

and educate learners about racial identity and their links to learning. Prior to teaching to 

and through culture, teachers are required to reflect on their cultural lenses and biases.  

A CRT teacher recognizes and understands his/her cultural frames of reference 

and their potential effects on instructional design and decision-making.  For Spindler 

and Spindler (1982, as cited in Hammond, 2015, p.55), learning about oneôs own 

culture- or ómaking the familiar strangeô- is far more challenging than learning about a 

different new culture, that is ómaking the strange familiar.ô  Hammond (2015) stresses 

that teachers have to map their cultural points at the three levels of culture, identifying 

the sources of their meaning-making and interpretation. Teachers, then, have to widen 

their perspectives and their óinterpretation apertureô; they should adopt an attitude of 

openness and tolerance towards others. In our 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 Students: Gay (2002, p. 106) cites Howardôs (1999) 

statement ñWe canôt teach what we donôt knowò saying that it applies to knowledge 

both of student populations and subject matter. Culturally responsive educators base 
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their curriculum design, content, and material on pre-researched 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 how these ethnic groups or students act and react 

based on their culture. This, Gay (2002) pinpoints, ñmakes schooling more interesting 

and stimulating for, representative of, and responsive to ethnically diverse studentsò 

(p.107). CRT requires teachers to use the first sessions to get to know their students. 

Teachers could use questionnaires, archival data, interviews, focus groups, etc. to collect 

necessary information about aspects like studentsô preferences, learning styles, previous 

achievements, skills, communication styles, and socio-cultural 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 reach goals and solve problems. The 

community of learning functions as Gay (2002, p.110) terms a ñmutual aid societyò, 

within which members are responsible for assisting each other through the task, 

ensuring that everyone contributes. CRT celebrates the individuality of each member of 

these communities; the needs of each member are not neglected, instead, they are 

ñaddressed within the context of group functioning.ò The creation of such communities 

is necessary for the process of promoting studentsô sociocultural identities, which is one 

of the main aims of CRT. The above-listed researchers annotate that CRT educators are 

aware of the possible conflicts between the membersô learning styles, preferences, 

attitudes, and beliefs; therefore, they spell out several guidelines to create a communal 

collaborative learning environment. We compile below the most important ones.  
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a) Setting a Welcoming Environment: Students should feel comfortable in the 

classroom (use of colors, comfortable physical arrangements, lighting, sound, etc.). 

b) Building Rapport: Teachers, as the leaders of this community, need to be warm, 

supportive, personable, patient, understanding, enthusiastic, and flexible. They need to 

exhibit firm, consistent, at the same time loving control. CRT calls for balancing 

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 in 

building the community.  

c)Validation and Affirmation: Teachers need to validate and affirm studentsô self-

concepts. Learners need to feel that they are capable of completing tasks, accomplishing 

things, and reaching goals. Affirmation is the acknowledgment of studentsô personhood 

both verbally and through actions. It is about building trust, through showcasing care, 

similarity of interests, concern, and competence. Students create a stronger bond with 

teachers who share similar likes, dislikes, hobbies, beliefs, 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 who demonstrate competence; they put 

faith in teachers who seem more knowledgeable and capable of helping them when 

needed. Teachers must validate studentsô efforts, personal experiences, and previous 

achievements, to enhance their confidence and boost their motivation. Validation is the 

explicit recognition of studentsô personal and academic struggles, efforts, and strengths.  

d) Promote Collectivity: Teachers 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 and individualistic success stories for a long 

time, ignoring the collective and social nature of human civilizations throughout history. 

Collective-collaborative learning does not minimize or undermine individual 

capabilities but amplifies them. Neuroscience proves 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 relationships in the 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 

material instead of passively listening to teachersô lectures. Such activities include 

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 project-based learning. The 

latter is a student-centered method based on problem-solving activities, where students 

learn through projects, and about project management. Teachers should assign projects 

in relation to real-world or classroom issues to empower studentsô skills of creativity, 

critical thinking, and problem-solving.   
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5) Make use of Social-Emotional Learning (SEL): For Jagers et al. (2019, p.13), SEL 

is the process whereby we acquire and employ the knowledge, skills, and attitudes ñto 

develop healthy identities, manage emotions and achieve personal and collective goals, 

feel and show empathy for others, establish and maintain supportive relationships, and 

make responsible and caring decisionsò (We consider these skills, knowledge, and 

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, and be 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) Self-management: students should 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 also minimize stress. 

c) Social awareness: Teaching should cultivate learnersô understanding of social 

norms, empathy, and sympathy with others. Incorporating studentsô social experiences 

in the teaching process, and juxtaposing them with the target culture can enhance their 

social awareness.  

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

relationships inside and outside the classroom through cooperative work. 
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e) Responsible decision-making: teachers ought to target studentsô awareness about 

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 activities like debates, 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 necessitates scaffolding- the 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, answer 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 will be able to do after completing the instruction (Kibler 

et al., 1974). Objectives guide the development of assessment, instructional methods, 

and content materials, enabling teachers and students to work together towards a 

common goal. One of the main reasons why 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 an easy 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. 
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Not only do they need objectives for each 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 lesson- a form of diagnosis. They guide the teaching process and 

keep teachers and learners focused. 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 instructional tools. 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. Furthermore, teachers 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 Equity: CRT assumes the success of every student, 

building equitable classrooms. Equity is another 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 all students 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 success. In equitable classrooms, instructors 

recognize that students have different 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 students, altering practices 

and resources to respond to the studentôs individual needs. In CRP, it is defined as 

reducing the predictability of who succeeds and who fails. It is the elimination of the 

expectedness of success or failure based on any social or cultural factor, or past 

performances. It starts with realizing that students do not start on equal footing and 

might need distinct types of assistance. To reach equity, we should: 

a) Make the curriculum and content culturally sensitive and inclusive of the 

studentsô socio-cultural attributes;  

b)  Use a 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 appropriate 

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) Enable various forms of studentsô contributions to the classroom; 

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 decision-making. 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 learner-centered approach 

that seeks to nurture studentsô autonomy and independence. One of the basic ways to 

achieve this is by giving learners choice. Teachers should find ways to incorporate 

studentsô suggestions, preferences, and requests into classroom practices. Instructions 

should be flexible, so as to envelop studentsô voices, penchants, and affinities.    

11) Build Resilience:  Masten, Best, and Garmezy (1990, p.425) define resilience as 

the ñcapacity for or outcome of successful adaptation despite challenging or threatening 

circumstances.ò It is about the ability to face and overcome adversity, social, or 

academic. CRT 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 them ólearn how to learnô. This skill cannot be sustained unless studentsô 

resilience is cultivated. Benard (2004) identifies four main competencies for resiliency, 

social competence, problem-solving, autonomy, and sense of purpose. The first involves 

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, planning, and mind 

mapping. The third denotes the studentsô beliefs in their capacities to succeed and their 

abilities to act upon those beliefs. The last one refers to having the intention to 

accomplish, factoring in positive attitudes towards the future. If the principles of CRP 

are carefully amalgamated, then the above four competencies can be easily targeted.   
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2.11. óThe Ready for Rigorô Framework 

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 Boykins, Rosa Hernandez-Sheets, Aida 

Walqui, Pedro Noguera, and the late Asa Hilliard, have explicitly focused on building 

underserved studentsô cognitive resources as a strategy to closing the achievement gap.  

 

 

Hammondôs work corresponds to our aim of integrating brain-based research and 

culture into the teaching-learning process and complements the interdisciplinary 

approach we propose to teach literature. She designed the óReady for Rigorô framework- 

an interdisciplinary approach to demonstrate how culturally responsive teaching works. 

She says it ñapproaches culturally responsive teaching as an adaptive endeavor rather 

than a technical fixò (p.8). It stresses the relationships between the teacher and student, 

which are ñjust as important as the technical strategies used to get students to perform 

at higher levels.ò The framework connects four areas of cultural responsiveness, 1) 

awareness, 2) learning partnership, 3) information processing, and 4) community of 

learners and learning environment. CRP is perceived as a pedagogy 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 independent learning.  
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Figure 11 

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

 

2.11.1. Awareness 

The first area of the framework is awareness. A critical element of CRT is 

cultural self-awareness and consciousness-raising for teachers (Gay, 2000). Hammond 

(2015) notes that CRT teachers must nurture socio-cultural and political consciousness. 

Awareness here encompasses the teacherôs recognition, understanding, and locating of 

his cultural frames of reference and socio-political positions, his studentsô cultural 

diversities, beliefs, and socio-cultural backgrounds, and the openness to diversity and 

difference. Smith (1998 as cited in Gay, 2000) suggests that careful self-analysis should 

be undertaken by teachers, examining their beliefs about the relationship 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) note that ñbehavior is 

largely a matter of communicating in culturally prescribed waysò; self-analysis is 

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

studentsô behaviors, actions, and reactions.   

It helps educators minimize biases in the classroom, by engaging teachers in 

reflective practices, examining and analyzing perspectives and beliefs about óthe selfô 

and óthe other.ô  Skillful teachers, Brookfield (2006, p.17) says, ñadopt a critically 

reflective stance towards their practice.ò To build awareness, researchers suggest 

various forms of self-analysis such as óCultural Therapyô (Spindler and Spindler, 1994), 

óTeacher Perspective Frameworkô (Bennett, 1995b as cited in Brookfield, 2006), and 

Gudykunst and Kimôs (2003) process of óDescription-Interpretation-Evaluation.ô 

In addition to reflective self-analysis, teachers can make use of various sources 

to build awareness. In his book óBecoming a Critically Reflective Teacherô, Brookfield 

(2017) sets four lenses for critical reflection. The first is óStudentsô Eyes.ô In order to 

make better instructional decisions, teachers need to know how students are 

experiencing learning, how they perceive them, and what they think about classroom 

practices. This might not be easy to reach given the sensitivity of the teacher-student 

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 and track the studentsô patterns of interaction with classroom 

material. In CRT this could be easily achieved through building a learning partnership.  
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The second lens is óColleagues' Perceptions.ô Brookfield (2017) believes that a critical 

friend and colleague is at the heart of being a reflective critical teacher. ñTalking to 

colleagues unravels the shroud of silence in which our work is wrappedò (p.66). 

Colleagues might open our eyes to alternative interpretations, evaluate our instructional 

tools, or propose different perspectives and problem-solving techniques. Although 

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

The third lens is óPersonal Experience.ô  

Although personal experience might be considered subjective and 

ungeneralizable, it is the richest source of critical reflection. The teachersô personal 

experiences of learning are relevant and informative to their teaching. Oneôs experience 

in school shapes his/her multiple identities, including teacher identity. Identity 

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. 

   The final lens is óTheory.ô Teachers should spend time reading educational 

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 researching. This is twofold; on the one hand, it could aid in solving classroom 

problems, answer teachersô questions about specific issues, or update their knowledge; 

on the other hand, it could draw their attention to tacit hidden aspects that they could 

not observe.  

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

cultural responsiveness. Banks (2019) stresses that linguistic and cultural awareness are 
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vital for learners to live in a multicultural, multilingual, globally interconnected 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 since, through it, we gain insight into our studentsô preferred cognitive 

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. interdependent learning, 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 processing, the effect of emotions on brain functions, neural 

connections, and so forth. Choosing brain-friendly and compatible tools, tasks, and 

activities could enhance brain power and learning (Churches et al., 2017; 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 

relationships are considered ñthe affective glueò that ties up teaching and learning. 

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 al., 2020). 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 equation: rapport + alliance = cognitive insight.  

Rapport is built through validation and affirmation practices described earlier. 

Learning partnership is sustained by validation and affirmation; studentsô learning is 

empowered through constant recognition and appreciation of their personhood, efforts, 

and achievements.  Alliance is anchored 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 confident that these tools will be effective), and 3) a ñrational bond 

based on mutual trustò, creating ñemotional connection and the sense of safetyò needed 

for reaching the common goals (p.93).  

Cognitive insight refers to the ñteacherôs ability to understand a studentôs internal 

learning processò (p.155). In the process of building partnerships, students become more 

aware of their cognitive and learning styles and moves, which is the first step towards 

gaining ownership of their learning. Using formative assessments and instructional 

conversation leads the teachers to a better understanding of studentsô strengths and 

weaknesses so that the learners can make adjustments to their learning moves, and 

teachers can repair their instructional tools. Formative assessment is the process of using 

simple tools to investigate if the content has been learned, while instructional 

conversation refers to classroom discourse/talk, wherein students talk about their 

learning process and learning strategies. Such conversations are but other forms 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 aim of CRT is to assist students to ólearn how to learnô, and lead 

them towards independence and autonomy, feeling like the leaders of their own 

learning.  Hammond (2015) calls for integrating brain-based research in classroom 

instruction to maximize and widen studentsô cognitive abilities. The establishment of 

this area depends on the teachersô knowledge of how the brain works and learns. 

Accordingly, teachers would choose and design material and tasks that are compatible 

with the brainôs information processing. The thread here is the connection brain- 

culture- learning.  

2.11.4. Community of Learners 

CRT pushes collective-collaborative 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 classroom órituals and routines.ô  Teachers set up culturally responsive 

routines in the classroom, which might relate to the ethnic background of students to 

reinforce their sense of belonging. These routines could be as simple as using music, a 

specific type of greeting, a morning chat, etc. We, however, call it ñbuilding the cult of 

learning.ò We believe that any classroom requires a specific culture of learning- a set of 

habits, 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 on track. These 
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rules elevate the studentsô sense of organization. The learning routines and rituals, when 

combined with clear feasible objectives, will function as brain triggers and stimulators- 

always directing the studentsô attention toward the learning goals. In Chapter 3, we 

specify the routines we assembled for our literature classroom.  

2.12. óThe Need for Storyô: Connecting the Dots 

Humans have a basic need for story; human experience is constructed and 

transmitted through narratives. We have explained 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 stories, which construct history. Stories 

constitute a basic part of human conduct; they are the representations of human 

experiences located within specific socio-cultural contexts. Storytelling is a way to 

transfer a culture's beliefs, customs, religion, deeds, triumphs, 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, and views 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 on, and how they judge the effectiveness of told stories. 

That is, we evidence 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 

Fina and Schiffrin, 2007, p.5) as ñthe locus of expression, construction, and enactment 

of identity.ò Individuals use stories to identify óthe selfô and understand óthe other.ô  We 

use personal stories to develop unique, distinct personal identities, as well as, ócollective 

identities.ô Being a universal asset of humankind, storytelling is the basic form of 

intercultural communication; it makes one of the most adequate vehicles of culture, 

ideology, and power.  

  Individuals in any community are engaged in a constant process 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 preservation 

of distinct societiesô heritage and civilization. Identity, here, marks how ñindividuals 

and collectivities are distinguished in their relations with other individuals and 

collectivitiesò (Jenkins 1996, p.4). Hall (1996) stresses that identification, however, is 

more about exclusion and differences, than about similarities and inclusions. Identities 

are formed always through differences between óthe selfô and óthe otherô, where the 

narrative plays a key role.  

 The discussion above makes literature classes 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 necessary for the process of identification. 
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Through teaching literature, we could forge and frame the contact between óthe selfô 

and óthe otherô, empowering studentsô social and intercultural competence, awareness, 

and tolerance.  

 Choosing literature in our research 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 studentsô cultural awareness, promoting their cultural identities, and 

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, compare to, understand, and appreciate óthe otherô and their 

culture, which is crucial both for language learning (which is the learning of how other 

cultures think, speak, and act), and identity formation.  

Literature classes seem like favorable settings for CRT implementation. 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, and CRT to account 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 to Teaching Literature 

  
Own Work . 

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 culture, highlighting its link to language, cognition, identity, and 

communication which are central assets in EFL literature classes. It introduced CRT, 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.  



 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Chapter 3 

Methodology 
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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 

includes identifying 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 components of the data, 

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 certain response, while the dependent one is 

the outcome variable caused by the independent variable (the effect or response).  Phakiti 

(2014) says that independent variables exist freely, and are ñhypothesized to have an 

effect on other variables that are described as dependent variablesò (p.28). The current 

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 hypothesis (H0) that the approach does not have an effect on 

teaching literature and studentsô performances, and an alternative hypothesis (H1) 

that using this approach improves the teaching of literature and; therefore, enhances 

studentsô performance in tests. The research is mainly concerned with highlighting a 

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, studentsô comprehension, studentsô interaction, etc.) which dictated the 

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 aspects of the 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 carry out 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 research 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 a merged 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 pre-established hypothesis, using quantitative statistical data 

analysis. It is associated with surveys and experimental and quasi-experimental 

research. These forms of research assume that a causal relationship between two 

variables can exist and that such a relationship can be investigated objectively through 

independent measures (Ģukauskas et al., 2018, Phakiti, 2014). We used this framework 

to investigate the causal relationship between the approach we developed and teaching 

literature, using a one-group pretest-posttest 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). 

Phakiti (2014, pp. 43,44) notes that constructivism takes ñthe relativist stance that 

realities are multiple and exist in peopleôs minds.ò These realities are constructed by 

individual observers, hence, the paradigm takes ñthe subjectivist position that attempts 

to know things or find a reality are inherently and unavoidably subjective.ò 

Constructivism adopts non-experimental 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, describe, and interpret the data gathered 

from the teachersô interviews and our classroom observation. We used it to explain the 

various aspects related to the process of teaching literature through the interdisciplinary 

approach which cannot be described statistically, such as studentsô engagement, reader 

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, observation, teaching diary, and studentsô 

questionnaires).  

3.1.2. Research Type 

This research is deductive in nature; deductive research is scientific data-driven 

research. It starts from an established hypothesis with the aim of testing a theory 

Anderson et al. (2020) note that deductive approaches involve ñthe formulation of 

propositions to be tested, which are derived from theoryò (p 190). The data gathered are 

used to test the evidence against these propositions (hypotheses). In this approach, the 

researcher can establish the strength and significance of the relationship between the 

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.  The latter ñinvolves trying to forge together two very different 

sets of assumptions about the nature of knowledge and the social world éit is often 

used to describe research that makes use of both data types (quantitative and qualitative) 

in a way that enables the insights to be mutually illuminatingò (Anderson et al., 2020, p 

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 cross-check 

the findings, to add credibility to the main conclusions of the research (Saunders, Lewis, 

and Thornhill, 2019). Quantitative data helped us demonstrate the causal relationship 

between the variables, whereas  the qualitative ones facilitated our comprehension of the 

reasons behind such causal associations. Supplementing the test results with data 

collected from classroom observation, the teacherôs reflexive journal, the interviews, 

and the studentsô metacognitive questionnaire provided us with further insights about 

the relationship between our two variables and offered us answers to why certain things 

happened in certain ways during the treatment.  

3.1.3. Research Strategy 

Prior to choosing our research methodology, we needed to check whether our 

choice conforms to the research paradigm and philosophy upon which our investigation 

is based.  Experimental methods seemed the most appropriate strategies for our research 

project. ñExperimental research is traditionally based on the active theory of causation, 

which attempts to identify those variables capable of human control and to manipulate 

them in order to achieve changesò (Phakiti 2014, p.22). Through experimental research, 

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 designs 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 the treatment, 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 one-group-pretest-posttest design instead of a true 

experimental method. The one-group-pretest-posttest method is either classified as 

quasi-experimental or pre-experimental. It involves three steps: (1) administering a 

pretest (Y1) measuring the dependent variable; (2) applying the experimental treatment 

(X) to the subjects using the independent variable; and (3) administering a posttest (Y2) 

measuring the dependent variable again. In this design, only one group of participants 

is exposed 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 between the 

pretest and post-test observations (differences attributed to the application of the 

experimental treatment are evaluated by comparing the testsô scores).  

(Y1)                (X)  (Y2) 

This design was adopted because we could not achieve complete true 

experiments mainly due to ethical considerations. A true experimental research design 

randomly assigns participants into control and experimental groups. Ary et al. (2010) 

stress that in a typical school situation, researchers cannot disrupt schedules nor 
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reorganize classes to accommodate a research study that obligates using groups already 

organized into classes or other preexisting intact groups. Randomization of the 

participants in educational settings, particularly in classrooms, is not easily achievable 

which is why most educational research is quasi-experimental.  

