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ABSTRACT

This work attempts to bridge the gap between liteea teaching methods and
classroom instruction. This stresses the matter hi@nature methods and theories
should be integrated in the field of foreign langeaeaching. To raise teachers’
awareness of literature characteristics, aspeab a8 literary devices, rhetoric and
literary figurative language are highly considered planning literature lessons,
because they are key concepts to help learneregsoand comprehend literary
material appropriately. Moreover teaching models ictvh provide pedagogic
framework for the discipline have been developedatapt literary theories to
classroom practice. Also, intensive reading sessar introduced to foster learners’
comprehension and interpretation of literary mateiin order to achieve successful
literary reading, SQ3R reading strategy is integgtan intensive literature lessons. The
rationale behind the idea in reading artistic mateés that what learners do before and
after reading a text, like skimming, annotatingarsting, extending meanings to real
life, and personal responses, are as importartieatask of reading itself. In order to
affirm this hypothesis, an experiment is conductédexplores the effectiveness of
SQ3R- based intensive reading which divides readig three stages to attain full
comprehension and interpretation of texts in gdnend literary texts in particular.
These stages are pre-reading, while-reading, astdrpading. Each stage has a set of
activities leading learners to access smoothhh#&following stage. The experiment
Is designed in two phases carried out with secosar yniversity students at the

University of Ouargla. In the first phase, claskmaurses are presented followed by a



test. After that, SQ3R-based sessions are intraddodowed by a post-test. If
improvement in learners’ scores is noticed, it nb@ydue then to the new method:
SQ3R-reading strategy. The experiment is repeated decond phase to confirm the
reliability and validity of the method. To test thgpothesis, T-test and Fisher &
Yates's statistical values and calculations haveenbaused. The significant
improvement noticed in the subjects’ (testees) raffe comprehension and
interpretation of literary text after they have d@akthe treatment based on SQ3R
reading strategy, during experimental courses bafirmed the hypothesis proposed,
“If literature is taught through strategic interssiveading, it may foster the students’
comprehension and interpretation of literary texahd therefore proves the
effectiveness of SQ3R-based teaching strategy tegao intensive reading literature

sessions that may be added to reinforce literatbuese.
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GLOSSARY
Comprehension: to read and understand the implications of the iddas dext
(Encyclopaedic Dictionary, 1992).
Foregrounding: is a motivated deviation from linguistic or oth&scially accepted
norms (Freeman, 1971).
Intensive course:a course which aims at enhancing the learners’ rstateding and
assimilating a limited amount of knowledge and éosig their potentialities. Selected
extracts are chosen for study and retention inrialtsessions or small classes
(Dubbin, 2000; Zhenyu, 1997).
Interpretation: read, understand than supply an adequate and ajgteopxplanation
of a given text, most of the time from differentms of view (Freeman, 1971).
Reader-responsethis theory maintains that literary texts are siggabto be read and
interpreted by individuals and most of the timeythigfer in their reaction to these
texts this is due to their backgrounds, culturahpetence and linguistic competence.
As a consequence, critics should not exert too neodltrol on the reader (Rosenblatt, 195
SQ3R: a reading strategy which stands for: survey, qaestiead, review, and recite.
It is used to increase the learners’ comprehersimhretention of key ideas of a text
(Robinson, 1961; Jordan, 2000)
Strategies: strategy instruction implies an active learnetvatshowing-how teacher.
Thus, within strategic instruction, the teachercemages students to monitor their
comprehension and provides them with the necesbaly to make use of the
internalized reading skills in order to process aoohprehend what they read (Dubbin

and Olshtain, 2000).
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INTRODUCTION
1. Statement of the Problem

In the recent years, teaching literature at unityergn foreign classes
attracted so much attention of a great body ofiegdinguists, educationists and
people in the field, as Zafeiriadon (2004: 8) ass@&uring the 1980's there was a
strong reawakening of interest in literature andglsage teaching”Collie & Slater
(2001:3-4) also pinpoint the importance of literanaterial in foreign language

situations:

Literature is authentic...learners are thus exposédnguage that is genuine
and undistorted as can be managed in the classtootaxt. Literature is a
valuable complement. In reading literary textsdstus have also to cope
with language intended for native speakers and thag gain additional

familiarity with many different linguistic uses.

This actually shows the great importandeliterary material in foreign
language classes. Learners of English will bemefithensely from the cultural and
linguistic bulk of literary texts if properly usedlso, literary language will provide
them with opportunities to deal with language ie wather than carefully selected
and simplified language (Widdowson, 1985).

In this context, when investigating readiskjlls and strategies related to
literary text in our Master of Arts study, dissédigion has been noticed from both
teachers and students about the way literaturaught and the gap between what
teachers give in lectures and what they expect gtadents to do in exams. This
led us to go in discussions in regular meeting$ \Wierature teachers and second

year students at the University of Ouargla. Chegkime marks of second year



students in English Literature has reflected a faidure in students’ literature
performance (Appendix 1). The above reasons ana olatained by means of a
questionnaire (Appendix 2) have actually activatadkeenness to explore the state
of literature teaching at university. The fact thirature has become a compulsory
subject in the curriculum, esp., in recent teachiagproaches, mainly
Communicative Language Teaching which seeks moatistie and authentic
learning/teaching input (Widdowson, 1984; Brumti®§79; Carter, 1996) raises the
question of looking for more consistent and fittingethods and pedagogies of
teaching literature for Bachelor of Arts studemitsthe same view, Zafeiriadon (op.
cit: 8) pinpoints thatLinguists and ELT scholars argued not only for teue of
teaching literature in the language classroomfdruthe necessity as well of re-inventing a
different pedagogical approach for non-native spesak
In spite of that, the status of literatumeour universities has not been given

the necessary and sufficient concern neither ignamme content nor in teaching
methods. Actually, this has been confirmed in thatidhal Conference at the
University of Algiers in (2003). Most of the panpants maintain that the
predominantly content/product nature of literatieg@labus has repressed any
evolution in its conception and that BA Englishetdture programme does not
contain any contemporary authors or movements. ift@ans that it has not been
reviewed since 1985.

Actually, in the university programme, lature takes the form of four parts:
(1) General introductions, (2) Key literary figureend (3) Literary devices and

techniques, (Appendix 3) without any pedagogical arethodological procedures



or skills to be reinforced. More than this, teashefr literature rarely or never get in
seminars and meetings to discuss methods and tge®of literature teaching.

In fact, treating literature in such a dmloway, unfortunately, would give
teachers so much freedom and room for improvisatrahindividual effort. What is
more is that literature course is delivered onlyveekly lectures, the thing which
makes reading literary texts and profiting fromithgiverse uses far away from
being attained. As far as literature teaching sesVicCarthy (1992) claims some
limitations to restricting literature course to tiees. He affirms that lecturing is
useful for large groups, but it produces passivd gmoon-fed audience. In the
Algerian context, Arab (1993:135) claims th@hé only teaching strategy of literature
is force-feeding through lectures’All of them insist that learning literature inigh
way-lecture- is challenging because communicatsofone way”; it is the way of
the teacher who always the provider of informatidhough it can work with more
advanced levels; practically when students acquine necessary literary
background to enable them become artistically caempe(Cartier, et al: 1991,
Chosen, 2002; McRae, 1991; Lazar, 2000). Furtheemimctures require well-
experienced specialized teachers lecturers (Ldxd},

Local students often argue that they hardgrn anything in those lectures
because of the crowd and sometimes of the methibtisaching of some teachers.
Most of them prefer studying in small groups, nbtakhen they are asked to read
and analyze texts reading (Appendix 16). In thistert, Harmer (2000) maintains
that in tutorials (TD) sessions the teacher card hary effective lessons and

learners reach a high degree of understanding aridrmance. The local teachers,



noticed from discussion, always claim about thigdanumber of students and how
they can teach and manage reading-based subjeetstéirature in which learners
are supposed to read literary texts and give th&ir responses and interpretations
and not only receive tons of ideas from a “spea&acher”. The orientations of the
Algerian educationists and the long-term objectigtsted for teaching English
language at the Algerian school by the ministrgddfication stress a departure from
the traditional methods to up-to-date teaching wdthpaving the way to reforms
and innovations that took place in different placeshe world over the last two
decades (Arab, 2005). In the introduction to thes te@ok designed for first year
secondary school, entitled “At the Crossroads” éd@ors headed by Arab (2005)
marked that they have based the syllabus on thé neosnt and prominent learner-
centered approach. They assert tBaidents have completed the four years of English
provided by the new Middle School E.F.L. syllabtifierefore, they should be already
familiar with the competency-based teaching andl¢bhener-centered approach on which
this book is based.Thus, openly they announced that they have mowey drom
the outmoded teacher-centered pedagogy and mahlead affiliation to learner-
centered pedagogy.

Conversely, nearly nothing happened withmversity staff, except for some
conferences in few Algerian universities as theidfatl Conference on English
Language Teaching-December 2003, Algiers, labéteekand in-Service Teaching-
Training in Algeria. But, still insufficient unlessthese findings and
recommendations are concretized and implementedormthe most urgent

recommendations brought about in the conferencéyave:



1- Systematic changes need to be brought into botbngacy and higher
education in order to bridge the gap between tivesesectors.

2- Our educational institutions are bound to changéhéy are to meet the
challenges of this new century. University studestteuld work together
through colloquia, seminars, conferences, workshefgs towards setting up
a change at all levels: teaching, testing, clasaratanagement, curriculum
development, materials design, research in langleéagreing and teaching.

3- The university should produce teachers who arey filformed of the
principles of EFL teaching and learning, who argpomsive to the needs of
the students as well as to the demand of the madmgiropriate teaching
models have to be developed in relation to the gimgnpopulation and
needs. We should insist on ‘brain shaping’ tharboain filling'.

These recommendations issued by university, sescgnénd middle school
teachers and students divulge a strong need fowvation and change in all levels
of the Algerian educational system.

To this end, with so many different teacfliearning methods and approaches
available, mainly acquired at university, teachefditerature, in fact, are likely
uncertain of which to opt for. In general, teachesort to their beliefs to teaching
or to classical methods that themselves have reddhom their masters once they
were studying at university. Arab (ibid:132) affsnthis “Of course we lecture, of

course we re-enact with our students some liteexrcises-recipes, rather! which we

have inherited unwittingly from our old masters.”



In fact, any change that touches teaching / legrof English language at all
levels will inevitably affect literature teachingethods as long as it is taken in EFL
context (Collie & Slater, 2001; Carter & Long, 199Thus, we wish that university
officials and educators raise a call for changetha existing pedagogies and
methods in order to bring them to level with theb@anges and innovations taking
place all over the world.

In the context of literature teaching in foreigmduage setting, most of the
literature theoreticians and pedagogues (Rosenll@85; Carter & Long, 1991;
Collie & Slater, 2001) affirm that the knowledgelibérature and teaching literature
approaches become meaningful and effective jusr dlarners are exposed to
literary texts, teachers only help them practisd davelop their reading abilities
and responses. Thus, in the initial learning stagdead of focusing too much on
lecturing and fostering extensive reading skills,gaod teaching / learning
programme should normally seek to offer more oppoties to intensive reading
skills of various literary texts to enhance thedstts’ literary comprehension and
interpretation.

For the sake of successful literature intensialirey sessions, TD sessions
(tutorials) in literature course should be introgldicin which learners will have
more opportunities to practise strategic intense@&ding while the teacher’s role
will be assumed to provide frameworks for manadhegcourse, evidently through
class organisation and lesson preparation. WithenAlgerian context, Miliani &

Benzaoui (2003: 27) pinpoint thais support to the formal lecture, seminars and



tutorials need to be introduced for small clasgulsions where students would have to

show a certain efficient reading”.

In a communicative teaching approach, eneawho has read and appreciated
a literary work is not necessarily a good teacheless he can transmit these
abilities to his learners through good class pragg@m and organisation within an
allotted time span (Harmer, 2001; Widdowson, 19€5)urse preparation implies
lesson planning that involves setting aims, obyesti sequencing activities and
selecting appropriate teaching materials. Harmpr ¢d: 121) asserts thatEdr the
teacher a plan-however informal- gives the lessoframework, an overall shape...
Planning helps, then, because it allows teachetkind& about where they are going and
gives them time to have ideas for tomorrow’s anxt meeek’s lessons.”
Lesson planning has even a colossal impact ondeaand would suggest a level of
professionalism and commitment. Harmer (ibid) pinp® that: “For students,
evidence of a plan shows them that the teacherdbasted time to thinking about the
class.”It seems to us that lesson planning intended fi@nsive literature sessions
may be a very efficient way, since it determinesimeachers and learners will do
in a stated time and limits the intervention aalits of the teacher. Let’s say, the
more organized a teacher is the more effectiventegcand thus learning will be.

On the whole, the necessity and the uttlita consistent teaching pedagogy in
accordance with a well established approach, aategic intensive teaching, made
us inquire the matter and raise the following goest
-To what extent can strategic teaching help Ehgtispartment students

increase their comprehension and interpretatiditevary text?



-To what extent can tutorial sessions provide heex with pedagogic
framework to help them develop consistent intenseagling lesson plans to
foster their students’ comprehension and interpcetaf literary text?

In sum, our study is an attempt to forge pprapriate pedagogy to teaching
literature through intensive reading sessions basestrategic lesson preparation in
order to shift from a teacher-centered lecturingtrirction to a learner-centered
pedagogy that would eventually result in enhanciogmprehension and
interpretation of literary texts.

2. Aim of the Study

In fact, teaching approaches and methods acentinual reform and evolution
mainly in the last four decades (Ellis & Brewst&991; Slater, 2000; Widdowson,
1985; Brumfit & Carter, 1986; Wajnryb, 2003). Ing&ria unfortunately a slender
effort has been done, in a concrete sense, atrgitiveducation space. Meanwhile,
an enormous change took place within several erunedt and professional
institutions to bring to line teaching methods g@edagogies with the recently most
prominent innovations in the field. This actuallyash resulted in somewhat
incompatibility with how literature is taught in ouniversities and recent teaching /
learning methods and pedagogies all over the workituations where literature is
included in EFL classes.

In this regard our study pretends to bridigis gap in order to adopt the

preoccupations of teaching/ learning pedagogie$ Wit voices that call for a
reform of university pedagogies which should gdharmony with all changes and

innovations after all. The study concisely aims at:



- Switching from a teacher-centered to a learnereredtpedagogy.

- Reducing the teacher’s intervention in the leasaput and output.

- Rearranging literature course, taking into accdoad, materials and the
needs of learners.

- Developing literature lesson plans for intensivesgms (tutorials).

- Adjusting some teaching strategies such as SQ3MEet@lop consistent
lesson plans for literature intensive reading sessifor the three literary
genres.

The overall aim of the present study is to suggeste teaching procedures
and pedagogical recommendations to universityditee teachers to help them
hold additional tutorial sessions based on literasgading that entails
communication, discussions, interactions and pelsomsponses. Literature
strategic teaching adopted in tutorial sessiondavenable learners to enhance their
comprehension and interpretation of literary text.

3. Hypothesis

Considering pedagogical issues related to theggmoof teaching literature at
university in TEFL context, we suppose that teashare required to opt for a
consistent teaching pedagogy, a good establislssdrigoreparation and integrating
strategies proper to literature intensive readingorder to foster the learners’
comprehension and interpretation of literary texi®© help improving and
innovating the task of teaching intensive literatwwourse based on strategic

reading, we hypothesize that learners would devebtope linguistic and literary
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competence when reading intensively and respondmditerary texts. Two
variables are developed to carry out this hypoghesi
The independent variable:
Applying a literature teaching strategy to inteediterature course.
The dependent variable is:
Increasing the learners’ comprehension and int&poa of literary texts.
Thus, the hypothesis would be developed as follows:
If literature is taught through strategic intensreading, it may foster the students’
comprehension and interpretation of literary text.
4. Methodology

The present research is limited to one exyntal group, for in education
context it seems difficult or even impossible torkvavith intact groups, i.e., groups
formed by means other than random selection. Tbexgfour research will be
carried out upon quasi-experimental method (Camgb&tanley, 1963). In quasi-
experimental design, the experimental group is oreaison a dependent variable
and then given the experimental treatment (Turndyofb, 1971).

When the experiment is done, the group shbalmeasured again on the same
variable. After that numerical or statistical compan will be made between the
results obtained from the two measurements. Tlosgature in quasi-experimental
method is referred to as Time Design (Turney & Roiflid), because of the
absence of control group which is used to check e@mtrol the effect of the
treatment. In Time Design, it is time between the experiments and treatment

which is considered to check the effects and tlangé on the single experimental

group.
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Trochim (2006: 55) says that if the prapos If X, then Y this stands for if
the programme is given, then the outcome occurt ibe carried out in any
investigation, the experimental design will be thest appropriate. In this respect
our research implies this proposition. It investes the state of literature teaching
at university combined with a concern to improveassfoom practice and
instruction aiming at improving our performanceteachers of literature and the
learners’ abilities to read, understand, and im&drgiterary material through
incorporating a reading-based strategy into liteeatourse.

Very often research about the value arehgths of an innovation or a new
teaching method divulge that a researcher has mexhsugroup on a dependent
variable (O1) and then an experimental manipul&kdns introduced precisely a
ten week curriculum project following the experirtedrireatment. The researcher
again measures group attitudes (O2) analyses @liftess between pre-test and post-
test score considering the effect of the treatn@p{Cohen & Manion, 1992). The

single group pre-test post-test design can be septed as in the table below:

o1 X 02

Table 1. Pre-teBbst-test Single Group Design
(O1) stands for the dependent variable; (02) stdmdindependent variable;
X stands for the treatment. In our case the indeéget variable is applying a
literature teaching strategy to intensive literataourse, the treatment is intensive
SO3R-based literary lesson, and the dependentblarig the reading test's scores.

The present research, however, assumes ABAB singke research design.
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According to Kazdin (1982), single case research WBAB design ensures a high
degree of validity and reliability. In respect tdBAB experimental design, our

study will pattern as follows:

o1 X 02 O3 X 04

Table 2: Alternative Single Gropi Design (ABAB)
This design involves the continuous assessmentragsaspect in a period of time.
Cohen & Manion (1992: 210) report the following adtages to ABAB
experimental designs:

1. They involve the continuous assessment of somecagpduman behaviour
over a period of time, requiring on the part of tasearcher the administration
of measures on multiple occasions within separa#ses of a study.

2. They involve what is termed intervention effectsiabhare replicated in the
same subject over time.

Considering these two characteristics, intetie@ measures are introduced to
draw inferences each time they are applied andreribiat if treatments are not
administered the respondents performance will teteeits original state. Cohen &
Manion (ibid: 210) say that:

The effects of the intervention are clear if pamance improves during
the first intervention phase, reverts to or apphneacoriginal baseline

levels of performance when the treatment is withwraand improves

again when treatment is recommenced in the secta/éntion phase.

In education field, this implies that if @atment, like a new teaching method

or introduction of new techniques, leads to a bgierformance of learners, that
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intervention cannot be considered effective orald& unless the learners’
performance decreases when the treatment is wiimdrand rises when the
treatment is introduced again in a second phase.

The experiment will be carried out in twoagks each phase comprises two
stages and each stage is followed by a test. tilveg a sample of thirty second
year students at the University of Ouargla. Theonmiants will undergo two
experimental phases. Each phase comprises classigakes and a pre-test followed
by a treatment and a post-test. Scores of pre-destpost-tests will be compared to
conjecture any changes in the subjects’ literaryjgpmance. Statistical calculations
are used to interpret the data inferred from theedarment and test the hypothesis.
5. Structure of the Thesis

The present study is an investigation into theestdtliterature teaching at
Ouargla University. The study comprises six chaptmranged in an ascending
order from literature review and theoretical issteghe experiment design and
findings. Chapter one explores language and liteeateaching in EFL setting as
long as, literature is not an end per se, but aired tool among many imparted
into foreign language classes to enhance learnkmguistic, cultural, and
intercultural competences. This chapter aims atcimag literature teaching
approaches, methods and models with foreign largt@aching ones in order to
give literature course a theoretical framework efeing on the situation in which a
target language is being taught.

Chapter two explores pedagogical considerationfitécature teaching in

foreign language classes. Through this chapter @agmaical framework for
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teaching literature and managing a literature @wtass will be developed. This
includes what methods should be used; how textsildhoe selected, read, and
interpreted. These inquiries are very cruciahia field of literature teaching and if
not considered, literature in the foreign classéklikely to fail or will not fulfill
the intended objectives set for it.

Chapter three highlights the major basics ofdiiere language, and its chief
characteristics. These notions seem to be very ritaupbin literature teaching for
both teachers and learners in order to bridge #yelgtween literature necessary
terms and the foreign language. Through this chagémeral essential notions
related to literature per se will be explored iderto facilitate the task of literature
teaching and literary text comprehending and imégipg.

Chapter four seeks to manage the intensive liusFatourse based on SQ3R
Strategy. This involves adapting theories, methais] strategies to literature
intensive course based on a well-known teachingtegly; it is Survey (S),
Question (Q), Read (R) Review (R) and Recite (R)3R will stand hence fore for
this strategy. Managing an intensive literaturersewvill draw us to shed light on
the classroom itself, the intensive course, the BS@Bategy and lesson planning.
These issues are very fundamental for holding eessful course in general.

Chapter five is devoted to develop standard SQ&set literature course
designs adaptable to all types of text. The desigrgerary texts with the three
genres: prose, poetry, drama. These designs aydlerible and then, predisposed
to modifications depending on the genre, lengtterf, aims set by the teacher, and

time allotted to the literature session.
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Chapter six consists of two parts the teachersstionnaire and the
experiment design with analysis and inferences. quesstionnaire is administered
to literature university teachers at Ouargla Emgliepartment to investigate the
state of literature teaching, methods, technigaesl class management. Also it
explores the local teachers’ concerns and preotiomgaabout the state of literature
teaching. The findings of the questionnaire mayphiel develop basis for the
experiment to carry out SQ3R-based reading strategyt two is devoted to the
analysis of the findings’ experiment inferred fraests’ scores. Classical courses
and treatments are discussed on the basis of gendent variable - scores obtained
from the four tests. The scores’ means are companedinferences are made in
order to test the hypotheses set for the studyhdnlight of questionnaire analysis
and the experiment findings some pedagogic recordaiems will be stated to
teachers of literature to help them coping witbrature teaching and intensive class

management.
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CHAPTER ONE: LITERATURE TEACHING APPROACHES AND
THEORIES
Introduction

Throughout the twentieth century Engligleriture teaching methods in EFL
settings have passed through tremendous changese Thanges are actually due
to the continual changes in foreign language methadd the educational
institutions needs (Richards and Rodgers, 1992).

Nowadays teaching English literature at arsity is associated with teaching
English language itself. Years ago, incorporatingglsh literature in English
language syllabus was controversial as long as nhiagyists and educationists
argue that the language of literature was deviamtamental and metaphoric, the
matter which makes it far away from the languagat thelps foreign language
learners acquire and learn the target languagerésent, the debate takes another
aspect. It is about whether to teach literaturausony on the text as language to
help learners acquire more vocabulary, structunesstyle or to go beyond the text,
l.e., to help the learners appreciate and admeecthiural and artistic components
of literary works. Within the Arab university comte Obeidat (1979: 30) raises the

issue and asked the following questions:

Are Arab students actually interested in learniamgguage or literature? And
how much literature should be included in the culim? What literature is
appropriate: poetry or prose, modern or non mod&m?®ve teach its history
and cultural background, or do we simply teachtéxe itself? Do we need to

focus on the text as language or go beyond th& text
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It seems quite important to draw cléelajective for teaching literature in E F
L classes before probing into methods and appraachieaching the subject. These
objectives actually should go in accordance with tequirements of the learners
and should also fit the contemporary methods ieiota respond to the changes and
innovations that take place in the field of langragaching and therefore of
literature teaching ( Widdowson, 1983).

From answers in a questionnaire in our Mséearch, we found out that most
teachers reject teaching literature as being tffecali. Also, students claim a lot
and are unsatisfied with what they have taken tjmout three years studying
literature. Eventually we found out that the praobleesides in the methods used by
teachers and not in the content of the programsafitWhen we expose the
learners to literature, establishing consistentiggaad objectives comes to be an
insistent requirement. These objectives shoulddrger out through devising and
adopting also a reliable method and approach ieraim make teaching literature

purposeful and methodological. Widdowson (ibid) Bdints out that:

At advanced levels, reading literature exposesldheners to language being
used in unconventional ways. It informs them alibatculture of places where
the target language is used. Extensive reading @tesithe continuing expansion
of lexical Knowledge and develops reading fluerityalso helps to develop the

learners’ interpretive skills.

Widdowson (ibid) stated the major aims tériature in ELT classes in a very
general way. Clearly literature aims at exposing tharners to the cultural

components of the target language, it enlarges gvacal knowledge and develops
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theirs reading skills by allowing them read longgsges and attempting to provide
personal interpretation and judgments.

On the whole, literature exposes learnersmimre authentic material and
involves them in text reading and interpreting psses, the matter which will
increase their personal responses to literary .telxtsclassical approaches of
teaching literature theorists maintain that literat mirrors social economic,
cultural, historical, and philosophical elementstlod literary text writer. Thus, its
study does not go beyond these limits. Among thleeerists and in the Algerian
context Arab (1993: 132) claims thatA$ a subject of study, it (literature) is perceived
as knowledge to be learnt about writers lives, tgiearks and so called authoritative
sources, a sort of tradition (or sauna) to be hamlbevn from master to disciple”.

Here, Arab refers to literature as itasght for decades in our universities; it
is that classical teacher-centered approach, iclwi@arners get knowledge from a
know-all teacher without being involved in text shwestricting their personal
interpretation and responses to artistic textss Thethod focuses on biographical
and historical backgrounds to explain and interpitetary texts. Arab does not
actually favour this method since it does not gthwihe modern calls of teaching
languages and any other related subjects maiehatiire. He(ibid: 32) affirms that,
“ Before coming to the point, let me simply singlet two of the main causes of
the frustrations experienced by both staff and esttsl in the literary pedagogical
transaction.”

It is clear enough that the situation ¢értature teaching in our universities

proved to be a failure in the last decades on bamtbs, the learners and teachers,
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and the experience of teaching literature is aratisn. Arab (ibid) attributes this to
two factures, one to the way how literature is @wed and the other to the way
literature is handled and taught in our universitie

Actually after numerous interviews lwistudents and a questionnaire
analysis, we come to note that literature is stilisidered as subject that reflects no
more than some writers lives, their social and gstwphical views and
interpretations of their long works passed fromchkea to learner and then
considered as standards and accepted unquestidodi®ygiven back to teachers in
text analysis and exams. This process will ineWt#dad to passive learning which
IS not wanted among most contemporary theorists exhatationists (Rosenblatt,
1995).

Accordingly, researchers, pedagogues, diunists and teachers are required
to review seriously the methods literature is haddh our universities in order to
promote a pedagogy that will suit the substantiainge in the world and respond to
the voices of reform in the EFL field.

1. Literature Teaching Overview

Introduction

Teaching literature at university habvays been controversial and
questionable. For most reasons, the problem seente ffirst, in the continual
evolution of teaching approaches and methods tHeesseand second the wide gap
between the substantial contents of literatureabyland the methods or techniques

to be used to attain a successful teaching /legupriacess (Spark, 1999). Regarding
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these circumstances, adapting a consistent metbgyloh teaching literature at
university seems to be a very demanding matter.
2. Aim of Literature Teaching

It is very important whenever literature teiag is discussed to distinguish
between literature as a creative art through wipiebple are intended to produce
and evaluate literary works, this case actuallyesy professional, and the case in
which literature is conceived as a subject in Efdsses to help learners acquire
linguistic and cultural insights about the langudigey are studying (Widdowson
1984, Lethbridge & Mildorf, 2003). This case istan interdisciplinary study. So,
any confusion in these two dimensions of literatigaching will inevitably lead to
negative effects on both teachers and learnermsder to bridge this gap within the
Maghrebi Context, Arab (1993) in the conferencditemature teaching at Maghrebi
University held in Fes suggests some consistergsas of literature teaching in
EFL context within the Maghrebi University: (1) theclusion of literature in EFL
classes has to inculcate a thorough competenceparidrmance in the English
language; (2) to familiarize students with the oas literary genres by enacting
certain “recognition strategies" applied to therabteristic structures; of poetry,
and of drama ; (3) to have a better understandirigeosocieties where literatures in
English are written and read; (4) to evaluate itezdriness of a text, i.e., the sum
total of the devices used in order to jolt us irgoognition, and therefore to assess
the interaction between medium and message. Thikese literary studies actually
become literary criticism. This actually advanéedr major purposes for including

literature in EFL classes. They briefly and congiseoncretize the four
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competences that most of linguists, applied lingusse calling for as shown in the

figure below (Lazar, 2000; Lethbridge, 2003; Spd®99;Rosenblatt, 1995):

CRITICAL COMPETENCE

SOCIO-
CULTURAL
AWARENESS

LITERARY
COMPETENE

LANGUAGE COMPETENCE AND PERFORMANCH

Figure 1. Pyramid of Language and Liteiture Competence

Linguistic competence implies a great awassrof the system of the language
and how it functions in order to get a good underding and therefore a good
manipulation of the language under study (Widdowsk$83). The second is the
literary competence through which the learners ballequipped with the necessary
literary devices, techniques, and forms to endidentread and process literary text
systematically within its set of rules and techmisjusince literary texts are deviant
from the norms of non-literary text (functional te&nd then require students not to
tackle them as to tackle any other kind of textvi&ou, 2004; Han, 2005). This

stage is very important in literature teachingasglas learners come to university
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without having studied English literature beforbug they consider and study
literary texts as any other text; providing themthwliterary competence will
actually bridge this gap. Socio-cultural awarenissan essential support since it
helps learners to relate what is being studiedtdoreal environment and make
projection and comparison to their own reality. ist through socio-cultural
awareness that the learners will be able to befrefih the views and philosophies
of the writers and learn more about the communiéied societies where these
works are carried out.

The ultimate aim of literature in EFL classhould help learners develop their
critical and evaluative faculties. To this respetipst of applied linguists and
pedagogues stress the importance of involving ¢aenkrs in text evaluation and
enhance their personal responses to literary wékab (op. cit: 135) stresses that

“The study of literature must not be regarded asmh in itself; it must be seen in the
brooder context of university education, i.e., tim&t ensures the formation of the student's

intellectual and critical faculties.”

In general, the three former aims shouladgally lead learners to become
intellectually independent and to allow them makasistent as well as personal
responses to literary text. This will, in returrifeo them immense opportunities to
become confident and self-reliant in reading andgiog literary texts. Also, it
makes them active learners and reduces the intéouenof the teacher who is in
traditional teaching views the master who transmatsdly made interpretation and
judgment about the text in hand. Arab (ibid, 14i&)mas that, “The aim of literature

is not to cram the studends’ heads with knowledyg, essentially to form their
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intellectual and critical faculties; which is whaiversity education is ultimately
about.
3. Need for a Method

Educationists and applied linguists (Seld®89; Shaffer, 1994; Rosenblatt,
1995; Richards & Rodgers, 1992) recommend the ségesf an appropriate
method for the teaching of any subject at universitanywhere else. The assigned
methodology must go with the developing of a plahsgllabus identifying the
objectives of the course. Also, activities andtsgees should be clearly integrated
in a form of lesson plans to carry out the contdrithe subject in accordance with a
stated method and objectives (Ghosen, 2002).

4. Survey of Approaches and Methods to Literature €aching in EFL Classes

The purposes of learning foreign languagesgh constantly according to the
demands of the age, the socio-cultural, politicald economic situations. This
change actually has an immense effect on how theigio language should be
taught and also the needs of the learners.

This reality has to be considered in literatieaching/learning, since the subject
is handled in E F | context, i.e., the manipulataithe target language is the end
after all. Literature takes a special place in leage learning, and literary texts are
considered a very important source of moral, caltand aesthetic values, also a
good model of authentic language practice and ugBgsenblatt, 1995). In this
context, teaching literature in EFL classes shaiid at promoting the learner's
linguistic and cultural potentialities. Scalene @0 3) notes thatThe study of

literature must be a social experience in whiclletds are given numerous opportunities
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to share their written and spoken responses withehcher and with each othe€alling
for a communicative approach to teaching literatomes to be a very convenient
instructional method to teaching literature irf'2tentury EFL classes. Far away
from the ways of traditional methods of languaged diterature teaching,
contemporary methods should focus on communicaskils that stress the
importance of spoken as will as written languagelagting a communicative
Approach to teaching literature does not come adom; it is to fit the
requirements of the actual time in which internadlocommunication has taken a

high place among people from different countrieslaoy (1997, 58) asserts that:

It (literature) was taught as a body of knowledgéher than an integral
component of language learning. Taken to extreswad) an approach could
have devastating effects on the communicationss&fllanguage learners. In
other words the learners may have been able tcedsloakespeare, Milton
and Wordsworth at the end of their studies, buy tbeuld not speak the

language in real life situation.

Dalanoy (ibid) is inquiring the utility diterature methods and programmes
that don't take into account the learners real artdal needs. He reacted against
literature instruction which does not enable lesn® benefit from the bulk of
literature to foster their language skills mairtlg tspoken ones.

5. Towards a Communicative Approach to Literature hstruction

The fact that English language has becomatamational communication tool
“Lingua Franca" and widely used in a number ofaittns by different people,
more and more emphasis should be place on comntiomda all its aspects. The

communicative Approach is said to be the resuttdhicators and linguists who had
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grown dissatisfied with the grammar-Translation aAddio-lingual methods
(Benson & Voller, 1997). They noticed that learngvere not taking enough
realistic language. Thus, they cannot, in mosthef ¢ases, communicate properly
with the language studied. Communicative Approashconsidered as a broad
approach to teaching, rather than as a Teachingddewith a clearly defined set of
classroom practices. Thus, broadly speaking, ther@anicative Approach sets a
list of general principles that are adaptable tp @ass which opts for this trend.

The communicative Approach has resulted ifetBht teaching methods taken
under a variety of names including Notional-Funwip Teaching for Proficiency,
Proficiency—Based Instruction, and Communicativadieage Teaching (CLT).
Nunan (1996, 62) states the following principlestfie Communicative Approach:
(1) an Emphasis on learning to communicate throuméraction in the target
language; (2) the introduction of authentic text® ithe learning situation; (3) the
provision of opportunities for learners to focust anly on language but also on the
learning process itself; (4) an enhancement of ks&ner's own personal
experiences as important contributing elements lgsscoom learning; (5) an
attempt to link classroom language learning withglaage activities outside the
classroom.

From the five principles cited above, ieses clear that CLT seeks to promote
communicative competence of the learners throughraotion which requires
discussion, negotiations, group work and persoegpanses to what they learn.
Also, CLT stresses the importance of authentic ria$einto the learning situation,

this includes real natural speakers speech, Newspamagazines, audiovisual

28



documents, and literary texts which constitute eagmpart of authentic material
since it is the easiest and the most availableuagbnal source in all educational
institutions (Richards & Rogers, 1992).

Moreover, CLT takes into consideration leagnitself as an end, not the
language. This emphasizes the fact that language and structures are useless
unless they help students learn the language amdalow them to use it correctly
and appropriately to communicate as opposed tonilegra set of rules.
Furthermore, CLT seeks to enhance the learners’mewsonal experiences through
relating to what they are taking to their real §vand then respond to them
individually depending on their personal views amatlooks which have been
already formed in them within their social, culiuaad religious reality. This factor
actually reinforces the extensive use of literarydoicts, for they provide the most
opportunities to learners to express themselves@nelspond emotionally, thus, in
return, they develop their critical and evaluafi@eulties (Brown, 2000).

Finally, the last principle of CLT comes as attempt to authenticizing
learning, esp., and foreign/second languages. iitpies linking what is learnt in
class with what the learners may encounter out$ideclass. These two situations
must fit each other. It will enable the learner tige acquired knowledge
appropriately and adequately to behave in non—adasgonment. If this does not
happen, learning will be non-sense and unable twvige learners with the
necessary requirements to cope with their dailylamtl situation (Canale, 1983).

In sum, the five elements advanced by Qitdponents come as a call to

reconsider the teaching/ learning in EFL classesrder to meet the process with

29



the most urgent necessities and requirements iohwfbireign languages are learned
not only to transfer cultural knowledge and sciemtinowledge from one language
to another, but also to interact and communicadklife situation.
6. Communicative Approach and Literature

Language teaching is in constant change readons for learning foreign
languages have been different in different timesi@e, 2000). From the 1840's to
the 1940's, the major purpose of learning langudgassbeen to allow learners to
access to the literature of the target language mewkfit from the mental and
cultural achievements of the time. By the 1970'wédwer the emphasis switched
from traditional methods to methods that would geglearners in more meaningful
and authentic language use. To this end most pomeis turned their attention to
the Communicative Approach which in turn led to ttlevelopment of other
methods such as CLT And since literature is recmmsd in the EFT classes, an
integrated teaching method appears to be very sacgsi.e., applying CLT
principles and techniques on all subjects whichiactuded in the programme to
get convergent methodology towards teaching fortagguage. Scalone (ibid: 24)
pinpoints that: Traditional approaches to the use of literaturewewer, have been

transformed from a focus on the literature as aypecbto the view that literary study is a
communicative act engaged in by both student aachts.”

And if literature is not taught in a comnzative atmosphere, it will have bad
effects on the communication skills of languagereess. In practical dimension, the
communicative approach to teaching literature hesssed significant role of the

reader response in literary text reading. In whtwdh reader is actively involved in
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bringing the literary text to life relying on hiswa emotional, cultural and
intellectual experiences. The role of the teacketoisupport and help learners in
their attempts create meanings and interpretatton$iterary texts (Rosenblatt,
1995). Dalanoy (1997, 18) however adds two impdr&dements. The teacher is
expected to foster linguistic and critical skillsSThis means that the teacher must seek
linguistic exactness and somewhat appropriate apgttive evaluations to any text
understudy in order to limit any exaggerated peabonerpretations and improper
spoken or written product on the part of the learRer him student readers may be
unable to communicate with a literary text withdogiing helped by the teacher.
Zafeiradou (2001, 42) points out that:

The pedagogical interface of literature and languagching should

become the students’ responses to the text foragason that the

teaching of literature is an arid business unlbssetis a response,

and even negative responses can create an imeregtissroom

situation.

In fact literary texts should serve pragtipractices in EFL classes, and if well
exploited they will enhance the communicative cotepee of learners and provide
opportunities for discussions, conversations andluawions in EFL classes.

Widdowson (1984, 162) asserts that:

Literature and poetry in particular, has a way rpleiting resources in a
language which has not been codified as corregfeusalt has no place in an
approach to teaching that insists on the gradualraalation of correct

linguistic forms.
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Thus, Widdowson (ibid) affirms that apprbes that seek correctness of
language use, such as the Grammar Translation Methd Structuralist Approach
can not invest literary text appropriately by défom. Those who pertain to
Communicative Approach: Widdowson (1984), Cart&9@), Long (1986), Lazar
(2000), Harmer (2001), Hedge (2000), and Rosen{d885) are most dedicated to
the use of literature in EFL classroom provided theontributes to the developing
of the students’ communicative and critical alshti

On the whole, according to them a good ged& approach to literature
teaching has to foster the learners’ response d¢otekt and leading them to a
personal discovery, this would eventually resulaative learners with continuous
love and appreciation of literary text, the thingigh will develop their linguistic,
communicative and literary competence (Han 2005).

7. An Integrated Approach to Literature Pedagogic PPactice

In the last decades and after the consitkershift of EFL pedagogy from
classical approaches to more contemporary onesy pedagogic implications have
been set to reconsider the role of literature tegcin E F L lasses. Carter and
Long’s (1991) Personal Growth Model and Tudor'srhea-centred approach are
among the most renowned and widely adapted in tegditerature. These two
models together actually constitute an integrafgm@ach which seeks to bridge the
gap between language-based approach and the lemmeed approach which is
based on communicative practices of foreign languagafeiriadon (2001)
summarizes the overall philosophy of this pedagegiproach as: 1) literary texts

should appeal to the students’ interests, concants age; 2) the teaching of
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literature in an EFL contest should aim to elibié tstudents’ responses to the text
and to guide them to a personal discovery; 3) attee in the classroom should be
explored in the light of a learner-centred pedagegyl as such it is meant a
teaching which is centred on the students’ comnativie needs goals and
aspiration and learning preferences; 4) literartstén a foreign language context
should be approached as a resource and not foy sioly for the student’s
language and literary enrichment, but as a motigaéind fruitful opportunity for
their education and their personal growth.

In this context a pedagogic frame to litera teaching in EFL classes has to
foster motivation in the language classroom andamipin the learners a love and
enjoyment for literature reading that should goaond beyond the classroom. Also,
it should develop the learners’ personal respoasdscritical potentialities to forge
from them more independent and active learnerss,Tihi return will help them
enrich their language learning and personal groMebreover, literature teaching
should gradually abandon teacher centred-pedagogynaove towards a more
learner—centred one in order to grant more oppii#snto learners to satisfy their
linguistic as well as communicative needs which ingastogether with the official
programme goals and perspectives (Lazar, 2000).

8. Literature Teaching Approaches and Theories

Though integrating literature in the EFLIglus is of a great benefit to the
learners’ linguistic, cultural, and personal deypat@nt it seems necessary to opt for
a teaching model which will serve to tie the neeflthe learners and the syllabus.

Literature teaching approaches seek to provider¢tieal background within EFL
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context to help learners of foreign languages aequinguistic and literary
competence as well as cultural awareness of thguége under study. Savvidou,
(2004: 18) asserts thaDéspite acquiring linguistic accuracy, it is apparéhat EFL
speakers will have difficulties in comprehending thuance, creativity and versatility
which characterize even standard and transactionals of English”. It is clear that
linguistic accuracy in EFL classes is not only aggg mastery of structural form
of the target language. This will not allow leaméo either understand or use the
language appropriately since language cannot dewbidts cultural recipient.
Sociolinguists maintain that language is a socitdcal phenomenon, for this
reason, learners should be exposed to the sodlatatural contexts of the target
language in order to enable them to acquire thityabd understand and interpret
discourse in its socio-cultural contexts ( Krash#®84). Thus, authentic material
should be integrated in EFL classes to enhanceonkyt linguistic but literary
discourse as well. Carter & Long (1991) advancesl ridtionale for processing
literary texts in EFL classes through three teaghmodels. These are the cultural
approach, the language approach, and personal lgrapproach. Lazar (2000)
though name them respectively, literature as cont@nguage-based, and literature
for personal enrichment approaches. Whatever nandslabels they take, they
actually remain the three significant models relate literature teaching within
EFL classes. These are the language-based apptbacbontent-based approach,

and the reader-response approach.
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Lazar (ibid) pinpoints also that thesesthteaching models if considered in
the syllabus, they will help teachers and educétisrio select and design materials
for classroom use, and assess the suitability ppablished materials.

8.1. Language Approach
The main aim of this approach is to helprieas improve their knowledge and
proficiency of the studied language. Within thiswtext, Lazar (ibid 27) asserts that

“Literary texts are thus seen as a resource onengmmany different types of texts which

provide stimulating language activitiesLiterary texts are used to exploit their
linguistic features and figurative language. Aldwey offer a wide range of styles
and registers which may provide opportunities tarers to discuss their main
topics ad ideas. The language-based approach eshedhniques which deal with
the study of the text itself in order to equip tharners with linguistic and artistic
tools to enable them interpret and make criticdbjuents of the text. This is why
stylistic analysis is the most adapted instructidoal. This involves close study of
the linguistic features of a text in order to agriat an understanding of how the
implications and meanings of the text are expressatl then transmitted Lazer
(ibid). Proponents of this trend (Savvidou, 2004arbhez, 2002; McRae, 1991)
believe that stylistics has two main objectiveshmtEFL classes. First it enables
learners to provide proficient well-supported iptetations of the text and only the
text. Second, it enables learners to expand themwledge and awareness of the
target language which in turn will provide them lwihore opportunities for class
discussion and language or literary practice, thaihg latter is of less priority and

receives less importance in EFL classes.
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8.2Cultural Approach : Literature as Content

Though this approach is still be cdesed in EFL classes, it actually
represents the traditional approach to teachiegalitire. Within this model learners
are supposed to access literary texts to explatetaan interpret the social, political

and historical aspects of the texts. Lazar (206 eBnphasizes this:

This Kind of approach examines the history and atteristics of
literary movements, the social, political and histal background to a
text; the biography of the author and its relevahcehis or her

writings, the genre of the text, etc.

This approach offers a good opportunityemchers to deal with socio-cultural
aspects of the text and its producer. It actuatigoerages learners to understand
different cultures and ideologies in relation amehtcast to their own. The role of
teachers will be that of the literary and histogrsed one rather than the language
one. They must be exact in the dates, ideas, eveeysprovide to learners. It is
regarded by many applied linguists as a teacheewssh approach since too much
load will be on the shoulder of the teacher andl\ilittle opportunity is given to
learners to explore or interpret social or histrielements of the text (Rosenblatt,
1985).

Below, Lazar (2000, 36) proposes a list of itenet thay be provided in literature
courses within the cultural approach. He named thaokground information.

- Biographical information about the author

- Historical or mythological events or charactersvtoch a text refers

- Philosophical , religious or political ideas delobate discussed in a text

36



- Places, objects or other texts referred to in d-tesither directly or
indirectly.
- Genre of the text
- Relationship of the text to the literary movemeoftgs time.
- Historical, political or social background againgtich the text was written
- Distinct features of the author’s style
Of course, concerning cultural, historicald philosophical elements the
teacher can use a variety of documents or assggareh work to be conducted by
learner and then presented in order to give theme witance to express themselves,
and to vary and deepen their knowledge about tke de passage under study
(Ghosen, 2002).
8.3. Aesthetic Personal Growth Approach
The personal growth approach or literatwe gersonal enrichment, as it is
named by Lazer (2002), comes as a link betweenathguage approach and the
cultural one though focusing on a specific useaafjlage within a specific cultural
context. Savvidou (2004: 24) claims tHakarners are encouraged to express their
opinions, feelings and make connections betweernr tben personal and cultural

experiences and those expressed in the.tdftis approach also seeks to help learners
develop knowledge of ideas, views, and languageutiir integrating different
themes and topics from different texts. The setetéxts should be of interest to
learners so that they can interact with them arfthece their personal responses.

Obeidat (1997, 34) pinpoints that:
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As we teach Arab students English literature, waukhalso teach them how
to read closely and critically, and supply themhwitoper analytical skills as
we open the door to a deeper appreciation and siaeheling of literature,

both as an object or ideological and cultural asialyand as a linguistic

activity of reading and writing about the other.

In this context tests will only provide elitions to learners activate their
schemata to construct meaning assisted partlydyetcher and partly by linguistic
and stylistic tools apparent in the text. Differarierpretations would be possible to
a single text and the teacher should accept thémpraliding learners only with
hints and directions to help them stay within tlext's general cultural and
informational context (Benton, 1990).

8.4. An Integrated Approach

In fact, the three literature teachiapproaches are interrelated and
complement each other; they differ only in termsha&f focus on the text. Thus, the
teacher has to opt for each one in the due timenveesets the aim for the reading
text (Benton, ibid).

The teacher adopts the language approach Wwhevants his learners explore
the texts’ grammatical and stylistic tools; he addpr the cultural approach when
thematic, informational and philosophical elemeats sought; then he applies the
personal growth approach when he wants to actitteddearners’ own personal
responses and miscellaneous interpretations tdettte the situation in which the
teacher will withdraw partially from the traditidnelass instruction and let learners
enjoy certain autonomy and only help them to makeirt judgments and

interpretations about the texts( Carlisle, 2000).
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Rosenblatt (1985, 18) asserts thdft literature is worth teaching then it seems
axiomatic that it is the response to literaturelfte/hich is important.”

This emphasizes the utmost important rdieteaching literature in EFL
classes. Literary texts should provide pertinerganfunities to learners to express
their opinions and feelings through text interactidAn integrated model is a
teaching approach which aims at exploiting literdexts to the whole, i.e.,
linguistically, culturally and psychologically witlthe careful selection of the
appropriate text on the part of the teacher (Berdpncit). Let's end by saying that
what we want learners to do with and get from #edmg text will determine the
fitting teaching model.

9. Considering Intercultural Competence

Literature in EFL classes can be usednhtoease the learners’ intercultural
awareness, since learners are asked to respoiman wnfamiliar experience from
cultures most of the time different from their owhhus, the comprehension,
appreciation, and evaluation of literary texts depbeavily upon how the learners
are interculturaly competent, i.e., understandingd appreciating of otherness. Han
(2005:73) explains thatStudents intercultural competence can be develtdpedgh the
literature text".

Literature, actually can act as a verwedul agent to develop the learners’
intercultural competence which manifests in fosigrempathy; a tolerance to
cultural, political and even religious diversityh@en (2002:72) added emotional
intelligence. Emotional intelligence, which is essential for etiyaand tolerance, is the

understanding of feelings, both of one’s own areldthers”. It seems that literary texts
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integrated in EFL classes play a significant raleincreasing the nurturing of
intercultural awareness and emotional intelligence.

9.1. Developing Students’ Intercultial Competence

The world is getting smaller and elobecause of the development of the
means of communication and the globalization ofhecwy, the thing which made
intercultural communication an urgent requirememd anore necessary than ever.
Neustupny (1988, 73) affirms that “Interculturabieing is essential for better
communication”. The opportunities of direct contacid technology and cultural
supremacy imposed by more developed nations ctdtittee need to understand
other cultures despite differences. Han (op. a@syfurther when she claims that
even in the local classrooms we may have students flifferent cultures and
ethnic groups. In Algerian schools this can bengddied in the cultural
differences between Arabs and Berbers and howrdest to texts which deal with
the history, language, and origins of the Algerians

Teachers therefore are required to fanmkatheir students with each others’

cultures and foreign cultures by instilling intoeth the will to understand and
respect the cultural stock of people who are diffiefrom what they only know.

9. 2. Literature and InterculturalCompetence

Literature is the mirror of socistwiews and beliefs. It reflects social,

political, and cultural values of any society. lisa reflects people's views,
convictions, and dreams in a very creative and inaag way. Literary texts thus

show the real as well as imaginary truth of peapld aims at transferring man's

40



fictitious world into real one. This is why it i®sidered as a very important factor

for social change. Han (2005: 74) claims that:

In the literature of the past we can find the rawtthe present, in the literature
of the future we believe we will see the traditioofsthe past. Literature
contains and presents both the transition of tineesocial reality as the agent
of change.

Literary texts actually invite the readevs/iew and observe a nation’s culture,
its history, its present, and its future perspedjvthough it portrays them
subjectively. The experiences gained from litematiexts offer learners the chance
to check their own values and exchange their p#stti points of view. This will
help them to interact with foreign cultures cultlyrand if not at least aesthetically.

Still, however, teachers should look and fop texts that seek to stretch the
learner’s culture and enrich it rather than thosectv will receive resistance and
rejection on the part of the reader. Developingreultural competence through
literature texts actually remains immensely depahdeon the choice of texts and
the intention of the teacher as well as the congrelon and analytical activities
assigned to work with those texts. These activihase to foster the learners’
critical and evaluative faculties, rather theniliathem with ready stereotyped ideas

and values. Han (ibid: 14) added:

Often creative tasks lend themselves to a blentiteshry and intercultural
objectives, leaving enough space and an “anxiety*fzone for the learners in
which they can experiment with different pointsviéw as well as compare

their own culture to the culture in the text.
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As a matter of fact, too much chanceivegto learners to review their own
culture stock through exposing them to differeritures expressed in literary texts
from different ethnic groups and nations. This viakster their critical potentialities
if the activities assigned with the texts stande#fective tools for the readers to
read, comprehend, appreciate and eventually ewaltem in contrast to their
original views and social values (Elliot, 1990).ilban be achieved if teachers do
not try to provide the learners with ready-madensams and reactions to the texts,
but help them to discover the underlying messaghentext and react to it in the
way they see appropriate and suitable. Of counsewill help them to review their
own reactions when they observe each others ev@uiat addition to the teachers’
ones that should come at the end in the form ofiague and orientation only in
order to reconstruct their understanding of theasde the text (Kramsch, 1998).

9.3. Pedagogical Framework for Intercultur&Literature Lesson

Many educationists assert that the leasheuld develop not only linguistic
and literary competence but intercultural competeas well. Byram & Risager
(1997, 75) suggest that "the learner should becamimtercultural speaker instead
of aiming at a near native capacity”. The propas@f this tendency (Elliot, op.cit;
Kramsch, 1993; Han, 2005) maintain that teacheosildhinclude skills, attitudes,
knowledge and educational factors in reinforcinge tlearners’ intercultural
competence. This means that classroom environnmehtraterials should seek to
help learners deepen and enlarge their compreheasio tolerance to the cultural
values of the people of the foreign language ustety. The thing which will make

them narrow the intercultural gap and compare tledras to the other eventually
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learn actively from the differences resulting froeing different in a very objective

and constructive way. Han (ibid: 75) points that:

Other attempts to assess intercultural learningadithe description of special
methods of teaching intercultural communicationkeli for example,
ethnographic projects, lessons based on informaéixts or other authentic

material, and lessens based on the teaching cHtlite.

Although it seems very useful and even n&srgsto teach literature and benefit
from the cultural aspects of the foreign languagthiw literary texts, it remains
rather difficult and vague to structure the lessarsd assess the students'
achievement. As a consequence to this Byram (a@psets several objectives to
foster the learners’ intercultural learning.

9.4. Objectives of Intercultural-based Lesss

Educationists maintain that it goes withsaying that intercultural objectives
often overlap with linguistic and educational oniBisus literature lessons tend to be
a crossover and an inter-disciplinary frame in \Whiearners grow and develop
ideal-integral foreign language learning. Byram &d&yer (1997: 76) suggest the
following objectives of these lessons:

A- Identify and recognize elements from foreign cutuin the literary texts.
B- Identify a conflict / misunderstanding between ards in the literary texts.

C- Understand the fictional characters in the litertamt.
D- Express their feelingshe learners) about the literary texts.

E- Compare each otheropinions and attitudes towards the texts and thei

fictional characters.
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It is clear then that a literature lessshould not aim only to reinforce
linguistic and social faculties but to help leaseecognize cultural, linguistic,
social elements in the foreign language then esptiesir attitudes and reactions
towards them taking into consideration their owntwal elements and the

fictionality of literary texts and how people froother cultures think, react and

imagine. All this has to emphasize the contrash wite learnés known home

culture in order to make him develop his evaluatordical potentialities and
tolerate different attitudes and what ever opinioasnely those expressed in the
target language (Rosenblatt, 1995; Han, 2005; DQyua®77). For instance, if
students deal with a text that describes ChristiDas this does not aim to convert
learners to Christian believers or even followeérs, it should give them a very real
opportunity to see how different Christian religsgpractices to their own practices
and also to get the idea that not all people ar¢hefsame cultural block, then
tolerance, understanding, and respect will growhegm. This in return will by no
means raise their own cultural awareness and helm to get rid of biased ideas
and prejudice. But, it remains in hands of the heado provide learners with
guidance, instructions, text choice, and autonamgchieve these objectives.

In essence, literary texts can be investeBFL class as an effective tool to
develop the learners’ cultural learning then adhnigvintercultural competence
between the learners’ home culture and the peopéget language culture in
addition to the linguistic benefits gained from dewg fictional texts, i.e., how

language is used to express fictional charactetlsearen real thoughts and ideas.
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This eventually will help learners to gain lingigst cultural and, literary
competence.
10. Literary Competence

The majority of teachers as well as learneesfamiliar with Chomsky’s term
grammatical competence which refers to native sgrsakmastery of internalized
knowledge of rules and norms which govern theirgleage and make them
generating and understanding meaningful utterand&t, the term “literary
competence” is not so familiar among foreign larggueeachers and learners. Lazar

(2000:12) assumes that:

Effective readers of a literary text possess #itgrcompetence’, in that they
have an implicit understanding of, and familiant§th, certain conventions
which allow them to take the words on page of & glaother literary work

and convert them into literary meaning.

Literary competence thus refers to an ajmle mastery and knowledge of the
roles and norms of literary discourse. This impliesw a literary work, as
distinguished from non-literary, is to be read mssed and comprehended. Within
literary reading, the reader is very often confeohtwith a language that uses
metaphorical and symbolic meanings which includgireés of speech, metaphors,
simile, etc. Teachers of literature thus have tuiliarize their students with such
language use and should encourage them to proogsmarked deviations from
ordinary grammar and language Lethbridge & Mild(#003). Moreover, readers
should acquire a kind of competence to enable tlemmgnize literary genres since
each genre will require some specific knowledgehmpart of the readers. Thus,

reading a poem would activate the reader's schemdaowledge — on rhyme,
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meter, rhythm, alliteration and images while regdamovel would imply readers to
concentrate more on plot, characters, point of vienme and so forth. Each literary
genre, actually disposes a particular set of featwhich makes it read and handled
in a particular way with particular skills and adies. Besides, reading a literary
text poses a crucial problem at literary termingltgyvel or metalanguage. Readers
then have to be acquainted with the necessary it@warly terms to enable them
exploring a literary text appropriately (Lazar, BQOFor instance, if readers do not
know foregrounding, foreshadowing, irony, apostmpétc, they will just rely on
literal meanings of words, expressions and sengeting¢ make-up the text. Literary
competence is dependent on the reader's awareriefterary text's devices,
techniques and terms used by writers. This imgl®&ations of literary language,
the use of metaphorical language, and the spd®Bodf literary genres, since each
genre presents a particular type of reading anavigdge, and literary terminology
which helps the reader add meanings that are nparapt through the literal
reading of language items (Benton, 1990). In arsgcthe more a reader is aware of
the literary style, devices, techniques, genrestards, the more literary competent
he will be. So, teachers of literature have to mmrsthe importance of literary
competence through incorporating some tasks amdtess in literature course.
11. Literary Theories: Generalities

11.1. Literary Reading Critical Approades

Studies in the field of EFL notabltehature teaching / learning have shown
the immense role of theory in processing literaexts. Many learners come to

university without the necessary theoretical litgrbackground and once exposed
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to literary texts, they either find them inacceksibr treat them as the functional
texts. what is more is that, this has been confirnmeour MA research, most of
university literature teachers ignore literary the® and skills used in dealing with
literary text ( Appendix 2), the result is that bdeacher approaches literature and
literary reading the way he sees appropriate amyazgent. In most of the cases
this leads to a great disgust of the course ompénea learner for these reasons and
others critical approaches or literary criticisnpagred to help teachers and learners
discuss and then evaluate any literary text.

Burris (1999) brought three reasons fardity criticism. In the first place it
helps readers solve the difficulty in understandsane historical, social and
cultural aspects of the reading text. Second, ipsheeaders to discover textual
evidence to enhance comprehension of the textdThirenables learners to form
consistent judgments about texts relying on the previous points. However in
this contest, one must distinguish between thergénaaning of literature and the
narrow meaning. The former meaning implies evenghivritten down about a
culture, a subject, or specific research fieldhsas research literature, the literature
on women movements, and the literature of the UBA wars. In this context the
term literature is used in its broad sense and m@dndocuments, articles, and
books relevant to a field of knowledge or area rofestigation or that revolve
around them. The narrow definition implies the k#oof fiction, i.e., works that
clearly marked by the characteristics of fictiohaland distinguish them from

functional non-fictional texts (Abrams, 1981).
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11.2literary Theory
Actually each academic discipline eubject has well-established
principles upon which it is based and study theookg which it is evaluated and

approached. For Brewton (2006, 1) literary theogans:

The body of ideas and methods we use in the pedctigading of

literature. By literary theory we refer not to theeaning of a work of
literature but to the theories what literature oagan. Literary theory is a
description of the underlying principles, one migke tools, by which we

attempt to understand literature.

Literary theory as the words which make lup phrase implies theory used in
reading, interpreting and analyzing then evaluatengy piece of literature.
“Critical theory” is also used to designate litgraheory (Brewton, ibid). Within
literary studies this notion has been transform&d fcultural theory”. Literary
theory refers to the set of principles derived frimternal analysis of literary texts
and also from external knowledge that helps intdrgire text in its real, social and
cultural context (Widdowson, 1974).

Literary theory emerges gradually in Eurapehe 19 century in Germany,
but it took its subjects from the bible, i.e. wias concerned with religious texts and
how to reform the Christian society taking into siierations social, political, and
economic changes of the Europeans. This, in thesecof the years, resulted in a
brake with traditional, radical and dogmatic intetations of biblical texts and
instruction. Some years later these approachefopuard to reinterpret and explain
the bible have been used for the same aim in nlagiengs texts. This eventually led

to the development of theories to interpret andlargiterary texts (Brewton op
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cit). In parallel to the evolution of literary thgo a large number of literary
movements appeared and had an immense influenckoento approach and
interpret literary texts mainly in the twentiethntery. Since then, literary theories
have relied on what a theorist or critic defined approaches literature and literary
texts. From the assumptions to literature and téxty develop methods and
techniques to interpret and analyze literary teXteen, many literary schools saw
light each of which approached literary texts frardifferent angle (Lethbridge &
Mildorf, 2003).

11.3. Theoretical Approaches to Literate

In literary criticism there are manyeoapping approaches. In all cases,
theoreticians call for on interdisciplinary apprbdo deal with any literary product.
In the twentieth century three major movements daeid the scene. They are
Marxist theory, Feminism, and Postmodernism (Letide & Mildorf, ibid). These
movements are distinguished from one another depgruh their view to literary
text analysis and interpretation. Some expressaegion of the world outside the
text, and others, on the other hand stress a cbanepf the world inside the text.
Consequently, literary approaches develop theiortee according to these two
distinct dichotomies (Kennedy & Dana, 1995). Acaogd to these distinct
dichotomies several critical approaches to liteatemerged. These include
formalist criticism or aesthetic, some would als@ll cit structuralism;
Biographical/historical; psychological; deconstraotist; feminist; Marxist; reader

— response
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11.3.1. Formalist Criticism

It is also known as aesthetic thettrgpproaches literary work in terms of
beauty and explores its form and its ability to eahpartistic elements. Kennedy &
Dana (1995: 1790) claim thatLiterature is a unique form of human knowledgatth
needs to be examined on its own terntsdrmalists value the text as a self-contained
unity in which all the parts contributes to makewhole, i.e. all the elements
necessary for interpreting and comprehending trespanding to the text are
contained within the work itself accordingly, faahists offer highly detailed and
close readings to detect its nuances which willtrdomte to the total effect and
appreciation. The particular interest to formatstic are elements of form i.e.,
structure, tone, imagery, etc., that figure in tive. Meyer (1998: 26) advances the
following features to formalist criticism:

- Literature is a form of knowledge with intrinsiceetents: style, structure,
imagery, tone, and genre.

- What gives a literary work status as art, or aseatgwork of art, is how all
of its elements work together to create the reatges experience (thought,
feeling, reactions, etc ).

- The appreciation of literature as an art requitesecreading.

- Style and theme influence each other and cannséparated.

- Formalist critics do not deny the historical, poll situation of a work; they
just believe works of art have the power to trandcéy being organic

wholes.
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- Formalist criticism is decidedly a (scientific) appch to literary analysis,
focusing on (facts amenable to verification).

In short, formalism implies an interpretie@proach that emphasizes close
reading and considering highly literary from, anddying literary devices within
the text. This approach seeks to place the studitesture on a scientific basis
through the analysis of devices techniques, motighin the literary text.
Formalists give great importance to qualities thditerary text may comprise to
form its literariness and do not consider muchattor or the context. The major
aim of formalists is to determine how intrinsic ralents within a text work together
with the texts content to shape its effects upawlees (Meyer, ibid).

11.3.2. Biographical / Historical Reory

This approach stresses the impoeanf the author's personal life in
interpreting and getting meaning from literary sexAccording to this view, insight
provided by knowledge of the authors social, caltand intellectual background
actually help critics as readers comprehend antyaméiterary works. Kennedy &
Dana (op. cit: 1792) assert th&This approach begins with the simple but central
insight that literature is written by actual peopled that understanding an author’s life can
help readers more thoroughly comprehend the text”.