In fact, the researcher was assigned all Third-year students in the department, 

who were arranged and divided into two groups according 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 teacher responsible for all the students 

in the third year, we could not use an approach we believed could improve the 

participantsô learning with one group only. It was neither ethical nor practical.  Taber 

(2019) on ethical considerations of true experiments says: 

 teachers and educational researchers should in particular seek to avoid doing anything 

that is likely to harm those they are working with é In most educational research 

experiments, potential harm is likely to be limited to subjecting students (and teachers) 

to conditions where teaching may be less eǟective, 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 are subjected 

to teaching inputs of low eǟectiveness when better alternatives were available. This 

may be judged only a modest level of harm, but ï given that the whole purpose of 

experiments to test teaching innovations is to facilitate improvements in teaching 

eǟectiveness ï this possibility should be taken seriously. (p 26) 

 

Moreover, this design is similar to action research where the teacher-researcher 

seeks to find innovative teaching techniques to empower his/her studentsô learning, 

enhance their performances, and address studentsô problems by implementing various 

methods and techniques.  Ever since we completed our ñClassroom Researchò class in 

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 updated and posted about the new approaches, theories, and techniques in the field 

of education. The one-group-pretest-posttest design is the closest plan to action 

research, which is always feasible and accessible to teachers.  

3.1.4. Time Horizon 

The research follows a longitudinal time horizon, where data is collected at 

different points in time throughout the experiment. According to Menard (1991), in 

longitudinal research data are collected for two or more distinct periods (implying the 

notion of repeated measurements); the 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 

nature, ñexperimental research involving a pre-and post-test can be classified as a 

longitudinal study because it contains temporal measuring points (pre- and post-)ò 

Jennings (2005).  

 Research of this type needs a significant period of time for the treatment to 

confirm the causal 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 participants 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 eight weeks, 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 description is provided in the upcoming sections.  

3.1.5. Sampling Strategy 

The participants of the study are thirty third-year students in the English division 

in the Department of Foreign Languages at the University of Zian Achor, Djelfa. The 

population of the 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 (2019-2021), followed by the 

ministerôs new regulations on studentsô attendance, our department has been witnessing 

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 now. Unfortunately, only 48 students of the population attended the 

classes, from which our sample was drawn.  The research is based on a non-probability 

convenience sampling technique, where the sample includes the participants who are 

the most accessible to the researcher. In our case, the sample includes those students 

who have been present in all sessions, completed all the projects, responded to all the 

questionnaires, and read all four books.  Out of the whole population, only 30 students 

met all the conditions. 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 had to answer 

direct questions or write short paragraphs about specific aspects.  

 Cohen et al. (2007) emphasize that to give greater reliability and enable more 

sophisticated statistics to be used, the larger the sample, the better. The 

representativeness of the sample is 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 quantitative methods. Convenience sampling ñdoes not represent a 

group apart from itselfò (p 114), which means that generalization to the whole 

population is a bit difficult; however, considering the specific circumstances of 

attendance mentioned above, the sample remains 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 are complex, 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 various aspects of the teaching-learning process. Our 

research plan was divided into two main stages or parts.  

In the first phase, we started by collecting information about our participantsô 

previous performances in literature tests in their first and second years (archival data ), 

the approaches used by their previous teachers in teaching literature (teacherôs 
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interview), and finally personal information about the studentsô past experiences with 

reading and literature (Know You Questionnaire).  

The Second 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 collect data about studentsô interaction, engagement, 

and understanding of the material. Additionally, we used a questionnaire that took the 

form of metacognition-reflective activities to check the participantsô reactions to the 

material used and document their attitudes and challenges. It was necessary for us to 

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 (pre-experimental) Phase 

This set of tools includes a studentsô questionnaire and a structured teachersô 

interview, supplemented by archival data on studentsô test scores in literature in the first 

and second years. 

3.2.1.1. The First Studentsô Questionnaire  

A questionnaire 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 

quantitative types of data and can feature various forms of questions such as multiple-

choice questions, yes/no questions, open-ended 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 serve the research 

objectives.  

The pre-experiment 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 previous pre-collected information about our students. 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 

questionnaire is entitled ñKnow Youò, where the subjects answered thirty short 

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 participantsô favorite movies, books, animations, manga, genres, and 

characters to use as examples and illustrations in our handouts. The following five 

questions 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 ñthis or thatò questions, the answers to which 

aided the choice of activities and projects during the treatments, and finally participants 

answered five open-ended questions in relation to their previous experience in literature 

classes. Our final objective was to know whether they 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 hours to answer it. Giving 

them a significant time to answer the questionnaire is due to the nature and number of 

questions 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 to be well thought-out (check 

Appendix 1). 

3.2.1.2. The Teachersô Interview  

The interview is a qualitative data collection instrument; it is a flexible tool that 

enables multi-sensory channels to be used: verbal, non-verbal, spoken, and heard. 

Cannell and Kahn (1968 as cited in Cohen et al., 2007, p 351) define it as ña   two-

person conversation initiated by the   interviewer for the specific purpose of obtaining 

research-relevant information.ò The questions are focused by the interviewer on content 

ñspecified by research objective of systematic description, prediction, or explanation.ò 

We used a standardized open-ended interview, where the wording and sequence of 

questions were pre-determined in advance. Both interviewees were asked the same 

questions, in the same order. 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 objectives of the teachers. This was valuable 

since it helped us decide on the scope and objectives of our course design. The following 

questions were asked: 

1. Do you follow a specific pre-determined approach in your class? 

2. If yes, what is the approach? Why did you choose 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 students read? Which 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 gathered from the studentsô questionnaire and teachersô interviews were 

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 for the Second Phase 

This set of tools includes the pretest, the posttest, classroom observation, and the 

studentsô metacognitive questionnaire.     

3.2.2.1. The Pretest 

 The pretest observation ñprovides an empirical counterfactual comparison for 

estimating the treatment effectò (Reichardt, 2019, p.101). While the posttest assesses 

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 research about testing literature, the test was designed to reflect 

the most common and standardized types of literature tests (see Chapter 01). Our 

research calls for a systematic pre-establishment of a set of small objectives for every 

single classroom practice; 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 previous academic year, the teacher of literature introduced the 

students to some literary movements with a focus on post-colonialism and realism. The 
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students were familiar with theme analysis and plot elements, but not with concepts like 

character analysis, characterization, 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 knowledge about the various types of textual evidence and illustration forms. 

Therefore, our pre-test focused mainly on theme analysis.  

Still, it was not possible to start the experiment. We devoted the first three weeks 

to reading and analyzing ñThe Little Princeò by Saint-Exupéry following a so-called 

ótraditional methodô. What we call óthe traditional methodô refers to the approach that 

has been observed in three different classes of literature in the current department 

between 2019 and 2022. Literature lessons took the form of ólectures,ô where the teacher 

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 chapter by chapter with their teacher, where they discover concepts 

like themes, plot, and symbols, on the way.  As a teacher-centered approach, in the 

lecture mode, the teacher does not provide a clear course outline, theoretical background 

about literary theory (criticism 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 but used different 

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). The test is 
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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 evidence, 4) check 

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 (the criteria are 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 

2 points 

6 points 

5 points 

5 points 

2 points 

 

 

3.2.2.2. The Post-test 

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 to the following guidelines provided by scientific researchers 

¶ 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; 

¶ Tests may assess the same content, yet they need different wordings or forms to 

reduce the testing effect as a confounding variable;  

¶ Pretreatment and posttreatment observations need not be operationally identical. 
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The posttest took the form of essay questions as well; students 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 were related to the novel ñPride and Prejudiceò by Jane Austen. 

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 analysis of a single 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 works, using 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 

quantitative research. It is a systematic recording of behavior in a certain context. Ary 

et al. (2010) note that it is one of the most appropriate and desirable measurement 

methods in classroom and educational research. Cohen et al. (2007) add that it offers 

researchers the opportunity to gather óliveô data from ñnaturally occurring social 

situations.ò They say that there is a certain freshness to the data gathered from 
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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 óparticipant observationô (the researcher is a participant 

in the situation). 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 and quasi-experimental 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 participants for a significant period of time recording what is happening, 

while taking a role in that situation.ò This allowed us to:  

1. Reduce reactivity effects (the effects of the researcher on the researched, 

changing the behavior of the latter); 

2. See how events 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 holistic view of the interrelationships of factors of the situation; 

5. Generate ñthick descriptionsò of social interactions and behaviors of individuals. 

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

 Observations include both oral and visual data. Different 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 comes and goes, 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 happened. In classroom research, we observe aspects 

like the process of activities used, participation, impressions, conversations, 

interactions, behaviors, etc. 

There are several instruments for participant observation; we used a checklist 

(Figure) and a reflexive journal . Checklists are the simplest devices for classroom 

observations. The checklist was divided into four main parts, studentsô interaction with 

the material taught (preparation of the handout, participation, asking questions, 

commenting, etc.), studentsô comprehension of the material (answering questions, 

predicting, making inferences, paraphrasing, explaining, etc.), community building/ 

cooperative learning (cooperation, support, contribution to the group discussion, 

appropriate turn taking, etc.), cultural awareness (eliciting cultural elements, 

understanding cultural elements, tolerating cultural elements, etc.). These four areas 

correspond to the four constructs of ñThe Ready for Rigor Frameworkò used to design 

the lesson plans. The teacher filled out the checklist at the end of each session 

documenting the presence and absence of verbal and non-verbal behaviors and actions 

detailed in the checklist.  

The observation was used to give a holistic view of these areas in the classroom, 

while other instruments like the tests and the metacognitive questionnaire; and some 

activities like the reading diaries, quizzes, and 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 compensate for any 

deficiency in the observation checklist and analyze the written assignments, the 

studentsô reading diaries, and projects. Reflexive journals are qualitative data-eliciting 

tools. Reflexivity, Annink (2016) says, ñemphasizes an awareness of the researcherôs 

presence in the research process, with the aim of improving the quality of the research.ò 

(p.3) Reflexive journals or diaries contain critical analysis of the context or situation 

studied; they are used to record the ñresearchersô knowledge, skills, expertise, values, 

assumptions, and emotions evoked by the researché The research journal is a tool for 

observing, questioning, critiquing, synthesizing, and actingò (p.3). The reflexive journal 

kept us conscious of the details of our teaching throughout the intervention which lasted 

14 weeks. We used it to report the unpredictable, surprising actions, reactions, and 

behaviors that occurred during the sessions which are not accounted for in the checklist, 

and to report our reactions, thoughts, and feelings about how things went in each 

session. It also documented the evaluation of the video projects and assignments, 

highlighting the difficulties we faced during the sessions. This information might be 

valuable for future teachers who want to implement CRT in their classrooms.  

3.2.2.4. The Metacognitive Questionnaire 

By the end of the intervention (the 13th session), the researcher administered a 

questionnaire 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 it. The first part was a four-point Likert scale 

questionnaire.  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 respondents to indicate their positive-to-negative 

strength of agreement or strength of feeling regarding the question or statement 

(Mcleod, 2023). Researchers use it when seeking a greater degree of nuance than that 

elicited from ñyes/noò questions. 

 We used the scale to 1) explore the subjectsô strengths and weaknesses, 2) 

document their general attitude towards the material used up to that point in time, and 

3) engage the participants in a metacognitive 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 

questionnaire was both a data collection tool used to cross-check 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 experienced in each. These areas 

relate to the materials, activities, and skills involved in the teaching-learning 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=great difficulty  

The second part of the questionnaire was a seventeen-item Likert Scale of five 

points, eight yes/no questions, and six multiple-choice questions. The Likert scale 

question required the participants to indicate the degree to which they agree with 17 

https://www.simplypsychology.org/author/saulmcleod


160 
 

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 participants' beliefs about literature, 

culture, and learning, while the MCQ part asked questions about the four books we read 

ñThe Little Princeò, ñPeter Panò, ñThe Giverò, and ñPride and Prejudice.ò (see 

appendix) This part of the questionnaire aimed to check whether CRT helped enhance 

the link between studentsô cultural frames of reference, literature, the target culture, and 

language learning. It was to examine the extent to which the tools, activities, and 

handouts used were effective in teaching literature, and underline and 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 the collection. Our research makes use of both qualitative and 

quantitative data and tools; therefore, we used both descriptive statistics and interpretive 

methods of analysis. Analyzing data involves classification, categorization, order, 

description, and interpretation. 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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¶ Counting frequencies of occurrence of ideas, themes, responses, behaviors, and 

actions.  

¶ Noting patterns that result from repetition of the same responses, behaviors, and 

themes. 

¶ Clustering, categorizing, and classifying the data.  

¶ Connecting data with theory, hypothesis, and research questions 

¶ Constantly comparing data from the same participant, across participants, and 

across tools (crosschecking the data from the various instruments) 

¶ Identifying the relations between the variables and noting any intervening 

variable. 

¶ Noting causality between the variables and making inferences based on the 

theoretical background, observation, and experience. 

¶ Providing statistical descriptions of the relationship between the variables 

¶ Providing both statistical and interpretive answers to the questions ówhatô and 

ówhyô (what is the effect of the treatment? Why do certain things happen in 

certain ways during the treatment?  

3.3.1 Data Organization and Representation 

Another important aspect of the analysis is the way we represent 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 of each 

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 
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deviation of the scores of the whole group were measured to check the general 

effect of the treatment on the whole sample. We provide the interpretation of 

both individual and group scores. 

2) The Questionnaires: Data from the metacognitive questionnaire and the ñKnow 

Youô questionnaire were organized by group, which enables themes, patterns, 

and similar 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 each teacher 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 observed behavior to the 

treatment and data from other tools. Data from the reflexive journal were 

classified by themes. 

Qualitative data from the observation and interview and data from the óKnow 

Youô questionnaire were presented in text (transcription ), while quantitative data from 

the metacognitive questionnaires were tabulated and graphed. The order of data 

analysis was by instrument; data from each research instrument was analyzed 

separately, and then linked to the previous ones. Finally, a synthesis was made to 

compare and cross-check data elicited from various tools. This deductive synthesis was 

organized by research questions. Cohen et al. (2007) emphasize that the latter is a 

useful way of organizing data ñas it draws together all the relevant data for the exact 

issue of concern to the researcher;ò it  enhances the coherence of the work returning the 



163 
 

reader to the purpose of the research, and  ñclosing  the loop on the research questions.ò 

(p.468) 

3.3.2. Approaches to Data Analysis 

Given the nature of the research and the paradigm adopted, we relied on 

qualitative 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 new knowledge 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 pre-established coding scheme (defined four areas, under each 

area specified sets of behaviors, 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 the criterion 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 journal, we used inductive coding, a ground-up 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 contrasting patterns across the data set, and 2) elicit the information 



164 
 

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 then 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, presence and absence of behaviors, interactions, etc.).  

It is worth noting that for the detailed analysis of the assessment criteria of the 

pre and post-test we used descriptive and diagnostic analysis. Descriptive 

analytics looks at data statistically to tell what happened in the past, whereas diagnostic 

analytics takes 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, agenda, 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 tabulated, analyzed, and graphed using 

SPSS (Statistical Package for the Social Sciences), a software package used for the 

analysis of statistical data. Phakiti (2014) notes that ñdescriptive statistics provide the 

basic characteristics of quantitative data (e.g. frequencies, average scores, most frequent 

scores)ò (p.164). We used descriptive statistics to measure aspects related to central 

tendency and variability.  

 The first measurement we undertook was central tendency measurement. We 

depended on calculating the mean, which is the average of data/scores. It is 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 below; X← is the mean, X is the row score, S is the sum of, and N is the 

number of cases. 

     SX 

X←=           

       N 

We used the formula to calculate the mean for the pre and post-test for the sake of 

comparison. In our case, a bigger ómeanô entails, initially, better results. We also used 

the ómeanô for the Likert scale questionnaires, where each ómeanô signals a specific 

value (point). 

Table 04 

Mean Ranges for Four Points Likert Scale 

Likert Scale Description Likert Scale Points Likert Scale Interval /Range 

No difficulty  1 0.99 ï 1.00 

Slight difficulty  2 1.00 ï1.99 

Moderate difficulty  3 2.99ï2.00 

Great difficulty  4 3ï4 

 

For the four-point 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 no difficulty 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 1.00ï1.88 

Disagree 2 1.91ï2.60 

Neutral 3 2.61ï3.40 

Agree 4 3.41ï4.20 

Strongly Agree 5 4.21ï5.00 
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For the five-point Likert Scale, the mean range is as presented in Table 05 above. 

For example, if the mean ranges between 1.00 and 1.88, this means most subjects 

strongly disagree with the statement given, and so forth. For the Likert Scale, we also 

used the ómodeô, which indicates the most repeated or frequent value (point).  

  The second measurement was that of variability. We calculated the standard 

deviation (SD), which is based on deviation scores that show the difference between a 

raw score and the mean of the distribution. The formula for a deviation score is x = X-

X←.   x is the standard deviation, X is the raw score, and X← is the mean. We used this test 

to compare the pre and post-test; the larger the SD, the greater the variability in test 

scores and the more spread or variation in our data. 

 The third statistical test conducted was the paired-samples t-test. This was 

specifically used for the pre and post-test comparison. A paired- samples t-test examines 

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.  The t-test indicates several important 

measurements; we relied on:  

1. The p-value: It gives the probability of observing the test results under the null 

hypothesis. The lower the p-value, the lower the probability of obtaining 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. 

The p-value needs to be less than 0.05, the smaller, the better for confirming the 

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 situation. A 95% confidence level 

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 whole population.  

Paired Samples t-tests are based on the assumption that the data are normally 

distributed. However, Mintab (2015) explains that one sample, two samples, paired 

samples t-tests, and ANOVA tests are robust to this assumption, meaning that they work 

with non-normal 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 illustrate the results of Likert Scale questionnaires and 

present responses to some of the ñKnow Youò questionnaire. 

3.4. 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 quasi-experimental 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 the one-group-pretest-posttest 

design, 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. Phakiti (2014, p. 85) defines it as ñthe extent to which 

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

supported by empirical data.ò There are several types of validity. When speaking of the 

context of the treatment (the intervention), we focus on óinternal validityô and óexternal 

validityô. The first is the most fundamental type of validity since it indicates the extent 

to which the treatment is effective. The fewer confounding variables (factors that may 

affect the results of 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 makes 

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 validity. The 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 aspect being assessed 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 validity conditions 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 last type, face 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 measurement systems used 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 of aspects, such 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 context-dependent (it is based on 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) test-retest reliability, wherein participants take the same test 

again after a while to ensure that the results of the test are not random, b) parallel form 

reliability, where we administer different versions of an assessment tool that contain 

items probing the same set of skills, knowledge base, and constructs, c) inter-rater 

reliability, which assesses consistency across 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 systematically handled 

throughout the research. Being aware of the threats to internal validity and reliability, 

the researcher used specific techniques to reduce the limitations of the one-group-
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pretest-posttest design and ensure high validity and reliability of both the treatment and 

the research instruments. 

3.4.2. Threats to Validity and Reliability in the Current Study 

As quasi-experimental research, where randomization is impossible for the 

aforestated reasons, the study may face the subsequent threats: 

1) History : any events that happen between the pre and post-test that 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 

post-test. Our intervention lasted 14 weeks, which makes the study prone to this 

threat. 

2) 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 maturation effects are internal to them. 

3) Testing (instrumentation): Taking the pretest might affect the outcome of the 

posttest because of familiarity with the form and assessment rubric.  

4) Regression towards the mean (statistical regression): This threat is caused by 

the selection of subjects based on extreme scores or characteristics. 

5) Cyclical changes: when the pretest is observed during one part of a cycle while 

the posttest is observed during a different part. 