This approach is based on the fact theiaktife and milieu inevitably help
either directly or indirectly shaping any authorsrl since authors are ordinary
people living and interacting among themselves, ahdir concerns and
preoccupations are inspired from their interactwith other people undergoing

some social and living conditions (Lethbridge & 8, 2003).
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Though biographical and historical apptas stress the utility of the
author’s life and life experience in understandamgl rebuilding of the ideologies
and concerns of the author, some critics believeaddition to that historical
approach investigates how texts may be interpreted time and how readers may
change their interpretations of these texts thratglyears (Rosenblatt, 1985).

Actually, these two approaches seek to egptbe author’'s biography and
social as well as cultural milieu in processingerbiry texts, and how their
interpretations and meanings change over the y@dms. stresses the idea that
people’s understanding and interpretations of &a idr a concept is in continual
change and evolution.

11.3.3. Psychological Approach
This approach focuses on the aushdehaviour and motivation. In
achieving this, analyzing the characters’ behavand their motivation is a work of
fiction. Critics who hold this approach believe ttlaat in general, and literature in
particular reflects peoples’ life, thus it is “®Realistic representation of human
motivation and behaviouMeyer op. cit, 29). This approach is influencgdHreud's
psychoanalytic theories, thus Kennedy & Dana ().asserts that psychological
criticism employs at best one of the following piples:
- Aninvestigation of the artist’s creative motivatio
- A close study of the artist’'s biographical circuamstes and how they affect
his imagination
- A use of psychology methods and terminology in wiab fictional

characters.
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Namely, critics within this approach strése importance of the artist’s life
and circumstances in analyzing their fictional elcters, because they believe that
imagination is a response to certain stimulus winch realistic phenomenon such
as bad, good, or difficult impressions an author rgat when undergoing some
circumstances (Lethbridge & Mildorf, 2003).

11.3.4. Deconstruction Approach

This approach is to some extent, lsinto the formalist one in the way that
they give close attention to the text and the asialgf the words, structures, and
images. The difference is that deconstructivisggre language as unstable medium
since words lack perfect correspondence to objecid people may develop
different interpretations to one text as long asheaeader will give his own
meaning to the words he is reading. Deconstratgitisus believe that there is no
definitive interpretation to one text and meanisgsomething the reader creates.
This approach actually rejects the idea that lagguean accurately represent
reality. Kennedy & Dana (op. cit) set two major go@ deconstractivists criticism.
The first is challenging the notion of author owstep, this means that authors can
not control or assign a specific meaning to thextd, i.e., the text belongs to all
readers who will try to deconstruct it then sugdkstr own interpretations, relying
on, some hints or literary devices that exist witthe text. This implies that the
more an author supplies figures of speech and ambgexpressions, the more the
task of the reader will be complex and more suggesthe second is focusing on
how language is used in a given text to achievegppthis is related to language as

a medium to express realistic acts. This goal igadly the concern of both author

53



and reader since they both try to use languagenwey some reality. If language
does not accomplish this end, literature will ben1sense and meaningless. For
Kennedy & Dana (ibid) power means reality and actif

When literary texts do not reflect reabtyd unable to deal with peoples’ daily
problems, preoccupations, hopes concerns and &y foey are powerless, and thus
their words, expressions, and figures do not aehtaeir primary goal which is to
expose reality and then launch it to a given aumien

11.3.5. Feminist Approach

This approach culminated in the [B960’s. It came as a reaction against
literary studies that were dominated by man. Womeights movement also plays
a great role in bringing this approach to peak.sTépproach focuses on female
themes and fights ideas and stereotypes about womkso, it tries to set
differences between men’s and woman's ways of iffgakopics concerns and even
literary style and linguistic choices (Kennedy &ri2aibid).

The critics’ job within this approach @ study the truth that concerns woman
or man himself. It favors a binary discourse, acalisse that gives authority to
woman to be herself, to defend herself and, angutstion her existence. Among
the most significant issues of feminist approactQiseer theory which defends
“homo” than (hetero) relation which are man’s cgrt@ to woman-man sexual
relationships. Queer theory stresses the odd, mifi@muiliar, the strange, and the
alien as long as the issues are regarded famiidrrmrmal in man’s mind and

existence (Lethbridge & Mildorf, 2003: 18).
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11.3.6. Marxist Literary Theory

Marxist literary theory is often labeled sdomical stresses the key role
of literature as an effective medium to depict €lasnflicts and class distinctions.
this theory actually supports authors who shovaigsgmpathy to the working class
and who are engaged to defend them, Lethbridge kgldvfi (2003: 19) assume that

“Marxist theorists try to relate problems of integfation to cultural historical problems
and are concerned with the uncovering of powercgiras (economic, class, and culture)
as they become manifest in literary texts.”

This confirms the function of literary texn depicting economic, social, and
cultural issues this theory actually tries to faaset of rules and conventions upon
which critics should evaluate a literary text. Theyy on comparisons between
capitalist and non-capitalist societies trying & msights in order to favour non-
capitalist values and culture (Stayn, 1975; BoawR006).

For them a literary text is consideredstid and valuable only if it deals with
class struggles, social and cultural problems @ mmasses. Many authors use
“evaluative and judgmental” to mean the role of ¥Mstrcriticism as long as it often
judges and evaluates literary texts and even asitborpolitical and ideological
basis. Meyer (op. cit: 29) summarizes this appr@acfollows:

- These critics examine literature in its culturatoeomic, and political
context.

- It is concerned with the social content of literargrks, raising questions as
what social values does the text promote? Whdiesdle of the audience in

dealing with what has been written?
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- These critics assume that all art is political.
- They judge literary works according to its politieg@propriateness.

Roughly, Marxist theory provides interptetas to literary texts according to
the philosophical ideology set forth by Karl Marxdahis disciples exposing
cultural, social, and economic issues.

12. Reader-response Approach

This theory maintains that literary texase supposed to be read and
interpreted by individuals and most of time thefyadiin their reaction to these texts
because of their backgrounds, cultural competeanue linguistic competence. As a
consequence critics should not exert too much obotr the reader. Meyer (ibid)
Summarizes this as follows:

- The plurality of readings possible aresaplored.
- Religious, cultural, and social values affect regdi
- No text is self contained, i.e., it is not independ of the readers
interpretation.
- Focus should be on the values embedded in the reateer than those
embedded in the text.
- Reading, esp., literary is a creative process.
Within this approach literary reading should considered as a transaction
between the reader and the text and it explores hdyapens in the readers mind
when reading literary text relying inevitably onshsocial, religions and cultural

background (May, 1999).
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For the proponents of this approach, litersxts do not contain explicit
meanings, it is the reader and only the readerdhatderive meaning from them
since readers are different in their intellectuald acultural construction, their
reaction to texts is supposed to be different. Tllusame text will have several
interpretations and not one, most of the casespsan by critics. More than this, a
same reader many suggest a different interpretatian he reads the same text two
or three successive times or two or three yeaes. lat

In general, this approach comes as a reaction stgdieories which assume
that a text may have one correct and exact intexfooe and insist on the great role
of the reader in giving a final also personal iptetation. Lethbridge (2003: 20)
proposes a concept that emphasizes this theory,téxtual gaps or blanks; this
means that all texts have some gaps which musilleé by readers. Filling these
gaps actually is reader-oriented. It depends omrdhder’s intellectual and cultural
constructions as well as his social conventionsrahgions values.

Conclusion

It is actually a necessity to take into considerafioreign language teaching
approaches and methods when dealing with literatemehing. Teaching English
literature in EFL classes should not be regardedreated in isolation from its
general context, as long as literature is not ahpar se, but a required tool among
many imparted into foreign language classes tofasir and enhance learners’
linguistic, cultural, and intercultural competencdsterature, in fact, exposes
learners to more authentic material and providesnthwith more opportunities of

reading and interpreting processes; thus it hadylafained immense care among
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educationists. In the classical teaching approaditesature was considered as a
vehicle of transmitting thought, experiences, aal$y and philosophies between
nations. In the last decades and after the corabtieshift of EFL pedagogy from
classical approaches to more contemporary onesy pedagogic implications have
been set to reconsider the role of literature teachn EFL classes). Actually,
literature provides learners with authentic matenahich will foster their natural
acquisition of foreign languages. Accordingly, rgrire teaching approaches,
methods, and models and their relationship witkeifpr language teaching must be
known in order to match them appropriately and thenng literature course a
theoretical framework depending on the situatiorwimch a foreign language is
being taught. Teachers of literature should alke tato consideration intercultural
dimensions in treating literary texts. This canphkelarners understand and respect
the others’ cultures. In reading literary textgrieers are supposed to interact with
each other and respond to the topics and aesthettioduced by literary men who
represent authentically their societies. This ide@inforced within reader-response

which is regarded a prominent literature teachipgyeach.
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PEDAGOGICAL CONSIDERATIONS TO LITERATURE TEACHING | N
FOREIGN LANGUAGE CLASSES
Introduction

There have been constant increasing catlsvaites signaling the importance
of integrating literature in foreign languages sk&s and curriculum. University
foreign classes are highly concerned with the issnee university is the only
institution that holds academic formal educationféweign languages.

Several theorists relate this call to theartunity provided by literary texts to
learners to use authentic language and handlentthem authentic texts facilitates
their natural and real contact with the foreignglamge and dive the learner in a real
linguistic and cultural bath. Chosen (2002, 172j)raf that ‘Literature can also act
as a powerful change agent by developing pupilrcultural awareness while at the
same time nurturing empathy, a tolerance for ditserand emotional intelligence.”

The urgent issue actually is not passed iatlével but goes beyond this. The
significant issue is how this subject (literatustpould be handled and integrated.
What methods should be used? What text should bd?uand how these texts
should be read and interpreted? These inquiriesvary crucial in the field of
teaching and if not taken into consideration litera in the foreign classes will
likely to fail because of the variety of literamxts and their specific characteristics
which distinguish them from the other kinds of s&exthrough this chapter we shall
try to suggest a pedagogical framework for teacHitegature and managing a

literature course class.
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In seeking a pedagogical framework for t@aghliterature we see that
exploring classroom and lesson planning seem tmfba high importance in
fulfilling the task. Methods and techniques of t@ag English literature also will
be considered.

1. Choice of a Method

A very particular attention has been paicently to approaches and methods
for teaching foreign languages. Actually these mé@shdo not come to the scene
abruptly or occasionally, it is, indeed a resulsmnificant change and shifts in the
demands of both society and inevitably learnersr&hs reciprocal and integral
role of both society and learner, i.e., they mustig harmony and integration
(Richards & Rogers, 1992). Old methods of teactiorgign languages, in some
situations have proved failure since they are mgéo able to satisfy the needs and
demands of present day learners. As far as literdéaching is concerned, learners
should be provided with certain intellectual, ctdly as well as linguistic
potentialities to promote their learning assimilatel interact with otherness, and
ultimately responding positively to the linguistamd cultural dimension of the
target language (Brumfit & Carter, 1989).
2. Communicative Perspective

Since the appearance of CLT Approach, areasing demand for applying and
adapting communication methodology in EFL class&s lteen sought all over the
world. This refers partially to the usefulness affitiency of this methodology and
partially to the opportunity provided within thisethod to learners to be successful

practioners of the target language.
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In literature programme, this method gaweemendous opportunity to teachers
to introduce real “authentic material” which willunge the learner in a real
linguistic and cultural bath. Hedge (2000, 67) d#ssthat:“ With communicative
language teaching has come pressure to use auatimesiterials, in other words, materials
which have not been designed especially for languegrners and which therefore de not

have contrived or simplified language&s noted before, authentic texts are those
which have not been simplified for a specific usepeoactice for reading. This
includes letters, newspapers articles, horoscopegs, curricula vitae, theatre
programmers, stories, and poems (Hedge 68).

These texts in which nothing has been changpdrt a very valuable chance to
learners to practise and use real world languagarrliing can be considered
successful only if learners respond positively emerpret properly the intentions of
original material (Widdowson, 1985).

Concerning literature instruction, literaexts with all their types and genres
are advocated and introduced recently by the prempisnof communicative
methodology into EFL classes to meet this end. Tbhay offer a significant
opportunity if properly exploited by teachers dfefature to learners to access
linguistically and culturally original texts, famay from contrived texts which
proved failure for learners of foreign language wiigey encounter native speakers
or read literary texts in their original versior&efler & Dorothy 1981).

Communicative methodologists, therefore,eheacently called for integrating
all sorts of literary texts into EFL classes sot tlearning will be more and more

realistic and authenti®iddowson (1984, 36) asserts that:
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The issue of teaching English literature in a native context dates back
from early years of this century when literatureswansidered of high
prestige in language study and access of literamksvwas assumed part of

the purpose of language learning.

This call has led to urgent concentrationliterary texts in foreign language
classes and thus exposed learners to original m@stevhich are not designed for
them, but for natives. This interest in integratitgrary texts into classes is meant
to promote and develop the learners understandidgrdaegral use of the language
and foster the interpretive cultural and criticaltgntialities of learners. On the
whole, authentic texts mainly literary ones areadticed in EFL classes not only
for their literariness’ sake, but also to give e fprocess of learning an integrated
aspect, which seeks to develop a whole processuthatately should result in a
well-balanced learner, that who is linguisticallijterary, and interculturally
competent (Tunnel & Jacobs, 1989).

However, on the other hand the noticed talger or even absence of a
consistent methodology to teach literature at usityecombined with the difficulty
and sometimes the inaccessibility of many originarary texts, esp., in poetry to
foreign learners hinder in many cases to achiegeeipected results put forward in
this context as affirmed by Long (1986, 42The lack of a consistent and suitable
methodology for the teaching of literature broughout rather the opposite effect than the
expected one”.

Actually, if the issue of introducing litegure into university programme is of
great importance and utility, still its effectivessais rather challenging. Looking for

a consistent teaching method seems to be an uaggEnon the part of teachers and
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educationists. Within the Algerian context, andsimme universities in which a
guestionnaire was administered, it has been shtxanthe majority of literature
teachers are orator knowing-all members who delikieir courses in a crowded
amphitheatre to their passive spoon-fed learners avh scarcely given any chance
to be involved in their learning, what worsens thieuation and after some
interviews with students is that they have nevemnbgiven the opportunity to give
their own interpretations to literary texts. Mohan this, they most of the time rely
on literal translation to their mother tongue; ttadgo never practised how to extract
meaning form texts which are full of figurative tarage and rhetoric devices. Their
teachers provide them with raw material and theagied later distribute some texts
and ask them to read and paraphrase, discussitioizer eventually, and without
letting students provide their interpretation, thacher provides them with standard
explanations, to be taken by heart and sometinma fiooks keys and other his
own improvisation. The students rely on these axaions and pour them back on
paper the day of the exam. This reality actuallydenas question the situation and
raise a voice to call for and introduce a methoggpl@and certain pedagogical
measures in teaching literature hoping to help avimg the state of literature
course at university. A methodology which wouldstly encourage students to
develop a certain sense of involvement in their teamning and personal responses
to literary texts, as well as reduce the internantdf the teacher who assumes a
dominant position in his class.

The 1980’s witnessed an enormous reawagewin interest in literature

teaching in EFL classes. Some theorists such asléison (1984), Brumfit, and
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Carter (1989) stressed not only the importanceeathing literature but for the
necessity of introducing a different pedagogicadrapch for non-native speakers of
English.

3. Literature Teaching Models

Regarding the specificities of literature ariterary texts, tremendous
opportunities and advantages can be traced in gopith the multidimensional
aspects of the great body of literary texts. Cosrangy literary texts as being
original, universal, suggestive, and ambiguousalgtwill give chance to learners
to discussion, interpretations and personal regsoridhese faculties will ultimately
ensure students interaction with the text and wabh other in a way which will
enhance their language learning and personal allgrowth (Maley, 1989: 11).
Conversely if these advantages are not properhdledn severe resistance and
disgust to literary texts may result on the pareafners. Teachers of literature thus
have to opt for a solid and consistent methodacheng literature.

Concerning literature teaching methodologyhimi the education framework,
Carter and Long (1991) designed three major moelath of which is associated
with specific pedagogic practices. These models thee language based, the
literature as content or culture models and litewatas personal growth or
enrichment models (Lazar, 1993; Carter & Long, )9%¥hat should be stressed
here as general didactic convention is the ecledimoension of teaching any
subject, this means that the three models can dxe wihin a course depending on
the nature of the literary text and the suitabibfyload and class preparedness, as

each model can be used separately in a givenistuat
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3.1. Language-based Model

The major aim of this model is to impeothe learners’ knowledge and
proficiency of the target language (Lazar, 2000). Z&oponents of this model
maintain that aesthetic judgments should be basedoa meaningful interpretation
of the text. And without sufficient linguistic awaress the learner will not be able
to comprehend a text fully. Thus literary texts axploited for their grammatical
structures, rich vocabulary and sentence strucasdsazar (ibid: 28) affirms:The
main aim and method of the language-based model lielp students make meaningful
interpretations and enhance the general awareh&gbsh by drawing on the knowledge

of familiar grammar, lexical and discoursal catég®i’ According to this model, the
learner will develop and enrich his language inpull its forms, from vocabulary
to discourse as long as literary texts offer a veayied realistic uses of the
language. Proponents of this approach (Savvidod4;2Martinez, 2002; Mc Rae,
1991) maintain that studying linguistic devicesihterary text will help learners to
improve their knowledge about the language and igeothem with linguistic
abilities with which they will achieve realistic agll as aesthetic appreciation of
literary texts. They consider literary texts asyveital resources to provide learners
with various styles and registers which are notlalke in nom-literary texts. The
literary texts comprise a wide range of topics asties, the thing which provides
excellent opportunities for learners to give muéipnterpretations and stimulate
class discussion and interaction. Providing sucluade opportunities in EFL
classes is actually a very effective means thatidvimster learning and enhance the

manipulation of the target language (Smith, 1991 )order to achieve these aims,
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learners are provided with tools they need to meand interpret literary texts.
Stylistics thus enjoys a dominant place in suclssga. Stylistics is concerned
mainly with intrinsic close study of the text iteeTechniques and procedures used
here are targeted mainly with intrinsic close stoflyhe text itself to decipher and
analyze the text itself without referring to extrrelements. Lazar (2000: 27)
affirms that Here the method of linguistics or stylistic anasyss frequently adopted.
Stylistic implies a close study of some linguidgatures and devices of the text in order to
achieve a general understanding of a text or howning is transmitted” Activities
within this model seek not only interpretation andaning, but also try to develop
some writing and speaking skills, thus bridging tegp between literature and
language study. An example for illustration maytdeask students to predict about
what will or may happen after a chapter of a stmrnat the end. Throughout this
activity the students are supposed to use thedurnse or model auxiliaries like
may, might, would, etc. Here the aim of the teadketo stress language points
through exploiting a short story. The following dig¢ may show the link between

this model and language study.

A Language Grammar
Styles Structure

Diagram1: Stylistics and Literature
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This diagram shows how literary text is aecetement of a whole cell which is
language. The literary text comprises language etsn stylistic devices and
various issues and topics. These components de itovested in literary courses so
that they would help learners develop their languagills and lead to good
manipulation of the target language. This modegkoa very useful and helpful in
exposing learners to artistic texts and providarsgliage framework for them to
enhance their language skills, Lazar (ibid) arghesif it is used excessively it will
destroy the pleasure of literary reading. Teachtnss, should not devote whole
sessions in stylistic analysis of literary texthieTsolution of the problem is that
language and stylistic points are extensively dised only where they are
inevitable, of a great significance, or when leasr@re interested in them and ask
for detailed linguistic explanation hoping to benéhguistically from the text in
hand. This involves tense expressing, adjectiveeddwse, rhetoric expressions,
new and interesting vocabulary (Long, 1986; Kenngdyana, 1995; Lethbridge &
Mildorf, 2003).

3.2. Literature as Culture Model

The words that make up the phrases suggatsthis model aims at casting the
learners not only in the linguistic bath, but i ttultural one as well. Proponents of
this trend believe that literary works are thea®bf culture and direct exposition to
them will help learners understand, assimilategrattt, and appreciate different
cultures and ideologies, among these, Carter & L{mg cit: 56) approaches
literature as “A means to introduce students tdageraspects of the target culture,

such as history, literary history, theory of gendeiegraphy of the authors.” This
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model emphasizes on the importance of the culaspéct of literary works as they
are considered a genuine product and reflectiosoofie people interacting with
their political, social, and cultural realities. U$) the understanding and
interpretation of literary works is dependant invay or another on how much
cultural knowledge is imparted to the learner. @ualk knowledge actually is

external, i.e. comes out of the text. The histdryhe target people, the history of
their literature, biographies and history of litgrgeople (authors) literary theories
and genres are highly considered within this methidds trend sees all that is
about the literary text is indispensable and thas o be provided to contribute to
full understanding of the text. Without the extdrel@ments the text will not make a
cultural sense, though linguistically it can behtygsignificant.

Here literary texts are assumed to refleectdal as well personal
representations of a given social and historicalitye in a specific time.
Shakespeare's sonnets, Wordsworth's poems, Digkaved's, Shaw's plays, Ibsen's
plays, and Poe's short stories, all these areatiterforms that deal with various
iIssues, in different periods of time, and dissimglacial realities (Shaffer, 1994).

Investigating the writer's biography, thestbry and social mobility of his
society the genre literature he is using are ofgh Importance to help learners
assimilate the issues discussed in a literary waldo, it will help to interpret them
appropriately and relatively, as long as they bgltm a certain cultural set. This
will give learners opportunities to compare themsglto otherness rather than to

get influenced, since they feel they are involvea idifferent culture rather than to
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consider a literary text as eternal and over-géizerhreality (Carter, 1996). The

diagram below may illustrate the model:

Literary History

History

Biography

Theory and Genre

Diagram 2: Literature as Ature Model

The diagram shows how the literary texteigted to its linguistics and cultural
realities. Comprehending and processing literaxystenvolve firstly investigation
of its linguistic components and secondly its aatwnes. It seems that linguistic or
stylistic processing of a text is not sufficientremch a high interpretation and attain
the author’'s intentions as long as the text canh®otstripped from its cultural
framework. When the teacher presents a lecture tath@u history of literature,
history of the people concerned with that literatliterary theories, genres, and
biographies, he must target and aim at comprehgnti@ literary text at the end.
The ultimate outcome must result in a good undedstgy and appreciation of the
text, if not all these components will be of no seno learners while a language-
based model stresses the importance of linguiktiments to process a literary text
properly and the content model goes beyond that sricbduces -cultural

components in analysis and interpretations of élest

71



It seems, however, that both models compteraach other since a learner can
never attain a full and ideal understanding oftexdiry text without opting for both
models in a very integral way, so that one will avith the other to reach the
objectives set forward which is, mostly, approgigterpretation of the text.

3.3. Personal Growth Model

This teaching method adds a complementary taskidge the gap between
the language-based and the cultural models. It @mempowering the learner
abilities and engaging him emotionally to interadth literary texts. Literature
within this approach considers literary material agesource to stimulate the
learners’ latent personal potentialities. CarterL&g (op. cit), Lazar,) op. cit
stresses the importance to motivate learners ticypate in class discussion and
involve them in making personal judgments aboutsteXhey seek to give an
opportunity to learners to appreciate English ditgr texts through a highly
linguistic, intellectual, and emotional interactio@arter & Long (op. cit: 03)

pinpoint that personal growth model:

Aims to the development of language competencelitardry competence
of the students and is better expressed in termgleatsure and personal
fulfillment which come out of the reading of liténae and making a literary

text one's own.

It is explicitly stated here that languagempetence and literary competence
must lead to a personal and pleasurable readingecdry text. And the efficient
way to reach this end is to make learners consiaetext their own. Proponents of
this trend do not favour a very academic settingjtefature course; they however

insist on being serious and respectful. It showddabbalanced course, a blend of
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very personal expressing of the self, seriousnesspect, and enjoyment with
relaxation and pleasure. The assumption behinthellis to ensure a continuous
love and appreciation of literary reading which nayd why not go on beyond
classroom practice (Carter& Long, ibid). The figlneow displays the model in an

integral way with language based model and theiaiinodel.

Language-based

Literary Text

Culture-based
Personal-growth Based

Figure 2: Personal-growth Model and Literary Text
This figure illustrates clearly the pms of the personal growth model
which should come as a natural result from the dagg-based and cultural based
models. Adopting a LB model and CL models shouldubed aiming to obtain a
personal response on the part of learners. Pergomath is indispensable and very
fundamental in fiction since learners are emotignahgaged with the text and not
only linguistically or culturally. McRae (1991, 9¢dnfirms that a literary work that
provides no reaction is counterproductive to laagni
Literary texts actually being imaginativancprovoke the learners’ thought,

reflection, associations, emotion, and various sasps. The teacher has to benefit
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from the multi-various richness of the literary tteand center his course on
stimulating the learners’ responses (Rumelhart/19&e however should provide
them with necessary knowledge concerning moralessdecisions, anticipation,
expectation, and evaluations. This should ultinyated carried out relying on the
main objectives set to the course and the genexaidwork (thematic context) of
the text and his author. His role- the teacherl belthat of a mediator and initiator
to help learners interact with the text more proftly. As McRae (op. cit:
9)believes“the teacher's role is as intermediary between aythterary work, and
receiver in order to open a multi-directional sghef interaction”.So, the role of the
teacher is limited to direction and encouragingraction in order to achieve a
well-planned goal.
3.4. Pedagogical Implications of Pemsal Growth Model
According to Carter and Long (1991), andldu(1996) literature teaching
should aim at fulfilling the following points withia pedagogic practice:
- Literature in EFL classes should be explored inlitite of a learner-centered
pedagogy.
- The teaching of literature in EFL context shoulthdo elicit the students'
responses to the text and to guide them to persisedvery.
- Literary text should appeal to the students' irstisreconcerns, and age.
- Literary texts in EFL context should be consideasch resource not only for
the student's language and literary enrichment &sit a motivating

opportunity for their global education and persagralwth.
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This pedagogic endeavour actually prefers a learestered approach which
departs enormously from the traditional and cladsitews of teaching literature.
Literature, thus, should be targeted to enhancestilndents’ communicative needs
and learning preferences. This will foster thesp@nses and the love of personal
initiatives and participation, the thing which wiiistill in the students a love for
reading literature which hopefully will continue daigo on beyond the classroom
framework. As for the literary texts they shoulddagefully selected in order to stir
the students' interests and concerns to createyaceenmunicative classroom far
away from the authority and dictations of a knowtaacher. In return, thus, will
help them to construct themselves and enhance thaming and linguistic,
cultural, and personal growth.
4. Literature Course Problems

In EFL classes, several points have tocbmesidered in order to hold a
successful literature course. Pedagogical issues language conformity, text
selecting and group organization are of high imgore. The programme content is
regarded rigid and raw if it is not adapted supabl meet the needs of learners and
to attain the goals of the course. Factors likel [&tame allotted to session ", the
number of learners, the availability and lengthtioé material, and the use of
didactic aids, play a great role in achieving acessful outcome. Teachers of
literature, therefore, should work with each otteeprepare the scene and to meet
all these factors so that the course will realizee literary, linguistic, cultural, and

pedagogic ends.
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4.1. Language Gap

Probably the most demanding difficulty irat¢hing literature, particularly
assigning literary text is the linguistic gap betwehe text and the language that is
currently used by students (Selden, 1989). Thertext be very ancient and full of
archaic words; meanwhile the learner's languagekstoay be very recent and
updated. Also, the text may be written within acie social or artistic register that
the learner is not familiar with. These significaifterences will actually hinder the
reading and comprehensibility of the literary teédiore importantly is when the
teacher assigns texts which contain some syotand morphological features
that are very different from present day English.

Students will find it impossible not only tomprehend but to read also. This
has been noticed mainly in texts destined torsgégear students which include
Shakespeare’s sonnets, plays and the poetryeotidssicists and romanticists.

Here, it is important to say that teasheshould enhance the learner's
linguistic awareness of a the state of langutggf of the period in which the
studied text was written.

4.2. Pedagogical Measures

Literature teachers are required to en@dheir learners' linguistic as well as
cultural awareness in a literature session. Spditiglistic awareness must be
reinforced when the reading texts are out of dat \aritten in earlier linguistic
period (Tunnel & Jacobs, 1989). Here the teachertbahold a session to study
some linguistic features and hints prior to thet texthout focusing on whole

comprehension. The text will provide a good ocaasmlearners to see differences
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of old and nowadays English and to be aware ofitigeiistic changes and language
evolution. If phonological changes are noticeddrt, the teacher has also to
introduce some pronunciation samples and patternthe lesson to make
learners aware of the phonetic changes and tinglications, this however, does
not pose considerable problems except with po€addr & Long, 1991).

The role of the teacher here can be sigpnit. He may provide the learners
with lists of equivalents, paraphrase some exprassiexplaining some idioms, and
clarifying some syntactic patterns. He may also salde alterations in the text like
italicizing some key words or setting additionahptuation marks. Or all that can
be left to be discovered by the leaner, but it ma&e longer time (Smith, 1982).

4.3. Text Selection

One of the most crucial issues in literatgourse is choice of text. Text
choice is regarded by many teachers as a veryanaai and ready matter as
long as some titles and writers are providedhiwithe syllabus content. Thus,
they never bother about that only when the works raot available in the local
library, but nowadays most of these works are abéal on the internet. Some
teachers also choose texts that they found mordyeasmprehensible and
appealing to their readers or those which may db thie linguistic abilities of their
students. Others also choose texts according 1o ldregth or brevity taking into
consideration load and time allotted to readingzdra(2000, 48) advances three
major criteria in choosing a literary text. These, dhe type of course, the type of

students and factors connected with the text itself
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The type of course comprises the level oflestds, i.e., which class year. The
teacher has to distinguish clearly between clasgrpmmes (Beverly & Zakaluk,
1998). Second vyear, third year, and fourth yeagmmmmes are not similar but
complementary in content. Also, reasons for le@yhiberature and a given theme or
topic must be identified by the teacher. This idbéostated in the official syllabus,
but it may be slightly modified according to otlwiteria and circumstances of the
course and, to the teachers own qualificationfhedocal department urgent needs;
this can be discussed in local or national meetamgsseminars.

More than this is load, or intensity of tb@urse (Lazar, op. cit). This implies
inquiring about the number of sessions and houvetdd to the course and to the
session. Also whether the course is followed bgrtals or not. If yes, the teacher
most of the cases will reserve a session for theseoand a session to handling
literary text, Thus he may use more extensive texts

Type of student includes the dominant ageesit plays a great role in raising
the rate of interest of students vis a vis the net¢hey read. Very naive short
stories for instance, may not be liked by matuegrers. Also the students’ interest
and hobbies are questioned here by administerigglae questionnaires or open
panels. Hobbies and interests can not be ignordtegsincrease motivation and
may create a literary text permanent love. Anottaetor here is the cultural or
ethnic background of the students, or even theionality. This is a very urgent
requirement otherwise it will hinder the toleratyliof the themes and topics
discussed or presented by a writer. Here the teamight to avoid topics that may

injure or offend students' feeling, belittle th@ersonal convictions and cultural
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conventions, or nurture division and political diktance (McRae, 1991; Lazar, op.
cit). Lastly the students’ previous experience ibérary text reading inquires

teachers to know, in advance, their students' expez in literature theories and
literary reading. Literature in their mother tongaedo be considered here, since it
can be very helpful in reinforcing the foreign taeure if exploited by the teacher.

The following figures may show in a scale how créef text selecting are related:

11 / \ Course time allotted
/ \ [load]

Reasons / objectives of .....

/ \ [syllabus]
I Student level
/ \ [academic year]

Figure 3: Type of Course

[l Age
/ \ [supposed class year |
Il / \ Literature level
/ Ethnic / cultural background

I / \ [social / culture belonging]

Figure 4: Type of Student

v _/ \ Link with syllabus
/ [Fit the syllabus]
1] exploitability
/ [tasks / activities]
Length
/ [text with time]
Avalilability
/ \ [materiel choice]

Figure 5: Type of Material
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4.4. Text Selection Measures

Text selecting for reading is to someeakta very crucial issue for both
teachers and learners (Krashen, 1981). The firstlibap is the availability of text
and text books to be used in accordance with thigm@esd programme of literature.
The teacher has to survey the local library to make that the material necessary
required to cover the content of the programmeviilable if not he may ask
students or colleagues or even consult other l#gsato provide the material.
Nowadays, however, most of the literary works @eelare available on the net.
Learners can do that by themselves if they are igeovwith some sites. The
internet will make texts available to all studerttyough burning CD copies and
reading them or just the needed extracts on a ctandbdata show and slides can be
used also in collective reading sessions (Brumf@&ter, 1989).