6) Reactivity: This refers to the change in the participants' behaviors because they 

know they are being observed. This may lead to ósocial desirability effectsô, 

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, and sample size. Here, we summarize the procedures operated to minimize the 

threats, improve the types of validity above-listed, and ensure high reliability of research 

instruments. 

3.4.3.1. Reliability 

To assess and strengthen the reliability of our instruments we used interrater 

reliability . The researcher asked a colleague (teacher of literature and civilization) to 

correct the pre and post-test to assess the consistency of measurement used. The 

interrater reliability was calculated using SPSS. The results are shown in the tables 

below. 

Table 06  

 

Item Statistics of the Pretest (interrater reliability)  
 

 

Mean 

Std. 

Deviation N 

Researcher 6.5333 2.41023 30 

Rater2 7.3000 2.26518 30 

 

Table 07 

 

Intraclass Correlation Coefficient for the Pretest 
 

 

Intraclass 

Correlation b 

95% Confidence Interval F Test with True Value 0 

Lower Bound Upper Bound Value df1 df2 Sig 

Single Measures .856a .554 .943 18.912 29 29 .000 

Average Measures .923c .713 .971 18.912 29 29 .000 
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Table 08 

Item Statistics for the Posttest Interrater Reliability  

 

 

 

 

Table 09 

Interclass Correlation Coefficient for the Post-test 

 

 

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 

interclass correlation (ICC) indicates high reliability. ñThe ICC is a value between 0 and 

1, where values below 0.5 indicate poor reliability, between 0.5 and 0.75 moderate 

reliability, between 0.75 and 0.9 good reliability, and any value above 0.9 indicates 

excellent reliability.ò (Bobak et al, 2018, p.2)  

In addition, we used piloting . The measurement tools were piloted twice once in 

the academic year (2019-2020), and another time in the academic year (2021-2022). 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 (2021-2022) are explained in a forthcoming section.  

 

 

 Mean Std. Deviation N 

Researcher 12.3667 2.86758 30 

Rater2. 12.7167 2.89971 30 

 

Intraclass 

Correlation b 

95% Confidence 

Interval  F Test with True Value 0 

Lower 

Bound 

Upper 

Bound Value df1 df2 Sig 

Single Measures .973a .919 .989 94.744 29 29 .000 

Average Measures .986c .958 .994 94.744 29 29 .000 
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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 they were supposed 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 our ability 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 

ñMundane Realityò. Losh argues that what quasi-experimental research offers and true-

experimental research lacks is the representation of authentic real-life environments like 

classrooms. Quasi-experimental studies do not manipulate the environment and setting 

wherein the treatment takes place, instead, they study real settings, in our case the 

classroom, which is identical to the ómundane realityô in which the subjects live their 

lives. Participants are not isolated from their real-life experiences which makes it easier 

to generalize the findings to similar populations and 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 the results 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 seeks to incorporate the 

participantsô socio-cultural experiences in teaching and learning literature. CRT 

calls for integrating learnersô identities into the teaching-learning process to 

enhance their ownership of their learning. History and maturation are not 

confounding factors, but are actually relevant variables in the research. 

Participantsô social experiences, cultural frames of reference, preferences, etc. are 

valuable elements for the success of treatment. Besides one of the objectives of 

the approach is to encourage a growth mindset, which is inevitably influenced by 

history and maturation attributes. Therefore, we used observation checklists, 

questionnaires, reading diaries, and group discussions along the treatment to elicit 

elements of history and maturation that relate to learning.  

c.2. Statistical Regression: This 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 proficiency, 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 (previous scores) 

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 third-year 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 posttest results, 

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 analysis and reading literature regardless 

of the aspect analyzed or the literary work read.  

3.5. The Pilot Study 

Quantitative positivist research requires piloting. A pilot is ña mini-trial of data 

collection, an execution of the procedures of an experimental treatment, and a testing of 

the research instruments to be used for reliabilityò (Phakiti, 2014, p4.9). Researchers try 

out their instruments with a group of participants sharing similar characteristics to the 

target participants of their study. This is a validation phase, through which we identify 

the feasibility and practicality of the research tools, the time, the resources needed, and 

any design issues. Since I have been teaching third-year literature classes since 2018, it 

was easy for me to pilot the research tools (observation, interview, 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 2021-2022, with all third-

year students (201 students divided into three groups of forty-nine students and a group 

of 54 students). However, only around 65 students attended regularly due to the 

attendance policies discussed earlier in the chapter.  The books used were óFahrenheit 

451ô by Ray Bradbury, and óAnimal Farmô by George Orwell. Here we summarize the 

results of the pilot. 

3.5.1. Research Instruments 

We piloted the tests (forms), the observation checklist, the interview, and the 

questionnaires; accordingly, we made some modifications to improve the reliability of 

our tools.  

¶ For the tests, we tested the 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 statement in mapping learnersô answers.   

¶ 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 behaviors during the treatment and 

wanted to further investigate them with the target participants. 

¶ The interview was semi-structured at first; we changed it into a structured one 

since we were able to identify the appropriate questions to elicit the information we 

needed.  

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

the right form was no easy task; therefore, piloting them was crucial. For the first óKnow 
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Youô questionnaire, we made it shorter, with more focused questions after some students 

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 Treatment  

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 social-media websites. I knew this 

before the pilot study since I have taught these groups the years before, which was the 

reason behind choosing Fahrenheit 451- a dystopian work that imagines a futuristic 

world, where books are banned and everything is controlled by technology.  Moreover, 

we modified the length of two lessons (plot types, and characterization), and of course, 

changed most examples on all the handouts based on the data collected from the óKnow 

Youô questionnaire.  

3.6. Description of the Treatment: Approach and Framework 

This research adopted the philosophy behind CRT to merge techniques and activities 

from various relevant approaches to teaching literature to enhance the participantsô 

learning experience. Such an interdisciplinary approach accounts for the various 

elements that converge in the literature classroom. 

Figure 13 below illustrates the suggested method. According to it, we designed 

our course outline, defined our objectives, selected the activities and techniques, 

blueprinted the observation checklist, and formatted the tests. CRT 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  

 

 

 

 

 

 

 

 

 

 

 

                                                        

Own Work.  

 

To design our course, we relied on the interdisciplinary approach above which 

incorporates objectives, strategies, and techniques from CRT, cognitive approaches, 

sociocultural approaches, discourse analysis, and RRT as displayed in Figure 14. The 

objectives are set to meet and cover the four areas of learning borrowed from ñThe 

Ready for Rigorò framework described in the previous chapter. 

 

 

Teaching 

Literature 

Discourse 

Analysis 
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Figure 14 

Framework for Course Design  

Area of 

Development 
Objectives     Techniques, procedures, and activities 

 

 

 

 

 

 

 

 

 

Awareness 

 

1. Highlight the link 

between language, 

literature, culture, and 

identity; 

 

2. Help learners identify 

their own cultural 

frames of reference; 

 

3. Raise learnersô 

awareness about brain 

research (help them 

learn how to learn); 

 

4. Help learners identify 

the link between 

experience and learning; 

 

5. Making the familiar 

strange and the strange 

familiar (introducing 

and juxtaposing the self 

and the other). 

 

1. Explicit teaching of the three levels of culture; 

 

2. Metacognitive and reflective questions and 

activities (questions and games that elicit learnersô 

cultural frames of reference, help them reflect on 

their experience, and link the literary work to the 

real world); 

 

3. Classroom discussion (the class takes the form of 

a book club where learners are encouraged to share, 

communicate, and discuss their views about the 

literary work always in relation to personal and 

collective socio-cultural experience); 

 

4. Intertextuality activities to help learners establish 

links between literary works, literary works and 

scientific, philosophical, or artistic movements and 

theories, literary works and cinema, etc.) 

 

 
 

 
 

Learning 

Partnership 

(teacher-

learner) 

 

1. Establish a healthy 

relationship between the 

teacher and learners; 

 

2.  Make the learners 

feel comfortable and 

safe in the classroom; 

 

3. Enhance 

communication between 

the learnersô and the 

teacher inside and 

outside the classroom. 

 

4. Reach Equity  

 

1. Validation and Affirmation of studentsô 

identities, experiences, and learning through 

continuous, constructive, and instant feedback; 

2. Display of warmth and concern through weekly 

checkups and inquiry about learnersô, balance care 

and push;  

3. Manifestation of flexibility (avoiding tight 

schedules and deadlines, encouraging studentsô 

suggestions, giving them choices) 

4. Display of similarity of interest in literary works, 

movies, animations, genre, etc. 

5. Demonstration of competence (always be 

prepared for learnersô questions, prepare 

background information about each work, ask 

about, and solve learnersô problems, provide the 

necessary sources, and use a variety of activities.); 

6. Support inside and outside the classroom. 

7. Provide equal chances for all the participants 
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Own Work.  

To reach the goals stated above, we needed to verify and confirm that our 

classroom is set for culturally responsive teaching. 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 that serves the aims of this study (figure 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. 

 

 

Community 

of Learning 

1. Build teacher-learner 

and learner-learner 

rapport; 

2. Build a cult of 

learning for the 

classroom; 

3. Establish positive 

attitudes towards 

literature, each other, 

and learning in general; 

 

1. Group work and projects; 

2. Classroom discussions; 

3. Peer tutoring and assessment (learners are 

encouraged to help each other inside and outside 

the classroom). 

 

 

 

 
Information 

Processing 

1. Build a growth 

mindset; 

 

2. Help learners make 

use of their brain power, 

cultural frames of 

references, and 

experience in learning 

literary analysis; 

 

3. Ensure successful 

information processing, 

memorization, and 

retrieval. 

 

4. Build ógrowth 

mindsets. 

1. Clearly defining the objectives of the course 

(each lesson, activity, assignment, and test); 

2. Provide learners with a defined course outline, 

where they can follow the advancement of their 

learning.; 

3. Scaffolding: Model the use of techniques, 

questions, material, and activities before engaging 

the students in them; 

4. Use of audio-visual content and material both as 

instruction and assessment tools (audiobooks, 

print, handouts, videos, video projects, etc.); 

5. Use of oral tradition and narrative as instruction 

tools; 

6. Metacognitive-reflective questions and activities 

to activate schema and link experience to learning; 

7. Chunking, spaced repetition, and active recall to 

empower memory; 

8. Continuous assessment, and self-assessment to 

help learners identify their weaknesses and 

strengths, and work on them; 

9. Challenge learnersô skills and levels.  
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Figure 15 

The Researcherôs Checklist for a Culturally Responsive Classroom 

Organization 

 

The teacher designed valid handouts; 

Planned time for practice; 

Planned activities according to the level of students;  

Planned projects to reflect studentsô strengths;  

Pre-estimated time for each information unit (yet, instructional time is 

flexible); 

Used meaningful and frequent assessment to inform instruction, and help 

learners monitor their learning; 

Ordered lessons logically; 

Set clear objectives for each lesson and information unit. 

(Access to resources is equitable) 

 

   Content 

 

Material is based on previous assessment information; 

The lesson reflects the integration of cultural content, Culture is taught 

explicitly; 

The content is linked to studentsô cultural frames of reference;  

Examples are relevant to the students; 

Examples are varied;  

The content is appropriate to the level of students; 

The content supports the range of abilities of students;  

The content demonstrated command of the subject matter. 

 

Presentation  

 

The teacher stated the objectives of the lesson; 

Provided opening or introduction to the lesson;  

Paced the lesson appropriately; 

Presented topics in a logical sequence; 

Related information to previous material;  

Summarized major points in the lesson; 

Defined unfamiliar concepts and varied explanations; 

Used relevant examples; 

Used multiple sensory formats and resources; 

Asked questions and answered studentsô questions; 

Emphasized key points and important ideas;  

Managed Time.  
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Interaction   

 

The teacher used inclusive warm language;  

Encouraged studentsô interaction and provided equal opportunities for 

participation; 

Listened carefully to studentsô questions and comments;  

Waited sufficient time for students to answer, Responded appropriately to 

studentsô questions; 

Demonstrated respect for students, their level, questions, and interactions; 

Validated and affirmed their experiences; 

Allowed discussion among students; 

Demonstrated active collaboration. 

 

                                               Studentsô Learning  

 

The students demonstrated command of the subject matter of the lesson; 

Asked pertinent questions to the lesson material;  

Used and understood oral and written language; 

Answered questions, commented, elaborated, added, and questioned; 

Incorporated their schema and experience in the learning process; 

Were able to recall, and use previously learned aspects; 

Used learned information to complete the assignments; 

Students interacted constructively. 

Own Work.  

3.6.  Description of the Treatment: Techniques and Activities 

The treatment lasted fourteen weeks; fifteen sessions were administered 

including lessons and practice (90 to 120 mins for each session). The focus of the course 

was literary analysis. The teacher introduced the basic concepts of literary 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, then proceeded to 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 lessons, but within and with regard to 
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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 three types of handouts. Lesson handouts contained aspects 

like definitions, types, categories, examples, and sample texts from various literary 

works. Another form is the study guidesô handouts; these were made for each specific 

work we read providing questions to map the subjectsô reading, and sample texts for 

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, create).  Since the research borrows Bloomôs Taxonomy, the teacher 

ensured that each study guide encompassed distinct types of questions to endorse the 

gradual advancement from knowing to creating (see Figure 16). Finally, we relied on 

practice handouts, which consisted 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.  

 In addition to óThe Little Princeô read before the pretest, the participants read 

three books namely óPeter Panô by J.M. Barrie, óThe Giver' by Louis Lowry, and óPride 

and Prejudiceô by Jane Austen. All four books were used to illustrate the elements 

taught, each time stressing some aspects depending on the nature of the work at hand (it 

is worth noting here, that after the pre-test, the researcher provided study guides for óThe 

Little Princeô as to use later for intertextuality activities).  To make the handouts, order, 

and format of the lessons, we relied on these principles from the various approaches in 

Figure 13.  
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1) Picture Walk: In their book óLearning How to Learnô, neuroscientists Oakley 

and Sejnowski (2018), explain that the brain needs a quick walk through the 

content of any book or material before actually reading it or engaging with it. 

They use the metaphor of óhangersô to describe this form of scan, which enables 

our brains to organize information, just like they help organize the clothes in a 

closet. Without them, information will be scattered. We 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 examples from 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 pre-established map from the first handout. In 

conjunction with this, every lesson 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 recall-other 

neuroscientific techniques used to enhance memory and information processing. 

2) Chunking: As explained in the first chapter, short-term 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 

manageable, meaningful units. Some of its forms are acronyms, acrostics, and 
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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 into smaller 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 technique in all the handouts, where we divided 

the information into eight or fewer sections, each section is self-contained and a 

complete unit of meaning, yet linked to the rest.  

3) Spaced Repetition: is 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 every lesson 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 necessary for new learning. As we moved 

forward, we increased the intervals of repeating the concepts.  

4) Active Recall: This technique refers to actively retrieving information from 

memory rather than simply reviewing or re-reading material passively. The 

effectiveness of this technique is supported by a large number of scientific 

research (Karpicke & Roediger, 2008; Roediger & Butler, 2011). There are many 

ways to actively recall information; we used several ones to help our participants 

to store and retrieve information. First, we encouraged them to write questions 
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while notetaking, later at the end of the session, they would be given the chance 

to ask those questions to their peers and the teacher. Second, students were asked 

to make annotations while reading the handouts at home or the books. We have 

exemplified how to make annotations as part of the scaffolding. Third, we 

administered diagnostic quizzes from time to time, where learners had to pick 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 used self-assessment during 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 the final correction, correct their own work writing 

what they got wrong and what they missed on the side as a form of annotation. 

5) The Muddiest Point Technique: This involved asking students after each lesson 

about the most difficult, challenging, unclear, or confusing 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. 

6) 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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schema activation. This is twofold. On the one hand, they were used to elicit 

learnersô cultural frames of reference, link the books to their personal and social 

experiences, and identify their strengths and weaknesses. On the other hand, they 

were implemented to increase brain power and raise learnersô awareness as 

described earlier. We also used lesson and test wrappers as additional 

metacognitive techniques (check Chapter 1). 

7) 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, how to write an essay, how to answer questions 

of different keywords, how to read for specific information, how to answer exam 

questions, how to self-assess, how to make a video project, how to research for 

the assignments, and how to formulate questions. This Scaffolding aids 

metacognitive processes.  

8) Visual Cues: The lessonsô handouts used visual cues related to famous classics, 

movies, series, cartoons, etc. based on the participants' favorite works elicited 

from the first questionnaire, and the teacherôs favorites as well. This was utilized 

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 characters, events, themes, 

etc. of each specific work; these were mainly used to implicitly enhance certain 

ideas that we wanted our learners to remember or focus on. 

9)  Video-Projects: CRT applies project-based learning where participants work 

together or individually to solve a problem. First, as CRT advocates, we 
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encouraged the use of multi-channels and the combination of audio-visual 

material and projects to trigger and stimulate various areas of the brain. Second, 

we wanted to make use of the participant's existing skills in filming and editing 

and integrate technology. Cultural responsiveness calls for building new learning 

on the basis of the pre-existing studentsô abilities. Participants were given a list 

of suggestions, out of which they chose their projects. They were also given the 

choice of working individually, in pairs, or in groups, of suggesting other ideas 

for the project or modifying the given ones.   

The first video project concerned óThe Little Princeô, and óPeter Panô; the 

suggestions we gave were as 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. Video reaction (comment on the content of a video by Jordan Peterson about 

Peter Pan) 

d. Role play: Choose 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 both óThe Little Princeô and óPeter Panô in one 

universe. 

The second project was about óThe Giverô, and óPride and Prejudiceô; the 

suggestions were as follows: 

a. Role play: choose any scene from óPride and Prejudiceô or óThe Giverô (this 

can be filmed and recorded or presented in class) 
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b. A group discussion of a central theme or idea in one of the books (the theme 

needs to be discussed from various angles and perspectives) 

c. Write a story completion of the óThe Giverô (alternative ending). What happens 

next? Narrate the ending you choose in a video, an animated video, or a 

presentation in the classroom. 

d. Imagine a similar world to that of óThe Giverô in Algeria and create a 

storyline. (What would happen?)  

e. If you were the giver what would you do? Write a storyline with the changes 

you suggest. 

f. Imagine óPride and Prejudiceô with Algerian characters. What would change? 

Narrate your suggested plotline or act it.  

g. Choose an idea from one of the books and say how it appeals and relates to 

your personal experience.  

h. Interview: assume the role of an interviewer, while your friend assumes the 

role of the writer of óThe Giverô or óPride and Prejudiceô. What questions would 

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 socio-cultural approach 

is providing students with choice-making space for studentsô voice and agency. 

Learners need to feel that they are the owners of their learning, hence allowing 

them to be part of course design and decision-making 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 learnersô since they make the choices 

together, and finally aids information processing because they would feel more 

engaged and more committed. In 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 

discourse, 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 books and 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 implicitly validates the learnersô own experiences and 

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 role in literary 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, socio-cultural 

context, philosophical context, etc.). This amplifies the role of social experience 

in literature; it raises the participants' awareness of the significance of culture in 

shaping those experiences that in turn shape literary discourse and literary 

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 (study-guide handouts) always started with a 

25-minute group discussion where the subjects shared their thoughts about the 

book or part of the book they read. The participants could comment on, argue 

against, discuss, or elaborate on each otherôs thoughts. The teacher took part in 

the discussion sharing opinions, and assuming the role of a guide of the 

discussion.  This was the most fundamental activity for examining readersô 

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 

heard and sharing their personal opinions automatically validates the studentsô 

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 have equal chances 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, their 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) Bloomôs Taxonomy: As clarified 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 new original work. This, we argue, can only be achieved 

if we integrate their social-cultural experiences and pre-existing skills into the 

teaching-learning process. Figure 15 demonstrates how we applied this 

taxonomy in our course design, with the help of the techniques aforementioned. 