The other point concerning text is its lengiihe teacher must calculate time
allotted to the text in class. He has to make surether time for reading is enough
or not. Also, the students' available time has ¢ocbnsidered. This requires the
teacher to check their timetable to assign propesldings at home. Reading
sessions can also be held regularly in a free ratim or without the presence of
teacher. Another necessary point is the role otéaeher in selecting the amount of
reading. This includes the part of text that wél fead, full version or abridged, and
the amount of information that the learner needsrbgropping into the text. If the
teacher assigns an abridged text it will be a meguent to provide learners with
extra information around the text to make it in¢gtlle to ensure an appropriate

interpretation within a whole context (Brumfit & @ar, ibid).
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The third point is exploitability. This impk tasks and activities that the teacher
can devise to use and exploit the text fully. Témcher should then assign literary
passages and devise some activities in order @sirthe latent linguistic, cultural,
and artistic knowledge in the text. Activities shibbbe varied to test the reader's
linguistic as wall as literary competence. Actiedito test and evaluate the learners’
level at figurative language, versification and swdy, theatrical and drama
techniques are to be incorporated to enhance #nedes' literary awareness. Some
extra audio-visuals could be used like films addptea story or a novel, recordings
of a play or poem and readings about the life ofatior (Ellis et al 1991; Nuttall,
1982; Carrel, 1987). On the whole, here, the teacheequired to use many
techniques any activities any audio or video supfmexploit the text and benefit
from the literary and linguistic knowledge inher@nthat text.

The final point is the link with syllabughis actually requires the teacher to
find links and relevance with the whole programmatent and the objectives set
forward to attain some outcome (Grabe, 1991). Teamchmust take into
consideration the aim of dealing with a text antlwith another, since this should
not be left to chance. The texts must go in harmeitir the whole process of
including literature in the programme and the majbjectives that programme
desires to achieve. This part will be even respgm@dor determining the convenient
method and devising the appropriate activitiestasts to fulfill the objectives.

5. Pedagogical Criteria for Selecting Literary Texs
A pedagogical difficulty in EFL classes maythe difference between learners’

intentions and interests. Assigning literary tetkiat may suit the whole class and
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foster the learners’ discussion and interactioa igery vital task on the part of the
teacher. This requires the teacher to investigatelgéarner himself, his linguistic
proficiency, his cultural and literary backgroungzfar, op. cit; Day, 1994).

5.1. Learner's Linguistic Proficiency

Of course learners come to university wstime linguistic proficiency in
English language. They may read easily long tetiesy may understand the
strongest ideas in them, and they also may disemsks work on them. The
characteristics of literary texts however mightggeeme problems as Lazar (op. cit,
53) explains: Literary text departs strikingly from the usual msr of language use, it
includes a great many archaisms, rhetorical deyaa$ metaphors; or it makes use of the
dialect or register.It is highly pedagogical for the teacher to consiliterary text
different in form and norm than non-literary tex®arting from this point before
coping with them the teacher may check the langaagefigurative language of the
text then determines how much of linguistic, ané@tohical points have to be
discussed before propping into text reading. He rhald a whole session to
enhance the learners' linguistic background in rotdgrepare them to handle all
the linguistic points that they will encounter whemerpreting the text. For this
point Lazar (ibid) raises the following questions:
1) Are the students sufficiently familiar with tlisual norms of language use in a
given text? ; 2) How much of the language in the wall students be able to infer?
3) Will students find it useful and enjoyable tody the text?; 4) Will they feel
demotivated by the difficulties of the languagePMéll students be motivated by

other factors to study the text (e.g., tapes, filsmgs, events, pictures ...); 6) Is
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the text too specialized in its language to beveeié to the type of language the
learners require?

Overall, these concerns ought to precedelitanary reading since it plays a
significant role in the success of the course aiddithe teacher to choose the most
convenient text that eventually may be enjoyed #ueth handled by, at least, the
high majority of the learners if not all of them.

5.2. Learner's Cultural Background

Here it is the learner's social and pmditi surroundings as well as his
expectations that will help him understand or nditexary text. For a learner to
understand a given literary text, he is requireddoess to the cultural environment
of that text. For instance, Austen's novels coudd lme properly interpreted and
enjoyed unless the learner gets sufficient knowdealgout social classes and class
system conflicts in the English society. It is s@me for Dickens' novels, Shaw’s
plays as well as Browning’s poems. The learner's oultural background is very
helpful, but it still insufficient because of theversity and difference that may be
felt when comparing the learner's own culture dr&dulture of the target language
within which a literary text is written. This meatisat if a learner reads an English
poem, short story, a novel or a play starting atgimg on his own original (native)
culture he will never likely understand and inténaith that text. In some cases he
will restrict its interpretation to a minimum depimg on the limits and restrictions
of the learner's own culture.

The teacher here has to foster the learoattsral background of the target

language through introducing cultural, social, podtical elements into his course
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and before starting the analysis and interpretaifcamy literary text, in order avoid
the interpretation of the text in the light of tlearner's own culture only. Lazar
(ibid: 62) affirms that "it was pointed out thatters invariably interpret text in the
light of their own world-view and cultural experai
The teacher can also benefit from othdajesis taken in parallel with his

course like British and American civilization, GealeCulture, Arabic Literature
and even Psychology, and Psycho-pedagogy. Thegectilban play a significant
role in enhancing the learner's cultural backgrotivad would eventually help him
understand the cultural components of a literary &d the author's intellectual
and political implications. Coordinating sessiomsl aneetings with the teachers of
these subjects can help achieving this and moreritaptly if the same teacher is in
charge of two subjects like British civilization caBritish literature. It has been
proved, from discussion with the local teachers thaching these two subjects for
the same students help them develop a very stramgamcultural background
which will serve, in a very consistent way, the tsubjects and even more.

Concerning cultural background and literaryt teelecting, the teacher must
know that not all texts present cultural probleros students. The teacher should
work with text in a gradual way (Carrel, 1987). Hay start with texts that are
more culturally accessible like those which aretem by writers of close or similar
cultural stock of the learners and gradually movewtiters of a foreign culture.
Here the teacher may refer to the themes and tolscsissed in a literary work to

spot the relevance of the text.

84



Lazar (op. cit, 24-245) develops a list@ing cultural aspects to consider when

using and dealing with a literary text as summarirethe table below:

Products and objects that exist in a society, btiimanother
Proverbs, idioms, metaphors, humor, riddles, aythgs

Social structures, roles, relationships.(Baygamy )

Rituals traditions, customs, festivals

Beliefs, values, superstitions, taboos

Political, historic and economic background
Representativeness: what class, about what peofble text written
Genre and types of different texts in the diffélanguages

The state and level of language

Table3: Cultural Aspects of Literary Text
5.3. Learner's Literary Background

Here the teacher must consider the &artiterary competence which is as
important as linguistic competence (Lazar, 2000)s Theans that when choosing a
literary text one has not to check whether the iekhguistically accessible or not,
but he has also to know whether learners will He abinteract with the text and its
literary devices. It is assumed that learners waeehalready dealt with literature
even in other languages will display some literaoynpetence when they deal with
literary texts in any language, because this erped will help them develop
certain literary competence. Learners who haverg kigh linguistic competence,
on other hand, may stand unable to interact with iaterpret literary texts if they
are not familiar with literature, that is they hawe literary competence. Lazar (ibid:
54) affirms that Students who have little literary knowledge, bué dinguistically

proficient, may find themselves understanding eadividual word on the page without

being able to make sense of the literary meaniegsi the texts.”
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Literary competence is then that abilityiethallows readers to treat literary
text relying on certain literary conventions anehpiples. This will allow them lift
the words of a poem or a fiction passage then agotivem into literary meanings.

Literary competence can be reinforced thhouigtroducing into literature
course activities dealing with the language ofréitere such as figurative and
rhetoric language, literary terms, literary movetse@and literary forms or genres
(Martinez, 1991). For a good assimilation of thigseary elements, teachers should
not rely on definitions only; they have to opt fither more practical activities such
as matching the definition of a metaphor with aapbabr extracted from a text or a
poem. On the whole, choosing a literary text wébend on the literary readiness
of the learners. If the learners are literary ready, equipped with the necessary
literary knowledge, they will interact with and pesid to the text aesthetically and
even critically and not only linguistically.

5.4. Check List for Choosing Literary Text

When a teacher has to choose a literarytbexfollowing check list may help

him to do the job properly. This list is adaptedinfrLazer’s text selecting (op. cit)

Literary Text Choosing Checklist
| — Type of Course
-Students Level /Class
-Reasons for Learning English
-Kind of English: Specialty
-Load: Length of Course.
II- Type of Student
-Age and Intellectual/ Emotional Growth
-Interests and Hobbies
-Linguistic Proficiency
-Cultural Background
-Literary Competence
Ill- Features of Text
-Availability of Text
-Length of Text
-Exploitability
-Relevance with Syllabus

Table4: Literary Text Choosing Checklist
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The checklist should be considered by teacherkteshture when opting for a
literary text. It will help them find the approptgamaterials for their students, and if
carefully respected, it will augment some litereggponse and develop in learners a
love of literary texts even outside classroom peactAlso it will reduce the
teacher's intervention and effort in the classloag as, learners will find the text
accessible and suitable and thus enjoyable.

6. Evaluating Literary Material

When teachers select literary materialoatng to the criteria of literary
text choice, they have to evaluate and classifgeheaterials according to types
of students, and the relevance of these matedajgending on the general needs
and objectives of the course. This task can be tgrihe teachers of the same
subject and revised continually because it charmgesrding to learners and
their readiness. The teacher, also, should notsfecuthe text itself as an end,
but on the major objectives of dealing with a aertaxt and not with another
(Carrel et al, 1983).

So the teacher's concern should beecklat how to find a text that will
foster his students' linguistic and literary backgrd with relevance to the
syllabus. Here the teacher may prepare evaluatieets for the materials in
hand for each class. He may also collect materath students and then
classify them. This evaluation will help learneadso in using materials in a
given class-level, i.e., evaluation sheets wildguearners to read a text, if not
this year, next year, and if not next year, thikofang one and so on. This

depends on their levels and relevance of the wwtke official syllabus (Carrel
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et al, ibid). Lazar (op. cit) distinguishes two & of evaluation sheets, the
Quick evaluation and detailed evaluation.

6.1. Quick Evaluation Sheet

As its name suggests, quick evaluationlieapa rapid review of a book
when one has a limited time or when the materiallig short and does not pose

a certain difficulty (Lazar, 2000; Collie & Slat&2001). The following table can

display this:
Title of Book (Material) /
Author (s) /
Publisher /year /
Level/Class e.g.: 2nd Year

Aim(s) to Use the Book

Types of Text e.g.: Extracts, Poems...

Skills and Language Reading a Poem

Strengths / Weaknesses e.g. : Short Poems
Ambiguous ...

Suitability: Suitable :

Reasons -Language

-Fit the Course Points

Table 5. Quick Evaluation sheet (QES)
The table can be enlarged according to length auedall aims of the book

used. But these points can be very helpful fortdeeher to make use of a book.
These sheets can be prepared by teachers ofs#ttee subject and reviewed
continually to bring new points, because throughding them many other points
may come up. These sheets can also be phosacapd stuck in the book to, but
preferably not to show them to learners, becausestems may discourage them

to read the material (Lazar, 2000; Collie & Slagd01).
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6.2. Detailed Evolution Sheet

These sheets are prepared when tobdeaas a longer time, or when the
book has been read several times. Each time tlobeeaiscovers new items and
adds them (Lazar, op cit). The points given in ¢helseets will not necessarily be
found in all books, but may be most of them. Tlaeker then should not insist on
finding all these details in all books, i.e. soroases may be left empty and some

questions may be left unanswered. The followalde can be helpful:

Title of the Book / Material / Author/ Publisher

Layout: Attractive / Interesting / lllustratis / Visuals

Aims and Organization
Aims of Material
Approaches to be Enhanced
Book organization: Themes, Periods, Genres...

Use of all or Part of Material

Materials and Activities
Kind of text used: Poems, Short Stories ....
Relevance of Texts
Availability of: Tasks/ Activities / Vocabulary/ ¥ercises
Availability of Historical / Literarackground
Accessibility of the Material

Adaptation of Material

Accompanying Resources
Guidance to use the Materials
Availability of Recorded Material
Possibility of Using the Book by Students Workorg Their Own

Suitability for class
Will be Used with Students

Reasons

Table 6: Detailed Evaluation Sheet
This list of items can be modified, expanded orreshortened depending on the

material and the evidence of these points in iteWthe teacher evaluates a book he

can, at the bottom of the sheet, write opinionswahdther the book will be used or
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not, with what level, and for what reasons. Clasaiion should also show the
relevance to the overall aims of the programme.ciiiég can then determine
whether the material will be dealt with or postpdridl the students cover a large
amount of knowledge or deal with some points f{Mei-yun ,1993; Lazar, 2000;
Collie & Slater, 2001). On the whole, this stepviexy important to find links
between what is being taught as theories, histetylistics, and the required
materials to be read to enhance these points.
7. Promoting Active Learning in Literature Class

In traditional pedagogic practice and teaatertered approaches, the teacher
is considered as active and the learners as fundaltyepassive. The teacher is a
knowing-all participant, responsible for transmmgfi all of information and
knowledge to learners. In a teacher-centered dassrthe teacher talks most of the
time while the student listens and “takes a n&#garding the nature of literature
and the characteristics of the literary texts, heas of literature have to promote
their learners' autonomy so that they will not depdully on them but on
themselves in reading and interpreting literarygex
8. Learner-centered Pedagogy

Learner-centered approach focuses oretmaér and not on the teacher. This
will review the traditional way of teaching and s$aoom environment. The teacher
has to play the role of a coach and guide and mat of know-all expert. The
learners will be given opportunity to think and eéakome responsibility for their
learning in a very cooperative way. Learner-cemtdearning techniques include

involving learners in group work, project work, eégblays and inciting them to use
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their prior knowledge to interpret and understarieha (Rosenblatt, 1985). Griffee
(1995, 12) defines eight characteristics of leag®rtered classroom instruction.
These are:

Learners determine and define their own needs

Learners have to develop an awareness of theilearning style
- They have to be able to use various learning egjras
- Learners are expected to set their own goals
- Learners can negotiate the curriculum; they magr albme points and the
organization of the content.
- Learners can evaluate the course on a regular.b@ksy may have a
personal tutor assigned to them for regular coasat.
- Learners engage in self-directed learning outsidectass like projects.
- Learners need to be proficient in self-assessmiérgy have to be able to
judge the accomplishment of their learning goals.

As seen from the points above, learner-cedtenodel focuses immensely on
the learner and not on the teacher. Proponentsi®intodel believe that students
can not take responsibility for their learninghky are not involved in the process
and if they do not know what they want to learn.rdtwer, learners must know and
define their needs and goals from learning. Thi# miotivate and make them
control their learning continuously and negotiateeit accomplishments with
themselves, with their teachers, and with constdtarne table below adapted from
Brown’s Model (2001) compares Teacher-centeredruosbn and Learner-

centered Instruction.
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Teacher-Centered Instruction Learner-centered Instuction

1-Focus is on the instruction. 1- Focus is on both students and instructor.

2-Focus is on language forms and 2- Focus is on language use (how students wilthese

structures. language

3-Instructor talks , students listen 3-instructor models; students interact with instoucand

4-Students work alone one another.

5-Instructor monitors and corrects 4- Students work in pairs, in groups, or aloneethgling
every student’s utterance. on the purpose of the activity

6-Instructor answers student's 5- Students talk without constant instructor maniig.

questions about language 6- Students answer each other's Questions gelgim

7-Instructor chooses topics instructor's knowledge

8- Instructor evaluates students 7- Students have some choice of topics

learning 8- Students evaluate their own learning, instuatso

. . evaluates.
9-Classroom is quiet u

9- Classroom is often noisy and busy

Table 7: Teacher-Centered and Learner-centered Mods

Teachers who hold classical, traditional et will find it bothboring and daunting to hold
learner-centered classes. For a good progressiolearner-centered classes, the
teacher has to devote some time to determindest's learning goals, identify
classroom activities which match goals to the temals to be read, and also
finding appropriate materials for reading.

Moreover, the teacher has to bear combtet group work, and tolerate the
chaos and noise made by learners and muste fitom table to table
controlling and guiding students, providing themh cues and hints to help

them accomplish their work.
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9. Active Learning

Active learning is a model instructidhat stresses the responsibility of
learning at a high rate on learners. Mayer (208f#irms that active learning
derives from theories of discovery learning. Withimis method, learning is
considered as a learner- driven process, with gaigance on the part of instructor.
The instructor has to provide challenges, encouresetaking, correct errors, and
provide learners with reading contexts.

Candy (1991) assumes that active learningust be held carefully and
elaborated in well-prepared lesson plans. Alstiyiies to foster active learning
must come after a formal lecture has been presewteiive learning strategies
should be considered as follow-up activities teeg learners more chance to
reinforce and practise what they have alreadarnt in a basic instruction
session, i.e., a lecture which is a teacher-cetit@nedel instruction.

Active learning activities include small grodigcussion class discussion, asking
question to class, pair-work activities, and sonm@ten work activities. These
activities should be open-ended or controversiaic®to foster learners' discussion
in personal and active debate in which they camesgpthemselves freely, and give
their own interpretation, opinion and reaction todgaa text or idea. Here texts
which revolve around political, social, and culluissues enjoy great importance
particularly literary texts. More than this liteyatext will provide learners with
opportunities to discuss other items which arefownd in non-literary texts such as
figurative language, poetic language, stylisticed apsychological growth of

characters (Collie & Slater, 2001).

93



Discussion and debate over a point mustierdshort written exercise, it is a
report- like activity in which learners are suppb$e summarize briefly what they
have understood or recapitulated from the wholescliscussion. This will help
them improve their writing skill and give them clearto review materials that have
been read and discussed within class discussidh (986; Little, 1997).

On the whole, active learning seeks to prtemo@mmunication through group
work and enhance learners' written abilities thiotgport writing after any session.
Thus, learners will be considered active as longhag solve their problems then
produce something.

10. Autonomous Learning

Nowadays in most EFL classes, learners ggpaged to attend a class watching
and listening to a talking teacher. They may ta@tes write lessons, ask question
then take their answers from the teacher. The égathus, is a recipient to be filled
with information and in his turn he can pour whathas taken from the teacher the
day of the exam. Graman, 1997: 443) argues ‘tbatdents are taught to receive
knowledge rather than to generate Here students are considered consumers and not
producers. In literature courses, learners receest of the time fossilized idea
about literary text then give them back in the dathe exam. Autonomous learning
came as a reaction against these traditional pesctin classes. It encourages
independent thought and judgment and departs franswmner ideology which is
based on ready-made products. Harmer (op. cit: 88&¢izes this situation and

asserts that:
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To compensate for the limits of classroom time dodcounter the
passivity that is an enemy of true learning, sttsl@eed to develop their
own learning strategies, so that as far as possiblebecome autonomous

learners.

Harmer (ibid) here claims two important miei The first is that traditional
classroom settings, teacher’s and learner's raegedl as relationships create only
passive learners. Thus they are the enemy of #amihg. The second is that
learners should develop strategies for coping whir classroom situation. This
means that they should be encouraged to take reibldy to reflect on the content
and way of the subject they are taking by beinggia slight control on the what
and, how and when by the teacher (Little, 1991ycRslogically speaking, Little
(op. cit) asserts that when learners are autonontbey feel a certain sense of
achievement throughout their learning. Benson &l&fd|1997:) add that traditional
classroom learning like lecturing and teachettem®a practices suppress in most
of the cases, an inborn capacity within sonearders considering them as
having been born with inner power and inclinatit;m learn by themselves, to do
the initiative and learn more when they coltheir learning far away from the
routine classes.

11. Characteristics of Autonomous Learning

Within the concept of autonomous learniegyning is seen as a process that
involves learning actively seeking meaning fromegen imposing meaning on
what is being learnt (Candy,1991), and not simpigadter of fossilized knowledge
and a mere memorization. More than this, Candy 11d¥) regards the

autonomous learner as someone who “is obedient l&avathat he prescribes to
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himself’. As far as the context of education is @amed, Omaggio (1989, cited in
Wenden, 1998: 41-42) states the following charasttes for autonomous learning:

1) Autonomous learners have insights into theirreg styles and strategies; 2)
Take an active approach to the learning task; &yTdre willing to take risks, i.e.,

to communicate in the target language; 4) Theygaxed guessers; 5) They place
importance on accuracy as well as appropriacy; @yTare willing to revise and

reject rules and hypotheses that do not help teldp\vtheir learning; 7) They have
a tolerant and outgoing approach to the targetuiage.

From the characteristics above, one asilyededuce that autonomous
learning marks a radical divorce with conventi@msl restrictions of traditional
learning practices which consider the teacherasgyors of knowledge and
learners as empty recipients to be filled with tready-made knowledge. This
knowledge is transmitted from one individual to #rew. Learner autonomy
philosophy departs from this belief and assumes kinawledge should reflect
objective reality i.e. teachers first have to tak#o consideration their learners'
objectives for learning and negotiate with theéne best ways and methods that
can be adopted to fulfill those objectives Joln&oPaine (1990). Learners, here,
are also supposed to be strategic in that thewloeed to use their own learning
styles to get knowledge. And since knowledge isiagid and discovered by the
leaner himself, discovering in this model replatesching; thus, learning is the
direct involvement of the learner in the whole me& He has to construct
knowledge rather than to receive it. In his outdiag Autobiography, Franklin

(1993: 56) says:Tell me and | forget; Teach me and | remember;olmg me and |
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learn”. Autonomous learning is based on the promotion bfdseected model which
regards learners as objective-oriented, self-ddeciegotiators, and constructors of
knowledge. They must be given the opportunity te tneir learning styles and get
knowledge by themselves, in order to achieve themrning objectives set by
themselves or even by teachers. Let's echo togétieefamous motto: Teachers
stop teaching, let them learn.
12. Practical Ways to Promote Autonomous Learning

Attitudes towards autonomous learning diffe@m a class to another. This
depends on learners’ educational background amthitetradition of the learners’
educational milieu. It is believed traditional ddesoms are teacher-controlled, thus
too much load is put on the teachers' shouldersrdier to move from a teacher-
oriented passive classes to learner-controlledsetadearners need to develop their
own learning strategies so that, as far as p&s#ilely become autonomous learners
(Harmer, op. cit: 335). Teachers can promote autmus learning in several ways.

12.1. Learner Training
In the classroom, learners can be tabght to reflect on the way they learn

and how they possibly improve their ways of leagniihis involves providing
them with the methods and ways how subjects arghtaand diagnosing their
weaknesses about the subjects taught. This proeessd “Student’s Self Analysis”
by Harmer (ibid) includes why some skills or sultgeare difficult compared with
others. This can be enhanced by discussion aboythdy remember some issues,
why they love or hate some topics or subjects, Whiey find parts of some lessons

easier or difficult. They may also be encourageavaluate their own progress
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(Harmer, ibid). This implies answering questiongwbhow well they have learnt
the material in the last lessons.

In literature classes, learners can be geenece of literary text, it can be a
short poem or an extract from a novel or play thsked to reflect upon it. This
means asking the previous questions about thetsdleext after they finish reading
it. This will help the teacher to seize the stréwsgind weaknesses of learners. This
might help him develop effective strategies to h#éigem become active and
autonomous learners. This way is a considered m&asure against imposing a
given standard method on learners which may rasuéisistant or passive learners.
Learners who will not interact with either the teacor the material under study.

12.2. Homework and Assignments

Homework is another way of promoting autonomy amylas it is designed to
be done out of the class. “Learner autonomy geaerful boost the first time that
homework is set for studying to do out of classr(hker, ibid). Though home work
assignments are very important they may be alsph@ting and un-engaging since
not all students like to work and study outsidesslaHere, the teacher has to know
in advance then much homework has to be assigkauytanto consideration the
other homework set by other teachers in other stdbjéde may even ask them
about it. This can be done weekly or at the enthefsession. The teacher has to
consider homework a way of active studying and pahishment and time
consuming activity.

Another problem hindering the effectivenegshomework is the learners’

response to the activities set for the homeworkusTthe teacher has to select
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activities carefully considering the needs andvitlial preferences of learners. The
question asked here is, how to make homework nedeant to their personal and
language learning needs.

A questionnaire administered oral or writteith learners may solve partly the
problem. The questionnaire may focus on the kindsativities learners prefer
doing at home or in their free time. The answerthi® question enormously help
teachers assign appropriate relevant activities ranle learners well-driven and
more engaged. These activities are labeled by klafilmid) student-driven.

12.3. Keeping Journals

Here teachers allot some minutes to let learmgite journals or diaries about
their learning experiences focusing on successdsdd#ficulties during a given
course or session. Harmer (ibid: 339) pinpointg, th&tudents can be directed to

either write about anything they want, to write abwhat they have learnt in their lessons
and how they feel about it, or to write entriesngsiecently studied language.”

The purpose of writing journals is to make leasnegflect on their learning,
comment on their way of learning and assess itemd# whether it is effective or
has to be changed. This may give them opportunitypen a dialogue about their
learning and not about the content of learning (.&Porter, 1985).

This technique can help learners discuss tharning strategies and improve
them. Throughout discussing the journals, teaclséisuld highlight successful
learning strategies and pass them to the entirgs.claearning difficulties and
failures should also be discussed and noted sdetiaters can avoid them in future

classroom practices.
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On the whole learning journal are like diaribut instead of reminding learners
about their daily activities and appointment asitualb diaries do, they can remind
them about their learning practices and experieluceg a course or a session .

12.4. Self Access Center Training

Self Access Centers (SAC) are circles wheseners can work on their own,
in pairs or in groups with a range of material fr&cmowledge book, classics,
reference book, tapes, CD's dictionaries, and readéese centers have to be
equipped with computers connected with internealtow learners access to all
required sites and addresses. Harmer (op. cit: @d€jribes them as folloWwSACs
are rooms divided into section for different kinafsmaterial, though it is also possible to
put large amounts of self-access materials onleeyrthat can be wheeled from class to
class.” The idea of SACs is that learners can accessytonaterial printed or online
and then learn on their own. They can be helpeg&aghers or the SAC ’s assistants
who must be highly knowledgeable and qualified, even specialized.
Learners have to access to these centers in tkeitime after class or during class
accompanied by their teachers. Other learners fidfarent disciplines can also
access to foreign language centers for benefit. $AE€ for foreign languages
should be open to all students from all disciplireasd faculties, as foreign
languages are necessary and intersection pointebatall disciplines. Moreover,
learners should practise there in the four skllistening, speaking, reading, and
writing. They can hold small circles or panels tecdss some issues and write their
notes or reports about them. As they can listetietmates, talks, interviews, songs,

plays, movies, etc, to reinforce their listeningl aapeaking skills (Long & Porter,
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1985). Learners may sit together or separately wgrkprofitably and
autonomously. They must be different from the habitlearning styles. Like a
lecture course or a tutorial session, learnersdesitilin coffee-table places designed
specifically to have groups working together. Th&hould also tolerate noise,
movement in the center, and even soft drinks caavadable (Penner, 1984). To
keep interest in these centers, teachers can lgareléarners quizzes or feed-back
sheets to be completed and handed in to be evdluatmpetition among learners
may be arranged and then rewarded in order to ateti8AC’s goers and increases
their awareness about the important role of thesgecs.

12.5. Research and Projects

The project has become an impotent andpedisable task within EFL classes.
They help immensely in developing learners ownitdsl and set them work on
their own. This helps in creating autonomous le@niedge (2000:362) explains
that “Projects are extended tasks which usually intedeatguage skills work by means of
a number of activities” This means they are seen as a task to extendelsar
knowledge by means of doing extra readings, ingattin, and research outside the
classroom. They should integrate the languagesstiitough assigning different
activities which can at the end enhance the learanguage potentialities and
abilities. They can foster their listening, spegkireading skill, and writing skills.
The project should be an integrated piece of rebediedge (ibid: 362) assumes
that, “ These activities combine in working towards an adrgoal and may include the

following; planning; the gathering of informationrobugh reading, listening, interviewing,

and observing; group discussing of the informatiprgblem solving, oral and written
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reporting; and display.”As seen from Hedge‘s viewpoint, project should fiost
aimful, i.e. the teacher has to set a goal thatilshibe attained by taking a project.
Then, learners are implicated through planning aatining the content of the
project. Moreover, they gather information throudifferent and various ways,
through listening, reading, interviewing, and obggy. After that they display their
outcomes in group discussion relying on oral orttemi reporting. The production
could be a report, posters, slogans, schemes,atiisgrand texts. Learners must be
encouraged to produce various reports and not t@dis This can make them be
themselves and creative rather than taking verbatitracts from some text, the
thing which will make them plagiarize only. So guzing pictures, diagrams, and
posters are anti-plagiarism procedures which méece autonomous learning and
make learners self-reliant and productive. Theoratie from this is that learners do
not receive transmitted facts, but need to exphere ideas through talk and writing
(Hedge, ibid). Hedge also considers projects aglpuearner-centered activities
which, if done appropriately can reinforce indepamdlearning and eventually
produce active learners who would never rely onnavkng-all and a doing-all
teacher.
Conclusion

Throughout this chapter emphasis has ba&m do literature teaching models
which are highly considered in foreign languagegoed)y. This stresses the matter
of how general literature approaches and theohesld be integrated in the field of
foreign language teaching. For matching literargoties to the requirements of

foreign language teaching. Some teaching modele hagn developed for adopting
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literature approaches to classroom practices. Theskels include language-based,
literature as culture, and personal-growth modalkerature teaching models help
educationists and teachers develop appropriatergmoges and materials for
classes where this discipline is incorporated tetefio foreign language. Since
contemporary literature teaching models seek addiaming, autonomous learning
and learner-centered approaches have been discisdedter the learners’ self-
reliance and personal responses to literary méeria

Regarding the importance of literary langgiaand concepts, key literary
devices and the characteristics of literature lagguwill be highlighted in the
following chapter. Literary devices, rhetoric laage, literary terms, literary
language deviations should be highly consideredelaghers when planning their
literature lessons, because they are key concegtelp learners comprehend and

interpret literary texts appropriately.
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CHAPTER THREE: PEDAGOGICAL CONSIDERATIONS TO THE
CHARACTERISTICS OF THE LANGUAGE OF LITERATURE

Introduction

After we have displayed the major approachesthods, and models of
literature teaching in general and in foreign laaqggi classes in particular, it seems
necessary, before dealing with strategic teachimd) laerature class management,
to explore the major basics of literature languaged its chief characteristics.
These notions seem to be very important in liteeateaching for both students and
learners (Collie & Slater, 2001; Leech, 1980; Lazad00; Chapman, 1980).
Throughout this chapter basic notions related teydiureper sewill be explored
and highlighted in order to facilitate the tasklitdrature teaching and literary text
comprehending and interpreting. Lethbridge & Mildg2003) assert that it is
impossible to handle the task of literature teaghiafore mastering the language of
literature and how it functions.
1. Characteristicsof Literature

The implications of the term literature &exy crucial in that no two theorists
or critics would give a similar definition to thisrm. Let’s investigate the following
characteristics provided by Collie & Slater (2000:1
1- Literature is feelings and thoughts in black arte.
2- Literature is the use of language to evolve @@l response in the reader or
listener.

3- Literature is a world of fantasy, horror feekngisions ...put into words.
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4- Literature means to meet a lot of people, tovkther different points of veins,
ideas, thoughts, minds to know ourselves better.

Selden (1989: 9-10) regards literature aspecial use of language which
achieves its distinctness by deviating form andodisg “Practical Language ",
Practical language is used for acts of communinatidile literary language has no
practical function at all and simply makes us sdtemntly. Brumfit & Carter
(1996) consider it as a fundamental structure dietseand interests which reflect
the particular culture or section of society inatbich they were born and in which
they grown up.

It is obvious from then that literatureth® representation of man's feelings as
well as thoughts in artistic written way put int@sgs. It is also a framework in
which people manifest different beliefs, views,adand minds so that they would
bridge cultural and social gaps to know about tredwes and know each other.