Figure 16 

Use of Bloomôs Taxonomy in Course Design 

  

 

 

 

 

 

 

  

 

          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 triggers the brainôs reward and pleasure centers, helping it release 

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 (check Chapter 2). 
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ǒIntertextuality 

activities; 

ǒ Quizzes; 

ǒ Chunking; 

ǒSpaced Repetition 
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During the experiment, the researcher used instructive, corrective feedback to 

enhance studentsô performance and validate their efforts. We used verbal 

feedback during sessions and after correcting the video projects to encourage 

studentsô participation and interaction, using inclusive language and 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 correcting tests, activities, and assignments that 

sometimes took the form of a paragraph validating studentsô efforts, highlighting 

their errors, and suggesting ways to improve their work.  

These techniques were used to blueprint and style the handouts, format the lessons, 

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 we call in the 

second chapter óa cult of learning. 

Table 10 

Action Plan of the Experiment 

       Step  Objectives and/or content Techniques and /or 

Theory 

  

The óKnow 

Youô 

Questionnaire 

&  

The Teachersô 

Interview 

 

 

 

The Pretest 

 

 

 

1. Collect information about the 

student's experiences with 

literature in previous academic 

years.   

2. Collect titles of books, 

characters, themes, etc. to use as 

examples in the handouts 

 

 

Assess the subjectsô knowledge of 

literary analysis. 

 

 

CRT (cultural 

responsiveness 

recommends that 

teaching be based on 

pre-researched 

knowledge about the 

students.   

 

 

Bloomsô Taxonomy  

Visual Cues 
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       Step  Objectives and/or content Techniques and /or 

Theory 

 

 

     Session 1 

Handout 1 

 

 

 

 

 

 

 

     Session 2 

Handout 2 

 

 

 

 

 

Sessions 3 to 6 

 

Handouts 3, 4, 

5, and 6 (The 

Little Prince 

and Peter Pan 

Study Guides) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Session 7 

Handout 7 

 

 

 

 

 

 

 

1. Introducing basic literary 

elements  

2. Using examples from the first 

questionnaire  

3. Highlight the link between the 

literary devices 

 

 

1. Teach theme analysis  

2. Teach how to write a theme 

analysis essay 

3. Teach types of textual evidence 

and illustration 

 

 

1. Moving from reading to writing 

2. Moving from reading to 

interpretation 

3. Identify, explain, and analyze 

themes 

4. Find textual evidence for 

arguments. 

5. Teach the three levels of culture 

explicitly  

5. Link work to context 

(philosophical, biographical, and 

socio-cultural)  

6. Compare two works 

7. Link personal experience to 

literary work. 

8. Introducing symbols, motifs 

9. Highlight the dichotomy of 

cultural vs. universal issues 

10. Highlight cultural aspects 

(teach levels of culture implicitly) 

11. Give the first video project 

(session 5) 

 

1. Introduce types of questions 

2. Teach how to answer each  

3. Practice information from the 

previous study guides (sample 

questions from the two books) 

4. Teach how to outline essays 

answering each type. 

 

 

 

Picture Walk, 

Chunking, Schema 

theory (linking lesson 

content to the subjectsô 

previous knowledge 

elicited from the 

questionnaire) Visual 

Cues 

 

Spaced repetition  

Active recall 

Bloom's Taxonomy, 

Visual Cues 

 

 

 

CRT, Spaced 

Repetition, Active 

Recall, Bloomôs 

Taxonomy 

Reflective questions 

Intertextuality 

questions 

Schema Theory 

Visual Cues  

Classroom Discussion 

Project-based 

Learning  
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Active Recall 

 

 

 

 

O
b

s
e
rv

a
ti
o

n
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
 

  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
 

O
b

s
e
rv

a
ti
o

n
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
 

  
  
  
  
  
  
  
  
  
  
  
  
  



195 
 

       Step  Objectives and/or content Techniques and /or 

Theory 

 

 

Session 8 

Handout 8 

 

 

 

 

 

 

 

 

 

Session 09 

Handout 09 

 

 

 

 

 

Session 10 

Handout 10 

 

 

 

 

 

 

Session 11 

A mind map 

(The Giver 

study guide) 

 

 

 

 

 

 

 

 

 

 

Session 12  

Handout 11  

 

 

   Session 13 

 

1. Introduce plot types 

2. Illustrate using information from 

the first questionnaire 

3. Link the plot to devices 

introduced in previous sessions 

4. Introduce Character motivation 

5. Receive First Video Project 

6. Announce the start of reading of 

the third and fourth books 

 

 

1. Explain and illustrate POV types. 

2. Use examples from the studentsô 

first questionnaire 

3. Link to previous aspects 

4. Introducing Tone and Mode  

 

 

1. Introduce Characterization 

(types, analysis, etc.) 

2. Review character types from the 

first handout 

3.  Link to other aspects 

4. Give the Second project 

 

 

1. Review all the aspects studied 

using the Giver. 

2. Learn how to map thoughts 

through mind maps 

3. Compare to previous works 

4. Introducing Dystopian Literature 

(characteristics, themes, etc.) 

5. Compare the work to other 

dystopian novels like Fahrenheit 

451, 1984, The Hunger Games, etc. 

6. Introducing Allusion 

7. Highlight politics in dystopian 

literature. 

8. Highlight cultural aspects 

 

Practice Characterization Analysis 

 

 

 

1. Identify the subjectsô strengths 

and weaknesses 

 

 

Chunking, Spaced 

Repetition 

Visual cues, Schema 

Theory 

The Muddiest Point 

 

 

 

 

 

 

Chunking, Spaced 

Repetition, Active 

Recall, Visual Clues, 

The Muddiest Point 

Schema Theory 

 

 

Chunking, Spaced 

Repetition, Active 

Recall, Visual Clues, 

The Muddiest Point 

Schema Theory, 

Project Based 

Learning 

 

CRT, Spaced 

Repetition, Active 

Recall, Visual Clues, 

The Muddiest Point 

Schema Theory, 

Reading Diaries, 

Metacognition 
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Recall, Visual Clues 

 

 

CRT, Metacognition, 

Reflexivity, Spaced 
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       Step  Objectives and/or content Techniques and /or 

Theory 

The 

Metacognitive 

Questionnaire 

The 

Diagnostic 

Quiz 

 

Session 14 & 

15 (Handouts 

12 and 13, 

Pride and 

Prejudice 

Study guide 

 

 

 

 

 

 

 

 

 

 

 

 

 

Extra Session 

Presentations 

 

 

 

 

The Posttest 

2. Take a break   

3. Review what we learned 

4. Give the subjects the chance to 

reflect on their experience so far. 

5. Discuss the subject choice of 

books 

1. Emphasize Cultural Aspects 

2. Emphasize the link to context 

(historical, cultural, and 

biographical) 

3.  Review and illustrate all devices 

learned 

4. Introduce/ review literary eras 

(Romanticism, the Regency era, 

realism) 

5. Compare to previous works in 

terms of culture 

6. Compare to other classics 

7. Compare and contrast with the 

Algerian culture  

8. Introduce Indirect Discourse 

9. Introducing Style.  

10. Receive the second project. 

 

 

1. Discover studentsô weaknesses  

2. Discuss the projects 

3. Give some students the chance to 

present their work 

 

 

Assessing the Effect of the 

Treatment on the Participantsô 

Performance. 

Repetition, Active 

Recall 

The Muddiest Point 

 

 

 

CRT, Spaced 

Repetition, Active 

Recall, Visual Clues, 

The Muddiest Point 

Schema Theory, 

Reading Diaries, 

Metacognition.  
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Reflexivity 

 

 

 

 

Bloomôs Taxonomy  

Own Work.  

3.7. Ethical Consideration  

Any research must 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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¶ Research participants are not subjected to harm in any way whatsoever.  

¶ The dignity of research participants is prioritized, and the protection of their 

privacy is ensured. 

¶ The confidentiality of the research data and the anonymity of participants in the 

research are secured.  

¶ Exaggeration and deception about the aims and objectives of the research or the 

findings are avoided.  

¶ Honesty and transparency are enhanced when reporting the findings.  

¶ Bias in assessment is avoided. 

Conclusion 

The chapter described, in detail, the research design and the action plan of the research. 

Using a hypothesis-driven 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 research 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 

concerning 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 treatment. The 

next chapter will apply the chosen methodology to analyze the data and test the 

hypotheses.



 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Chapter 4 

Data Analysis 
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Introduction  

This chapter is devoted to the presentation and description of the results. As 

mentioned in the previous chapter, we organized the general analysis by tools following 

the order of implementation.  This chapter is divided into two parts.  The first part 

provides the results of the first pre-treatment phase (the óKnow Youô questionnaire, the 

teachersô interviews, the archival data, and the pre-test) and the observation (the 

observation checklist, the reflexive journal). The second section deals with the statistical 

analysis of the metacognitive questionnaire and the paired samples t-test, backed up 

with the diagnostic analysis of the pre-test.  

Part One: Analysis of the Pre-Treatment Tools and Observation 

In this part, the researcher relies mainly on qualitative data analysis methods (thematic 

content analysis for the pre-experiment questionnaire and interviews, typological 

analysis for the observation, and descriptive and diagnostic analysis for the pretest and 

archival data); we provide percentages whenever needed and make use of tables and 

graphs to demonstrate the results. 

4.1. Analysis of the óKNOW YOUô Questionnaire 

Following the principles of CRT, which necessitates making instructional 

decisions based on pre-researched knowledge about our students, and to ensure the 

reliability of our instructional tools, we have collected information via a studentsô 

questionnaire, a teacherôs interview, and archival data, supplementing them with the 

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 

questions was to help us collect the titles and names of the participantsô favorite movies, 
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books, animations, manga, and characters to use as examples and illustrations in our 

handouts (check appendix). Additionally, these questions indicated the following: 

¶ Most of the books mentioned were modern contemporary ones, which was 

affirmed by the answers to question number 22, where all the participants, except 

5, stated that they prefer modern works.  Only four classics were mentioned óJane 

Eyreô, óHard Timesô, óThings Fall Apartô, and óThe Great Gatsby.ô This was in 

tune with the teachersô interview responses, where their first-year teacher said he 

focused on postcolonial African literature, and their second-year teacher said he 

used óThe Great Gatsbyò, and ñThings Fall Apartò as examples in his class.   

¶ Modern Romance, tragedy, and dystopian movies were the most favorite among 

the participants (this aligned with their choice of óThe Giverô and óPride and 

Prejudiceô in the treatment), with young adult romance having the highest 

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. 

¶ The favorite characters and setting of the participants belonged mostly to 

Japanese animations such as óOne Pieceô, óNarutoô, óAttack on Titansò, óThe 

Secret World of Arrietyô and óYour Name.ô  

¶ 90% of the favorite quotes were taken from non-fiction books, mostly self-help 

books, which was justified by the answers to question 16, where most 

participants claimed they prefer non-fiction to fiction. When asked later about 

this, they explained that the language of non-fiction is easier. 
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¶ Unexpectedly, most participants (70%) did not answer the 10th question (name a 

character you dislike). For the 11th question, 80% of the participants indicated 

ñThe Great Gatsbyò as their most disliked book. They attributed this to their past 

experience with the book in the second year, where they had to read and analyze 

it. 

¶ Surprisingly, answers to questions 13 and 14 were almost identical for 20 

participants, who revealed that the ending of ñThe Fault in our Starsò was the 

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 ñThe Fault in Our Starsò. Again, when 

asked later if they read the book, only 5 participants gave a positive answer.  

¶ 90% claimed that they like reading short stories the most, while the rest chose 

the novel. This aligned with their answer to the 27th question since 80% of the 

participants listed 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. 

¶ 60% of the participants preferred reading in English, while 40% preferred 

Arabic.  

¶ 80% preferred English TV and literature to American, Arabic, and African ones. 

This might explain their choice of óPride and Prejudice. 
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¶ 90% preferred Studio Ghibli to Disney movies, which accorded with their 

responses to the 3rd question. This denoted some familiarity with the Japanese 

culture, values, and social norms, which were used for comparison and 

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 aspect of literary 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 so far to the 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 about its value. Only a few personal answers were 

elicited such as the following: 

Participant 1: ñI think it helps with languageò 

Participant 4: ñI read somewhere that it helps us be better human beingsò   

Participant 6: ñReading helps me improve my writing skills and know more about the 

world so I guess thatôs itò 

Participant 11: ñWhen we read literary works, we become more aware of differences 

between us and people around the world.ò 

Participant 23: ñI think it is important for languageò 

When asked about 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 because 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 recurring suggestions were romantic novels, love stories, and modern works.  

To support this data, we interviewed the participantsô teachers of literature in the first 

and second years. Below we present the results of the interviews. 

4.2. The Analysis of the Teacherôs Interview 

The aims of interviewing the teachers were 1) to collect information about our 

participantsô academic experiences with literature, 2) to check whether the teachers 

implemented any CRT-relevant techniques or approaches, and 3) to make our 

instructional choices.  Teacher 1 (first-year teacher) is a 34-year-old 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 (Second-year teacher) is a 31-year-old male 

specializing in literature. He has a óMagisterô in literature and has been teaching second-

year literature for six years. We followed a thematic-content method to analyze the 

interviews, eliciting the similarities and differences between the teachersô responses, 

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 

comprehensive course outline saying, ñNo, I do not give a defined course outline. 

Usually, I devote the first lecture to introducing the main issues to be tackled as well as 

the selected literary works related to each theme or topic.ò Teacher 2 claimed that he 
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usually gives his students a general outline of the course,  he added, ñI sometimes keep 

the titles of the literary works after a week or two because I need to know about the 

works that they have read and which literary works can be easy for them to read and 

understand.ò When asked about the content of their course, we noticed that the contents 

of both years were not focused and bore great resemblance. Teacher 1 said, ñLectures 

of the first semester are devoted to literary analysis while the second semester is for 

literary movements. Usually, I teach post-colonialismé I teach prose, poetry, and 

drama (definition, features of the text, types, ways to analyze any particular genre. etc.). 

Similarly, Teacher 2 taught óelements of the novelô, i.e. plot, setting, characters, and 

themes providing basic definitions, then moved to ódifferences between prose, poetry, 

novels, plays, etc.ò and then óintroduced literary movements.ò Teacher 1 focused only 

on post-colonialism and African women writers, while teacher 2 introduced post-

colonialism, realism, and modernism, yet not in 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 

information. They had the same argument for this. Teacher 1 stated, ñI do not give 

handouts. To my experience, I think handouts only make lazy students. Once you give 

ready-made lectures, the majority of students no longer take initiative and do research.ò 

Teacher 2 stated, ñNo, I never provide them with handouts because I do not have one 

and l avoid limiting them and myself to some particular lessons. I think it's more 

encouraging to let them read and do their own research and it's easier for me to be 

flexibleò. This goes against CRT which calls for the use of various types of instructional 

material to support and enhance learning.   
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3) Teaching Approach: Both teachers seemed to lean toward the sociocultural 

approach which shared basic assumptions and objectives with CRT. While Teacher 1 

clearly stated that he used the socio-cultural 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 based his instructional choices on his knowledge of his 

students ( I need to know about the works that they have read and which literary works 

can be easy for them to read). Moreover, he claimed that at the beginning of each lesson, 

he tried ñto know about the studentsô background knowledge then let them think of the 

definition of the term or the studied ideaéò He allowed ñthe students to tell stories and 

try to get examples from themélook for common examples before providing them with 

stories that they may not be accustomed to.ò These practices reflect 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 observation 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 this link explicitly in the classroom.  

4) The Literary Works : Teacher 1 assigned short readings to the students assuming 

that it was early for learners to read lengthy works. He said, ñSince I teach first-year 

students, I avoid giving novels because they are a bit long to read. I prefer short 

stories.ò.  The second teacher gave his students a list of novels, poems, and short stories 

including works like óThe Great Gatsbyô, óThings Fall Apartô, and óThe Giverô among 

which each student had to choose one to read.  This particular choice made by the 
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teachers had a major impact on the learnersô experience with literature and on the 

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 

questionnaire. As a matter of fact, 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. When given the chance to choose the second book, they chose 

óAnimal Farmô saying that it was the shortest, most interesting book they found. This 

may link to CRT's claims that our present instructional choices may have a long-lasting 

impact on our studentsô future learning.  

5) Assessment: The 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 give essay questions, 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 question, whereas 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 answer questions like, óName the author, the main theme, the protagonist of 

the story, etc.ô  While it is important to ask direct questions to check studentsô 

memorization and recall certain concepts, it is vital to test their ability to produce and 

create based on their comprehension which is illustrated in Bloomôs Taxonomy. This 
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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 last similarity between the teachersô responses was their justification for 

some instructional decisions. Teacher 1 said he depended mainly on short stories 

because he believed that first-year students did not have sufficient competency to read 

lengthy works (Since I teach first-year students, I avoid giving novels because they are 

a bit long to read. I prefer short stories). In like manner, Teacher 2 said, ñSince I am 

teaching second-year students, I try to focus more on literary movements because I 

doubt their ability to analyze due to their level and I think literary theories are too much 

at this level.ò This opposes one of the main principles of CRT, which calls for nurturing 

studentsô existing abilities and at the same time challenging them.   

4.3.  Analysis of the Archival Data 

The archival data were valuable for two main reasons. We used them to gather 

more information about our participantsô past performances in literature and to reduce 

the chances for a óregression towards the meanô as a threat to internal validity. Statistical 

regression happens when research is based on an óextreme group.ô Although we clarified 

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 helped us exclude óregression towards the meanô from the 

threats of internal validity, showing a variance in scores (Figures 16 and 17); 

unfortunately, they were not indicative of the studentsô levels in Literature.  
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Table 11 

Participantsô Average Scores of Literature in First and Second Years. 

Subjects First Year Scores Second-year 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 13.5 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 11.5 

Std30 5 7 

 

The scores manifested some lucid differences between the two teachers and even 

more substantial differences with the scores of the pre-test.  For instance, Student 3 had 

an average of 6 in the first year, 14 in the second year, and scored 5 in the pre-test, while 

Student 5 had an average of 16.5 in the first year, 2 in the second year, and 5 in the pre-



208 
 

test. This discrepancy might be caused by the different forms, criteria, and requirements 

of the teachersô assessment. We argued in chapter one that if teachers adopt similar 

philosophies of teaching and assessment approaches, we could reduce such 

incongruities which could help our students identify their academic interests and 

predilections leading to more meaningful learning.  

Figure 17 

Studentsô Average Scores in Literature (First Year) 

 

 

 

 

 

Figure 18 

Students' Average Scores in Literature (Second Year) 

 

4.4. Diagnostic Analysis of the Pre-test 

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 indicated in chapter 
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three (Std for student, T.S for thesis statement, A.D for analysis and discussion, T.E for 

textual evidence and examples, G.P for grammar and punctuation, and C for coherence). 

Table 12 

Detailed Results of the Pre-test  

Students  T.S. A.D. T.E. G.P. C Pre-test   

Total 

Std1 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 1.5 4.0 1.5 10.0 

Std7 0.5 3.5 2.0 4.5 1.5 12.0 

Std8 0.0 1.0 1.5 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 1.5 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 1.5 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 5.5 

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 4.5 

Std22 0.0 1.5 1.0 1.5 1.5 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 1.5 1.5 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 

reasons behind the low scores. The researcher divided the criteria into two broad 

categories namely ólanguage and structureô and óanalysisô, which were subdivided into 

five subcategories 1) thesis statement, 2) analysis and discussion, 3) textual evidence 

and illustration, 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  

 

Scores in the first category were relatively 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 level. When investigated, it turned out that the 

participants did not have a teacher of academic writing for two years. This might have 

had a major impact on the studentsô performances in the pre-test.   

 

 



211 
 

Figure 20 

Thesis Statement Scores Frequencies (Pre-test)  

 

 

Moreover, the participants seemed to struggle with the same linguistic areas, 

mainly sentence structure, and punctuation (figure 21).  