The citations show also that literature consistsiah's beliefs and interests towards
a particular culture or ethnic group which a sectwd people grow up, interact and
share some social and cultural concerns. Thissasethat literature is a highly
social and cultural phenomenon that should seelalspstice among a society's
members (Grace, 1988). This actually incarnateditém@ary works of the socialists
and committed writers mainly in the period betwdba two world wars. This
includes, in British literature, Yeats, Shaw, Ibs&alden, George Orwell and
others (Lethbridge & Mildorf, 2003).

Secondly, another element of literature is alsessed. It is that literature is a

special use of language that deviates from prddacguage (Selden, 1989) which
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is regarded as language mainly used for perfornaicis of communication. So
literature is seen as a vehicle which transfers'sremotions and communicates his
inner feelings as stated in (Dictionary of Literargrms: 1994). Any written or
spoken text aiming at stirring man's emotions aadlifigs”. Also it focuses that
literature is Whatever non-religious knowledge that promotes nsatially and
culturally” (ibid: 291).

On the whole, literature is characterizgdtb humanistic features. It is man's
product and imparts man's feelings and social mllticoncerns. As it is
characterized also by its fictionality and deviatirom the norms of correct
language.

2. Literature as Authentic Material

The termauthentic has attracted the attention of a greathbew of theorists.
Thus it was described from quite different anglad aiewpoints (Wilkins:1976;
Widdowson,1979; Mc Donough & Shaw,1984; Hutchins&nWaters, 1987,
Robinson, 1980; Clarke, 1989).

Mc Donough & Shaw (ibid: 113) have introddce list of terms to denote
authenticity as genuine, real, natural, scripted, simulated. Considering the view
and definition put forward about authenticity, & actually difficult to give an
appropriate definition to the term. Among the mosetventional ones we may
propose Mc Donough & Show (1993: 43X term which loosely implies as close an

approximation as possible to the world outside ¢lessroom, in the selection both of

language material and of activities and methodd €mepractice in the classroom.”
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It is clearly seen, thus, that authentigciyplies adopting a realistic teaching
approach concerning activities in the classroond, muaterials used in accordance
with the content and the method. Authenticizingringion entails the use of real
language for real purposes. This implies the usealflanguage for real purposes.
For material use, it is supposed that learners|dh@ad texts written by and for
native speakers of English as long as simplifiedistéor foreign language learners
lack the features of authentic texts and are censd inefficient for students
learning to read in the real world. Integrating heamtic materials in foreign
language classes has become increasingly popul&was$far (1985, 17) asserts
“Such a text can be one which is written for natbpeakers of a language to be read by
other native speakers”.

The call for using authentic texts in foreignguage classes actually came as a
reaction against the artificiality noted in textat have been simplified or specially
written for language learners. Authentic texts aleem to supply realistic input to
increase learners’ awareness of language usagetiemwand spoken mediums, and
decrease reliance on pedagogic language rules. ddrd1999) added that
“authentic text may provide an alternative to owtddext books may not meet the needs
of learners and provide learners with the varioesuine texts they need to aid and
improve reading comprehension”.

One may question here the usefulness efaliy texts since they are very old
texts. The utility of old literary texts actually balanced by being written primarily
to be read by native speakers, then language s argginal and natural (Spark,

1999). Even events and incidents in these textk exjpose learners to realistic
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cultural stands which represent and portray reedilty the culture of the language
in use. This helps learners to be familiar withealrand authentic milieu of the
cultural and social milieu of the language theysitglying (Willis, 1994). Martinez
(2002) cited some advantages of authentic materthle classroom; here are some:
1) Students are exposed to real discourse; 2) Atithenaterials keep students
informed about what is happening in the world, $®yt have an intrinsic
educational value; 3) Text books often do not ideluncidental or improper
language; 4) They contain a wide variety of textety, language styles not easily
found in conventional teaching materials; 5) Thagarage reading for pleasure,
because they are likely to contain topics of irgete learners. Martinez (ibid) states
briefly the commonest sources of authentic matetizét would be used in foreign
classrooms. This includes newspapers; TV progranmesus, brochures, comics,
novels, proems and short stories. For Yu (1995yidnog realistic and reading
practice for students really help then overcomgudistic and cultural difficulties
faced by learners of foreign language. Wong €1995: 114) states thaadthentic
materials can serve as a bridge between the ctamsamd the outside worldOn the
whole, providing foreign language learners withlisti@ material may include
literary texts, journalistic texts, and even TVradio stations will eventually foster
the learners’ assimilation of several aspects efftheign language.
3. Characteristics of Literature Language

Before involving learners in literature reagliand literary text interpreting, a
literature teacher has to consider the charadt=isf language of literature and

how it comes to be distinguished from the othees$ypf languages.
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Brumfit & Carter (1986) assert that therkiy text has a number of features
which distinguishes it form the other non-literéext, being a specialized language,
it cannot be analyzed in the same way as the |l@ygyoé specific fields (Lazar,
2000: 6). In order to comprehend and interpretditg text appropriately, learners
need to be assisted and provided by the necessawlédge prior to literary texts
that should be considered in literature coursenBitu& Carter (op. cit: 8) report
that:

There are a number of features of literary languageh can be isolated.
Many of those futures occur in other forms of digse as well but in many
literary texts they combine to form a high unifiadd consistent effect,

which strongly reinforces the message of the text.

Some features tend to characterize litetexys though they can be found in
other non-literary ones (Samaan, 1987). For instanetaphors and similes used in
every day colloquialisms and ordinary conversatiam®ng people. Assonance and
alliteration can be found in advertising jinglemgans and even in some ordinary
phrases and expressions.

Linguistic features which distinguish liteyatexts may be divided into two
groups. These are precisely, rhetorical schemeshwhre concerned with the
arrangement of sounds, arrangement of words, andtsting of sentences, while
the rhetorical tropes represent a deviation froemdbmmon significance of a word
or phrase, or which may have specific appeals & atudience, i.e., pragmatic
figures ( Lethbridge & Mildorf, 2003). On the wholkterary linguistic features,

called also rhetorical devices (Lethbridge & Miifjoibid) can fall under two
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groups schemes which include phonological, morgiod, syntactic features, and
rhetorical tropes which include semantic and pragnigures.

The following are the most frequent rhetaridevices with definitions and
examples adapted from Abrams (1981); Corbett (19Ciddon (1991); Harman
(1992); Preminger (1993). These terms must be knbwany literature teacher.
They are necessary devices which allow teacherdemmders distinguish fictional
language from factual language to comprehend aterpiret literary materials
appropriately.

3.1. Schemes

3.1.1. Phoneme —level

Alliteration: repetition of the same letter at the beginningwairds, e.g.:
Moping melancholy mad. She shoke the saddle.
Rhyme: repetition of the same sound at the beginninggas. It is usually called
head rhyme or internal rhyme.When it is repeatatie@end of words, esp. in verse,
it is called end —rhyme or ordinary rhyme, e.g pdem should be palpable and
mute; As a globed fruit; | have stood still anopped the sound of feet.
Assonance: repetition of the same vowel sounds in stresséidbdes of words to
achieve a particular effect of euphony; e.g: roamdl round the spicy downs;
The yellow lotos —dust is blown.
Consonance:repetition of two or more consonant sounds beéme after different

vowels: e.g.: black — block, creak — creak, friendowned, slip — slop.
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Onomatopoeia the formation and use of words to imitate soumnds, the sound of
the word imitates the sound of the thing which tatd denotes to achieve a
special effect:

moo, pop , whiz, zoom; Hear the loud alarm belBrazen bells(...); How they
clang and clash and roar

3.1.2. Word- level

Anadiplosis this means doubling back. It is a rhetorical teghe which
emphasizes releasing the concluding words or parasthe beginning of the next
or following structures to gain a special effed,ia “ This unfrequented place to
find some ease, ease to the bodg some . None titite; and “ Labour and care
are rewarded with success, success produces coodideconfidence relaxes
industry.”

Anaphora: it is a rhetorical technique which emphasizedrdypetition of a word or
group of words in successive clauses lines, asSwith fyn that , to this tridus for
love !

Swich fyn that, al his grate worthynesseSwich fyn that, his stat real love”,
“Because | do not hope to turn again”, “ Becaus® Inot hope.” , “ Because | do
not hope to turn.

- Sir Lancelor ... thou wert never matched of earttityght's hand; and they wert
the courteoust knight that ever bare shield; ama twvert the truest friend to thy
lover that ever bestrad horse.

Epistropte: it is a figure of speech in which each sentencelause ends with the

same word, as in: “Looking through but at you”;riéling none but you.”
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Gradacio: it is often called climax. It is a rhetorical devieeéhich involves
arranging words, phrases, or clauses in an asagmdder, as in: “They are great,
my love was greater, though parents were the g€ate

Metabole: it is also called “polypton”. It is the repetitiorf the same word in
different syntactical or grammatical forms. It c@so be the repetition of the same
word of the same forms, as in: “Or bends with gx@over to remove” and “Love is
not love.”

Portmanteau: Also called telescope word. It is a word formgdcbmbining many
words, as in “brunch” which is a combination of éakfast” and “lunch.”
Symploce:it is the repetition of a word or a phrase atlileginning and repetition
of a word or phrase at the end of successive stegt In brief it is a blend of
anaphora and epistrope, as stated in the Rock®¥lot: “ Much is your reading,
but not the word of God.” and “ Much is your buiidi but not the house of God.”
Synonynt it is the use and repetition of words with thensaor closed meanings
they usually follow one another to stress a givdgaiand for emphasizing a given
meaning as clearly shown in the following verses,irma “ | hate inconstancy-I
loathe, detest, abhor, condemn, adjure the momadkenof such quick silvery clay.”
Tautology: a Greek word which means the same saying. Itsisreof redundancy.
It is the repetition of redundant words or ideathvihe same meanings. It is very
similar to synonym, except that words repeatedairidiogy can vary and change
largely in form. They can be persons, adverbs,cags, nouns, as in “l myself

personally believe in your soul.”
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3.1.3. Sentence Level

Aposiopesis it is a Greek word which means becoming silenbloicked. It
occurs esp., in drama when the speaker fails toptEima sentence abruptly and
then an utterance or sentence is left unfinishexdinAShakespeare's King Lear (Il ,
iv ): “ 1 will have such revenges on you both , Th# the world shall’-* | will do
such things — “What they are, yet | know not,” “tBbey shall be”, “ The terrors
of the earth.”
Asyndetont Generally, it is the omission of some conjunctioarticles or pronouns
in some expressions for the sake of speed and sogras in “ | may, | must, | can,
I will, I do” and “ That government of the peopfer the people.”
Chiasmus It is a Greek word meaning a placing crosswotds llike antithesis
fulfilled through inverting grammatical structurgssuccessive phrases or clauses,
l.e., two corresponding pairs are arranged in arsal order like (a-b, b-a), as

bR 1%

follows: “ At a dinner party one should eat wisblyt not too well,” “ and talk well
but not too wisely .” “Fair is foul and foul is fdi “His time a moment, and a point
his space.”

Ellipsis: It is a technique frequently used by modern pbk¢esW.H Auden. Briefly

it implies leaving out or omitting a word or a pbeain a sentence in order to
achieve more compact and rapid expression, as &qutehere: “Elizabeth and
Leicester”, “Beating Oars” “The stern was formedA gilded shell”, “Red and
gold”, “The brisk swell ...”

In form, ellipsis resembles too much asyndeton ghotlne later is concerned with

merely omission of conjunction, articles and pramgu.e., not words and phrases.
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Hyperbaton: It is a figure of speech in which words that ImgJotogether are
separated by dashes or commas and some timesdsadsfpom their original usual
order. E.g.. Were |, Who to my cost already asoch as: “High on a throne of
royal state, which far outshone the wealth of ornauzof Ind , or where the
gorgeous East , With richest hand showers on hegskbarbaric pearl and gold,
Satan exalted sat”

Inversion: It is the rearrangement of the usual word orderemphatic and metrical
effects. It is a type of hyperbaton, as in “Hisapdo equal which the tallest pine.
Hewn on Norwegian hills, to be the mast of somegaenmiral were but a wand he
walked with to support uneasy steps over the bgrmiarle”; * Sometimes too hot
the eye of heaven shines and often is his gold totgm dimmed.”

Parallelism: It is a technique used frequently in poetry. Ithe repetition of some
phrases or construction of identical or similartagtic elements, usually placed
side by side, and balancing each other. It is v@nymon in oral poetry. As in
“Though the heart be still as loving”; “ And the orobe still as bright”; “Thou hast
multiplied the nation, and not increased the jtxeytjoy before thee according to
the joy in harvest, and as men rejoice when theildithe spoil.”; “ The world will
little not nor long remember what we say here,” amlt it can never forget what
they did here.”

Parataxis: It is a process of joining clauses without usiogmpunctions or
subordinators, esp. , when they are short, as atui¢ shall join you, time shall
make it grow,” and “A work to wonder at- perhapstaw”, and “ My hot water

bother was red, Manchester united’s colour .Sirsba@is green. | loved the smell
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off the bottle. | put hot water in it and impliedand smelled it. | put my nose to the
hole nearby in it.”
Polysyndeton It is the opposite of asyndeton and it meansrépetition of the
same conjunction . It is common in prose and poéfthe most frequently used
conjunction is ‘and’, as in: “ It is a land withitteer night not day”, “ Nor heat nor
cold, nor any wind, nor rain”, “ Nor bills nor valfys.” “That hoard, and sleep, and
feed, and know not me.
Redditio: It is also called framing. It is the repetitiohasyntactic unit or verse at
the beginning and at the end of verses or sentesgeb as, “ Haste still pays haste
, and leisure answers leisure” , “ Like doth qikel, and measure still for measure”,
“Vanity, saith the preacher, vanity.”
Zeugma It is a technique in which one verb controls mdnan two different
objects with different syntactic and semantic fel& to it, as in “Or stain her
honour or her new brocade, or lose her heart, cklaee, at a ball.” * Kill the boys
and the luggage.”

3.2. Tropes

Antithesis: It is very common in rhetoric and frequently usadprose. It is a
technique which means opposition. It is contrasiiteas in parallel construction of
different meanings, as in: “ Less wit than mimicpren a wit than wise” , “ With
Oaths affirmed, with dying vows deny’d.” “ Not thatoved Ceasar less, but that |
loved Rome more.”
Apostrophe: It is a figure of speech in which the speakedradsed directly to

something nonhuman, a dead or absent persons asesent or capable of
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understanding, such as, “ Milton, thou shouldn'tligg at this hour”, “ Busy old
fool, unruly sun,” “ Why dot thou thus,” “ Throughindows, and through curtains”
“Call on us?”.

Euphemism it is a figure of speech through which some nwldrds or phrases
substitute others which would be, harsh, undestatdo direct, unpleasant, or
offensive, as in: “ A man is helping the police lwitheir inquires/ a suspected
criminal is detained by the police and probablyemclose arrest.” “ One particular
lady, whose lord is more than suspected of layirgy umbrella on her as an
instrument of correction.”

Hyperbole: It is a figure of speech which pretends an obwiexaggeration for
emphasis or for rhetorical effect, such as “ Wiligreat Neptune’s ocean wash this
blood clean from hand? No. this my hand will rattie multitudinous seas in car
Nadine, Making the green one red” “ | haven 'tnsgeu for ages” , “ As old as the
hills”.

Irony: It is saying or supposing something, but mearsoghething else. This
implies that what is said does not always meanthgxtw literal words or ideas of
the speaker or writer. It takes three forms veripahy of situation, and dramatic. In
irony of situation, the result or outcome of actioa the contrary of what the actor
expected. In dramatic irony, the audience geneiallyws or predicts some thing
that characters themselves do not. In verbal iratmat is said by someone is
contrary to what it is meant. So, sarcasm is a forwerbal irony.

Metaphor: It is a figure of speech in which two unlike ths are compared

wwithout using connectors such as like or as, dsTihis comparison is meant to
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add a new dimension of meaning to the original s creates special effect”,
The web of our life is of a mingled yarn, good aldogether;” “ There are the
black clouds of God’s wrath now hanging directlyepwour heads, full of the
dreadful storm and big with thunder.”

Metonymy: A figure of speech in which a word or the nameaafattribute or a
thing is substituted for the thing itself, such ‘a# herd of fifty cows, fifty head of
cattle”; “ The crown may represent the monarchy.”

Oxymoron: It is a combination of contradictory terms or lv&r units. It is a
paradoxical utterance that correlates two termshviaire contrary in meaning in
ordinary usage, as in

“Why then, brawling love, O loving hate!”; “* O heplightness , serious vanity”; “
I will complain, yet praise”; “I will bewail, appre”; “ And all my sour — sweet
days”; “ I will lament and love.”

Paradox It is a statement that seems contradictory, Wwhich on closer
examination and understanding proves to have anththus not contradictory, as

bE 11

in “Dark with excessive bright;” “Snail-paced inhaurry”; “That | may rise, and
stand, o’er throw me.”

Paronomasia It is also called "pun”. It is a figure of speaghich implies playing
with words. It is using words of the same writtennh or of a similar pronunciation,
but not necessarily with the same meaning. Thisrigge is used for special
effects, esp., for creating humour, as in “Who sdekppiness, that with six herds

or more”; “Some folk were, wise, and some are otige”; “They went and told the

sexton, and the sexton toll'd the bell.”
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Periphrasis: It is also called circumlocution. It is a techae in which many words
or a phrases are used to replace a word or fewetswt also involves the use of a
descriptive word or phrase to replace a proper naoeh as: “Her olfactory system
was suffering from a temporary inconvenience: i&. nose was blocked)” “Finny
race (for fish), fleecy people (for sheep).”

Personification: It is known as prosopoeia. It is to attribute gohuman qualities
to inanimate objects. It also implies addressinglifects or dead people as if they
hear and reply, as in “ Stormy, husky, brawlingCity of the big shoulders:” “On
the brow of Dombey, Time”; “ His brother care had some mark.”

Simile: It is an explicit comparison in which two differtequalities are compared by
the use of a connecting device such as “like ",."as in “the wolf with its belly
stitched full of big pebbles, Nibelung wolves bathige black pine forest”; “Clear
as frost on the grass — bade”. “My heart is likaraing bird”; “Youth like summer
morn, age like winter weather.”

Synaesthesialt means perceiving together or mixing sensatimnappeal to more
than one sense. Like the description of soundrimgeof colour, or the description
of colour in terms of sound, as in “ The eye of nhath not heard, the ear of man
hath not seen, man's hand is not able to tastegphgue”; “To conceive, not his
heart to report, what my dream was.”

Synaesthesia is frequently used in our daily casateons and everyday speech
like: A cold eye, , soft wind , a heavy silence hard voice , a black look , a black

day , a severe look , a white heart”.

119



Understatement It is a figure of speech in which an expressiora statement is
to minimize the importance of what is meant, ithe opposite of hyperbole, such
as: “ It is also called “litotes”; “It is very fregnt in everyday speech”; “lt is a little
warm today: the temptation is 50”; “Blood hath bestyed ere now: understates the
number of people who have been murdered in Macbeth.
4. Literary Deviation

It is one of the central features of theglaage of arts. It is the specific use of
languages that goes beyond linguistic conventioa lahguage. It is concerned with
inventing and modifying some lexical, grammaticalstructural elements for the
immediate use in order to suit a specific statee(be 1980:132). Regarding
anatomy of language, Leech (ibid) distinguisheft®e{g§) types of deviation which
are lexical, grammatical, phonological, grapholagisemantic, dialectal, deviation
of register, and deviation of historical period.esb will be discussed separately
below:

4.1. Literary Lexical Deviation

Lexical deviation in literary texts is oft@alled neologism by some critics or
applied linguists. According to Leech (1980: 4R)s'a way in which a writer, notably, a
poet may exceed the normal resources of the laeguddius literary writers are fond of
exceeding the normal language used by ordinary Ipeop even specialists like
journalists, copywriters and scientists. Lexicalidgon is then the borrowing or
invention of new words and expressions that are usatal in ordinary formal

language. It can be a matter of influence of otheguages and cultures like the
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word assassination introduced by Shakespeare amdvtitd pandemonium by
Milton (Cuddon, 1991).

As it can be the result of keenness otmton and novelty. This involves
over- generalizing some rules in word formationr kwstance the prefix “fore”
which has a restricted use with some verbs to niesiore hand or before. In
“Waste Land” Eliot (1922) augments the use of grisfix and be introduced a new
word that is not usual in English language, itfigrésuffer”. Actually, it is a new
word and in this way, literary men have the attamtio stress the fact that word
formation has no limitations of vocabulary. Thisuadenable them to express their
ideas as well as their feelings and emotion inrmadi or extraordinary way as

argued by Chapman (1980: 72)

The language of lexical deviation has emphasizedesiting which has
become increasingly apparent in the course of tualys Literary language
does not function primarily for the purpose of ceyimg information
verifiable by reference to experience which is lirguistic. Certainly this
informative function is not excluded, and underdiag of the external

world.

Literary men, particularly poets, believaithdeas which come from a very
personal experience like expressing emotion ané lan not be expressed and
conveyed without personal lexical inventionedch, op. cit). On the whole,
neologism is a way related to inventing new wormisthe sake of expressing new
personal ideas or foreign cultural experiences thay exceed the actual use of
language by people or specialists. Chapman (1988gribes it as the use of

specific linguistic devices to make desired effects
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4.2. Literary Grammatical Deviation

It is argued that literary discourdeviates from ordinary grammatical
norms and rules for special purposes and effedig@an, 1980: 9; Lethbridge &
Mildorf, 2003). Literary grammatical deviation caros two aspects of language;
morphology which is the grammar of the word andtayrihe grammar of stretches
of words. Leech (op. cit) brought into grammatidaViation the distinction between
deep structure and surface structure of a sentéteénsists on the importance of
the deep structure as long as it reflects the amal ultimate meaning of the
sentence. An example is given: “I doesn't like himhere he claims that the
surface of this sentence is merely phonological, the pronunciation of the “s”
however, the deep structure of this utterance ctflexactly its meaning which is
that someone is not liked by the speaker.

Another case is the passive and activeevaicere argues the identification of
meaning in such constructions is caught logicalbnt the deep meaning of the
sentence or utterance. He also relates surfacetsteuto phonological end, and
deep structure to semantic end, thus the lattertgetpriority in extracting meaning
from grammatical constructions

It seems that literary men do give priotibythe deep structure, rather than to
the surface one, this is why they usually introdoew structures into their writing
that are not usual or familiar in normal discouctsaming that meaning could be
reached by logical interpretation on the part o tieader relying on his own
understanding, the general context of the sentandelastly on grammatical rules

and norms. The violations of surface structurergaed by Leech (ibid) would lead
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to various explanation and interpretation of a kingentence, or often create
considerable ambiguity on the part of the writstide. For Leech ( ibid), in literary
discourse there is no good or poor grammar, batdbpends on the attention of the
writer and how he would be able to convey somenohéel messages to his readers.

These messages, by nature, should not neitgdsacaught and interpreted in
the same and similar way depending on their gramealastructures, but on the
reader's own competence and understanding thessuses in a whole context in
which grammar makes only a single part.

4.3. Literary Phonological Deviation

This kind of deviation manifests itself mlgsh poetry than in the other literary
genres as explained by Leech (ibid: 46). «Litenagitation is clearly marked off
from ordinary speech by a set of deviant phonoklgaharacteristics.” In poetry
phonological deviation takes essentially two forifise first is the irregularities of
pronunciation of some words for certain rhyming \eemence. This is possible for
internal or end rhymes in verse. This takes a \atigtic form to satisfy some
rhymes in verse. Thus some words are purposelyranispnced or given a deviant
pronunciation to satisfy the rhyme and not thedimery normal pronunciation.

The second is the misplacement of stressertain words or phrases. Stress
placement in poetry is often influenced by metrieaigencies. Thus poets violate
stress placement as reported by Leech (ibid). ‘®Pplkeiced word stresses in unusual
places (...) this was merely for exigencies of rhate order to satisfy metre and

rhythm of verse rather than those purely phonokigigles.
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4.4. Graphological Deviation

Literary graphological deviation represersy strangeness of form and
punctuation in the literary text. This state isoassgnificant in poetry more than in
the other genres though modern novelists like YigWolf and James Joyce show
certain fondness in graphological deviation in theiitings through the use of the
stream of consciousness and internal monologuatnagrtechniques. They break
all rules and forms for writing notably punctuatiamd sentence structures. In
Ulysses, Joyce (1989), for instance composes &msentof more than fourty page
length without any mark of punctuation to expres$alh of endless ideas and
thoughts about the main character.

In poetry, graphological deviation can bersen the arrangement of verses or
lines of poetry. Thus no graphological norms aspeeted but rhyme and rhythm
(Cuddon, 1991). Lines of verse are very free irglerand aligned left and right.
Sentences do not give the attention that they argences, rather they are
considered lines of verse, therefore they deviedenfthe norms of normal, well
constructed sentences. Leech (op.cit:47) summarizesary graphological
deviation as follows:

Other types of graphological deviation are disqagddf capital letters and
Punctuation where convention calls for them junplof words, eccentric
use of parentheses. Capitalization, spacing, andctpation become

expressive devices, not symbols to be used acaptditypographic custom.

As expressed in the lines above the usajtals, punctuation parentheses and
many other graphic symbols is not necessarily t@¢ gwammar rules and

conventions. Poets, particularly, believe thahgghem should satisfy the poet’s
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state of feeling or the psychological state thatihdiving. Deviating from the
typographic custom of graphic symbols seems qutenal in literature and even a
required technique purposely used by some writeexpress their ideas, thoughts,
and emotions artistically and not grammaticallyyof@hapman, 1980; Widdowson,
1979; Leech, 1980).

4.5. Semantic Deviation

Semantic deviation implies the use of lagg) for specific sense or as
expressed by Rothke (1981)i$ a kind of inspired nonsense, as a piece phisticated
looniness. It is also described by Leech (op. cit) ‘@®nsense or absurdity'lt is
obvious from these two citations that literary vagt deviates from normal logical
writing in sense and meaning of some expressiord us literary discourse for
specific effects. Sometimes they use nonsense &sipres compared to expressions
used in other normal writings like history, psyagy or mathematics.

Leech (ibid) adds the concept “oddity” toist kind of writing. He uses
Wordsworth's expression “the child is the fathethaf man” as example. He affirms
that its significance is odd and abnormal if weetathto consideration the normal,
literal, and logical use of language. Considerisgmeaning, we raise the question,
how a child could be a father of a man. It is ieah odd expression as far as
normal discourse is taken into consideration. laigued that the language of
literature seeks interpretation beyond the semantieaning and dictionary
definitions and reasonable interpretation as a#onby Widdowson (1979:27):

“Literary writing may also deviate semanticallyusing some metaphors and sayings that

they look linguistically odd such as Shaw's sayihg who can, does, he who can not,
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teaches Actually it is hard to decipher the meaning of such an esgio@, unless
one is equipped with some contextual cues that Inedfy get what it stands for as
affirmed by Widdowson (ibid: 27):

The first point to notice is the obvious one thagulistic deviations do not

occur randomly in a literary work brut pattern iittwother linguistic features,

both regular and irregular, to form a whole. They anderstood, therefore, not

in isolation with reference only to the linguistgstem, or code, but also with

reference to the context in which they appear.

In poetry some critics and writers, as [@han (1980); Lethbridge & Mildorf
(2003); Lodge (1988); Richards (1984) speak abibetary suggestiveness. This
concept implies that a literary text is naturalgvant from normal discourse, thus,
impossible to express and convey an exact meainliterary text thus often
suggests certain meanings, and each reader wdslgbriet it on the basis of socio-
cultural and even linguistic background. The questexplain a literary text” could
be replaced by “what the text suggests”. When ehiraassigns a comprehension
question with a literary text, it would be betterask his learners to suggest what
the text may mean, as long as this type of textates semantically from the usual
ordinary text (Widdowson, op. cit: 33). Furthermoire dealing with literary texts

one has to distinguish two implications for meanMgddowson (ibid) argues that:

It will be useful, to begin with, to make a distilon between two kinds of
meaning: that which inheres in linguistic itemsetements of the code on the
one band and that which linguistic items assumenvthey appear in contexts
of use on the other. | will use the term significatto refer to the first kind of

meaning and the term value to refer to the second.
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Here, Widdowson is considering meaning s1tiwo dimensions. Literal or
verbatim meaning of words in ordinary writing, ohat the words which make up
the sentences exactly mean and called this ‘s@gatiin’ and what the words may
mean when they are used indifferent contexts orassén literary texts or non-
ordinary texts, called ‘value’. So, the value ofpeessions or sentences is the
suggested meaning or rather interpretation providgdusers ‘readers’ to those
expressions in non-ordinary linguistic situationslsas literary texts.

4.6. Dialectal Deviation

Dialectal deviation refers to the violatiohstandard language and adoption
of some dialectal expressions. Leech (1980: 4%rts¢hat “ Dialecticism, or, the
borrowing of socially or regionally defined dialscis a minor form of license not
generally available to the average writer of fumcél prose, who is expected to
write in the generally accepted and understoodediaknown as (standard
English)”. It seems clear that literature writesrow some colloquial and dialectal
expressions and use them in their writings. Thegeessions may be taken from
the writer’s social and regional stock and usedeiwe many purposes. Most of the
cases, this violation of the Standard English i$ accidental or unintentional.
Rather, it is a way by which writers increase dartffects or introduce some
regional or social features to the reader. Fstaimce Spenser's use of some homely
words in his poem ‘the shepherds calendar’ likeydegnyes’ a kind of dance,
‘rontes’ young bull, ‘weanell’ a newly weaned lamjokes the sentiment of rustic

and pastoral life. As it could mean depicting andnaying pasting life to the reader
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by using some authentic words and expressionsseritée authentically this type of
life (Leech, ibid).

4.7. Deviation of Register

Deviation of register is known as leaving ttonventional poetic diction and
borrowing words and expressions from other regstiéris the mixing of registers
and violation of the recognized poetic or literaegister which should reflect the
writer's feelings and emotions. Therefore, poetiressions should serve this end;
any expressions that are not fully emotional anaalatransmit the writers’ feelings
and psychological stage is known as deviation ftieeregister. In poetic language,
a poet should not take words verbatim to descnityee@ent, he, rather, should work
out with these words and transform them into thetipaegister. T.S Eliot (1996),
Pound (1991) known of violating the poetic registEney filled their poems with
journalistic and highly- featured political and watock phraseology. They
introduced long lists of political and journalisgxpressions to the poetic register.
Hence, they are considered deviant from the normpoetic diction. For them
poetic diction looks like stereotyped clichés thae should not necessarily refer to
when it comes to realistic and political issuesele ibid: 50). The following two
verses from Eliot's The “Waste Land” could be adyezample: The nymphs are
departed”; “Departed, have left no addresses.”

Here Eliot resembles to someone talkingualeal event. His words are very
simple, non emotional, but very expressive in tihaly depict verbatim the event

described. No exaggerations, no extraordinary ematiwords or expressions are
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used. Simply, it is to call a spade a spade. THilist has violated the poetic
practice and deviated from the conventional paeigster.

4.8. Historical Period Deviation

This kind of deviation implies a freedomttee writer in general and to the
poet in particular to use language not necessatitys period, or a particular period
of time as Leech (1980: 51) arguehé writer is not restricted to the language of his
own particular period, as is the case with more roomplace types of linguistic
transaction”.Writers should acquire certain knowledge of th@nduage and its
shifts, evolutions, and changes throughout timee¥aJoyce thought thaa fvriter
must be familiar with the history of his languapatthe must, in short, be a philologist”
Eliot (1996, cited in Kermode, 2003: 89) added thatpoet has complete meaning
alone for his significance, his appreciation is épgreciation of his relation to dead
poets and artists. This means that it is quite abfor a poet to use the language of
earlier generations, regardless to the changdarnigeiage may have undergone.

Leech (op. it) also added that literatwréders may also use some expressions
even from dead languages such as Latin and Grdek.archaism can influence
even the spelling of words, in that some writery im@ell actual words in the same
way as they were being spelled in the past. Ledwsd)(calls this as a historical
license. On the whole, literature writers may deviom the present time use of
language, i.e., they may go back to ancient per&oustake some archaic words,
phrases or expressions and introduce them in togitemporary writings. What is
more is that they may spell words according to aichspelling rules and

morphology. What a reader should know is that pinexcess could be explained by a
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type of license or allowance for writers to opt &chaic language in order to create
special effects rather than deviation from languagens became of ignorance, or
weakness in the rules and norms of the contemptaaguage.