Figure 21   

Grammar and Punctuation Scores Frequencies  

 

Examining the papers of the pre-test, we could summarize the following points 

based on the most common grammatical mistakes: 

Ë Some papers did not contain any punctuation marks, which resulted in a large 

number of fragments. 
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Ë Only students 2, 6, and 7 showed a moderate command of punctuation rules.  

Ë Most students had subject-verb agreement, tense consistency, and article use 

problems. 

Ë Most students could not differentiate between a dependent and an independent 

clause, which is also linked to punctuation problems.  

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 grammar which called for enhancing 

linguistic competence during the treatment through regular written assignments and 

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 most students scored between 0 and 1 out 

of 2 (figure 22). This is not surprising considering their weaknesses in grammar, 

punctuation, and essay outlining. In addition, most of them did not have a thesis 

statement to follow.  

Figure 22 

Coherence Scores Frequencies (Pre-test)  
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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, with different keywords; 

however, we noticed the participants approached the questions in a similar way. We 

could identify these patterns in the answers: 

Ë Participants could not place the quotes given in the book;  

Ë They could not be selective when asked to identify the themes present in the 

quotes. Instead most mentioned all the themes of the book and started explaining 

them forgetting about the quote in the question;  

Ë 70% of the subjects started their essay with biographical information about the 

writer which showed a lack of creativity; 

Ë Subjects confused explanation and analysis with the summarization of the story. 

80% of the answers were merely a retelling of the story of óThe Little Prince.ô 

Figure 23 below shows that 22 students scored between 0.5 and 2 out of 6 points. The 

results were compatible with those of textual evidence and illustration.  

Figure 23 

Analysis and Discussion Scores Frequencies (Pre-test)  
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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 this area (figure 24). 

We noticed the following common aspects when correcting the papers: 

Ë Most students could not identify the right quotes to use for illustration; 

Ë They could not appropriately formulate, or place the quotes within the text. The 

quotes were randomly put in the middle of sentences without any reporting 

verbs, inverted commas, introductions, or comments. 

Ë 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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4.5.  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 session. To build the 

cult of learning discussed in the previous chapters, we ensured that certain classroom 

practices were regular and consistent during the treatment.  

V All the sessions started with a warm greeting followed by a small inquiry about 

the studentôs academic and personal week. The teacher asked about things such 

as their health, families, projects, assignments in other modules, etc.  

V The teacher then asked if all the students received, and read the handout (the 

handout is sent at least 4 days before the session). 

V The teacher checked whether students were advancing in their reading of the 

book. For instance, we asked them if  they were enjoying the reading, and if they 

were facing any problems. Students had a few minutes to share their general 

impressions of the book. 

V The teacher asked whether anyone had a question related to the previous lesson, 

if any, the teacher answered them immediately providing more examples if 

necessary. 

V Using the board, the teacher recapped the major points of the last lesson together 

with the students, usually in the form of mind maps. 

V The teacher clearly stated the objectives of the new lesson. Usually, the 

objectives were written on the handouts in the form of statements or questions.  

V The technique of the muddiest point was implemented in all sessions. 
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V Constructive corrective feedback and praise were enhanced in each session. 

V The technique of picture 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 Scaffolding was used in all sessions. The teacher always modeled any skill, task, 

technique, or procedure before asking the learners to work on it.  

V Lesson wrappers were used at the beginning and end of each session. 

V Reading diaries were recommended with each book.  

V Written assignments were given every week. 

V Visual cues were 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 

data-driven from the reflexive journal.  

4.5.1. Session 1: Basic 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 devices); 

2) Use the first handout as a map for our course outline (picture walk); 

3) Establish the first and basic link between the studentsô experiences and our literary 

course (use of examples from the first questionnaire).  

For this session, the teacher used a lesson 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 studentsô preferences elicited from the first questionnaire, and the teacherôs own. This 

was done as a part of exhibiting ósimilarity of interestsô, which is a principle of CRT. 

The teacher made sure that the participants knew which titles were her favorites, 

and which were the studentsô. Each time we discussed an example, the teacher 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 these discussions 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 the participants 

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 literary devices. 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 questions (metacognition): 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 reader of the areas and 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. (note that NA = 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 was 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 compare characters in terms of role and quality, and comparing 

the plot of óThe Lord of the Ringsô to other works they analyzed the year before. The 

results also showed inconsistency in some skills like answering questions, explaining 

concepts, and summarizing information. 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, and character types, the teacher tried to incorporate the 

participantsô personal experiences by asking things like ñThink of people you know of 

similar character type, think of what this animal, idea, color, sound, or smell symbolize 

to you and compare it to your peers,  think of the way you felt through the events of 

your favorite movie, and try to identify the tone linked to each feeling, etc.ò We noticed 

that although students knew the answers to such questions, they hesitated when asked 
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to share. Similarly, students had difficulties formulating their questions and often 

needed the teacher to reformulate it for them.   

Table 13 

Results of First Session Observation Checklist: Comprehension 

Element Observed NA 0 1 2 3 
Comprehension      

1. Students can easily understand task instructions     X 

2. Students can follow along with instructions     X 

4. Students can understand the language in the handouts     X 

5. Students can understand the language of the books X     

6. Students can understand questions   X   

7. Students can explain concepts when asked   X   

8. Students can recall previously learned information  X     

10. Students can infer meaning (demonstrate inferential comprehension)  X    

11. Students can link information to their experiences    X  

12. Students understand links between literary works and types of 

context 
X     

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 motifs, easily identify their own cultural 

frames of reference, 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 0 1 2 3 
   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 

(culture-specific) 
 X    

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 culture  X    

8. Students can recognize cultural differences across various 

books, movies, animation, etc. 
X     

9. Students understand the link between culture and literary 

discourse 
X     

10. Students can identify with óthe otherô X     

11. Students can infer meaning from unfamiliar cultural 

ideas 
X     

 

For example, when asked to reflect on sisterhood in Algeria and compare it to 

that manifested in the animation movie óFrozenô (which turned out to be a favorite 

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 characters in both cultures, they couldnôt proceed with 

the comparison.   

c) Interaction: Overall, students displayed high interaction in the first session; we 

attributed this to the inclusion of studentsô preferences and favorite movies in the 

handouts. It could also be linked to the degree of familiarity they had with some 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 inconsistencies 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 Checklist: Interaction 

Element Observed NA 0 1 2 3 

Interaction       

1. Students constructively contribute to the class     X 

2. Students prepare the handouts as asked (read at home 

before class) 
   X  

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 their viewpoints  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 attention. When given a task in class, they did not 

complete all the parts of the task maybe 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 didnôt attend to what a peer was saying; the teacher had to repeat 

the comment or answer of 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 able to observe studentsô general attitudes towards the teacher and each other. They 

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 was sufficient.  

Table 16 

Results of the First Session Observation Checklist: Community Building  

Elements Observed  NA 0 1 2 3 

Community building (Cooperative Learning)      

1. Students show respect to each other     X 

2. Students show respect to the teacher     X 

3. Students work in pairs or groups to solve problems and 

answer questions 
 X    

4. Students work in groups on projects  X     

5. Students communicate their concerns as a group to the 

teacher 
X     

6. Students help each other complete tasks  X    

7. Students appreciate the efforts of each other X     

8. Students are happy when one student gets good feedback X     

9. Students acknowledge the efforts of their peers when 

working on tasks or projects 
X     

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 that character types were the most challenging 

elements which 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. 

4.5.2. 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 the rest 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 

to improve studentsô abilities to: 

1) Recognize and name themes in a literary text; 

2) Identify main and sub-themes; 

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 illustration to help 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 use to support our analysis (quotes from the text itself, 

quotes from other books, in-text citations, story events, views of literary critics,  etc.). 

The books used were óHard Timeô, óThings Fall Apart, óLord of the Ringsô, and 

óThe Hobbitô. We chose the first two books because the students were familiar with their 

content and general plot lines (as per the teachersô interview and students' first 

questionnaire), whereas the last two were chosen since they are among the teachersô 

favorites (which was already communicated to the students in the previous session).  

The techniques used in this session were: 

1) Spaced Repetition: The 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 studentsô background knowledge.  

3) Active Recall: With the help of the teacher, the participants were asked to work 

in pairs or groups and try recalling and outlining the plotlines and themes of the 

books mentioned in the handout. 

4) Bloomôs Taxonomy: The teacher planned 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 already read), to 

comprehending (understanding the role of themes, their link to other devices, the 

structure of theme analysis essays, etc.), to analyzing (analyzing themes, 

analyzing structure of an essay), to creating (try and write a theme analysis essay 

at home 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 low comprehension. 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 difficulty; not only they 

did not know how to write essays, but they did not recall the plot lines of óHad Timesô 

and óThings Fall Apart.ô The teacher had planned a classroom discussion around the 

themes of the books, and the cultural references in each, but it was not possible. The 

teacher had to change the instructional tool on the spot, replacing the classroom 

discussion with the activity of active recall described above. While the students worked 

on the plotlines of óHard Timesô and óThings Fall Apartô, the teacher summarized the 

main idea of óThe Lord of the Ringô and explained the cultural and religious references 

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 was based heavily on ósupposedlyô background 

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 academic tests, 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 aspects of 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. I was surprised that the participants rushed to do this 

task.  Students had difficulties in areas 3, 6, 7, 8, 11, and 13 which was justified given 

the details we just shared about the session. Students still could not formulate their 

questions properly. 

b) Cultural Awareness: When examining their cultural awareness, we noticed that the 

participants did not demonstrate 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, cultural, and 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 literature.  

c) Interaction: This session recorded a fair level of interaction. However, 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 in areas 8, and 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 seemed more 

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, when examining cooperation, we 

remarked that some participants worked in pairs on the task, but 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, was 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 home about 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 common grammar and structure mistakes, and ways to overcome 

them.  

4.5.3. Sessions 3 and 4: óThe Little Princeô Study Guide 

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 different question 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 Study Guide started by asking the learners to research and find 

information about a) the writer (try finding any information from the biography of the 

writer that is relevant to the bookôs themes, characters, events, etc.), b) the historical 
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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, textual evidence, and the link between context and text. Both 

guides extracted the most relevant quotes to the themes of the books to enhance learnersô 

comprehension of the previous lesson (note: the reader needs to verify the handouts in 

the appendices to check the 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 consisted of 6 activities.  

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 of the handout and share them at the end of the session. 

4) Classroom Discussion: As clarified in the previous chapter, all study guide 

sessions started with a discussion, where participants shared their opinions and 

impressions about the book.  

5) Visual Cues: The handouts were óThe Little Princeô themed. Pictures relevant to 

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 activation): The handout consisted of reflective 

questions that link studentsô experiences to the journey of óThe Little Prince.ô  
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7) Bloomôs Taxonomy: The handouts covered a variety of question types (identify, 

explain, comment, analyze, discuss, and compare) that were meant to trigger the 

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 óThe Little Prince.ô 

Before answering the questions 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 research the 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 famous existentialist 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 comprehension during 

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 example, students 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 importance in literary interpretation. 

However, after linking existentialism to the book, the students seemed to have a better 



230 
 

understanding of the meaning behind the characters, actions, and setting of the book.  

Finally, skills 1, 2, and 3 were demonstrated appropriately and consistently. 

b) Cultural Awareness: Unlike the previous session, these two allowed us to examine 

students in some of the areas of cultural awareness. While we couldnôt observe skills 3, 

4,5,8, 10, and 11, the results of the checklist indicated that the participants could neither 

identify nor explain 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 is making óthe familiar strangeô that is more challenging, that is 

recognizing and expressing our own cultural set of beliefs and values.  

c) Interaction: The sessions 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 study guide and the second one in the second study guide (check 

appendix); they interacted and argued, opposing each otherôs views. In the sixth activity, 

the teacher asked the subjects to explain how the writer used the analogies of the Little 

Prince, the fox, 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 them if they agreed with the Pilotôs representation of grownups.  

d) Cooperative Learning: Although we couldnôt observe most of the skills in this part, 

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 groups without 
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the teacher asking them to. Lastly, the learners claimed they could not yet grasp the 

differences between the various question keywords, which was the muddiest point of 

the two sessions. For the assignment, the learners were given the task of writing a short 

analysis of one of the themes of the book. 

4.5.4. Sessions 5 and 6: óPeter Panô Study Guides 

The objectives of the two sessions were: 

1) Emphasizing the importance of biographical information in literary text 

interpretation; 

2) Enhancing the learnersô understanding of intertextuality (comparing óPeter Panô to 

óThe Little Princeô);  

3) Highlighting the cultural elements in the book; 

4) Highlighting the role of readersô personal experiences in text interpretation; 

5) Explicitly teaching the three levels of culture; 

6)  Explicitly teaching the link between emotion, 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 second consisted of 8 activities. 

In the intertextuality activity, the teacher designed a task of comparing óPeter Panô and 

óThe Little Princeô in terms of themes, characters, and charactersô motivations. For 

active recall, the participants were asked to write down their thoughts, comments, and 

questions as they read the handouts at home. The first handout was Peter Pan-themed, 

and the second one was both óPeter Panô and óThe Little Princeô-themed since it stressed 

the comparison between the two.   
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 After collecting the 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 participants found óPeter Panô more challenging than óThe 

Little Princeô in terms of length and language. They also expressed that the questions 

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 were demonstrated consistently and 

effectively during both sessions. However, students still had problems with 

summarizing information; they 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 the socio-cultural experiences 

of authors in their writing may have helped in raising studentsô cultural awareness. This 

could also be attributed to the universality of themes and issues discussed in the two 

books (choice, responsibility, family, love, friendship, etc.). These kinds of themes 

touch on everybodyôs life and experience, which facilitates meaning inference and 

comprehension. We could also observe some 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 

studentsô judgments and tolerance. Participants had contradicting views concerning the 

actions of characters such as Peter Pan, Hook, Tinker Bell, Mr. Darling, The King, The 

Snake, the Businessman, etc. While some couldnôt decide on the righteousness of these 
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characters, others could easily place them as bad. Overall, there was a noticeable 

intolerance towards any action that did not fit the studentsô cultural frames of reference.   

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, and activity 2 of 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, the first is 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 concept, its 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 looking forward 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 they had difficulty distinguishing between the types 

of questions, thus prompting us to devise a session that focused on the nuances of 

question types and the appropriate methods for responding to them. The students were 
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asked to choose one question from the study guide and try writing an outline for the 

answer at home.  

4.5.5. Session 7: Types of Questions and How to Answer Them   

CRT requires teachers to investigate their studentsô weaknesses and work on 

them. Since our participants faced difficulty distinguishing the different questionsô 

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 most common question types; 

3) Demonstrate how to answer each type of question; 

4) Review essay structure;  

5) Test learnersô comprehension of the two books. 

The techniques used in this session were: 

1) Chunking: Only 6 types of questions were studied (identify, explain, comment, 

analyze, discuss, and compare and contrast). 

2) Spaced Repetition: The handout used sample questions about óThe Little 

Princeô and óPeter Pan.ô 

3) Active Recall: By the end of the session, the participants were asked to close 

their copybooks and recall the types of questions, and the ways we outlined the 

answers to each. 

4) Bloomôs Taxonomy: The session was planned to move from the lower level of 

the pyramid of the taxonomy to the highest (identify, comment, explain, analyze, 

discuss). When students grasp all these 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) Self-Assessment: When given a sample question, learners were asked to try and 

write down their answers, and then 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, we introduced 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 used). The 

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 three areas together.  

ü 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 asked to generate 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 

questions from the previous study guides.  

Concerning the types of questions, the participants seemed to have more 

difficulties understanding óexplainô and óanalyzeô questions, which was confirmed in 

the muddiest point task, and later in the first metacognitive questionnaire. Moreover, 
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the students showed a moderate level of interaction. They were hesitant to answer 

questions, guess forms, or try on tasks. Most learnersô (around 60%) did not answer 

questions, yet most of them asked important questions.  

When asked to try and recall the information, we noticed 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 turned to the teacher 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 outlines we created in class. 

4.5.6. Session 8: Plot Types  

The lesson was based on Bookerôs classification of the basic plots. Luckily, there 

are 7 basic types of plots, each having up to 5 stages, which was in tune with the 

chunking technique. The handout contained texts from Bookerôs book óThe Seven Basic 

Plots: Why We Tell Storiesô covering the definitions, characteristics, and storylines of 

each plot type. The handout used a variety of examples from the first questionnaire, 

classics, the teacherôs favorite books, movies, and animations. The objectives of this 

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 plot types, 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 

studied earlier. The participants were also asked to identify the types of the plot 

of óThe Little Princeô and óPeter Panô. 

2) Active Recall: Since the handout was loaded with details of each plot, the teacher 

used a diagnostic quiz at the end of the session to check 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 were asked 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 communicated that 

they could not 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, asking 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 understanding. What we observed during this session was that the familiar examples 

played a key role in learnersô comprehension.  
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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 plot types, we came across a variety of examples 

leading to strike-up conversations about Western storytelling, Hollywood movies, and 

ideologies behind fairytales. We discussed things like the clich®s órags to richesô 

Hollywood plots, Shakespearean vs. modern tragedies, Hollywoodôs take on the plot of 

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 books and 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 works that could 

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, 

introducing an extra plot type órebel against the oneô, which is the basic plot for 

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 since they had already chosen 

óThe Giverô as our next read. The teacher promised that they would learn more about 

the plot in upcoming sessions. 
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d) Cooperative Learning: The session recorded high cooperation among the peers; 

participants demonstrated, consistently and appropriately, all aspects of cooperative 

learning except for areas 4 and 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 cooperation (2nd, 7th, and 9th sessions).  

 The learners identified óComedyô as the hardest type of plot since it did not have 

clear stages like the rest of the plots. Therefore, the researcher listed several movies and 

plays that followed this type and advised the participants to watch one and try to identify 

the stages while watching. For the assignment, the learners were asked to identify the 

plot types of the óLittle Princeô and óPeter Pan.ô 

4.5.7. Session 09: Point of View (POV) 

The handout started with a recap of the 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 illustrated the concepts of point-of-view shifts and 

stream of consciousness (SC) (check appendix).  The handout incorporated familiar 

works to the students like óThe Great Gatsbyô, ó1984ô, and óPeter Panô. In addition, it 

covered sample texts from Fahrenheit 451- a dystopian work that shares many 

similarities with óThe Giverô (the students' first choice), and others from óPride and 

Prejudiceô- the second book learners chose for our class. The main objectives of this 

lesson were to help learners: 

1) Review previous information 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 of the first and third areas on the checklist. 

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 to face difficulties comprehending the 

concept of stream of consciousness, and the language of the sample texts taken from 

óMrs. Dallowayô, óThe Sound and the Furyô, and óUlyssesô due to the unfamiliar 

structures of SC. 

b) Interaction: The students displayed a fair level 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 cognitive 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 óThe Forty Rules of Loveô By Elif Shafak, in the part of POV shifts, a 

modern infamous best seller.   

I expressed earlier 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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interesting. The pattern we observed here was that each time we used a personal favorite, 

the learners showed more interest and asked more questions. This confirmed CRTôs idea 

that showing ósimilarity of interestô is key to the enrichment of classroom 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 with a recap of charactersô types from the first handout, then it moved 

to introducing, defining, and illustrating characterization with its various types and 

techniques.  The practice handout consisted of sample texts from óThe Little Princeô, 

óPeter Panô, and óThe Giverô, where students had to identify the type of characterization 

in each. The handout ended with an activity that required the participants to identify 

what some major charactersô actions from óThe Giverô say about them in an attempt to 

link characterization 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 charactersô types and characterization; 

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 17 summarizes the contradicting observation results of the two sessions. 