5. Ambiguity in Literary Texts

In its general broad meaning, ambiguity lieg “more than one cognitive
meaning for the same piece of langua@xford Encyclopaedic Dictionary (1998). In
literary style, however, Empson (1983:19) arguest #imbiguity is Any verbal
nuance, however slight, which gives room for akiitre reactions to the same piece of
language.” In all cases, ambiguity is regarded as a defestyile in that a message
can have more than one interpretation and a litetetoric device in that it is used
to raise different reactions from readers for thee piece of writing.

For Chapman (1988), ambiguity is usualketawith reference to the problem
of sentences which seem identical in surface stracbut have different deep
meanings. Actually, the idea brought by Chapmaidl)jlinere in literature discourse
alludes to polysemy which means multiple meanihgs & word or sentences may
carry. He insists on varied interpretations withiarary texts and that this kind of
ambiguity is actually a necessity in extractingsaggesting meanings in literature
discourse. He adds that the point is that we do gemk the one “corréect
interpretation, for any meaning which the language bear is correct within the
poem. Though Chapman (ibid: 66) deals with poditg,by extension, this process

is sought within the other literary genres. He aithads$

The literary language, however, again refuses tee gis comfortable

divisions of meaning beyond which imagination need stray. It often
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forces us to accept polysemy not as a feature fmbich we select but as

one in which we meet the writer's intention withoegtriction.

It is clear then that polysemy is a vagquently used technique in literary
discourse as long as literary texts exhibit a widage of interpretation and
suggestiveness. A single or verse text may havetyplef meanings depending on
the reader's socio-cultural, literary and intenatat competence as well as the
writer's intentions and message. What is importaare is that the reader always
seeks a perfect interpretation trying to discovet seach the writers intention. Still
this interpretation depends on each reader's osporese to the text being read,
where each reader of course, activates his backdrémowledge based on his
linguistic and literary competence. In doing sagader has to consider the literary
register in terms of whether what is being realita@sal or metaphor, symbol or any
other literary rhetoric technique. For Empson (1983) “Things are often not what
they seem, that words connote at least as mucdhegsdenote, and very often moréie
affirms that “we call it ambiguity”. Empson (ibid) distinguishes seven types of
ambiguity which are summarized and explained belpWhen a detail is effective
in several ways simultaneously; 2) When two or malternative meanings are
resolved into one; 3) When two apparently uncoreteatneanings are given
simultaneously; 4)When alternative meanings comibprn@ake clear a complicated
state of mind in the author; 5) A Kind of confusmhen a writer discovers his idea
while actually writing .In other words, he has rgparently preconceived the tea

but come upon it during the act of creation; 6) Véh&ome thing appears to contain
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a contradiction and the reader has to find integpi@ns; 7) A complete
contradiction which shows that the author was warchs to what he was saying.

Ambiguity in literary texts actually cank&a several aspects. To start with,
ambiguity can imply details about one idea i.ey details supplied by a reader
could be acceptable abut one single idea or a gas#iacan also imply more than
one meaning suggested to one idea. For Dante (3%®®)four meanings that may
be added to only one idea. These are briefly: @hthtorical and literal meaning, b)
the moral meaning, c) the allegorical meaning,nd) @) the analogical meaning. All
these alternatively can be associated to one ideaentence, thus suggesting
miscellaneous meanings most of the time the fouammgs mentioned above.
Richards (1984) also distinguishes four differenéamngs in a literary work,
particularly a poem: a) the sense, what is actusdiigl, b) Feeling — the writer's
emotional attitude towards it, ¢) tone — the wiiteattitude towards his reader, d)
intention — the writer's purpose, the effect haiming at. Ambiguity also can be
traced when two completely different meanings aneerg to one single idea
showing that it is unclear or ambiguous. Moreovenay occur when the idea itself
presented by the author is contradictory and thedee has, anyway, to find
interpretations to that unclear idea. As it canwben the author presents unclear
ideas leaving too much room to the reader to readveork out the exact meaning
intended by the message

On the whole, literary texts by nature, dailerent from non-literary text,
exhibit too much ambiguity for the reader. A readwmarticularly, a teacher must

take this into consideration in interpreting litgrdext. They have to assume that
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ambiguity is a normal characteristic of literarxtteThey thus, have to foster their
reader's abilities to make them decipher the tedtthen suggest interpretations that
would explain the author's messages. These exmasashould appear different
and varied depending on the reader’s socio-cultimatkground, his literary
competence, and his ability to uncover the amiyguithin the text under study.

6. Background/ Foreground /Comprehension and Interpreation

Most of learners and teachers are famwdh the term background, which
implies the already stored knowledge or informatlmon someone that may be
activated at anytime when needed or when necessdgip him get and formulate
a complete or appropriate interpretation of a giveessage (Oxford Advanced
Learner’'s Encyclopaedic Dictionary: 1991). It seeimswever, inadequate to rely
on background only to understand and interpretalrietexts. Widdowson (1979),
Freeman (1980), and Leech (1980) introduce the fereground into literary text
reading theories. According to Cuddon (1991), favegding denotes the use of
devices and techniques which “push” the act of esgion into foreground so that
language draws attention to itself, this drawsnaitb@, in turn, to the way that
literary language represents reality.

In Oxford Encyclopaedic Dictionary (op. ¢ithe term foreground, means the
front part, or the nearest part to the person eserActually, foreground as
Cuddon (op. cit) affirms, implies the use of somerdry techniques and devices by
which a writer would activate the foreground of tkader, so that the reader would
see a nearest scene or view. In literary theoig,riéfers to a nearest interpretation

of the message sent by the writer. Thus foregrowgnas based on any assumed
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addition that a reader may add to the text rathem tvhat the text itself may bear as

Leech (1980: 58) pinpoints that:

Foregrounding presupposes some motivation on thepthe writer and some
explanation on the part of the reader. A Questi@rknmaccompanies each
foregrounded feature, consciously or unconsciously, ask, «What is the
point? “Of course there may be no point at alt, the appreciative reader, by

act of faith, assumes that there is one.

According to Oxford Encyclopaedic Dictiopafl992), interpretation is an
explanation of the meaning of some work of art. Ahdt there is only one valid
interpretation for any given piece of art. People®rpretation of art may be
evaluated relatively to these aims. The aim of sofréhese interpretations is such
that they may be said to be true or false and the & others do not lend
themselves to designating truth or falsity to biere, in interpreting literary texts,
the reader may bring some ideas, raise or introdooge issues related to the text
that are not at all presupposed by the originatenriThis is due of course to the
deviations from the lexical and semantic norms, clwhcan lead the reader to
foreground or add some nearest meanings that tierwloes not probably mean.
For Freeman (1980: 25)%oregrounding, is motivated deviation from lingigsor other
socially accepted normsFor him any literary text is read and processetherbasis
of two un- separable dimensions, the backgroundthedoreground. The former
refers to the norms of the language or the regylaf the text vis a vis the
linguistic or other conventional norms and theelatefers to the abnormality of the
text or irregularity met in the text leaving too afuchance to the reader to interpret

subjectively the text and may add ideas or pomtthé text that are not necessarily
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focused by the writer. Freeman (ibid) explains thysghe nature of the literary text,
as long as it is fond of figurative language, liketaphors and similes. He assumes
that “foregrounding comes from the semantic oppasiof literary and figurative
meaning”. He also adds “a literary metaphor is madic oddity which demands
that a linguistic form should be given somethingeotthan its normal (literal)
interpretation.” As for comprehension, Freemand(ikaffirms that it is based on
linguistic and factual understanding in which ailbgective interpretations should be
disregarded. Contextual clues and facts in the texder analysis are highly
considered. The process of comprehension invalee®ding the writer's words
and then using background knowledge to construdtagproximate understanding
of the writer's message (Lenz, 1995).

According to Oxford Encyclopedic Dictionary902), the term comprehension
has roughly the same meaning as understanding, reading comprehension
measures the understanding of a passage or oft.aTiearefore, comprehension
should eventually lead to agreement and satisfaetioong all readers of the same
text as long as it seeks extracting facts, idead,thoughts in the text rather than
supposing meanings and personal interpretationergéy based on figures of
speech and rhetorical devices within the text. Véhauld be stressed is that literary
reading is a composite of the three processesgrouading, interpretation, and
comprehension, i.e., a reader of a literary test toaconsider these three elements
in order to reach an acceptable comprehensionlibérary text. In other types of
texts these three elements are not necessarilydeved together, but more than one

is often required. For instance in historical tec@dmprehension as well as
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interpretation are needed, foregrounding, howesendt necessarily required as

long as this type of text is based on realistieaihrough which the writer may use

some figures or rhetorical devices to reinforce andance style only, and personal

exaggerations as the matter in fictional and @tigtitings.

The table below inspired from assumptionsFodeman (op. cit) and Leech

(ibid) may sketch the main principles of interpteta and comprehension:

Interpretation
What does (it) mean?

+ What does (he) mean &
(it)?

Aesthetic/ subjective reading and reaction
Leads to intentional disagreement

leads to discussion and debates
Implication of context and external clues
Goes beyond truth and falsity

Bound to that of intention ambiguity, obscurity

Comprehension

What does it mean?

Objective and moral oriented reading is prior

Leads to agreement and satisfaction among readers
Seeks linguistic meaning/ facts/truth/ falsity
Implication or not of context

Understanding may not have disagreement

Table 8 Comprehension and Interpretation Compared

The diagram below shows the interrelation of corhension, interpretation, and

the literary text:

Interpretation

Literary Text

Comprehension

Figure 6: Comprehension, Intpretation, and Literary Text
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It is, therefore, clear that treating l#er text is quite different from non-
literary ones. Non-literary text reading requireemprehension based on
background while literary text reading requires poamension and also
interpretation based not only on background but als foreground. Thus literary
text comprehension is considerably subjective arakeds the limits of truth and
reality. It always seeks what the text means arnydie this. It considers also what
the writer may mean and what the reader may addgygest interpreting the text.
Conclusion

As seen from the points discussed in ¢hepter, literature teaching requires
significant literary knowledge and awareness abth# characteristics and
specificities of literature itself, as well as thierary text. Throughout this chapter
key literary concepts and rhetoric devices at thend, word, and sentence levels
have been highlighted in order to exhibit a vergstantial aspect in literary texts.
Rhetorical devices and literary terms should higbdy considered when teaching
literary text reading as long as they help learmatsonly comprehend but also go
beyond literal meaning of literary materials in @rdo reach literary interpretation.
Moreover, linguistic knowledge seems to be inadegjua tackle the field of
literature teaching. Among the most important regments to teach literature is to
know the characteristics of the language of litmatand its deviation from the
norms of normal language and how a learner shaad,rcomprehend and interpret
a literary text. This actually depends not onlyliaguistic competence, but also on
literary competence and how authentic texts, sschterary would be approached

and then studied.
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CHAPTER FOUR: MANAGING AN INTENSIVE LITERATURE
COURSE BASED ON SQ3R STRATEGY
Introduction
After we have discussed the major esgkntial points related to literature

teaching, it is now convenient to incline into cla®wm instruction and adapting
theories methods and strategies to literature sitercourse based on a well-known
teaching strategy introduced by Robinson (1971)s iBurvey (S), Question (Q),
Read (R), Review (R) and Recite (R). SQ3R will dtdrence for this strategy.
Managing an intensive literature course will drasvta shed light on the classroom
itself, the intensive course, the SQ3R strategylessbn planning. These points are
immensely important for holding the success ofahterprise, not only in literature,
but in all other subjects as well (Hedge, 2000)e Hoint stressed here is class
organization and how to conduct a literature coursgder to enhance the learner’s
comprehension and interpretation of literary teAs focused in Chapter 2, learner-
centered approach will actually develop the leanability to treat and process
literary texts far away from the ready-made indinmal teacher-centered method.

Learner-centered method declares a chandbeofeacher as well as learner
roles in the classroom so that learning will be eneffective (Novotna, 2000).
Strategic teaching in Intensive Courses will adyulaklp learners become more and
more self-reliant and would make them more autangsrcapable in the long run
to understand and interpret artistic material lilymselves with the help of SQ3R

strategy ( Robinson, op. cit).
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Our intention by introducing SQ3R teachitigategy and intensive lessons in
literature course is not to make the course stalwkzd and monotone, but to bring
some change and some new technique into the colirsg.change is actually
sought by most literature teachers in our univer@ihe Teacher'S Questionnaire).
This point has been focused by the idea of Novfapacit: 122),The teachers have

always been faced with requirements to change thelmiques, approaches, and thinking
and therefore the roles of the teacher gradualbpime the role of the guide and leader

rather than of a controller and supervisdrtie attempt aims to bring some innovation
to literature class and suggest a practical walitecature teachers to help them
manage their classes properly and effectively waithew to increase their learners’
comprehension and interpretation of literature mateas possible as they can.
1. Holding Literature Course Class: A Learner-centeed View

It seems very clear from the data of the iaenaire (question 4 &5) that a
change in the progression of literature course @ads management is urgently
required. To attain this, the teacher himself maisinge his role in the class as
Hofmanova & Movotne (2003:71) assertGood teachers believe in constant
improvement and in constant chahgelarmer (1998: 344) also stresses this point,
“Teachers ability to be both adaptable and flexi®lan important component of modern
teaching style” So, the role of the teacher, the role of learmers the appropriate
organization of the class play a significant rafkethe success of the teaching

profession. Celce-Murcia (1991:30) asserts that:

In most current pedagogical prescription, a mapbe of the instructor is to

arrange matters so that the material presented ugets thereby learned.
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Therefore, some consideration needs to be givesuch matters as to the

overall organization of the classroom — class mamant.

Class management appears to be the keydceessful course. Literature
course, then as any other subject at universityires) some change from the
content of the programme to the management andnizageon of the course.
Intensive course here refers to tutorial sessiammg which the teacher manages a
small group of students who will be reading, aniagZzhen discussing a passage or
a poem showing their reactions and personal reggots the texts freely and
independently. These tutorials need preparation @adning on the part of the
teacher. It is not a lecture-based course, in wtaabhers are supposed to give in an
amphitheatre for a large number of learners (He@§60). Tutorials are designed
for small groups and mainly for learner's compretien and interpretation of
literary texts, and enhancing learner's autonomthabthey would each time read
properly and interpret independently literary miallerThis approach is actually
based on learner-centered pedagogy which givesitarh responsibility to learners
to control their learning far away from the prineip of teacher-centered method
(Graman,1997). Our suggestion is not, however, latoacancel lecturing and
teacher-dominated course. It is not, thereforesiciemed an alternative to lecturing,
but an additional task to reinforce the literargame and outcome of learners. It
can be considered an integral method, which lediased course and tutorials go in
complementary process, one fills the gaps of therptso that learning would be
more active and more effective (Mayer, 2004).

2. Major Role of the Teacher

In teaching foreign languages a special attenieeds to be paid to the role
of the teacher, or rather the roles of the teactiace in this context, the teacher
will enjoy plenty of roles. Crowl et al (1997 6&jfirms that ‘Good teachers are not
only effective models; they also constantly keepmimd that their behaviour both

intentional and unintentional, can profoundly affaghat students learh So, ideal
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teachers are those who are good models for thaimndes can also influence
immensely the shaping of their learning. In traohal pedagogical practices,
teachers used to adopt a very authoritarian roténldnnova & Novotne, 2001) i.e.
the teacher is a controller, assessor, resourdeuaor.

In Nowadays educational settings, and for learestered pedagogy
principles, a teacher assumes more flexible ansl d&eghoritarian roles such as a
motivator stimulator, consultant, counsellor (advjs organizer and manager,
(Hofmannova & Novotne, ibid). Goleman (2000) statedes that would be
assumed by a teacher and regards them as teachagenaent styles, such as:
coercive style, authoritative style affiliative kty democratic style, pacesetting
style, coaching style, and submissive / liberalestoercive style is that way in
which the teacher exercises too much stress anttotdearners. The teacher
usually frightens, blames and reproaches his lesrménen making mistakes or
when displaying missing knowledge. The resultshed are often failure in learning
and loss of interest in the subject. For most afcationists and mainly inspectors
and pedagogues this teaching style is ineffectind aust be abandoned in
nowadays educational environments (Hofmannova &dtiw, op. cit).

Authoritative style shows a very strong persogalitthe teacher to the point
that he manages all action and directs all actiwiwith a close control. Within this
style, it is proved that teachers have difficultiesadapt to new contexts or to
change easily their behaviour when they encourder learning situations. Also, it
produces only disturbed and uncomfortable learmetls shaky and unbalanced

personality (Goleman, op. cit).
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Affiliative style refers to teachers wheek a very emotional and affectional
behaviour towards their learners rather than fausin tasks and goals (Goleman,
ibid). This style actually enjoys a great positingact on learners and particularly
helps them relaxing and trusting themselves. Ivigies learners with a strong self-
confidence and would create a pleasant enjoyablmiley atmosphere. The result
will be a very active learner, busy classroom, lafaéand encouraging teacher; the
thing which would improve communication and intéi@c among all the members
of the group. This style is to be preferred in mokttutorial sessions in which
discussion, debates and responses are sought emichd@ requirement on the part
of learners. Democratic style is characterized fgnsling too much time in class
attempting to build trust, respect and even engagéamong learners, and between
learners and their teacher Democratic teachers simaeh flexibility, responsibility,
and understanding to each case in their class (bwfimva & Novotna, op. cit).
Teachers thus should move from place to place ass¢lfrom learner to learner
trying to foster their commitment and participationclass discussion and debates.
Though, democratic style is a very effective wagl ancourages learners to become
independent and self-reliant members it, howevemahds too much time and
organization and may also create a noisy classeacalate debate between learners
in literature; this style is very helpful in fosiey learners’ understanding and
motivation in order to respond to literary textslahen allowing them to interpret

them freely and spontaneously (Rosenblatt, 1985).
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2.1 CoachingPacesettingStyle

This style is a very moderate way of teaching incltihe teacher enjoys the
role of a counsellor. He helps learners to identifgir strengths also weaknesses
(Brown, 1995). The teacher often tries to diagntessmners’ weaknesses then
shaping them to learning standards by making ugHerr lacunae and correcting
their mistakes so that they would be able to oveecdlifficulties and obstacles in
their learning. He usually assigns difficult exeas and accepts learners’ failure as
long as he is targeting long-term learning througktoring their failure and
continuous remedial work (Novotna, 2001). This naquires too much effort and
control on the part of the teacher. Also, he mestéry tolerant and patient as long
as he aims at long-term learning and bringing b&riers’ level to a very high
standard language. Though this role is very effecéind valuable, it is not highly
recommended within university literature course;éuese, learners usually do not
require too much control and assistance, they shoely to some extent on
themselves and through time they discover theitakés und restore them. This
role would be recommended for beginners or interatedinstruction levels in

which learners need the interference and contiassistance of the instructor.

2.2. Submissive-liberal Style

In this style, the teacher plays most of the ttheerole of bystander. i.e., he
often tries to stay away from his learners. Afterelaxed course he gives them
assignments and observes them from afar. They ¢éogosnuch freedom in moving,

talking and acting. He only conducts them withoayipg much attention to their
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behaviour or even their performance in the clasgntdannova & Novotne (2004: 4)
however argue thditt is controversial to call it (liberal style) aanagement style as
generally the teacher is not in charge of the dasiktherefore fails to managd=br many
educationists as Hofmannova & Novotne (ibid), thote is not preferred. They
argue that the teacher would lose respect andrmesthe matter which may result in
misled learners and uncontrollable class withoug Barning results (Richards
2000). For Brown (op. cit) however , there is nog& ideal teaching style or a
single role of teacher, rather the task requiresmtrans and combination of several
styles to come up with a convenient teaching siias, in his opinion, depends on
individuals, i.e., learners, the environment, arefgrences. In conclusion, teachers’
roles should normally vary from moment to moment] &om situation to situation
trying to adapt to any unexpected circumstances rttey occur within the class
instruction course. In literature course again, tbacher’'s role is considerably
important if we consider tutorial intensive sessiamwhich the teacher is supposed
to manage a small group of learners. He shouldtadaamy situation matching any
of the styles discussed above. As for lecturesteheher’s role is limited only to
keeping his audience silent as long as he is amggnting a magisterial course. He
furnishes knowledge and his learners - audience hgraying attention, taking
notes and asking some questions.
3. Teachers' Roles in Active Autonomous Learning $tng

Throughout the years the roles of teachers have tie@nging depending on
learners’ needs and the major objectives of legritself. In nowadays teaching /

learning settings, the role of teachers has pretksdme humanistic principles by
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the infusion of communicative goals in learningtjgatarly in foreign and second
language classes, or learners, for whom Englismas their mother tongue
(Fanselow, 1987). In the classical teacher /legrsigitings, the role of the teacher
was limited only to tell or inform learners. DulnOlshtain (2000) describe this as
a lock-step plan. In nowadays learning setting, momicative, and cooperative
objectives are highly stressed in EFL classes,tliveg which led to calls for
adopting more convenient and adequate roles ohé&acto cope with the new
situation (Littlewood, 1981): In this context Duhb§ Olshtain (ibid: 77) stress the
point saying:

Probably for most of the world the role- relatiopsin classrooms which is

most widely embraced and understood as a metaphthiat of pedagogue /

pupil, or the teacher as a person who puts knowledtp the head of the

student. It is a metaphor which has been part afteve civilization since the

time of Plato, at least. In it the pedagogue issierce of information; pupils

seek wisdom.

It is obvious that in old classical classrosettings, the role of the teacher was
that of transferring knowledge to learners. He wamsidered a source of
information and wisdom. In such situations, leasnare only receivers or rather
consumers. Actually, they assume an extremely yagsosition, in the metaphor
sense of spoon-fed learners. This state of aféaitsally prompted educationists to
call for radical changes within teacher-learneratiehship notably after the
emergence of some modern teaching/learning appesacbluch as the
communicative approach and in literature readguaese approach (Rosenblatt,

1985; Brandes, 1986). Dubbin & Olshtain (op. cit) @ssert that:
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But in dealing with communicative goals, pedagogyeipil is insufficient
on many counts, not the least of which is that @oamunicative classroom
learners do not remain seated at the feet of thetamaRather, they

frequently move about in order to interact withreather.

Within the new teaching approaches, actutly pupil-pedagogue relationship
l.e., teacher / learner has been proved inadequetiably in communicative
classroom settings (Richards & Rodgers, 1992). &oihave called for a more
active role of learners in classroom (Rosenbl®&85] Rumelhart, 1987). They have
to interact with each other and thus negotiate watithers. This new pedagogical
state has imposed new assumptions on the old retapior of the pedagogue or
teacher. Dubbin & Olshtain, ibid) has used two ttmsingle out the new role of
teacher from the old: “doing” to refer to the neovlerof learners and “knowing” or
“caring” to refer to the old one. Harmer (2001: BéJieves in the eclectical role of
the teacher in communicative-oriented classrd@fithin the classroom our role may
change from one activity to another, or from oregstof an activity to another. If we are
fluent at making these changes our effectivenessaabers is greatly enhanced”
Dubbin & Olshtain (2001) and Richards (2000) sutigese key roles for teachers
in communicative-oriented instructional settings.

3.1. Teacher as Director—Organizer

As mentioned before Dubbin & Olshtain (op. 18) have stressed the “doing”
task of learners rather than “knowing”. Richards @p 54) on the other hand asks
for a fusion of both metaphors knowing and doingorder to establish a perfect

pedagogical engaging milieu within EFL classes. Agithe most important roles
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of teachers in EFL classes is director-organizesteHt is assumed that teachers
inform or tell learners what to do and how to dmsaactivities.

Dubbin & Olshtain (op. cit: 81) point that:

The director’s role in a communicative classroonessentially a creative
one in which the prime function is getting otherople to do things by
establishing short-term objectives which coincidéhwthe interests of the
majority in the group. Just as the theatre directorSo the theatre/ director

uses the classroom stage to stimulate the reatlivorl

Here, the teacher acts as a class orgaagdo assign activities, set some
objectives to be attained by the end of the a@withen distributes tasks among
class participants explaining what to be done dgtlighting unclear points in the
activities. In most cases, especially in tutoridlse teacher is required to put
learners into pairs or groups and closing things/rdavhen it is time to stop.
Another point is to get learners engaged and irachl\Harmer (2001: 58) explains
this by “at this point teachers will often say something Ithow we are going to do this
because .” and then he offers a rationale for the activityis believed that this
makes learners do things not because the teacy®iseabut because they have to
attain something by the end. This can provide the&ith much readiness,
preparedness and enthusiasm if of course, theyrstade the purpose fully.
Teachers, also should think about content feed,backto assign some exercises in
a form of question-answer task to make sure thatothjectives set for the course
have been attained. When the session takes thedbgmoup discussion activities,
the teacher has to assume the role of conductticipant. This means he conducts

the panel and he has the right to take part to gigeopinion, bridge the gap
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between different opinions, or sum-up and recagiéuthe points discussed. But he
never assumes the role of a resource (Harmer, lilgichuse this may block the flow
of learners ideas and hinder their natural andrviddal efforts.

3.2.Teacher as Observer-Prompter

In active learning situations, the teacher showtlassume an intruder role,
nor does he let away his learners when meetingaolest or difficulties in
performing or expressing themselves (LittlewoodB1;Dubbin & Olshtain, 2000).
In EFL classes, learners are supposed to use ithet fanguage and refer to that
language cultural background. In such cases tesdtaere to observe their learners
and prompt them to be as authentic as possiblénes dan. Harmer (2000: 62)

suggests that:

When observing students we should be careful nteteoo intrusive by
hanging on their every word by getting too clos¢hem, or by officiously
writing things down all the time. Above all we stalavoid drawing
attention to ourselves since to do so may welkaistthem from the task

they are involved in.

This point is highly considered in group waaktivities and mainly in oral
performance and discussions. Within this contdad,teacher has to take the role of
observer not that of participant .He, then showdavercorrect them, nor should he
interrupt their attention by thorough explanatiorremarks. Learners should feel at
ease and on the good path. The teacher, howeveghbserve through taking notes
about learners’ performances. He has to note dvegjt preferably, in two

columns, one for positive notes, and one for nggadnes. Positive notes include
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learners’ success and realizations, negative noisever, include all sorts of

mistakes, lacks, and failures. Concerning promptiaymer (Ibid: 60) adds that

Students may lose the thread of what is going othey are lost for words
...They may not be quite sure how to proceed. Whatishteachers do in
these circumstances? Hold back and let them wanmgglout for themselves
or, instead nudge them forward in a discreet appative way? If we opt

for the latter, we are adopting some kind of a gting role.

It is clear then that the teacher should take thle of a prompter when
learners face some difficulties, or meet some alestawhen doing tasks or
performing activities. The teacher has to take ghaf learners; he should not let
them sink under pretext of being an observer. Heulshencourage them and
provide them with help and guidance, as to offentlwords, expressions, and even
utterances occasionally to help them fill any gagsen expressing themselves.
Dubbin & Olshtain (2000: 81) explain thathé& director-teacher attends to all the
necessary props, supports, and realia which mustvh#able to make the proceedings

work smoothly ".The teacher then is supposed to help his learmexe@d and go
on, creating a very relaxed atmosphere built upelp,hand direction in order to
accomplish the goals set for the learning session .

Another point stressed in EFL classes is to prdegriners to use and speak
English as possible as they can and should noéefahgt any subject under study in
EFL classes, either, literature or civilization,oald aim at improving learners’
language level and enhancing their cultural ankdpaeind of the target language.
Harmer (op. cit) asserts thaivé have to prompt students in monolingual groups to

speak English rather than using mother tonglie”literature course, teachers could

150



benefit from the learners mother tongues’ cultgtatk. They may prompt them to
compare stories and events in the target languagenf to their own, or even ask
them to translate similar stories from mother tango the learned language.
Metaphors, jokes, sayings, riddles, puzzles alée¢higerary and culturally- based
elements could be compared and translated undeditbetion and the help of a
good teacher prompter (Richards & Rogers, 1992).

3.3Teacher as Resource

It is believed that the teacher should not totallthdraw himself from the
process of learning in autonomous and active ggsitile has to play a role of
resource (Fanselow, 1977; Allwright, 1972; Harmap, cit; Dubbin & Olshtain
2000; Woods, 1996). In many learning situationatriers would need their teachers
more than participants, observers or prompters.ddrmer ( op. cit: 61) points
that: “In many situations having teachers take part,\otarcontrol them, or even turn up
to prompt them might be entirely unwelcom&uring activities, learners may want to
know information about how to get information orevé to find it. Also, they may
ask their teacher how to spell some words or whatesdifficult new words may
mean. If the teacher does not know, or cannotdimslvers to his learners, he has to
direct them. He has to tell where they may findwaers or where they can go to
look for information. In all cases, the teacheufh he can be a source to his
learners, should encourage learners to use resmataial for themselves. He has
to ask them to bring dictionaries, encyclopaedmssoft programmes, so that they

would become more independent in their learninggugp 1996, 195).
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Woods (1996); Nattinger (1984); Dubbin & Qkh (2000) and Burner (1972),
however, warn for a fully sourceful teacher. Thégira that teachers should help
their learners and they guide them rather, but geuld resist the urge to spoon —
feed their learners in order to become more andenseif —reliant and active
learners.

3.4. Teacher as Tutor Assessor

As stressed by Dubbin & Alshtain (2000i¢Hards (2000), and Harmer (2001),
teachers should not consider themselves transmifeknowledge from themselves to
their learners. They, however, should assume tegclas instruction based on
implicating learners in the process and hence obimigg and assessing their learning.
The teacher may play a role of a tutor mainly whkkeea /he is deals with individuals or

small groups, as Harmer (ibid: 62) pinpoints that:

When students are working on longer projects, sicpieces of writing or
preparations for a talk or a debate, we can ach #&stor, working with
individuals or small groups, pointing them in ditens they have not yet

thought of taking.

The role of a tutor implies a somewhat friendly antimate relationship
compared to the other roles. When learners ardviasian pair work or group work,
usually called tutorials, the teacher can go aratedyroups observing and noting the
behaviour and reactions of learners. He may sea fehile with a group, or stay by
the side of another. He may also give guidancghshelp or explanations to some
groups, care, and support of all groups, sincelogking a group would create disgust
and even noise among participants of that groupn(idg ibid). Though the role of

the teacher here exhibits some effort and initeative should not interfere too much,
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the thing which may impede learner autonomy, navukh he withdraw himself
completely, which may create a misled or misguideds (Crouch, 1989). Obviously,
the teacher by being a tutor should aim at evalgdgarners’ outcome through either
assessing their products, correcting their mistakesispronunciation or
inappropriateness (Richards, 2000; Harmer, op. Thig teacher as assessor can offer
feedback time by the end, where he may recapitidagk check the success and
performance of learners. He also may grade or giaieks or observations over what
they have produced.
4. Role of the Teacher in Literature Class

After we have displayed the major roles which maythken by a foreign
language teacher in general we now highlight tie oba teacher in a literary —based
course. Most of theorists in the field of class agament however insist on the
eclectical role of the teacher (Yalden, 1991:3)teAcher should be flexible adapting
any situation and then matching his role accorginglis aim should be bringing his
learners to the required level and removing anydltaps that may hinder learning
(Allwright & Bailey, 1991). In literature courseheé teacher has to adjust the
mentioned pedagogical roles to literature teachmeghods as well as to the content of
literature course, taking into considerations thsaand objectives of literature
programme in the teaching situation (Mrozowsko, 5)9%s claimed by Routman
(1991: 41),The role of the teacher in literature -based instion is one of decision maker,

maker, mentor, and coach. The teacher plans amubdspactivities that allow learners to do

those things one naturally does with literature”.

153



It is clear that literature teacher assumes sewesaiuctional and pedagogical
roles. He takes the role of decision maker, i.ecidks what learner should do and
how activities should be done. During learners wdthk teacher has to move around
to control and monitor them. Also, he has to ineolearners in text selecting and
activate their prior knowledge through well-preghietroductions and warming-up.
Moreover, he should work to support learners wheading and encourage them to
respond to literary texts properly and engage themliscussions and report writing
(Martinez & Roser, 1991).