 

 



242 
 

Table 17 

Results of the Observation Checklists of Sessions 11 and 13 

 Lesson Session 

Session11 

Practice Session 

Session 13 

Comprehension All elements demonstrated 

consistently and appropriately 

Most elements not demonstrated  

Cultural 

Awareness 

All elements demonstrated 

consistently and appropriately 

except 10 and 11 (NO) 

Most elements not demonstrated  

Interaction  All elements demonstrated 

consistently and appropriately 

Most elements were not 

demonstrated at all (no 

participation/ no interaction) 

Cooperative 

Learning  

Elements 1, 2, 3, 5, 6, and 8 

are demonstrated consistently 

and appropriately 

No cooperation  

 

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 time. It could 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 remarkable improvement in inferring meaning, linking new 

knowledge to the pre-learned, 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 read. Likewise, they could argue and oppose each 

otherôs and the teacherôs opinions, still showing respect. 

Concerning cultural awareness, there was an apparent change in attitude towards 

óthe other.ô They seemed more tolerant and understanding of charactersô actions than 

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 charactersô traits, personalities, actions, and motivations in relation to 

our cultural frames of reference. It was revealed that the participants could both identify 

and express their cultural frames of reference clearly, and efficiently- something they 

struggled with in the previous sessions. Additionally, it was noted that 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 the lowest levels 

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 preceded by the analysis of 

óThe Giverô- another class that exhibited high interaction. The teacher did most of the 

work and answered most questions. It was surprising that the participants could not 

identify or recall aspects they easily recalled from the last two sessions. When 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. 

History involves any external events that might affect learnersô performances other than 

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 

to redo the same task after the analysis of óPride and Prejudice.ô  

4.5.9. Sessions 11: óThe Giverô Study Guide  

As promised in session (08), we started the class with a recap of plot types 

focusing on órebel against the one.ô We answered the studentsô questions, explained the 
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characteristics of dystopian literature, and provided more examples. Then, we 

proceeded to a discussion about the plot types of óPeter Panô and óThe Little Prince.ô 

The Analysis of óThe Giverô took a distinct form. The teacher did not use a handout, 

instead, we used handwritten mind maps that we re-drew on the board. The first one 

mapped the themes of óThe Giverô, generating a set of questions for each.  The second 

one organized the themes of the book around one that the teacher thought was the most 

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 thoughts; 

2) Generate questions 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 of intertextuality); 

7) Review the three levels of culture. 

The session relied mainly on Bloomôs Taxonomy (moving from comprehension 

to creation), spaced repetition (review of plot types and POV), and intertextuality and 

context activities. The session started with 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, etc.) aiding 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, students manifested fair levels in all four areas; we could 

summarize the most important results as follows: 

ü Students developed a better understanding of the three levels of culture, although 

they seemed to find difficulties placing some aspects (between the shallow and 

deep culture). 

ü Once we explained the content of the mind map, the learners showed more 

enthusiasm towards the book. 

ü They seemed to have a problem tolerating sensitive and taboo issues. They 

refrained from the discussion of sexuality and sexual needs that come with 

puberty which were essential in understanding the themes of censorship and 

totalitarianism in the book. 

ü They seemed to be more interactive when analyzing the theme of language 

control since it led to striking up a conversation about the chapter on language, 

thought, and identity in linguistics. Most students showed interest in linguistics 

and philosophy and were more immersed in this conversation. 

ü However, the highest interaction was recorded once they were asked to compare 

our modern world to the world of sameness in óThe Giver.ô There was a 

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 participants had to choose one of the questions we formulated 

and answer in the form of a paragraph. 
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4.5.10. Session 13: The Metacognitive Questionnaire and the Diagnostic Quiz 

The purpose of this session was to take a break to avoid cognitive load. The 

metacognitive questionnaire was used both as an instructional tool and a data collection 

tool. The approach adopted in the treatment recommends the use of metacognitive 

questions and activities to help students reflect on their thinking and learning and 

pinpoint 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 

incorporated 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: 

ü We reviewed the main points of the last session, 

ü administered the quiz, 

ü distributed the questionnaire,  

ü and finally, shared the feedback for the first video projects received two weeks 

earlier. 

Given the plan above-mentioned, 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 below. As the table indicates, the participants demonstrated skills 

1, 2, 6, 8, 10,11, 12, 13, 14, 16, and 17 consistently and effectively, while the 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 observation was that learners 
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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 proved the effectiveness of 

these techniques. Moreover, most students seemed to have problems understanding 

questions 21, 24, and 25 from the first part of the questionnaire, and 13 and 14 of the 

second part (check questionnaire analysis). In addition, learners could 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 community; learners 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 of their 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 general 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 noting here that the students also acknowledged the effort of their delegate 

who helped those having internet problems with editing and submitting their work. 
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Table 18 

Results of the observation checklist of session 13 

Element Observed NA 0 1 2 3 
1. Students can easily understand task instructions     X 

2. Students can follow along with instructions     X 

3. Students can recall previously learned information   X   

4. Students can summarize information   X   

5. Students can explain concepts when asked   X   

6. Students are engaged with the material (quiz/ questionnaire)     X 

7. Students can understand the questions of the questionnaire   X   

8. Students can share their ideas with the class     X 

9. Students ask the teacher when they donôt understand a question   X   

10. Students ask their peers when they don't understand a question     X 

11. Students Appreciate Feedback     X 

12. Students are happy when one student gets good feedback     X 

13. Students acknowledge the efforts of their peers when working on 

tasks or projects 
    X 

14. Students acknowledge the efforts of their delegate      X 

15. Students acknowledge the effort of the teacher     X 

14. Students acknowledge the efforts of their delegate      X 

15. Students acknowledge the effort of the teacher     X 

16. Students can identify cultural differences between the four books     X 

17. Students understand the value of culture in learning literature     X 

 

4.5.11. Sessions 14 and 15: Pride and Prejudice Study Guide 

  Session 14 was used for the analysis of óPride and Prejudiceô, while 15 was a 

session devoted to practicing POV and characterization using sample texts from the 

book. We tried to work on the studentsô difficulties elicited from the metacognitive 

questionnaire (explain and analyze questions, characterization, finding illustration, etc.) 
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by answering sample questions using the technique of self-assessment as described in 

session 7.  

When the students chose óPride and Prejudiceô, we decided to keep it last as to be able 

to: 

1) Review the levels of culture (the book demonstrates 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, most types of 

characters, an interesting form of POV (indirect discourse), the most common themes 

in literature (which happened to be the studentsô favorites), and a unique writing style 

(a unique take on romanticism, and an early shift to realism).  

4) Introduce style. óPride and Prejudiceô was used as a course wrapper since style was 

the last element in the first handout. 

5) Revisit literary movements (Romanticism, the Regency era, and Realism). 

We incorporated the same techniques used in the study guides of óThe Little 

Princeô and óPeter Panô, except for chunking, which we sacrificed for the sake of 

coverage. The lesson handout contained questions about all the aspects previously 

learned and ended with some personal questions (what students liked or disliked, the 

character 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 

and 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 a general agreement that the book was overrated and that it 

was ójust a simple love storyô which soon changed after completing the study guide, 

highlighting Austenôs unique style, explaining the theme of social criticism, and 

identifying the cultural representations in the book. Students 6 and 7 exclaimed that only 

then they could understand why Jan Austen is a much-celebrated author; the whole class 

seemed to agree that there was a change of mind about the book. This only further 

emphasized the importance of context 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 analysis of the book to their own cultural frames of reference without 

being asked or guided by the teacherôs questions. There was progress in the skill of 

tolerance. Students showed more sympathy, understanding, and respect for óthe other.ô 

They seemed to be less judgmental 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 effectively however students had some 

difficulties; 

ü They found the questions more challenging especially the ones on POV;  

ü They struggled with the length and language of the book;  

ü They had difficulty recalling all the details and events of the story, which were 

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 on this during the practice session. 

4.5.12. 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 this session 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 learning. 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 reflexive journal to observe the assignments, the 

reading diaries, and the projects and 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:  

ü 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 sources; 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 

improve their language and analysis. It was only after we finished óThe Little Princeô 

Study Guide that the researcher started receiving original work.  

ü The researcher could barely see any improvement in language skills during the 

first seven weeks. If there was any progress, 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.  

ü When given the choice, learners often chose opinion questions or those which 

link to their 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 

gave them the chance to be óheard and seen.ô 

ü Students often discussed the written feedback on their assignments with the 

teacher. They enquired about their mistakes, especially those concerning language and 

structure. 

ü Students 1, 3, 4, 7, 9, 10, 14, 17, and 19 always did extra work at home and asked 

the teacher to correct it. They also sent essays via email and asked for feedback.  

ü When given the assignment of óThe Giverô, all participants with no exception 

answered up to three questions, even though the task required answering 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 

 

Skills Observed 

The 

Assignments 

The Video 

Projects 

 1 2 3 1 2 3 

The participants understood the task and the instructions.   X   X 

The participants demonstrated command of the topic 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 

The participants 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 

effort put into them. This proved CRTôs claim that studentsô performances are enhanced 

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. We could summarize the points in the reflexive journal as 

follows: 

ü The video projects were the studentsô most enjoyable task. Students showed their 

appreciation of the task both through the quality of their work, and verbally to 

the teacher. 

ü It is noteworthy that I 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 learning discussed in Chapter 2 and adopted in our study.  
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ü   Students displayed high levels of creativity and imagination, which could not 

have been discovered if it wasnôt for the video projects. 

ü Most students chose group work (something they refused at the beginning of the 

treatment as per the observation); only 4 students did the work individually, 

which is another sign of cooperative learning and community building. 

ü There was a significant discrepancy between the learnersô speaking and writing 

skills. The participants 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 to share what 

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 feelings explaining 

why they think they had those feelings, thoughts, or questions. 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 this habit, we often 

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, signal the saddest, 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 compared to other 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 they read, especially in writing. 

This draws our attention to the gap in education, where we donôt address the emotional 

side of learning enough to make our students capable of expressing themselves. The 

students were not comfortable when asked about their feelings, and often refrained from 

answering any questions concerning emotions. 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, relationships, 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 session, we observed 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, that participants 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, Tinker Bell, 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 ñThe Giverò, and ñPride and Prejudice.ò We could attribute this to the fact 

that these books were the studentsô choices, or to community building, where students 
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felt more comfortable sharing their thoughts with their peers and teacher at that point, 

where we reported various indications of cooperation 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, linking them to the framework of óReady for 

Rigor.ô We compared the general outcome of each session to the preceding one 

regularly, keeping notes in our journal about the studentsô improvement in the four areas 

of óThe Ready for Rigorô framework, namely awareness, learning partnership, 

information processing, and 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 reflexive journal demonstrated the following: 

ü 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 we used self and 

peer assessment, classroom routine, project-based learning, feedback (validation 

and affirmation), and peer and group work to enhance this area.  

ü Chunking, spaced repetition, active recall, and visual cues had a significant 

impact on information processing, still, it seemed like visual cues and spaced 

repetition had more apparent effects on recall and retention. 

ü  The use of the studentsô favorite movies, books, and animations collected from 

the first questionnaire, and incorporating their personal experiences were the key 

factors contributing to classroom interaction and discussions. 
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ü As per students' verbal and non-verbal behaviors, intertextuality activities were 

the most enjoyable types of classroom activities. 

ü The explicit teaching of culture, context, emotions, and cognition had almost 

instant effects on various areas of cultural awareness.  

ü Lessons and activities based on Bloomôs Taxonomy seemed to induce and 

stimulate smooth, structured, and ówell-transitionedô learning. 

ü Contrary to what my 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 Questionnaire and the Post-test 

This part analyzes the data gathered from the metacognitive questionnaire, gives the 

descriptive diagnostics of the post-test, and explains the results of the paired samples 

t-test. Through quantitative data mainly, this section cross-checks the results of the 

various research tools. 

4.7. The Analysis of the Metacognitive Questionnaire 

The results of the first part of the questionnaire (the four-point Likert Scale) are 

indicated in the tables below. The ómeanô is used to interpret the overall average results 

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 scale. The students were asked 

to fill in the questionnaire expressing the degree of difficulty they had in each area. The 

scale included four points (1= no difficulty, 2= slight difficulty, 3=moderate difficulty, 

5=great difficulty). If the ómeanô is between 0.99 and 1.00 it means most students said 

they have no difficulty in that specific area, if it is between 1.00 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 more accurate analysis we needed to look at 

the mode, which provides us with the most frequent choice made by the students, and 

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 

cultural awareness, while 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 the homework 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 my ideas (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, social, religious, 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 with classmates 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 to moderate 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 was the 3rd 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 areas with 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 Metacognitive Questionnaire (Part One) 

Learning Areas                                                                                   Likert Points (N%) 

                                                                                                                1        2       3       4 

1. Understanding the language of the books    0 40 43.3 16.7 

2. Understanding the main idea of the books 33.3 30 36.7 0 

3. Identifying themes in the books 16.7 56 20 7.3 

4. analyzing themes 6.7 20 50 23.3 

5. Finding and using illustration 10 10 50 30 

6. Doing the homework 63.3 30 6.7 0 

7. Understanding homework questions 56.7 40 3.3 0 

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 plot types 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 23.3 50 20 

15. Writing the essay 6.7 13.3 36.7 43.3 

16. Forming a thesis statement 6.7 26.7 40 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. Dealing with 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, etc.) 30 16.7 40 13.3 

26. Understanding characters' motivations 16.7 26.7 46.6 10 

27. Sympathizing and identifying with characters 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 36.7 6.6 0 

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 thoughts in writing 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 my literature 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 remarking notable improvements 

in all four areas of the checklist which was confirmed by the findings above.  For 

instance,  the ómeansô and modes of areas 3, 6, 7, 8, 9, 10, 11, and 20  supported our 

claims about enhanced comprehension, with students having slight difficulty 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. 

Although there was a positive change in studentsô abilities to write thesis statements, 

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 essay as the most difficult area of learning, 

which confirmed the results of the pre-test results.  

     Similarly, the means and modes of areas from 21 to 28 were harmonious with 

our claim that there was a noticeable amelioration in studentsô cultural awareness and 

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 together 

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 students had 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 slowest skills to develop.  

The second part of the questionnaire started with a five-point 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 literature, 

culture, cognition, identity, and learning. Through this Likert Scale, we wanted to test 

our assumption that the interdisciplinary approach we integrated develops learnersô 

awareness about these aspects and helps teachers establish interaction between those 

elements to facilitate the teaching-learning 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 1.91 and 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 participants strongly agree with the statement.  

As we can see in Table 22 below most 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 statements. Note 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 despite the teacherôs clarifications, students were still not 

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 self-esteem improves when I read about other cultures 30 3.1667 3.00 

11. My self-esteem is threatened when I read about other cultures 30 2.5000 3.00 

12. I 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. I identify with the American or British Cultures the most 30 3.1333 3.00 

15. Tolerating the discussion of sensitive (taboo) issues is good for 

learning 

30 3.4667 4.00 

16. I developed a sense of respect toward other cultures through 

literary texts 

30 3.9667 4.00 

17. Reading literature helped me develop intercultural competence 30 4.1333 4.00 

 

Table 23 below revealed 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 results of 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 the post-test where they 

had better scores 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  

 

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 competence. Besides,70% believed that literature had helped 

them become better persons, and around 60% agreed that tolerating the discussion of 

Learning Areas                                                                           Likert Points (N%) 

                                                                                                      1        2       3       4 

 

    5 

1. Reading the novels helped me with my language 3.3 0.0 3.3 23.3 70 

2. Reading the novels was hard 10.0 30.0 10.0 36.7 13.3 

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 43.3 26.7 

5. Reading the novels was hard but fun 16. 0.0 10 53.3 20.0 

6. Reading the novels was easy but boring 40. 33.3 3.3 13.3 10.0 

7. Literature is important in language classrooms 0.0 0.0 6.7 36.7 56.7 

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 36.7 33.3 

10. My self-esteem improves when I read about other 

cultures 

3.3 20.0 43.3 23.3 10.0 

11. My self-esteem is threatened when I read about other 

cultures 

26.7 16.7 43.3 6.7 6.7 

12. I feel comfortable reading about sensitive cultural issues 0.0 26.7 23.3 40 10 

13. I identify with my Algerian Heritage the most 13.3 26.7 16.7 36.7 6.7 

14. I identify with the American or British Cultures the most 6.7 16.7 36.7 36.7 3.3 

15. Tolerating the discussion of sensitive (taboo) issues is 

good for learning 

10 0.0 30 53.3 6.7 

16. I developed a sense of respect toward other cultures 

through literary texts 

0.0 6.7 10 63.3 20 

17. Reading literature helps me develop intercultural 

competence 

0.0 6.7 3.3 60 30 
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sensitive cultural issues is good for learning. All this links to the skill of cultural 

awareness. The results of the observation and both Likert Scales confirmed the 

cultivation and improvement of the studentsô awareness of the value of literature and 

culture in both academic and personal experiences. By the end of treatment, students 

demonstrated a better understanding of the connection 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%) believed 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 

studentsô awareness about the interconnectedness and interdependence of cultural 

identity and literature.  

The second question was meant to further highlight the role of studentsô culture 

and cultural identity in learning. We argued through the integration of CRT that learning 

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 were more responsive to 

óPeter Panô and óPride and Prejudice.ô  The two books were later described by the 

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 

Statement     Yes 

   /No 

Percentage 

1. I get to appreciate my culture, history, customs, and traditions 

through reading literary texts 

Yes 96.7% 

No 3.3% 

2. It helps me when the literary texts contain cultural elements which 

are familiar to me 

yes 90.0% 

No 10.0% 

3. I am interested in reading more about the target culture (s) after 

reading the literary texts 

yes 60.0% 

No 40.0% 

4. I am interested in learning more about the authors after reading 

their works 

yes 63.3% 

No 36.7% 

5. I accept literary texts that introduce topics and cultural elements 

that differ from my own values and culture 

yes 76.7% 

No 23.3% 

6. The cultural elements are easy to elicit from literary texts yes 63.3% 

No 36.7% 

7. I can compare the cultural elements in the book and those in my 

society 

yes 93.3% 

No 6.7% 

8. I can recognize how the themes of the books I read appeal to my 

modern experience 

yes 93.3% 

No 6.7% 

9. I can recognize the cultural differences between the books we read 

so far 

yes 93.3% 

No 6.7% 

 

The next two questions were asked to see whether the approach was effective in 

making learners curious about the authors and cultures of the books. Teaching context 

and culture explicitly was supposed to augment studentsô interest in those aspects. 

Around 60% of the sample claimed that after reading a literary text they were interested 

to know more about the culture and 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 their own culture and society. This was completely in harmony with 

their previous answers in both Likert Scales.  

Finally, the students had to answer six multiple-choice questions regarding the 

books we read. We wanted to check if students appreciated the books and understood 



267 
 

the value of each. The results are displayed in Table 25. We see that there was a variety 

of answers to the first question, with óPride and Prejudiceô having the highest 

percentage. This might be because it was the studentsô choice, or because it had more 

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 suggest a change in attitude.  

Table 25 

Frequencies for the MCQ in the Metacognitive Questionnaire  

 The book I prefer  Frequency Percent 

 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  Frequency Percent 

                     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  Frequency Percent 

 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 Frequency Percent 

Valid 1. The Little Prince 1 3.3 

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 Frequency Percent 

 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  Frequency Percent 

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 óThe Giverô as their favorite book, although they were 

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 

from the mind map. For the second question, 11 students said óThe Little Princeô was 

the book that related most to their personal experience, 10 said it was óPride and 

Prejudice,ô while only a few chose óThe Giverô, and óPeter Pan.ô   

When asked which book contained more cultural elements, the sample was 

divided between óPeter Panô (43.3%) and óPride and Prejudiceô (56.7%), which was 

another manifestation of studentsô ability to identify and evaluate cultural facets in 

literary works. This might be a result of the explicit 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 the learners stated that óPride and Prejudiceô is 

the book that relates to 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 

analysis 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 that óThe Giverô is the book that reflects our 

modern world the most. This pinpointed the level of comprehension of the learnersô and 

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 and using context and intertextuality activities would enhance 
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the learnersô ability to understand the connection between óbackground knowledge-

textual world- the real world.ô  

 Participants were divided between óPeter Panô, and óThe Little Prince,ô when 

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 inspirational adult stories coated in childrenôs literature style, which 

appeals to children, young adults, and adults alike.   