As a mentor, the teacher would assume a role afod gnodel of learning to
learners. This involves reading and writing, thiougading aloud, acting on stage,
performing activities and writing periodical essafit in all cases, he should let
learners rely on themselves, he only performs tlaeswities from time to time to
serve as a model, otherwise they will be reliamt sppoon-fed (McKenzie, 1985). By
organizing responses activities, discussion circéesl shared reading sessions, the
teacher will play the role of a coach (Cooper, )9%ipporting their needs and
requirements.

In general, any role taken by literature teachexpethds on the learning
situation, he should encourage learners to reatipoehend, and appreciate literary
pieces to enhance their linguistic and aesthetilitiab. Being a good model would
also reinforce their motivation and make them reamte even outside the classroom.
In order to attain the objectives set for the &tare course, the teacher should
evaluate, rank, comment on and assess his leapaif®rmance and production then

he will play the role of assessor. As argued bytmbgducationists the teacher is the
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most important assessment instrument (Lamme & Hysnii991; Hansen, 1992;
Shavelson, 1992; Wiggins, 1992). Without assesisiagers’ works and realizations,
the teacher can not know whether they have reatifeadttended objectives or not.
Assessing literature can involve feedback times dan take place at the end of the
session, commenting on learners’ ideas and respaits a debate or discussion, or
even evaluating their performance, mainly in draongooetry. This happens when
students are supposed to read or write poems,rtorpea piece of theatre on stage.
The ultimate assessment is that of assigning améatong their exam work.

Literature exams should focus on text ysigl criticism, and the learners’
literary competence. This would give opportunitiedearners to be themselves, read
critically, and eventually respond emotionally itedary texts (Carter & Long, 1991).
Assessing learners literary achievements shouldusfoon evaluating literary
knowledge and cultural stock of learners withofitg@urse, neglecting their linguistic
abilities.

. Intensive Course Organization

The term intensive has been used usually as contasxtensive. They are
used to mean two kinds of reading as well as t@@detwo kinds of courses .Thus the
terms may mean intensive /extensive reading amiingean intensive extensive course
Zhenyu (1997). If intensive reading involves leasneeading a passage, a text, or a
chapter in detail with specific learning aims arakkis, intensive course is the
organization of a session during which such kind agtivities can take place.
According to the recommendations of Florida Deparitrof Education: FDE (2004),

intensive reading is one component or activity agn@everal in intensive course
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includes in addition to reading, discussing, analyzunderstanding, performing and
so forth (Smith, 1985).

The major aim of this course is to providstiuction that enables students to
strengthen their reading skills and develop genatidpendent reading endurance. As
argued by Zhenyu (op. cit), in an intensive readilags, the students are expected to
go through a text slowly and attentively, explagikey words and analyzing its
structures whenever possible. The teacher has douesge his students to read as
much and as fast as possible often to be ableaspghe main ideas of what they are
reading. The students are also encouraged to indepdy comprehend the text and
provide their own interpretations. Walker (1998:1p2ints out ft seems contradictory
to insist that students "Read for meaning whileutiameously discouraging them from trying
to understand the text at a deeper level than meist ". Accordingly, the major aim of
intensive course in literature is to provide a feavork for learners to read intensively
as to comprehend literary texts, interpret andyaeathem. This may invoke learners
to look for meaning beyond the author’s words; riitter which leads to developing
critical skills within learners (Zhenyu, 1997; Ell& McRae, 199) . We shall sketch
below the basic principles set for literature isiga course recommended by the
American Departments for Language and Arts (ADL&glifornia University (2004):

1) Demonstrate improved achievement in reading; @pnstruct meaning of text
through inference, application and analysis; 3)ebaine the main idea or essential
message in a text and patterns of organizatiomApply critical thinking problem
solving, and test-taking skills and strategies &ssessments in reading in varied

contexts; 5) Use background knowledge of the stilajed text structure knowledge to
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make complex predictions about content, purposd, aganization; 6) Identify the

author's purpose and/or point of view in a varetyexts and use the information to
construct meaning; 7) Demonstrate use of apprapregfore, during , and after
reading strategies and critical thinking skillsgohance comprehension of literary,
informational and technical text; 8) Respond tadne@ through thinking, talking and

writing.

It is noticed that the above recommendatioresented in general terms i.e.,
they do not target or specify a particular subjdatensive Literary Course aims to
encourage learners to reach a high level of congm&bn and retention of general
and specific textual ideas through associating skig and scanning activities
which, in turn, should foster the students’ intetptive abilities of literary text
(Harmer: 2001, Dubbin & Alshtain: 2000; Ellis& Breter, 1991, Zhenyu, 1997).
For applying intensive reading programmes and orgam a successful literary
intensive course based on reading and interprskillg, the SQ3R is considered by
many educationists as a very useful and adequathitey strategy to help teachers
hold a step by step intensive course aiming toe&®e learners comprehension,
interpretation and retention of significant ideasaireading text, (Robinson, 1971;
Jordan, 2000; Woods, 1996; Hedge, 2000).

6. Developing General Reading Activities for Intense Course

In intensive reading-based course, learners angosepl to read text by using
some techniques. Among these techniques are skigpraganning, planning and
reflecting. Intensive reading-based course is heldse different reading styles with

different teaching techniques in order to get ehhiggree of comprehension and
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retention (Hedge, ibid). The basic rationale foeading- based intensive course is
to understand the text, memorize its key ideasamtepts, and respond through
writing reports or group discussions (Lunzer & Garer, 1979). For a well-staged
and highly-organized intensive course, most th&oiis the field insist on three
main stages in the course, each stage should diaparticular activities (Hedge,
2000; Grant, 1993; Robinson, 1971).

These activities are grouped into three main stagesh are before-reading
stage (BRS), during-reading stage (DRS) and af#teding stage (ARS) (Anderson,
1985; Zhenyu, 1997; Hedge, 2000). Again, these estagre developed into
outstanding study and reading strategies such@RQ&): Survey, Connect, Read,
Recite, and Review developed by Grant (op. cit) €Q3R): Survey, Question,
Read, Recite, and Review developed by Robinsonc{gp.

The following table adopted from Zhenyu.(op), Grant (op. cit), Hedge (op.
cit), and Robinson (op. cit) sketches the thregestain reading-based intensive

course.
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Stage 1 -Previewing / Surveying

Before-reading -Setting a purpose for reading

Anticipating Meaning
-Activating personal knowledge

-Making general non - confirmed predictions

Stage 2 Answering questions for confirming predictions
During-reading -Making associations
Constructing Meaning -Monitoring comprehension through exploring all tneailable text clues

language, figurative language text genre, paralgtiguelements, etc.

-Assessing and reviewing predictions.

Stage 3 -Retelling what has been read.
After-reading -Summarizing what has been read.
Reconstructing and -Evaluating and judging what has been read.

extending Meaning

-Extending what has been read to real world — kedge

Table I9tensive Reading Stages

In before-reading stage, good readers preview #w by looking at
information around the text to evoke and recakkveaht thoughts, memories, and
associations. They question themselves to see thkgtalready know about the
topic, the genres, and the vocabulary and termsntight communicate the ideas
about the topic. In sum, before reading activites designed to connect students’
experiences to the text, and to evoke relevant pmowledge before reading the
text (Zhenyu, op. cit).

In during-reading stagedrategic readers actually create a dialogue wi¢h th
author, trying always to reformulate what the autisosaying. They confirm their
understanding of the text by paraphrasing the aisthaords and expressing
inferring, predicting and answering purposeful dgiees (Grant op. cit; Zhenyu op.
cit; Robinson op. cit). During-reading activitieseadesigned to help students read

purposefully and constructively through scanning téxt and looking for specific
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points like answers to questions. Also, they helments interact with what the
author is trying to convey.

In after-reading stageyroficient readers summarize what they have been
reading and formulate objective impressions abotha’s ideas and convictions.
Thus, they make applications of the ideas encoedter the text by extending these
ideas to broader perspectives (Zhenyu, op. citjri®oin, op. cit).

In general, after-reading activities are designedhiy to foster the students’
personal responses and to gather data from stugtentsler to connect them with
world-knowledge and to enhance their reactionsresgdacts or opinions presented
in texts.

7. Developing Reading Strategies for Literary Text

As mentioned above, reading strategies such as §®&8Binson, 1971), for
intensive reading and Uninterrupted Sustained SiRgading (USSR) (Mc Craken,
1981) proved to be very efficient study techniquesreading-centered subjects
notably literature. SQ3R reading strategy has heed and adopted by many school
teachers all over the world (Jordan, 2000; Hed@®12Mc Craken, 1981; Wallace,
1990).

Teaching strategies are used by teachers in ditféesels from preliminary
teaching programmers to highly advanced ones (Rohin1971). It aims at fostering
the learners’ reading abilities and enhancing theflection, comprehension, and
retention in close reading situation such as thee aaf intensive reading course,
notably in literature programmes in foreign langeiapsses. Incorporating strategic

techniques in the area of Teaching Learning has lwa#led Strategic Teaching

160



(Bosma & Block, 1992), in imitation to military arfslsiness fields which adopted
this concept long before (Liddell, 1987).

Before probing into details and displaying ttages and techniques of SQ3R
reading strategy —which will be the base — for iotensive reading lesson plans. The
significance of SQ3R strategy has been proved mMaster of Arts study (2006).
The study investigates skills and strategies used developing learners’
comprehension of texts in foreign language cont@gtually, data gained from the
study strengthened our hypothesis to adopt SQ3&egly to literary materials
reading. Also, literature review about teachingtstgies raised our keenness to opt for
SQ3R strategy as long as it proves success in ofofreign language teaching
situations (Jordan, 2000). From the findings we isegorthwhile to scrutinize the
term strategy and its implications in the fieldt@®ching/ learning foreign languages.
8. Strategy Defined

The concept of strategy came into usage just in1®®0’s in the field of
teaching learning and education (Bosma & Block,2)9Before this date theorists and
educationists used the terms skill or skill teaghihiddell (op. cit) confirms that
"strategy is the art of the employment of battlea aseans to gain the object of WwaBattles
then are only means of achieving a long term siratend which is, in this contest, the
war. In applying this in the field of education dedrning, we can associate battles to
the set of activities, techniques, and proceduses]un class in order to attain an
ultimate goal, that is, understanding, comprehendind succeeding. In literature
course comprehending of course should lead to palsaterpretation of literary texts

(Rosenblatt, 1995). Mintzberg (op. cit) believeatthtrategy refers to man's actions
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over time with accordance to his intention and pectives, and thus, it aims at
changing his reality through making decisions araliging direction and guidance.
Kenneth (1980, 18-19) reports that: “Strategy esghttern of decisions - in company -
that determines and reveals its objectives, pugasegoals, produces the principal
policies and plans for achieving those goals. Tde$inition obviously reinforces
Kenneth's conception of strategy. It considerdegna- though this in a company- as a
plan. It implies and determines all possible wagysasures and decisions to achieve
certain objectives and purposes generally desiggagbde company.

According to Hax (1990) strategy igte pattern or plan that integrates an
organization's major goals, policies and actionuseges into a cohesive wholefFor
Mintzberg et al (1998), strategy is a pattern irsteeam of decision. He then
developed five P‘'s and called them 5 P‘s of stmatdtese are: Plan, Pattern,
Position, Perspective, Ploy. This definition comseus a lot as we are trying to
indulge strategy in the field of education and igndanguage teaching.

Considering strategy as a plan of action, we belithat any process that
seeks perfection and effectiveness must rely onngtg as for teaching foreign
language in general, and in our situation, teachitegature in particular. We can
assume strategic teaching as a well-planned pl&n mighly determined objective
to be carried out in a well laid out time in orderattain successful or at least the
intended results set for the plan of execution ofi5lt2009). For this sake,
educationists attempted to introduce strategichiegcinto the field of foreign
language teaching (Rosenblatt, 1985; Bosma & Bld&92; Widdowson, 1984;

Robinson, 1971; Dubbin & Olshtain, 2000; McCracke®81; Wallace, 1990).
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Thus, within strategic instruction, the teachersigass his activities with a
definite objective and with a step by step planeheourages his learners to monitor
their comprehension providing them with help andistance when necessary
(Zhenyu, 1997; Hedge, 2000).

9. Reading-Based Teaching Strategies

Recent approaches to the teaching of redasgd subjects, like literature and
history, have stressed the great importance ofegfies for coping with such kinds
of materials. Dubbin & Olshtain (2000, 148) assl#t good learners are normally,
“Good readers report using a wide variety of copstrgtegies, from the often mentioned
skimming and scanning, guessing and predictingysiag internal and external context
clues to derive meaning from texts.Good readers, actually have the ability to use
reading strategies to adjust to the text in hanarder to achieve their objectives for
reading. Dubin & Olshtain (ibid) on the other haadded, good readers use the
following strategies for a successful reading: @ef the meaning of a passage in
mind while reading and use it to predict overallamieag; b) Skip unfamiliar words
and guess their meaning from later sentences;egjtifgt the grammatical function
of an unfamiliar word before guessing its meanitigRefer to any side glossary;
and e) Skip words that may add relatively littlddtal meaning.

In essence, successful readers seem to use apypeoginategies in order to
foster their reading abilities to become proficiezdders. In view of the substantial
number of strategies developed for successful ngadome theorists grouped them
in categories then associated them according tadahder’'s purposes of reading.

Thus, Robinson (op. cit) devised the SQ3R; McCrat@n cit) the USSR; and
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Wallace (op.cit) the CR: Critical Reading and reaoend them to be incorporated
in reading all sorts of texts according to theiedficities. Also, Jordan (op. cit)
and Bosma & Block (op. cit) consider SQ3R, USSRd &R renowned and
efficient reading strategies, for either study deagurable reading purposes,
recognised and wildly used by educationists inedéht teaching situations.
10. Reading Strategies and Literary Text

Generally speaking strategies are used by suctassfders to study and
interpret literary texts and not only for pleasar@l entertainment (Wallace, op. cit).
Readers have to question the way information aeddsdare expressed in artistic
texts as well as judge the value and worth of imfmion they contains. Harris
(1981) defines this as “th@rocess of making judgments in readindReading
strategies can allow readers to evaluate what tbagt and then make a decision.
Incorporating SQ3R in literary reading implies stbp step activities to lead
learners to full comprehension and evaluation gfsteThis entails a close reading
with different types of activities and tasks invioly pre-reading stage, while-
reading stage and post-reading stage. Wallace J129@rts that teachers need to
develop step-by step activities to guide student:égotiate and question the
information, content, and the ideological assunmdithat the writer tries to impart.
11. SQ3R Reading Comprehension Strategy

SQ3R is a five-step comprehension strategy depeeldy Robinson (ibid)

as Jordan (op.cit:17) who points out “Sevédrabks refer to the well-tried and widely-
used system of reading text books, known as SQ3Ren#iures a high degree of

understanding and remembrarice.
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SQ3R strategy provides techniques for stiwehien studying content material.
It helps students develop effective study habitsebgaging in its pre-reading,
during-reading, and post-reading steps. Also, stdis reading comprehension and
retention of information in sequential sessionss®trategy used when the text is
fairly structured and has some basic text book fdthe reading such as bold face,
heading, italics, study questions, captions; pegurintroductions, titles, chapter
titles and conclusions. Also, when a detailed wstdeding of the text is required
and information must be retained over long periofildsime as the matter with
literary texts (Jordan, op. cit and Wallace, op. ci
12. SQ3R Stages

- Survey

In this stage, the reader previews what he wiltdmading. For a book, look

over the title page, table of content, introductisammaries, and bibliography,
chapters or articles, look at the headings, fimgtoductory paragraphs, key words,
photos, graphs, and exercises. In surveying atlextreader may opt for skimming
and scanning skills in order to avoid reading itadeThe major aim of this section
is to get a general overview of a text or of a ¢bafdt stands as a warming up or
first reading stage to prepare learners to the mgrobntent-based reading stages

(Cole, 2002: 01).

165



- Questions

Questions can be raised from one’s survegdas previous knowledge of the
content of the reading text or by turning each headto a question. This section
aims at providing a purpose for reading and foogssittention on the section or
text being read. It also increases the learneding speed and comprehension,
and hidden controversial ideas that may not be dleaading a text without raising
well-oriented questions (Cole, ibid).

- C-Read

Read one section of text book generally fo# aanswers to the questions
proposed by the heading. It also involves lookimgmain ideas, relationships, links
and extracting meanings. It reinforces comprehenbip sensory learning. It also
evaluates the appropriateness of the questionsl asicetheir answers, in a way that
the answers will make a clear idea about the wborgent of the text and its value
(Cole, ibid).
- Recite

Recite is to talk out loud or write out tlteas and supporting details. This
implies writing in one’s own words key phrases tham up the major points of a
section and the answers of its questions.
- Review

Check that one has understood what has lesehand that information on the
subject is complete. Check that one can rememin¢s nd figures and that facts

and figures are consistent with each other. Soraders combine the recite and
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review steps or add a re-reading step betweenlrandl review. In all cases, it
seems that the SQ3R’s stages are flexible andapet.

13. Technical Design of Q3R Strategy

Below is a technical design for SQ3R adapted froobifson (1971) and

Jordan (2000). The design consists of three baages: pre-reading (Diagram 1),
while-reading (Diagram 2) and after-reading attg ( Diagram 3).These stages
are also divided into sub-stages. Pre-reading stngf surveying the text and
raising questions. While reading consists of regqdand answering questions for
reinforcing comprehension. After-reading stage cases reciting the central ideas
and collecting essential notes of the text, andevewmg the whole elements

gathered from the previous stages.

-The title, heading, subheading, first sentences.
-Pictures, graphs, maps, italics, bold faced.
-Read introductory and concluding paragraphs.
SURVEY
-Read summary

-Turn the title ,heading or subheading into questio
-Read questions at the end.

- what the instructor said about the reading passag

-consider what you already know about the subject

-Turn the title, headings, or subheadings into tjoes with “What,
Why or How".

-Read questions at the end of the chapter of ttie te

QUESTION -Reconsider what you already know about the subjebiat -do |
already know “about?

-Reconsider what the instructor said about theesibwhat did my|
instructor say?

NB: it is helpful to write out these questions e tmargin or a note

card

Diagram 3: Before-readingt&ge
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Before reading stage is dedicated to survey themahin order to find hints

about and around the text and raising some quesiitrelp the reader establish a

clear objective about the utility of the reading.

READ

While-reading

-Look for answers to questions you first raised.

-Answer questions at the beginning or end of chrapiestudy guides.
-Re-read captions under pictures, graphs, etc.

-Note all the underlined, italicized, bold printedrds or phrases.
-Study graphic aids.

-Reduce the speed for difficult passages.

-Stop and read parts which are not clear.

-Read only a section at a time and recite aften saction.

Diagram 4: While-readm Stage

While reading stage is devoted to scan the matemalotating ideas,

underlining key words, extracting meanings fronufgs of speech, and then trying

to answer questions raised in pre-reading stage

After-reading

RECITE

-Orally ask yourself questions about what you hagé read and summarize, in your o
words, what you have read.

-Take notes from the text in your own words.

-Underline and highlight important points you haged.

-Use a method of recitation which best suits yoeaiBn mind that the more senses \y
use the more likely you are to remember.

-Strengthen your learning through, seeing, heaimywriting.

vn

ou

REVIEW

-After reading the entire chapter, cover main amswe your note card and recite answe
-Write questions for the notes you have taken.

-Reread the corresponding section in the textno fine answer to any question you can
answer.

-List all the topics and sub-topics you need tovikindrom the chapter.

-Write a summary which is inclusive of most of yaquestions.

-Summarize key points in the chapter.

-Space reviews periods over several days or weskkeep reviewing on a weekbasis
until the exam.

2I'S.

not

-Predict test questions based on your reviewingaaussver them.

Diagram 5: After-readintage

After reading stage consists of two parts, regitnd reviewing. In reciting,

the reader is supposed to reread his key notetewrilh his own words trying to
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recite them using any appropriate method, like @atag some ideas to names,
dates, or events. In reviewing, the reader is et write reports, summaries or
predict questions that still concern him about riseding text. He may also list all
topics and themes presented in text in order irrekthem to real life events or to
relate them to the whole setting of the eventhiefwhole work.
Conclusion

Throughout this chapter principles of classroom ag@ment have been
explored to show the role of the teacher and leaman intensive course in general
and in intensive SQ3R-based sessions in particBABR reading strategy stages
have been developed to organize intensive readingians. This strategy is built
around the idea that what learners do before aed efading is as important as the
reading itself. Survey a text aims at getting areresew of the text content,
questions provide a purpose for reading and fottestsgon on specific points, recite
is to evaluate the answers and to increase memexyew allows to check
comprehension and gives an overview of the enthiapter (text). Literature
intensive reading sessions based on the three S@8Rs will be developed in the
following chapter to foster learners’ fully compestsion and interpretation of

literary texts.
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CHAPTER FIVE: APPLYING SQ3R STRATEGY TO LITERARY TE
Introduction

1.1. Stage 1: Survey What genre of writing is tloek®
2. Stage 2: Question

3. Stage 3: Read

4. Stage 4: Recite

5. Stage 5: Review

2. Developing Intensive Lesson Plans

2.2. Basic Elements of a Lesson Plan

2.3. The Form of a Lesson Plan

2.4. General Format of a Literature Lesson Plan

3. An SQ3R - based Literature Intensive Lesson Pla

Conclusion

170

XT



CHAPTER FIVE: APPLYING SQ3R STRATEGY TO LITERARY TE XT
Introduction

This chapter explores the basic elements of intensisson plans in general
and literature intensive lesson plans in particuldére essential principles of lesson
planning, the form of lesson plan, and the fornlitefature lesson plan based on
SQ3R reading strategy will be developed. SQ3R legdans are designed to fit
literary texts with the three genres: prose, poa&irgma. These designs are liable to
change depending on the genre, length of text, aehdy the teacher, and time
allotted for the session. These lesson plans atnsganizing literature sessions
when intensive reading of texts is sought. Thedls®ges of SQ3R strategy can
help learners become more independent
1. SQ3R Stages

1.1. Stage 1: SurveWhat genre of writing is the work?

* Is it poetry, fiction or drama?

* What is the title or subheading?

* Who is the author?

* When was the work written?

« Are there any introductory or concluding paragr&phs

The design below can be helpful.

(=T | (S Tt
AUthOr ... oo Time Period of Work:..........c..covn et

SUBhEadINgG: ... .o
Main Idea(s)From the Introductory or Concludingd&gaphs

Ideas You Get From Pictures or Graphs:..........c.ocoiviiii i i cevemea e

Length of Reading ASSIGNMENt:. ... .o e e

Remarks:

Designl: Survey Stage
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1.2. Stage 2: Question

* What questions has the teacher raised?

 What themes and issues have you been discussohass?

* Isit possible to convert the title or subheadimgaestions?

« Can you add other questions?

Questions are not restricted to comprehensiongdnuicover structure, figurative
language, plot, characters, point of view, depemdin the teacher’s objectives of
the reading course and the availability of infonmatequired through questions in

the reading passage.

1-Understanding 2-Style and Genre Figdwative Language @eontext

Themes Discussed with Instructor:
1-.......

Design 2: Question Stage

1.3. Stage 3: Read
* Read the text with questions you wrote.
 Use your questions and the teacher questions goythaselect what to
annotate, highlight, note take, etc.
* Read any captions under pictures or graphs...

« Consider any italicized, bold printed words or [Hes

172



Annotate (to help you answer questions or unded3tan
Highlight:
N O S . ettt e e e e e e

Connotations: Consider ltalicized, Bold Faced Words

N.B: reading should be explicitly done on the eaper through the use of, asterisk
underlying, circling...

U7

Design 3: Reading Stage

1.4. Stage 4: Recite

At the end of each section: verse, stanza, scehegtapter, etc., orally answer the
guestions you have raised in your own words witlmetérring to the text.

You can write in margin of the text some notesunderline / highlight the key

words or ideas that help you answer and recitatisgvers to questions.

Underline Key Words (of the reading section)
Key ideas on the Margin Section

Oral Answers to Questions
Summaries: fromMind..........coo i,

N.B: this design can be done each time after tideogiany section, if the passage
is not long, it can be done once without refertinghe text.

Design 4: Recite Stage

1.5. Stage 5: Review

* Answer the questions about the whole work, write #mswers then recite

them.
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* Reread any sections to find answers to particuldifficult questions.

* Write down the major topics and subjects you picketh the text.

» Briefly summarize, in your own words, key pointeykdeas and the answers
of the questions.

* Read weekly, the summaries and answers.

« Write questions about your notes and summarielylikehave in tests.

Major Topics and Subjects:

Summaries of the Whole Work
Predicted test Questions: Questions after ClassuBsson

Design 5: Review Stage

The designs above are very flexible to fit anyréitg genre. The teacher has
to adopt according to the genre he is going tohe&or the short story and the
novel, they are considered similar in type the odifyjerence is the length. For
poetry and drama, it is necessary to add performactivity in the Review stage

instead of summary writing, though summary writisglso possible (Lazar, 2000).
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2. Developing Intensive Lesson Plans
2.1. Lesson Planning
From the finding of the questionnaire administetedd English literature

teachers at the University of Ouargla, we deduaedhe teacher only plans lesson.
The others say that the reason for not plannimgpysous as long as teachers deliver
magisterial course or lectures. In lectures, trechier —lecturer- is supposed to
deliver a course in the way of speaker - hearee. tElacher reads and explains the
lesson from documents then in the end learners)gected to discuss the topic by
asking questions or discussing some points. Aadahe intensive course — tutorial
session — is concerned, things would change, simeg¢eacher will teach a limited
number of learners, with the attention to enharmeapehension and interpretation
of literary text and foster responsive and appteaaskills. In such a situation, the
teacher has to organize teaching relying on themnjective set for the session
held and the elements in the lesson. Concernirgyatiire intensive lesson,
instruction is basically based on reading literagxts for comprehension and
interpretation. In doing so, the teacher has te pasough several stages to reach
this end, taking into consideration the charadiessof literary discourse and
literary texts. In this context, Harmer (2001, 1pif)points the importance of lesson
planning:

For the teacher, a plan — however informal — giheslesson a framework,

an overall shape ... Of course, good teachers awiblte and respond

creatively to what happens in the classroom, bay talso have thought

ahead, have a destination they want their studentsach, and know how

they are going to get there.
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As stated above, a lesson plan should not nechséarivery detailed or
highly organized. It can be informal descriptiorisanat to teach in a session for
what objective, and how to attain it. A lesson pd&tually is not to chain a teacher,
but only to give a lesson a framework of organ@abnf thought and time as well as
feedback and assessment( Mitchell, 1999). Througthigisection we shall explore
standard major elements and stages of a lessonimplgeneral and developing
intensive lesson plan for a literature course ini@aar.

2.2. Basic Elements of a Lesson Plan

In fact there are several formats and shapes fesson plan depending on
the subject taught and the ultimate objectives.ofding to Huntington University
College (2009), a college ranked among Americas belleges, most lesson plans
would contain the following elements: 1)The titleaolesson; 2) Time required to
complete the lesson; 3) List of required materidls;List of objectives which
comprises:

4-1- Behavioral objectives: what the studet do at lesson completion

4-2-Knowledge objectives: what the studenti®at lesson completion
5)The set: (Lead — in): showing, models, askingdileg questions, reviewing
previous lessons; 6) Instructional component: deson of the sequence of events
that make up the lesson: the teacher 's instmadtimput and guided practice; 7)
Independent practice: activities which allow studeto extend their skills and
knowledge; 8) A summary: wrap up of discussion answers; 9) Evaluation: a test
- like procedure to check the mastery of instructkitls or concepts. This includes

questions to answer or instructions to follow; A@plysis and continuity: reflection
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of the lesson itself — such as what worked, whadeeimproving, and required
knowledge from previous lessons.

Regarding the ten elements of lesson plan, Harmamever (1991, 105)
provides a sample lesson including only five magmmponents which are,
1)Description of the class; 2) Recent work studéatige done; 3)Objectives, which
may refer to activities, skills, or type of langeatp be taught; 4)Content, which
includes situations, class organization, aids, laguage items, possible problems;
5)Additional possibilities.

Teachers should consider these ten eleroédisveloping a model lesson plan.
All the elements remain the same for all sortsegbns — except objectives which
may change according to the type of assignmentc{dlt, op.cit) which are whole
— class, small groups, workshops, independent waa&t learning. In our study, we
shall explore small groups assignment only as vee cancerned with intensive
tutorials designed mainly fdrravaux Dirigég(T D) sessions.

2.3. The Form of a Lesson Plan

Actually there is no ‘correct’ or model fortf@r a lesson plan. Each teacher
has his own way to prepare a lesson and organi¥¢hiat is necessary, however, in
a lesson plan, that it should be coherent and ddkarmer, 2001: 122). Coherent
implies a clear and logical connection between oweiparts of a lesson and
activities. Also, the teacher must set smooth ttms between what has been
taught and what will be taught so that learnersiccdwild their knowledge in a
sequential and progressive order to get a finataue from the lesson ( Mitchell,

op. cit; Harmer, op. cit). Richards (2000: 104)rafs that
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The planning of a lesson is a highly personal uadterg: only the teacher
knows what he can do and what his students areWeefeel, therefore, that
it is dangerous and wrong to prescribe what forlesaon should take. This

is something that only the teacher can decide.

Accordingly, there is no limited shape or formateotesson plan; it is, in
fact, a personal effort done by the teacher to mimgathe steps and match the
content to general objective to be attained atetheé. Some teachers would write
their plan on coloured cards or on sheets; othdaghintype it out on a word
processor. Nowadays, some teachers prepare tlssionlein Power point slides.
Using these slides can be very helpful as longoasespoints of the plan can be
overheard, projected and displayed. Some others highlight parts of the plan
with coloured pens and divide it into columns withing part, procedures part, and
comments part, usually with a brief introductioroabthe class being taught and
the aim of the lesson before going into detail,r(hler, op. cit). (Appendix 14&15).
Moreover, teachers should not be stuck to the pappearing in the plan. They,
however, can modify and jump or extend them dependn the readiness of their
learners or any other factors that may come oalass (Nunan, 1992).

2.4. General Format of a Literature LessoPlan

Matching the principles of intensive course andséhof strategic teaching,
here, SQ3R (Robinson, 1971; Dubbin, 2000; McCrak&d,1) with the techniques
of lesson planning (Mitchell, 1999; Harmer, 1991icHards, 2000), we shall
develop a standard format for intensive lesson p&sed on SQ3R strategy.

Starting with a lesson plan we condense the dieenents of a lesson plan

into a basic formal plan (Harmer, op. cit) whicle afass description and timetable
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fit, lesson aims, and activities procedures andngmWe can however overlook
class description and timetable fit since we amecemed with 2 year students
studying an official programme with a limited timneload. We can simply write on
the top of a lesson plan the class level and tleedf the course. Lesson aims set a
clear objective that the teacher is expecting stigdwiill attain by the end of the
lesson. This section can contain statements likg,thie end of the lesson the
student will be able to...). In literature coursee taim can take different and
various dimensions, depending on the literary gdmeang tauught, i.e., drama,
prose, or poetry, and on the skills used to workilmse types of texts (Harmer,
ibid; Lazar, 2000; Collie & Slater, 2001).

Activities, procedures, and timing include time Wwaillotted to the whole
session and to each activity with precise desomgtiof procedures. In procedures,
the teachecan use different tools to describe the interastittrat are taking place.
For instance

T = teacher S =student

T—sC= teacher working with the wholass

S, S, S:t Students working on their own

S«<—>S—3% students working pairs

SS —%  SS pairs of students

GG —=3% GG students working togethegrioups

The following table adapted from Harmer (op. citspdays signs of

interactions in class. This includes teacher tdestts or students with each others.

179



T Teacher.

S Student.

S,S,S Students.

Se—S Student with student.
T—>S Teacher to student.
T—»C Teacher to class.

SS Pairs students in Pairs.
G Group.

GG Groups.