 The results of this last part of the questionnaire helped us confirm that students 

understood the messages and themes of the books which cohered with their answers to 

questions 2, 3, 8, 22, 23, 24, 25, 27, and 28 of the first Likert Scale, and 9, 16, and 17 

of the second Likert Scale, and 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 experiences and world.  

 Next, the analysis of the questionnaire and observation is triangulated with the 

analysis of the post-test scores.  

4.8. The Diagnostic Analysis of the Post-test 

Before we move to the comparison between the pre and post-test, we first present 

a detailed analysis of the results of the post-test based on the assessment criteria 

described in Chapter 3. The findings of the test are linked to the analysis of the pre-test, 

the observation, and the metacognitive questionnaire.  
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Table 26 

Detailed Scores of the Post-test 

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 1.5 3.5 2.0 2.0 2.0 11.0 

Std4 2.0 4.0 2.5 2.0 1.0 11.5 

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 1.5 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 1.5 16.0 

Std15 2.0 4.0 3.5 3.5 2.0 15.0 

Std16 1.5 3.0 3.5 3.0 1.0 12.0 

Std17 1.5 4.0 3.0 2.5 1.0 12.0 

Std18 1.5 3.5 2.5 2.5 1.5 11.5 

Std19 1.5 2.5 2.0 1.5 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 1.5 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 1.5 15.5 

Std27 2.0 5.0 3.5 4.0 2.0 16.5 

Std28 1.5 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 1.5 9.0 

 

From the first look at the table above and Figure 25 below, we could see that the 

scores of the post-test were higher than those of the pre-test.  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 the scores of 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 observation and metacognitive 

questionnaire. 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, textual evidence, and 

illustration. 

Figure 25 

Frequencies of Post-test Scores 

 

We can see in Figure 26  below that 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 slight difficulty writing the thesis statement. 16 students (53.3%) scored 

between 1 and 1.5, while in the pre-test 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 difficulty 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 (Post-test) 

 

For grammar and punctuation, we can see that in both the pre and post-test 

around 66.66% scored between 1 and 2.5 out of 5 (21 students in the pre-test and 20 in 

the post-test). There was a slight mundane change, while in the pre-test 4 students scored 

between 3 and 3.5 and 3 students scored between 4 and 4.5, in the post-test 6 learners 

scored between 4 and 4.5. These results ratified our observation that there was tacit to 

no improvement in language skills. It also harmonized with the participants' answers to 

questions 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 the same thing about dealing with unfamiliar 

linguistic structures. 
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Figure 27 

Grammar and Punctuation Scores Frequencies (Post-test) 

  

Coherence is the last element in the first category.  When comparing the pre and 

post-test results, we noticed that while 17 students scored between 0 and 1 in the pre-

test, in the post-test 21 subjects got between 1.5 and 2.  

Figure 28 

Coherence Scores Frequencies (Post-test) 
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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 learnersô writing skills. We may attribute this progress to the 

learnersô enhanced ability to write thesis statements since we emphasized how to follow 

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 

questionnaire, we could deduce that skills related to analysis and discussion were the 

most malleable (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 the pre-test 29 students got between 0.5 and 2.5.  

Figure 29 

Analysis and Discussion Scores Frequencies (Post-test) 

 

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 the questions concerning comprehension and cultural awareness in the 

metacognitive questionnaire. There seemed to be a positive outcome of the approach 

used on participantsô general performance in literary analysis and discussion which was 

substantiated by the adequate and dynamic carrying-out 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 treatment, on 

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 learners expressed that 

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 pre-test, where all learners scored between 0 and 2.   

Figure 30 

Textual Evidence Scores Frequencies Chart (Post-test) 
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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: 

¶ Although finding the correct quote to use was not the main issue anymore, 

learners seemed to flout the rules of in-text citations and quotations. Most did not 

use reporting verbs and quotation marks; 

¶ Some students paraphrased the quotes, but still used quotation marks; 

¶ Some students could not use the ellipsis dots correctly, excluding the most 

relevant parts of the quote; 

¶ Most students relied mainly on one type of illustration- quotations from the book- 

overlooking the other types. 

By looking at these initial results, we could notice a general amelioration of the 

skills tested (Figures 31 and 32 below). Yet, this was not adequate enough to negate the 

null hypothesis; therefore, we conducted a paired samples t-test (check Chapter 3) to 

support our findings with more efficient statistical evidence.  

Figure 31 

 

Comparison of Language and Structure Components (Pre and Post-test) 
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Figure 32 

Comparison of Analysis Components (Pre and Post-Test). 

 

4. 9. Analysis of the Paired Samples T-Test 

As explicated in Chapter 3, the paired samples t-test is a statistical procedure 

used to measure the significance of the experimental testsô results. It is used to see 

whether there is a statistically significant difference 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 that the mean 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 the paired samples t-test are represented in the tables and 

chart below.  

Table 27 

Mean and Standard Deviation of the Pre and Post-test 

 Mean N             Std. Deviation 

Pair 1 Pre-test 6.533 30 2.4102 

Post-Test 12.367 30 2.8676 
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 The first results of the paired samples t-test included the mean and standard 

deviation results. The table revealed a major difference between the mean and standard 

deviation of the pre-test and the post-test. The bigger mean of the post-test entailed, 

initially, better results. The higher standard deviation indicated data were more spread 

out from the mean, signifying higher variability of scores in the data set. 

 The second element the test showed is correlation. Correlations lie between -1 

-1 and +1; a positive value means that large values (scores in our 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 correlation, the 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 Pre-test & Post-test 30 .972 .00000000 

 

The table displayed a positive and high correlation, which signaled that high scores on 

the pre-test were associated with high scores on the post-test.  This was important since 

it annotated that no extreme cases were detected, making the results more logical given 

the observations made and the findings of the questionnaire.  
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Table 29 

 

Paired Samples Test 

 

 

 

Pair 1 

Pre-test ï Post-test 

Paired 

Differences 

Mean -5.8333- 

Std. Deviation .7694 

Std. Error Mean .1405 

95% Confidence 

Interval of the 

Difference 

Lower -6.1206- 

Upper -5.5460- 

T -41.527- 

Df 29 

Sig. (2-tailed) .0000000000000000 

 

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 

post-test from that of the pre-test. Since it was a negative value, it meant the second test 

got a higher mean (as displayed in Table 27).  Next, the output indicated a standard 

deviation of 0.7694. To prove that we have two positively correlated variables, the 

standard deviation of the paired samples (the two tests) should be smaller than those of 

each test, which was the case here.  

The confidence interval estimated that the actual population difference between 

the pretest and post-test was likely between -6.1206 and -5.5460 excluding the zero (no 

difference between the paired samples) as a likely value, so we could conclude that the 

population difference did not equal zero. This was a step closer to rejecting the null 

hypothesis.  The t-statistic (-41.527) is calculated by dividing the mean difference by 

its standard error.  It is a ratio of the 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 small p-value (significance value), which, in turn, would lead to 

the nullification of the null hypothesis.  

To prove a significant difference between testsô scores the p-value needs to be 

less than 0.05 (the difference does not equal 0). The 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 0.0000000000000000; which was sufficient enough to reject the null 

hypothesis and confirm that the results obtained in the post-test were a direct outcome 

of the treatment, and not due to chance.   

4. 10. Summary of the Paired Sample T-Test Results 

The goal of our study was to determine whether using the interdisciplinary 

approach we developed improved the teaching of literature and enhanced studentsô 

performances. According to the paired samples t-test analysis, it was found that there 

was a statistically significant difference between the pretest and post-test. The results 

showed a significant increase in studentsô marks before (M=6.533, S.D =2.4102) and 

after (M=12.367, SD=2.8676), with a t-value of -41.527 and p-value of 0.0000000000. 

The mean increase in the test score was with a 95 % confidence interval ranging from-

-6.1206 to -5.5460; there was no zero in between which entailed that there was a large 

effect size. The p-value being less than 0.05 automatically rejected the null hypothesis 

and confirmed the alternative hypothesis. The figure below demonstrates the 

comparison between the pre and post-test scores. 
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Figure 33 

Pre-test and Post-test Scores Comparison 

 

Conclusion  

The chapter was devoted to data analysis.  It gave a detailed representation of the 

main findings elicited from the various research tools. the chapter was divided into two 

sections. The first one dealt with the results of the pre-experimental phase and the 

observation, depending mainly on qualitative 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 and post-test, relying on 

quantitative analysis (mean, mode, t-test). The chapter incorporated tables, charts, and 

percentages when needed to give the reader direct access to the results. These results 

lay the foundations for the discussion in the next chapter. 
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Introduction  

This chapter summarizes the key findings, interpreting and explaining their 

meaning in relation to our research aim and context.  First, it provides a general 

overview of the research, checking the results against the hypothesis, questions, and 

objectives of the study. 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 chapters. In addition, in this chapter, the researcher highlights 

the potential of the suggested approach and the implications of the results of the 

research. Similarly, it pinpoints the shortcomings and limitations that call for further 

investigations in the field 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 techniques 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, identity, and experience coalesce.  

It was carried out through a quasi-experimental one-group-pretest-posttest-

design, based on the null hypothesis (H0) that using the proposed approach does not 

affect the teaching of literature, nor studentsô performances in tests, which was 

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 third-year students at Zian Achor University) and how it affects third year 

studentsô performances in literature tests.  

The researcher used both qualitative and quantitative data collection tools 

(studentsô questionnaires, teachersô interviews, observation, archival data, and 

experimental tests) and analysis methods (thematic-content 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, triangulating and cross-checking 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 

questions, hypotheses, and aims, and links them to the research detailed in the first two 

chapters.  As explained in Chapter 3, the discussion section is organized by research 

questions.  

Following the order of the research questions described in the introduction, we 

first highlight the overall key 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 underlining their significance to EFL 

literature classrooms. Finally, 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 the culturally responsive-

interdisciplinary approach affect the teaching of literature in EFL classrooms in 

higher education? 

To answer this question, we depended on the observation checklist, the teacherôs 

reflexive journal, the metacognitive questionnaire, and the descriptive diagnostic 

analysis of the pre and post-test. To answer such a complex question, we adopted a 

modified version of óThe Ready for Rigorô framework of CRT, defining four main areas 

of teaching, namely cultural awareness, comprehension, interaction, and community 

building/ cooperative learning which correspond to awareness, information processing, 

learning partnership, 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. The findings 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 all four facets.   

5.2.1. Cultural awareness 

The approach used teaches to and through culture. It calls for the explicit teaching 

of culture to enhance studentsô cultural awareness about their own cultural frames of 

reference, and the target culture as well. Culture for us is both a means and an 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 grounded the teaching of 

literature on studentsô cultural knowledge, background, and experiences. Lesson 
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designs, handouts, and examples were based on studentsô favorite books, movies, 

animations, genres, etc. elicited from the first questionnaire. In addition, metacognitive 

reflexive questions were integrated into each lesson, where students had to reflect on 

their own socio-cultural experiences and link them to the books we read. Additionally, 

intertextuality, context, and comparison activities were included to emphasize the link 

between culture, literature, and human experience. 

Both the findings of the observation and metacognitive questionnaire signaled a 

positive, apparent impact of these techniques on studentsô cultural awareness which in 

turn affected their interaction and comprehension. Our purpose was to help students 

move ófrom the familiar to the strange, and from the strange to the familiarô like Spindler 

and Spindler (1982, as cited in Hammond, 2015, p.55) formulate it. That is moving from 

identifying their cultural attributes and frames of reference, which shape their 

experience and learning, to identifying those of óthe otherô as depicted in the literary 

works. Between the sixth and last session of the treatment, we observed a significant 

change in the participantsô attitudes toward óthe otherô and the target culture, as they 

grew more aware, tolerant, and understanding of the various cultural aspects in the 

literary works, character motivations, and authorôs intentions, perspectives, and 

ideologies.  

This, on the one hand, aligns with what researchers like William Roche (2004) 

and Edmonson (2004) who posit that literature is our gateway to óthe otherô and' onto 

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 relation ñto sympathy, fellowship, the spirituality and 
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morality of being humanò (p.75). On the other hand, it confirmed CRTôs claim that 

incorporating studentsô cultural frames of reference helps build awareness and tolerance 

and makes learning more meaningful (Hammond, 2015).  

As reported in the previous chapter, we have noticed a shift in attitude toward 

óthe otherô and the actions and motivations of characters. When discussing 

characterization types and character motivation (session 10), óThe Giverô and óPride and 

Prejudiceô (sessions 11, 14, and 15), students demonstrated a better understanding of 

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 like Galda (1982), Hancock (1993), McGee 

(1992), Mellor et al. (2000), and Shine & Roser (1999) claim that both assimilation and 

resistance aid the readers in building their view of the world. We argued in Chapter 2 

that teaching tolerance does not entail teaching 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 results forestated. 

  In the questionnaire (96.7%) believed that through the books read, they could 

appreciate their own culture, history, customs, and traditions, and 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 competence. 

Moreover,70% believed that literature had helped them become better persons, and 

around 60% agreed that tolerating the discussion of sensitive cultural issues is good for 

learning. These results are in tune with Rogers' (1997) claim that literature not only 
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helps us learn about other cultures, but raises our awareness about our cultural frames 

of reference as well. This also corresponds to Hallôs (2005) claim that literature is an 

effective tool to build intercultural competence. Additionally, this resonates with what 

Jenkins (1995), and Hall (1996) explain that óthe otherô is the key to constructing, 

understanding, developing, and negotiating the self and identity. The process 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 addition, it is through reading that 

individual readers 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).  

Rogers (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 

assignments, 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 think that we were 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 emotions-cognition- literature. It 

was only after this that we started noticing a change in studentsô cultural awareness. 

This is one of the most significant findings in our research. Our EFL and li terature 

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 processing, we incorporated brain-based research 

(chunking, schema activation activities, visual cues, spaced repetition, active recall, the 

muddiest point, metacognitive activities, and Bloomôs Taxonomy). Generally, both the 

observation and the metacognitive questionnaire 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 chunking like óPlot Typesô. In addition, students could not recall the 

information the least reiterated through spaced repetition (like style) during the 

diagnostic quiz. Moreover, questions written during active recall activities, coupled with 

the technique of the muddiest point, were the most significant ones to studentsô 

comprehension; they often contributed to clarifying the participant's misunderstandings. 

Schema activation activities and incorporating studentsô cultural frames of reference, 

background knowledge, 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 

experiences. Similarly, the use of examples from the studentsô first questionnaire in the 

lesson handouts, with the various visual cues had a direct link to studentsô engagement, 

positive attitude, interaction, and attention which all contributed to comprehension.  
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Furthermore, during lessons and activities based on Bloomôs Taxonomy, students 

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 comprehension 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 designing classroom practices that are compatible with 

how the brain learns, processes and recalls information, emphasizing the link between 

culture and cognition can enhance studentsô brain powers and aid information 

processing. These researchers believe that it is culture 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 brain-based activities and ensure a positive impact on 

studentsô learning 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 pillars of 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 towards a common goal. They helped us stay on task, 

reducing anxiety about information load, and nurturing studentsô organizational skills 

(Hammond, 2015; Kibler et al., 1974; Beach et al., 2006; Ginsberg and Wlodkowski, 

2009).  We often used these goals, which we shared 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 lessons which served as a reflective 

practice as well.   

Scaffolding is a central tenet in the sociocultural approach in which 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., 2006; 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 challenged the studentsô current ZPD, abilities, or understanding. We 

recognized that to ensure that learners move from depending on the teacherôs 

scaffolding to independent thinking we need to supplement this technique with 

assignments and projects and support it with other techniques such as Bloomôs 

Taxonomy. We believe that we could reach these results only because of this 

interdisciplinarity philosophy. If we did not challenge the studentsô understanding 

following the taxonomy, we would not have been able to examine their creativity and 

critical thinking, which were illustrated in the written assignments, the video projects, 

and the post-test.  

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, the feedback, the material, and their peers. The first thing we realized 

about this specific area is that it lies at the center of óThe Ready for Rigorô framework, 

simply because through it we could examine, primarily, the other three areas. The 
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second thing is 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 became. The third thing is that higher interaction was always associated with 

tasks, questions, activities, and examples that were relevant to studentsô experiences and 

cultural frames of reference. This underscored the importance of community building 

and integrating studentsô cultural frames of reference in teaching as described by 

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),  Irvin (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 techniques to promote collectivity and endorse cooperative learning in the 

classroom. Through feedback, affirmation of studentsô persons and experiences, 

validation of their efforts and abilities, pair and group work, and collective projects we 

sought to develop a sense of learning partnership between the teachers and students, and 

between the students and their peers. The first step to build rapport between the 

researcher and the participants was researching their background and experience with 

literature through the first questionnaire, and then using that information in handouts 

and lessons design. This was supported by showing ósimilarity of interestô and 
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competence as described in Chapters 2 and 4 and incorporating students' cultural frames 

of references in classroom discussions and the novelsô study guides. However, the video 

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 fastest 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, 

they displayed better interaction and comprehension. This 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 

building helps promote studentsô identities and establish them as contributive members. 

This is achieved only through a sense of belonging (Bruner, 2001; Norton, 2013, 

Josselone, 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 

óThe Ready for Rigorô framework and draws our attention to the possible interactions 

between the various aspects of learning which we might overlook in our classrooms.  
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5.3. The Second Main Question: How does using the culturally responsive- 

interdisciplinary approach affect third-year EFL studentsô (Zian Achor University) 

performances in literature tests? 

As described earlier, the paired-samples t-test rejected the null hypothesis, 

confirmed the alternative one, and answered the second main question. The approach 

proposed proved to have a positive effect on studentsô performances in tests in the 

various areas designated by the assessment criteria (language, structure, analysis, 

discussion, and illustration). Both the detailed descriptive and diagnostic analytics of 

the pre-and post-test, and the statistical comparison between the two (the means, the 

standard deviations, the p-value, the t-test, and the correlation) demonstrate a substantial 

difference between the testsô scores.  The post-test scores were significantly higher than 

the pre-test scores, with a small p-value 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 displayed better levels 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 statement, then 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 pre-test, it was apparent that the students lacked 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 assigning as many readings as the time allowed. Even though the results of 

the observation indicated a slow, less observable improvement in the participantsô 

grammar and punctuation. The participants claimed in the metacognitive questionnaire 

at the end of the 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 struggling 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 post-test. Though grammar and punctuation marks 

were the lowest compared 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 literature to 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, 2005; Kramsch and 

Kramsch, 2000; Maley, 1990; Schultz, 2002; and Simpson,1997). Researchers like 

Brumýt (1983), Brumýt and Carter (1986), Carter )1982( , Carter and Long (1991), and 

Widdowson (1975) believe that literature is an ally of language since it can nurture 

studentsô linguistic competencies and basic skills (grammar, punctuation, syntax, 

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 treatment mainly due 

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 others, which 

might have hindered the attainment of better results in this particular domain given the 

circumstance forestated.  

5.4. The First Sub-Question: How does incorporating studentsô cultural frames of 

reference influence studentsô learning of literary analysis? 

The main tool used to answer this question was the classroom participant 

observation. Through the checklist and the reflexive journal, we documented and 

reported studentsô responses, attitudes, reactions, and interactions with the activities, 

techniques, and tasks that incorporated their cultural frames of reference. This included 

the examples and sample texts used in the handouts (elicited from the first 

questionnaire), metacognitive activities, intertextuality activities, schema activation 

tasks, and classroom discussions. As stated above these aspects have had a major impact 

on studentsô comprehension, interaction, and cultural awareness. Students were more 

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 to teach culture, and 

culture is used to teach literature. While reading literature is perceived as ña symbolic 

construction of a particular cultural realityò (Campbell, 1994 as cited in Rogers, 1997, 

p.97), culture is seen as ways of ñbeing, doing, and sense-makingò (Hanley and Noblit, 

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 communicate them (Bruner, 1991); these 
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narratives are culturally and socially bound. This is why linking literature to studentsô 

personal experiences and cultural background, using the latter as lenses through which 

they understand, appreciate, and accept the target culture was 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 activities fostered information processing, interaction, awareness, and tolerance, 

and promoted studentsô identities. These findings were apparent in the observation 

checklist and backed up by the metacognitive questionnaire, where over 90% of the 

sample claimed that they could identify, elicit, understand, explain, compare, and 

tolerate cultural aspects in the various literary works studied. 

5.5. The Second and Third Sub-Questions: Which techniques and practices are 

more effective? 

To answer these questions, we needed to keep a close and weekly examination 

of studentsô interaction with the material and tasks given using the observation checklist 

and the reflexive journal.  By the end of the treatment, we came to understand that we 

could not order the techniques from the most 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 the framework adopted. However, some techniques 

seemed to have a bigger influence on the progress of the intervention, namely 

researching studentsô backgrounds prior to course design and incorporating their 

cultural frames of reference into course design and classroom 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 Figure 34 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 the reciprocity of influence and correspondence between all of 

them. 

Figure 34  

The Dynamics of the Techniques and Practices of The Intervention  

 
Own Work.  

 

5.6. The Fourth Sub-Question: Which activities are more engaging and relevant to 

the students and what is the effect of each? 

Before designing our course, we made sure we had the necessary tools to assess 

every studentôs weaknesses and strengths in various areas of learning; therefore, we 
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incorporated different forms of activities. According 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 on the students 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 they carried out. These 

projects were assigned as a strategy of Project-Based Learning (PBL), which is 

a form of Active Learning (AL). AL is seen by Hanson and Moser (2003) as a 

way to enhance creativity, critical thinking, and problem-solving. 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 of students' existing abilities and giving them opportunities 

to excel at them leads to independent learning and promotes learnersô identities. 

We have observed that the participants appreciated the chances given to them to 

work on something, through which they exhibit and share their understandings, 

points of view, skills, and voices. The video projects helped us with the 

following: 

a)  Discovering the students' hidden potential: Through these projects, we could 

know more about those girls and what they were capable 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, 



 
299 

 

that teachers should assume the success of every single student and hold higher 

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 were 

very comfortable working on the video projects, reflecting good reasoning, 

critical thinking, and creativity. In addition, students 3, 4, 10, 13, and 19 had 

several problems with academic writing, conversely, they had good speaking 

skills. Moreover, students 5, 6, 5, 10, 14, 27, and 30 had advanced editing skills. 

b) Building the Learning Partnership and the 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 learnersô readiness for collaboration. There 

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 

could see their appreciation for each otherôs efforts, especially for those 

responsible for the editing. 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 step in building the learning partnership. We believe that 

this form of attitude and the trust relationship was achieved by the teachersô 

constant affirmation, validation, feedback, and exhibition of ósimilarity of 

interestô, which are the keys to building rapport with the students and creating a 

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, classroom 

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 understanding 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, history, linguistics, 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 authors, 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 the first questionnaire. The studentsô 

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 explained by De 

Beaugrande and Dressler (1981) and Kristeva (1986). 

Classroom discussions had a similar effect on students. As the main strategy 

in RRT, classroom discussions were used to elicit studentsô responses to 

literature. Researchers like Galda (1982), Jewel and Pratt (1999), Kim (2004), 

and Rosenblatt (1974) assert that these discussions, if well-directed, can have a 
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positive effect on reading motivation, language, emotional involvement, 

articulation of opinions, and construction of meaning. We reported in Chapter 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, 

perspectives, 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 betterment of studentsô abilities to form and ask 

questions, debate, argue, and communicate.  

We were aware of the pitfall of RRTôs classroom discussions, which were 

criticized for not adequately addressing the role of the author and his social and 

cultural intentions and influences on text creation and interpretation and focusing 

solely on studentsô responses. Therefore, we accompanied these discussions with 

the explicit teaching of culture, context, and intertextuality; and the use of context 

activities, where we start our discussions by highlighting the most relevant 

biographical, 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 standards of textuality including authorsô intentionality, readersô 

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 as the comprehension 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 activities consisted of any task that linked studentsô cultural 

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 required them 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 questions that 

linked to their personal or socio-cultural experience. It cannot be emphasized 

enough that the approach rests on the integration of studentsô cultural frames of 

reference, personal experience, and background knowledge into course design 

and classroom practices. Students' reception, reactions, and preference of this 

type of activity are in favor of CRT and cognitive sciencesô claim that the more 

personalized the teaching, the greater the significance it holds for the learners, 

and the more potent their 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 last activities assisted both classroom 

discussions and intertextuality activities including the relevant examples, 

questions, and works to the studentsô based on the information elicited from the 

first questionnaire.  
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3) Metacognitive activities: The next most engaging type of activities was 

metacognitive activities (diagnostic quizzes, the muddiest point task, the first 

questionnaire, and the metacognitive questionnaire). Given the intricate nature 

of metacognition which requires students to think about their own 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 

enjoyed these activities, especially the óKnow Youô questionnaire, and the first 

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 quizzes, and 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 work on them. Maybe this is why they were 

often excited to do such tasks.   

CRT and the Sociocultural approach advise that teachers show care about 

studentsô struggles and, at the same time, demonstrate competence to solve those 

problems together with the learners. 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 these activities. On the one hand, this 

supports what researchers like  Brookfield (2006), Gay (2000),  Gopnik et al, 

(2000), Hammond (2015), Hanson (2013), and Zull (2002) say that building a 
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relationship of trust and cooperation, where students know they could 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 al (2014). 

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 emotions evoked by the book at hand.  Dolan (2002) notes that literature and 

emotions are intertwined and that stories that stimulate the readerôs affective side, 

are the most likely to be remembered and understood.  Ghosn (2001, p.1) adds 

that storytelling had the potential of fostering emotional intelligence (Knowing 

oneôs feelings and using that to make good decisions) by providing ñvicarious 

individual experiencesò which prepares the brain for empathy, and enables 

readers to understand human behavior.  Through the diaries, 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 had a specific 

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 content in the classroom, 

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 studentsô attitudes toward the material. The second is the 

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 

pedagogies that students find it difficult to engage in them. Additionally, it 

accentuates the difficulty of incorporating SEL in our classrooms which 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 

comprehension and cultural awareness.  

An intriguing result of this strategy was the similarities between the studentsô 

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 and judgment 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 their attitudes and understanding of the four 

books. This takes us back to Winasô (2012, p.150) idea that emotions are ñnot 

private individual experiencesò, but rather embodied phenomena that are 

profoundly social and cultural in nature.ò The effect of the collective 

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 studentsô emotions and thoughts. This further highlights the 

relevance of 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, 2015; 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 Assignments: The participants had weekly written assignments, which 

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 doing extra 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 studentsô weekly progress in various areas of learning like comprehension, 

cultural awareness, writing, and organization which 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 as many books 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 works. The results of the 
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post-test, the observation (assignments, discussions, video-projects), and the 

metacognitive questionnaire prove the effectiveness of the interdisciplinary approach 

we used on all four areas of learning we tested, the five assessment criteria, and 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,  intertextuality activities were used to teach 

the effect of philosophy on literature with óThe Little Princeô, the similarities between 

literary works  of different genres and  literary eras with óPeter Panô and óThe Little 

Princeô, similarities between books of the same genre and the effect of the political and 

economic view on the creation of Dystopian literature with óThe Giverô, and  the 

universal cultural aspects influencing literature across time and space with óPride and 

Prejudice.ô  

 Moreover, classroom discussions, though took similar forms, stressed different 

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, plot elements 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 example, we focused on symbolism when studying óThe Little Princeô, 

character types and motivations and tone in óPeter Panô, allusions and plot types in óThe 

Giver, and POV, tone, and characterizations in óPride and Prejudice.ô 

 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 enable us to close as many 

comprehension gaps as possible. This was assisted and endorsed by the principle of 

óproviding choice.ô We think that allowing the students to choose the third and fourth 

books has had a major role in the effectiveness of this approach.  It has influenced their 

interaction, comprehension, 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 outcome (Hammond, 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 our observation as detailed in Chapter 4.  

5.8. Final Notes on the Adopted Interdisciplinary Approach  

Literary texts being texts of culture in the first place- the products of authorsô 

cognition, languages, personal and socio-cultural experiences, identities, emotions, and 

perspectives- represent world views and ideologies of a specific speech community 

through the imaginary lives, events and characters. These views will in turn be 

perceived, evaluated, and interpreted according to readersô identities, experiences, etc. 

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, culturally responsive 

teaching, the sociocultural approach, reader-response 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 interact, and discourse analysis 

informs the kind of relationship that holds between them. It is based on the idea that 

incorporating studentsô cultural frames of reference into course design and practices, 

promotes their identities and enhances their learning. To lead our 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 the socio-cultural 

approach.  

Adopting the view of literature as discourse 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. Sarangi (1999, p.293) states that discourse is a concrete 

expression of the language-culture relationship since ñit creates, recreates, modifies, and 

transmits both culture and their interaction.ò  This, we argue, is the most relevant to the 

EFL literature classroom, where the relationship between language and culture is 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, which shape 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 assisted the 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 

equity, 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 and who fails. Accommodating the distinct strategies 

from the five approaches enabled us to establish an equitable classroom by:  

a) Making the content culturally relevant to students by integrating both their 

socio-cultural and individual preferences, experiences, and interests;  

b)  using various forms of instructional and assessment tools to account for 

studentsô differences; 

c)  giving the participants the opportunity to contribute both individually and 

collectively to the classroom (participation, discussion, assignments, projects, 

diaries) 

d) using constant feedback, affirmation, and validation to reduce judgment in the 

classroom, build trust, and showcase care; 

e) addressing studentsô struggles and weaknesses both collectively and 

individually (questionnaires, diagnostic quizzes, written assignments); 

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 the post-test indicated 

improved comprehension, awareness, and performance of each 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 and a chance to excel at their 

strongest abilities since it offered a 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 participate in 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 projects to do so.  

In addition, the teacher made sure each lesson contained examples elicited from 

the studentôs responses to the first questionnaire, gave students the right to choose the 

books for our class, and always left room for creativity in the video projects, 

assignments, and diaries which, we believe, empowered the studentsô sense of being 

represented in the classroom. This was coupled with feedback, affirmation, validation, 

and display of ósimilarity of interests.ô The general findings of the research tools and 

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 et al. (2019), and 

Krasnoff, (2016).  

5.8.2. Resilience 

Although resilience is not an easy skill to observe or assess in a short time since 

it concerns the studentsô long-term attitude toward learning, the treatment demonstrated 

a few aspects of resilience described by Benard (2004). He identifies social competence 



 
312 

 

(the skills of communication, intercultural competence, tolerance, empathy, the capacity 

to connect and establish ties with others, etc.), problem-solving (critical thinking, 

reflecting, observing, resourcefulness, planning, and mind mapping), autonomy (the 

studentsô beliefs in their capacities to succeed and their abilities to act upon those 

beliefs), and sense of purpose (the 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, the students 

displayed higher tolerance, cooperation inside and outside the classroom, good 

relationship with the teacher, better interaction skills (asking and answering questions, 

respecting othersô views, arguing, discussing, etc.), and a mature cultural understanding 

that could contribute to their intercultural competence. This may have been achieved by 

the explicit teaching of culture, classroom discussions, reflective activities, and 

community-building strategies. This again indicated that various approaches 

contributed to building this aspect of resilience (RRT, cognitive approaches, and CRT). 

Moreover, the findings highlighted advancement in skills of problem-solving especially 

creativity, resourcefulness, critical thinking, and reflexivity which were particularly 

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 problem-solving 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 under the forthcoming title. Through a look at 

the general progress of the intervention and outcomes, we could posit that the approach 

has the potential to enhance studentsô resiliency and aptly equip students for future 

educational pursuits. However, not all facets of 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 autonomy and assume 

ownership of their learning. CRT educators advise incorporating studentsô cultural 

frames of reference in course design, and relying on validation and affirmation to 

promote their individuality, while the sociocultural approach offers providing choice, 

and scaffolding as strategies to empower studentsô autonomy (Billings, 1995; Gay, 

2000; Hammond, 2015). Cognitive scientists necessitate the implementation of brain-

based research, metacognitive activities, and SEL to empower studentsô learning based 

on existing knowledge and schema (Nikolajeva, 2014; Gretter, 2012; Churches et 

al.2017, Ghosn, 2001; Pinsent, 1996).  

RRT advocates call for the focus on studentsô individual responses to literature 

to validate their experience and make learning more meaningful (Galda, 1982, Hancock, 

1993; Mellor et al., 2000; Shine & Roser, 1999), and discourse analysts emphasize the 

role of readersô identities, experience, culture, beliefs, language, and history in text 

processing and interpretation (De Beaugrande and Dressler, 1981; 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 previously, 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 decisions about 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)  Self-Assessment: We implemented self-assessment as described in Chapters 3 

and 4 in different sessions. The results of the metacognitive questionnaire 

illustrated the studentsô enhanced capacity to evaluate their learning.    

d) Resilience: As described earlier students demonstrated skills of problem-solving 

and social skills that relate to 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 thoughts, struggles, 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 to the 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 



 
315 

 

their cultural frames of reference, may have played a role 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, or practice relied on the co-existence of other 

constituents. For example, context and intertextuality activities compensated for the 

inadequacies of  RRTôs classroom discussions addressed by researchers like Rabinowitz 

(1987) and Hall (2005), assignments and projects assessed and supported and 

challenged scaffolding, reading diaries enriched classroom discussions, reflective 

activities supported self-assessment and vice versa, chunking assisted spaced repetition, 

which facilitated active recall, etc.  

  Moreover, interdisciplinarity allowed flexibility in course design, content form, 

and classroom instructions. We described various instances where we had to change the 

technique on the spot to solve a specific problem in the classroom like replacing 

classroom discussion 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 

comprehensive list of techniques, strategies, and tasks. This highlights the importance 

of creating a defined course design which enables teachers to act faster and more 

effectively when facing any issue. 
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5.9. Pedagogical Implications 

The findings described 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 approaches based on our understanding of 

the potential of each of them in improving the pedagogy of literature and suggesting 

specific patterns of linking them as presented in Figures 3, 4, 9, 10, 12, 13, 14, 15 and 

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 on empirical data supporting 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 

findings inform teachers about the effectiveness of a variety of techniques, strategies, 

classroom practices, and tasks underlining the specific impact of each on particular areas 

of learning. The study details the studentsô reactions, interactions, responses, 

engagement, and use of each of these aspects. It evaluates the outcome of these methods 

and techniques on studentsô performances in various tasks both separately and as part 

of a holistic approach, using both descriptive-interpretive and statistical data. This 

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 culturally-responsive 

principles. The latterôs practicality and efficiency are supported by significant empirical 

data as presented in Chapters 1 and 2.   

 Furthermore, the findings accentuate the interrelatedness of literature, cognition, 

emotions, and culture which draws the teachersô attention to several crucial ideas. First, 

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 cognitive and 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 the environment, stimuli, source, and tools for the brain to learn, create, 

understand, and interpret stories.  

 Additionally, the research findings demonstrated the effect of incorporating 

studentsô frames of reference in classroom practices on their comprehension, cultural 

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, projects, and 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 showcasing what a pre-

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, which is the closest form to 

action research, and the philosophy behind cultural responsiveness which stands on 

researching oneôs classroom prior to instruction, we seek to promote these forms of 

inquiries among young and novice teachers. If teachers assume the role of researchers 

within their classrooms 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 out in Algerian EFL contexts, accounting for their sociocultural specifications, 

which would make future reforms well-founded and impactful.  

5.10. Limitations 

Any research is deemed limited. To start with, the methodology used may be 

prone to a variety of threats 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 design remains limited. Second, the issues of studentsô attendance 

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 of EFL students.  

Another limitation of the study stemmed from the studentsô past experience with 

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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punctuation 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 concerned with basic grammar and punctuation problems, instead of checking 

the effect of the approach on the studentsô mastery of óthe language of literature.ô  

There is more to literature, literary theory, and literary analysis than the aspects 

we have addressed 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 interesting to 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 major differences 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 years, with 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 academic writing. 

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 

identified as the most challenging or time-consuming 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 culture, emotions, 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 more course outlines, approaches, 

and classroom practices, we could contribute to the advancement of these fields.  

Conclusion 

Following the order of the research questions, this chapter presented 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 effect of each, 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 research were 

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 

studentsô cultural awareness, enhance their tolerance toward óthe otherô, promote their 

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 interdisciplinary approach to teaching 

literature merging techniques from five distinct approaches and theories-cultural 

responsiveness, reader-response theory, cognitive sciences, the sociocultural approach, 

and discourse analysis to account for the intricate nature of literature 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 adopted a quasi-experimental one group-pretest-posttest-design, 

under a mixed research paradigm between positivism and constructivism, utilizing both 

qualitative and quantitative data collection tools and analysis methods, to investigate 

the causal relationship between using the interdisciplinary approach (independent 

variable) and teaching literature (dependent variable). The study had two defined 

phases. In the pre-experimental phase, the teacher used a questionnaire, archival data 

(test scores of previous academic years), and a teacherôs interview to collect the 

necessary information about the participants and their past experiences with reading and 

studying literature, checking their results against studentsô performance in the pretest.  

In the experimental phase, the teacher used a participant observation (checklist and a 
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reflexive journal), a metacognitive questionnaire, and a post-test to examine the 

relationship between the dependent and independent variables, again crosschecked 

against the results of the pre-test.   

 We incorporated qualitative analysis methods to analyze the data elicited from 

the first questionnaire and teacherôs interview (thematic content analysis), observation 

(typological analysis), and the archival data and the pre-and posttests (descriptive 

diagnostic analysis); simple percentage, graphs, and tabulations were used to back up 

some of these methods. Moreover, we used statistical tests to analyze the metacognitive 

questionnaire (mean and mode) and compare the pre-and post-test (paired samples t-

test). 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 research design. 

  Through a defined course outline based on the approaches aforementioned, we 

carried out a 14-week 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 

analysis and discussion were guided by two main research questions and four sub-

questions. The first two enquired about the effect of the intervention on teaching 

literature and studentsô test performances, while the other four enquired about the 

impact of the 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 and post-test 

results (0.0000000000000 p-value). However, we observed that the fastest area to 

develop under this approach was community building and cooperation, the most 

noticeable improvement 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 importance of incorporating studentsô cultural 

frames of reference in course design and classroom practices. Students demonstrated 

higher interaction and better comprehension when the content, tasks, and questions 

related to their background knowledge or socio-cultural experiences. They also 

highlighted the necessity of integrating brain-compatible strategies like chunking, 

spaced repetition, visual cues, and active recall to facilitate 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, emotions, and cognition. One important conclusion was that 

the explicit teaching of culture and the links above have a direct and positive impact on 

studentsô cultural awareness and comprehension.  

Furthermore, the approach seemed to have the potential of spotlighting studentsô 

existing competencies such as problem-solving, creativity, and resourcefulness, 
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allowing them to exhibit and excel at them through a variety of activities (assignments, 

presentations, video projects, reading diaries, discussions, metacognitive activities, 

etc.). Last but not least, researching the background of students and their past 

experiences with literature through the first questionnaire and giving them óchoiceô 

(choosing books, tasks, questions, etc.) have had a central role in the progress of the 

intervention.  

The current research provided empirical data that supported our claims 

concerning the effect of the interdisciplinary approach we merged on the teaching of 

literature and studentsô performances in tests and answered our main and sub-questions. 

The approach adopted facilitated the achievement of our research goals, thereby 

propelling us further toward our ultimate aim- improving the pedagogy of literature. 
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Appendix 07: Lesson 1 (Basic Concepts in Literary Analysis) 
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Appendix 07: Lesson 2 (Theme Analysis: Writing a Theme Analysis Essay) 
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