Table 10: Procedural Signs

Relying on the three basic components of a standéedsive lesson plan we

suggest the following format.

| . Class description + Timing
- Class or level
- Time : length of lesson
Il. Aim
- What is expected from the learners to achlgv¢he end of the lesson. This can
linguistic/ functional/ conceptual
- Skill developed: reading / analyzing / writingpésaking...
[l - Activities and Procedures

- Materials

- Activities / Skills

- Controlled practice

Table 11: General Format of a Literature Lesson Pla

be

In this format, there are three major headings lisiem up all activities and

procedures of a literature lesson plan. These hgadcan, when possible, be

divided into subheadings according to the kind ofirse, i.e., prose, drama, or
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poetry, and depending on the aim of the lessontané allotted to the session
(Richards, 2000; Harmer 2001; Ellis & Brewster, 199

Ellis and Brewster (1991) assert that a literatiesson would be more
stretched when teachers use audio-visual aids amhgmg group work. This
actually will require more time and more detailegdon plan procedures. Most
importantly however it adds “An air of authentictty the story”. Audio-visual aids
include pictures, real objects, models, recordirygrhead slides, screen movies
and oral or corporal performances
3. An SQ3R - based Literature Intensive Lesson Ria

Considering the three major parts of a literatessén plan (LLP) which are
class description, aim, and procedural activities,shall develop a literature lesson
plan based on SQ3R reading strategy. As seen inptbeious section SQ3R
strategy assumes a lesson of three stages, tleepesareading, during-reading, and
post —reading. Matching these two requirements, Bh& SQ3R, we shall develop

the following format:

I-Class Description/Timing
- Class:
- Timing : Length of Lesson
- Lesson Title:
[I- Aim
- What is Expected from Learners to Achieve
- Skill Developed
IlI- Activities and Procedures
- Materials
- Procedures
- Pre —Reading + Time
- During — reading + time

- Post —reading + time

Figure 7: LLP and SQ3R LessdPlan General Format
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As seen from the suggested plan formulated ondbkes lmf Robinson (1971),
Collie & Slater (2001), Lazar (2000), Jordan (2QG»sociation of LLP and SQ3R
stages is a very efficient strategy to help teackevelop and manage an intensive
literature lesson session to learners enhance ¢beiprehension and interpretation
of literary material. This implies the teacher &rule class and time allotted to that
class, setting a clear aim to the session, andftileving step by step procedure to
lead learners to attain the aim prescribed. Atphecedures level, SQ3R stages
could be integrated to lead learners step by step general understanding of the
points discussed during the session. Based on &IlIMc Rae (1991), Collie &
Slater (2001); Skowron (2006); Wolfe (2006), Thomps(2007); Salsbury &
Melinda (2008), we shall propose the following fatndesigned to fit any literary
genre being taught in class, poetry, drama, oregrblse lesson plan format below is

developed for an intensive literature lesson .& general standard format.

I-Class Description / Timing
- Class: ¥ year
- Timing: 1h and a Half
- Title (lesson title)
[I- Aim
- By the end of the lesson the students will be &blaterpret a text (shor
passage) relying on foreshadowing, metaphor, antesi
- Skills Developed:
Reading: Skimming and Scanning.
Writing: writing a composition to display their derstanding
l1l- Activities and Procedures:
1. Material: an extract from Jane Austen’s (Sons aonkks)
2. Procedures:
- Pre —reading: Surveying the Text.
Skimming Parts with fhext
Reading Questions witl Text
- During -reading: Highlighting Key Ideas
- Looking for Answers@uestion
- Looking for Figures $peech
- Post- Reading: Writing the Answers.
- Tracing topics and Themes
- Writing Summaries, Essays
- Discussion

—

Plan 1: Standard Intensive Lesson Plan
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The lesson plan above is designed to guide teadbdesad their students
smoothly to reach an ultimate aim which is gettinl) understanding and reaction
to the text. This plan, though it looks a bit geerithout assessing details, it
reminds teachers of the key points to be taughtsassion, rather then to improvise
or to let students guide them (Cooper, 1993; Marti& Roser, 1991; Carter, 1991).

For Harmer (2001) planning what a teacher willdoéng in class is very
vital and making decisions about activities andlskof most importance. For
material (Harmer, ibid) stipulates that teacherdessson planners have to select
content relevant to the official programme and bépaf giving a good chance of
provoking interest and involvement. Teachers irkisgethis should create interest
and introduce some biographies in their lecturesei® their students’ reactions to
each one. Giving brief outlines of some literaryrkgoand themes may also show
the teacher the students’ interests and inclinatigxl these steps will help the
teacher assign material that would be very conveéraed interesting the students
the thing which will enhance spontaneous and dedieeresponses to these texts
(Rosenblatt, 1995; Hickman, 1983).

After we have designed a general format to in#enBterature course, we
shall below develop a detailed lesson plan. As lasgit is a detailed lesson plan,
we shall devote a section to each part of it. Thecgdure/ activities section, of
course, will be the lengthiest and most detailexd, if is based on SQ3R study

strategy.
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Class Description / Timing Dat ................

Class:"? year
Group : 01
Timing: 1 h 30.
8~ 9:30.

Lesson title : Charles Dickehemes in Hard Times

Plan 2: Section One:&3ls Description

This section of the plan provides teachers withcegad detailed timing of
the session, i.e., its day time and its load. déspribes the class level and if possible,
even number of room in which the course will takacp. If the teachers have many
groups, they may write number of group, timing, aade with pencil and erase
them when they finish with that group, though, tlsi® very open option, since the
teacher can write instead all groups, e.g. grouf; B if he does not change or alter
the content of the course for another group.

The plan below comes just after the first section:

Aim :
Conceptual Aim CA; Functional Aim (FA); Lingtis Aim (LA)
1- By the end of this lesson the students will be &dble
CA - Read and comprehend the key ideas of the text
-Develop a general understanding about the texitaradithor.
-Enjoy the style and themes discussed by an author.
C.A- Focus on language and Metalanguage, underdtamdmplications of figurativ
language in a text, this includes in this text ,t&pdor ,Simile , Foreshadowi and
Irony.
2- To enhance the students reading writing skills.
LA: Other skills, like speaking, many be added tinep sessions.
-Skimming the text for general understating.
-Scanning the text to spot very particular pgint
FA-Writing a short composition about the passtgshow comprehension and
Personal interpretation.

D

Plan 3: Section Pesson Plan Aim
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Aims can be classified into three main categofigbs & Brewster, 1991: 81-
82). These are linguistic (LA), functional (FA), camonceptual (CA). Follow-up
activities, include even what should be assignethbyend of the lesson if learners
have assimilated and understood all points. One sometimes can englobe
different categories of aims: linguistic, functibrend conceptual.

Linguistic objectives are to enhance listening,aéeg, reading, and writing
potentialities in learners. Functional objectivemforce in learners skills of giving
information, asking questions, and making statemeintall sorts, and developing
relevant vocabulary for each situation. A conceptlgective aims at (Appendix
11) developing learners’ contextual points. Thipateds on the subject matter of
the lesson. In literature context for instancecleas seek to develop their learners
aesthetic and appreciational potentialities asd&arthem enjoy artistic and rhetoric
literary style, musicality of poetry, performancéialogue, dance , light and sounds
in drama (Ellis & Brewster ibid, 82). In this semtithe teacher sets a clear aim to
the session being held. Since we are developingsptaainly for reading sessions,
the teacher has to focus and determine aims aogpydiThroughout the session
students will be reading an extract from a litenagrk. Major aims to such sessions
would be comprehending key ideas and developingrgéopinion about an author
and his style (Cooper, 1993; Cullinan, 1992, Tuh&elacobs, 1989).

Since literary texts are artistic, i.e., they dmyiant of factual texts, teachers
have to focus on literary devices and rhetoric leagg to extract meanings from the
text (Smith, 1991). One of the essential aims ofeading session should be

encouraging and allowing students to respond tralitire, and its devices to
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promote active construction of meaning (MartinezR®ser, 1991; Woodward,
1991; Lazar, 2000; Collie & Slater, 2001). Othenfpenance aims such as
enhancing learners’ reading and writing skills also to be programmed within a
plan. This might include developing students skimgniand scanning reading
techniques and writing a composition to show tlielr comprehension of and a
personal response to the text (Harmer, 2001, Risha2000, Ellis & Brewster,
1991; Allwright & Bailey, 1991; Martinez & Roser921)

Actually all these points must be considemedaims of a literature lesson,
though not all of them should be included in ongsg®. The teacher assigns aims
on function of type of text, load and learners’ ivation, reading speed and level
(Collins, et al; Yalden, 1991; Resnick, 1989).

The plan below comes just after the second sectias the most detailed
one. It must be developed with great care and gigetiparticularly in time so that
all its parts could be fully covered, though itnist necessary that all the points in
this section have to be covered in lesson or albotgxt. The teacher assigns
activities according to the length of text and testuality, stylistic features and
figurative language (literary devices) the teachants to reinforce or to impart

(Cooper, 1993; Carter, 1991; Lazar, 2001)

Stage 2 Due Time:
Activities and Procedures done by the
1- Material : Teacher based on

An extract from a novel Programme content

An extract from a short story And

A short story Students

A poem interests

A stanza (s) from a short story

An act from a play 5 minutes if

A story to be heard (recording) or watched [seaptdr 3: choice of material ] Texts are to be
NB: Any material should be accompanied by reading< introduction, italics, graphs pictures, distributed

Plan 4: Section 3. Part 1.Material Choice in LessoRlan
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In this material plan, the teacher is supposed resqibe the piece of
material to be used with students. What is necgsdaare, is that except for
anonymous materials, the teacher should join s@adimg clues with texts to help
students link the text to its context and environtn®eading clues include short
profiles, captions, italics, glossaries, pictur@sraduction, conclusion ...If the
teacher does not find these clues with the texts necommended to develop some
by himself or giving an oral presentation about thehor of the text and his
tendency and affiliation (Thompson, 1982; Robinsd@71; Mc Craken, 1971;
Wallace, 1990). If not, the teacher asks, in adgastudents to prepare something
about the text at home, or to develop a short higigy about the author. If he gives
handouts to his students he may enclose at theokrle lecture some similar
questions to be prepared for use in the readirg®ses
In literature intensive lesson, SQ3R can be intceduin procedure section as

shown in the following tables:

Procedures : Due Time:

I- Pre-reading stage
S Survey 1 Mn

1- T—» SS: Read the title of the novel thensider its implications

N.B: novel can be replaced by any other kind of.tpsem, scene...

2- T—p SS: Read words in italics and highfigtem.

3-T—> SS : read the short profile aboutahthor.

4- T SS: Read the introduction, concludiagagraph or summary enclosed with the

text. 2

5- T SS: Consider the title again and falate from it a very exact question. 15 Mns

Plan 5: Section 3. Part 2. Pre-reading Procedures

At this level the teacher asks learners to surheytéxt only. He should not

insist on exact meanings but only on general amsiopal responses. Introduction
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and summaries with text should be very brief antdegal. Surveying depends on
the extra —textual clues with the text, this is vitwg more illustrative pieces a text
has, the more comprehensible and accessible it@illThis section, at extreme,

should not except 20 minutes of load, 15 minutespseference anyway.

Due time
Pre-Reading :
Q: Question
- = S: Read the question with the text catgful 3
- SS—» SS : Consider what the teacher has &aidtdhe author and his style then write it
down briefly.
-SS 3 SS: What might happen to charactens thre story 3

- T S: Remember to consider any figurativeegih that may help you fully comprehend
the text

NB: The title itself can be a metaphor
Students can rapidly skim the text to find a metaghsimile or other figures of speech. Thi$0 mm

depends on the length of text.

Plan 6: Section 3. Part 3. Questiorigge

In this stage the teacher focuses on learnersit@tteregarding questions
enclosed. This section is very important sinceses learners’ concentration and
limit their objectives in reading the text. Studebn ask each other questions
like what would happen to characters, what topidé e discussed, or what
solutions would be provided by the end. These questin mind help them
follow and read with aim and focus, and eventuahhance their scanning
techniques (Thompson, 1982; Dubbin & Olshtain, 20&bbinson, 1971,
Wallace, 1990; Jordan, 2000). Students can alsothe title of the text into a
guestion or questions, if no questions are assigntdthe text, and then seeking
answers to them through attentive reading (Wallape cit; Dubbin & Olshtain,

2000). What is important is that in intensive regda reader never reads without
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searching something in the text. This is actuallyatvmakes it intensive and
distinguishes it from extensive reading. Now we @estage 2 in section three,

during-reading which consists of two proceduresadRkand Recite.

During Reading

R1— Read R2 — Recite Due time

Read a section at a time for specific question

T_> C: Underline or highlight key ideas amaistures

F—» C: Identify any figure of speech and ghdp meaning to the whole context.
SS——» SS: Read the text silently and prepassvers

T : Moves around, observes learners, and suptaitsclaims inquiries 20 mns
SS: Take notes from the text preferably in th@inavoods.

SS: summarize key ideas.

T— SS: Try to find a technique to recitey kdeas and key words that will help you

paraphrase and explain the text

Plan 7: SectiBnStage 4: Read Recite

In the stage R1land R2, the teacher assigns théotesdading. Students read
it silently and try to find answers to all quessoenclosed with the text. They are
also supposed to take into considerations the ctairstics of a literary text to
explore its figurative language. The teacher cavotde some reading sessions
specifically to reinforce students’ capacities t@rkv on figurative language
mainly if a text contains striking and illustratifigures of speech (Lazar, 2000).

Time allotted to this section depends, of coursetype of text, its rank, and
its length, though learners should not be readomgaflong time in total silence,
because this may lead to boredom and exhaustivéMégsryb, 2003; Byrne,
1987). The teacher has to move from table to tableerving and monitoring
students. He should not speak with them or intértii@m only when necessary

for an immediate remark or instruction because thmay shatter their
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concentration and attention (Harmer, 2001; Wajn&@9)3). When time devoted
to reading and reciting ends, the students aredaskeeflect on the question and
discuss the ideas and share interpretation. Thisl¢he teacher to hold the final

stage, reviewing: (R3)

Stage 03 : Post- reading

R3—> Reviewing

SS : Reflect on the question by answering them
T—>SS: Give illustrations, clarifications exples from the reading passageime:
SS— SS Exchange answers, summaries whichdimchost of key points
SS: Perform, read again a poem

T—C: Add, comment on answers, guide, coachmptp and encourage20/
students to give their opinions and personal respomainly for figures of30
speech.
SSS: Think about possible questions that areustdhswered and may enlargems
and extend the topics in the text.

Due

Plan 8: Stage 5: Reviewing

The third stage, post- reading, in whicldstus are asked to review what they
have read and taken, comes as the outcome to alllvels been done during the two
previous stages. In this section, students arecsggpeither to reflect on questions
or to perform and produce (Jordan, 2000; Robinst®/1; Wallace, 1990;
McCraken, 1971). The role of the teacher will beueed to the minimum to enable
his students express themselves and present grsonal interpretations of the text,
though he can comment, guide, and prompt them talyzme more and more
(Rosenblatt, 1978; Hickman,1983; Wallace, 1990).
Teacher's comments should not be based on reatlgped knowledge or ready —
made interpretations form other books. Studentsapposed to be themselves and
show their own interpretations and reflections talgahe text's ideas, the author’s

themes and conviction. For figures of speech stisdare given even more freedom
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to suggest their implications and extend them tal e associations and
manifestations (McCracken, 1981; Rosenblatt, 1995).

Students also can think over hidden ideas in tkistenay also raise some issues
that may derive from the explicit ideas in the texeven formulate some expected
questions that may be asked by someone or evdrelteacher occasionally or in exam.
Conclusion

Throughout this chapter, concepts relatedtépakture intensive lesson and the
role of learners as well as of the teacher haven lmx@lored. We also displayed
strategic teaching of reading literary texts aralittiegration of the most recognized
studying strategy SQ3R. Within this strategy, techin designs have been
developed which are shaped to suit any type ofalifetext drama, prose, and
poetry. From these technical designs, lacking pegiagl procedures, we suggested
intensive lesson plans to literature tutorial sassibelieving that they would give
the session organizational and methodological dsiogis that are the core of our
study. Lesson plans have been devised in a gelessan plan format, based on a
general shape of lesson plans developed by Har@@@1ly; Ellis & Brewster
(1991); Lazar (2000), and half —based on a gerstrape of SQ3R principles and
procedures introduced by Robinson (1971) and Jo(@@@0). The overall format
consists of three sections, section one describeslass, section two prescribes
aims to the lesson and section progression leaslindents smoothly to reach a
general comprehension of a literary text and foptasonal interpretations to that
text, a bit independently from the teacher’s dioteg and ready to use answers

SQ3R strategy is incorporated in activities’ tal@dad procedures section to
organize the pedagogical steps that a teachepicesd to follow. They make the body of
the plan if we consider class description the hesudl aim the heart. All the three go

together, actually to give a lesson plan a sensenfidr, 2001; Wajnryb, 2003).
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CHAPTER SIX: ANALYSIS OF QUESTIONNAIRE AND EXPERIME NT

Introduction

This Chapter consists of two parts. Part one isotil to analyse a
questionnaire administered to literature teachér®uwargla University to gather
data for carrying out an experiment to test theoliypsis that SQ3R strategy may
increase the learners’ comprehension and intetpetaf literary materials. The
guestionnaire also helps us to gather data abeusttite of literature teaching at
Ouargla University. Part two is devoted to analyse experiment designed to test
the hypothesis set for the present study in ordesuggest some pedagogical
recommendations to teachers of literature basetheriindings of the experiment
and the data gathered.
1. Teachers’ Questionnaire

This questionnaire is administered to literaturezensity teachers at Ouargla
English departments. Its chief aim is to investgiie state of literature teaching at
university; this involves methods, techniques, ala$s management. Through the
experiment, we wish to bring about a more effecteaching strategy into literature
course hoping to increase learners’ comprehensnoh iaterpretation of literary
material.

2. Analysis of the Teachers’ Questionnaire
Question One: what is your degree?

a- MA in literature.

b- MA postgraduate. NB %
A 2 40
c- Ph.D B 3 60
C 0 /

Table 12: Teacher’'s Degree
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This table shows that three teachers of literatue of five teachers are MA

postgraduate. Five teachers represent 83.33 %eoivtivle population which is a

very reliable percentage to consider as represeatpercentage of the population
(Cohen & Manion 1992:196-197). Also, all teachershie sample are specialized in
literature and literary studies.

Question Two: How long have you been teachingditae?

years Nb %
1-2 0 /

3-4 3 60
5 2 40

Table 13: Teachers Experience

The table shows that there are no nowegehers among the subjects.
60% of the teachers have an experience of 3-4 yaads40% are long-experienced
teachers of more than five years teaching liteeatlihis actually will strengthen the
task of teaching and makes it more consistent dfecteve (Harmer, 2001),
particularly in language mastery, methodology, camimation and ways of testing
and evaluating learners. Though long experiencéhén field sometimes makes
teachers very monotone and uninterested but, dismuswith some students
revealed that students are very satisfied withgoerdnce and qualifications of their
teachers, the matter which raises the credibilitgl aeliability of data. Long
experience of teachers is highly considered in ifordlanguage teaching, as

reflecting methods effectiveness (Nieto, 2003).
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In pedagogy, expert teachers are regarded kegrfaddb the success of
learners since they have practised teaching famg time, Reinhardt & Greeno
(1991). They should have passed through differadt\various teaching as well as
learning states. Through regular and progressiagsclvork they move from “what
to do” to “how to do” knowledge (Morine-Dershimet &, 1992). Reinhardt &
Greeno (1991) affirm that expert teachers appeanaee (a) better developed
schemata for classroom teaching with strong lirkdsvben subject matter and ways
to teach , (b) to be more effective lesson planaeasimplementers, and (c) to be
more flexible and reflective in meeting studentdseand facilitating student social
and academic growth.

Section two: Techniques and Strategies
Question 3: What does your course contain?
1- a — Biographies
b- History of literature.
c— Figurative language and literary devices.

2 — Would you add others?

N b %
A 5 0
B 1 20
C 0 0
(a,b,c) | 5 80

Table 14: Course Content

Others: -) Text analysis; -)Text reading; -) Cigro of texts.; -)Reading poems;
-)Watching movies novel adapted to cinema; -)Ragqédxtracts from novels.
The scores show that 80% of literature teacherserwhelming majority-

incorporate biographies, history of literature,ergry periods, and figurative
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language in their courses. This shows that theursas are very varied and
introduce several cultural, social, and linguistienensions to the course. This
question prepares the content of the course mode¢ tdevised to our experiment.
Also, the three proposed for choice are thougltetdhe most frequently discussed
and in a literature course as affirmed by LazaO@Qand in the Algerian context,
Arab (1993). Concerning the other points suggeltedome teachers in part (b) of
the question, we notice that some teachers ofitilee confuse between intensive
and extensive reading techniques or may be, bet¢hagdave not another session
during which they may deal with them separatelye Tjuestion which must be
raised here is how can teachers assign reading &ad set their students read
literary passage in a crowded amphy. As long asrathbjects are concerned, for
instance, in written, oral expression, or in phawgtstudents practise intensive
activities and exercises in smaller rooms to waldndy, in pairs or small groups,
allowing thus the teacher to move and providinghwhielp and guidance. We
believe that reading should be given the same aatk management. Also , as
literature is a reading centred subject, we belia¢ students must read and must
know how to read literary texts if not they willag it as any other factual text, the
matter which may deprive them from benefiting o tichness and substance of
literature materials (Rosenblatt, 1995; Widdowsd885, Lazar, 2000). It seems
impossible to blend all these activities, some ragglia — assisted and others are
individual reflections, in one lecture course. As believe that lecturing is not a

very effective method to enhance learners’ indigldand personal responses to

197



literary texts as is the case with the other typéert (Hofmannova and Novotna
2003).

-Question Four: Do you assign texts for readinfjAolwhy?

Nb %
Yes 4 80
No 01 20

Table 15: Literary Intensive Reading

Four teachers (80%) affirm that they assign litetaxts for reading to their
students and only one teacher answered negativepart (b) of the question, the
teacher who opts for (no) maintains that he nessigas reading texts because first
he has not enough time to deal with reading, dutheédength of programme and
load of the session which is one hour and a halingzk. He adds that most of the
time he teaches literary theories, literary movetsieoharacteristics of literature
style and qualities of some writers. Then, he ds&sstudents, in the light of what
he has taught them, to choose a work from the asitfiscussed then read it in your
free time at home or in the library. As for teachassigning reading, we would
raise a key question here related to the way thsiga texts for reading in a lecture
session, and how students read as well as reflectegts and discuss their
responses?

How can the teacher read to students? How carisbeaasist and help them? It
seems impossible for teachers of literature to dethl text reading and analysing in
a lecture, unless, the number of students is viemteld. According to Zhenyu

(1997), Ellis & McRae (1991), and Dubbin & Olshtgi@000), intensive reading
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should aim at enhancing learners interpretive agpansive capacities through
focussed and reflexive activities. Regarding tH@4® with the negative answer, we
can understand that he really does not find timmerdading, since he has only one
session per week, considering the length of prograrand the challenge of literary
reading. This teacher is actually realistic andrapgphes reading as a serious task
which requires time and effort for both sides, thacher and the learners. From
direct discussion it has been noticed that mostathers with this opinion focus on
literary studies in their teaching as in their itegt They usually teach about
literature and not literature (Lazar, 2000; Chapni®80). Teaching about literature
will not actually help learners fully improve theagultural, intercultural, and
aesthetic, and literary competences which are doudlglough incorporating
literature in EFL programmes (Han, 2005; Newstudt888; Byram & Risager,
1997). Roberts (2005) introduces a new dimensiditdrture in foreign language
classes, he called it intercultural communicatidhe question posed here is how
can a teacher enhance intercultural communicatiohei does not prompt this
faculty in his learners’ through active literaryading and responses?
-Question Five: When you explain texts, do you:

a- Give opportunity to your students to give their oexplanations?

b- You provide them with interpretation

Nb %
a 04 80
01 20

Tallé: Strategic Reading
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In this question, (80%) of teachers affirm thatytlggve opportunity to the
students to give their own explanations to textsl amly one teacher (20%)
provides them with interpretations. Teaching largenber of students within a
lecture however proves to be impossible to giveoojpmities to most of students to
participate otherwise, the teacher will never te&blen when they are involved in
interpreting texts, the teacher just gives therfkmoone or two students, because in
literary — lecture — the teacher is supposed tohteand the session duration is only
one hour and a half. So, how much time will remi@inearners’ interaction and
responses? Therefore, in order to give more oppibs to learners to become
involved in their learning, and active autonomoaarhers, they must be given
sufficient time and pedagogic support (Long, 198®)s includes teaching in small
groups to ensure opportunities to access to textsording to Griffee (1995)
learners must develop an awareness of their ownitepstyle, use various learning
strategies, and should be engaged in self dirdetzding.

-Question six: When you give explanations to ydudents, do you:
a- Explain literary texts by yourself?

b- You take explanations from books?

/ N b %
a 0 0
b 3 60
a-b 2 40

Table 17: Active Teaching
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The table shows that (60% ) of teachers take egpilans of literary texts assigned
for reading from books and documents while (40%) oa other books and on their

own interpretations, and no teacher relies on Hins@xplain and interpret literary

texts. This may explain clearly that teachers arteactive and autonomous as long
as they rely on others interpretations of litersyts. Mayer (2004) pinpoints that

active learning must start from active teaching &uwth depend on discovery

learning. So, how can passive teachers producesdetarners if we consider the

teacher as a learning model (Crowl, 1997)? S@athers themselves do not know
how to deal with and process literary text, how wiky teach and transmit good
literary reading practices to their students?

- Question seven: Do you assign guestions withalitetexts?

a- Yes

b- Sometimes

c- No
N B %
A 1 20
B 4 80
C 0 /

Table 18: Intensive Reading

The scores demonstrate that the majority (80%hefrespondents do not
always assign questions with literary text and aamty (20%) of them, always
assign questions. Here, teachers notably thoseseh®times give questions with

literary texts do not make difference between isten reading, and extensive
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reading. All texts designed and not whole works stoidy must be accompanied by
guestions to guide the reader and activate hisirrgaith order to increase his
comprehension, interpretation, and retention afiiiicant ideas in a text (Robinson,
1971; Jordan, 2000; Woods, 1996; Hedge, 2000).

If students are not asked to read and angwestions they will not probably
read the text at all, or they will read for no posp.
-Question Eight: Do you devote time to answer thpsestions?

a- yes

b- Sometimes

c- No
NB %
a 4 80
b 0 /
C 1 20

Table 19: Answering Questions

The table shows clearly that (80%) of the subjeldgote time to answer
comprehension questions. One teacher only opteddoin direct discussion, he
justifies his choice by the impossibility to teaelsk questions, and answer them in
one lecture session. He added even if we devotehalewsession to answer
questions and he said “I have tried this, oncevare’, he said. It is useless as long
as in the amphitheatre we have more than, somet&@i@sor 300 students. This
number actually prevents us from dealing with answ8tudents do not hear each

other, the teacher does not hear them. Learners higa only if he uses the
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microphone. How can they interact with each oth#ow can they react to each
others responses? How can the teacher commenuaellgarners?

Really, it is a critical situation. In learner-cesd instruction model students should
work in pairs, in groups, and sometimes alone amgtructors never answer
questions to their students. Bonwell & Eison (1994)their active learning
instruction design assume that activities to foative learning must come after a
formal lecture and never done during a lectureabse a lecture is normally a one
way, teacher- centred method.

If we consider the answer of teachers ingquestionnaire, we would come up
with one result. It is that our teachers of litaratas far as learner-centred pedagogy
and active learning instruction are doing the tasiongly or inadequately.
Evidently, teachers, in a lecture should teach anly nothing else.

-Question Nine: Do you teach
a- Directly from your documents?

b- You prepare a lesson plan with objectives and 8teps

c-  Others.
Item n/b %
a 4 80
b 1 20
others / /

Table 20: Lesson Planning

The scores show that the overwhelming migjd80 %) of the respondents
teach directly from their documents and handoutsniAority of teachers (20 %)
prepare a lesson plan with procedures and objecti@me teacher adds that he

sometimes writes a topic or some questions on dlaedbthen asks the whole class
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to discuss them and most of the time he explaiesithimself giving, from time to
time, opportunity to students to enrich and ext#reddiscussion. He says it is like a
debate over a topic.

When teachers teach directly from a daeninmeans that they do not prepare
a lesson plan with its necessary steps and obgeddarmer (2001: 121) affirms that
“ a lesson plan , however informal gives the lessdramework, an overall shape”.
A lesson plan limits the teachers’ talk and guidies towards a designed objective.
A teacher without a lesson plan may easily deirai@ the lesson.

-Question Ten: Do you follow an approach or metimogkaching literature?

a- yes

b- No ltems N b %

c- Could you state it? a 4 80
b 1 20
C / /

Table 21: Teaching Method

The table shows that (80%) of teachers follow ppr@ach or method in
teaching the subject and determining aims to ttegiching. One respondent only
answered with “no”. At first glance, this gives U idea that nearly all targeted
teachers of literature are methodical and devédiep tims and materials according
to consistent method. But, regarding item (c), fteachers did not fill it and only

one provided us with the following:
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- According to the level/ Historical approach, Theigwtapproach , and stylistic
approach
- Read/ analyse / prepare to answer questions.

Discussing these two answers, one can sayetlat teachers who provided us
with answers do not know exactly approaches andheodst used in teaching
literature in EFL classes, except for historicap@ach used in giving socio—
historical information about authors of literary slk@Lethbridge & Mildorf, 2003).
As for stylistics, it has become a discipline adugpia language-based approach in
which close textual study is required (Lazar, 200arter & Long, 1991). Though
the teacher respondent recognises two approacbkesriis that he/she is using them
according to learners’ level. This is a wrong teaghassumption, because teachers
opt for any method according to the class situaind in the confines of official
syllabus and objectives set for including literatyprogramme in the course
(Richards & Rogers, 1992; Lazer, 2000). Concertivegsecond answer, the teacher
considers read, analyse and prepare answers ashadner approach to teach
literature. On the whole, it seems that literatteachers think they are using
appropriate approaches and methods for teachiagptitre, which in fact, they
ignore. Thus, we recommend teachers of literatbedore teaching they have to
have a look at literature teaching approaches, odsthand pedagogical models
developed specifically to foreign language classes.

Question Eleven: What are the commonest questioastivities you usually assign
with literary texts?

The following are questions suggested by the redoin
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-What are the major themes of the text?
- What does the following text mean to you?
- What is the general mood of the text?
- How could the author convey the message?
- Extract two / three figures of speech and tryexplain them and say how they
affect meaning and form of the text.
-To what extent do you appreciate the text?
- Comprehension questions first then questionsterfary analyses. At the end of
the session, students will be asked to read ttie tex
- What is the tone of the text?
- How does the author describe the setting andtiheacters?
-Try to figure out the meaning of the text usingiyown words.
- Make the literary analysis of the text.
-What type is the text under study?
-What are the different literary techniques, figiwva device used in the text?
-Identify and describe the setting, theme, charactnd the mood.
-Focusing on themes, analyse the figurative languagd symbols of the text
prepare and read the biography of the author angdriod.
- What are the events in the text?
- What literary techniques are used in the text?
Thus, we deduce that most of the questions requickose reading of the
material. They also revolve around themes of tike fegurative language unfold in

a story and analysis of literary passages. Thesstigums often asked by teachers in

206



exams and assignments to texts may help us to fatenwguestions in our
experiment which are centered on comprehension iatedpretation of literary
texts.

Question Twelve: Do you like to have TD session#ofials) in literature course?

a- Yes
b- No
NB %
a 5 100
b 0 0

Table 22: Tutorials in Literature Course

All teachers expressed their wish to have tutemeaith literature course so
that they could invest literary materials and havere time to explore and read
extra texts in addition to those explained rougthlying lecture sessions. This in
fact, confirms our hypothesis of incorporating SQ8Rategy to the course, as this
strategy may work better with TD sessions withatkd number of learners.
-Question Thirteen: Do you attend regular seminansi meetings about the

methods and techniques used in teaching literature?

a- Yes
b- Rarely
c- No

NB %
a 0 0
b 1 20
c 4 80

Table 23: Seminars and Meetings on Literature Tezhing




This table reveals that (80%) of the local teacheever attended or
organized meetings and seminars about literat@ehteg methods. They teach as
they have been taught or they improvise their owathods and techniques. One
teacher, however attempted a seminar some years bagoafter discussion it
appeared that the seminar was not about methodstemmahiques of literature
teaching but stylistics and interdisciplinary methan EFL context.

Question Fourteen: Do you have any suggestiormapoave literature course?

Encourage students to read all kinds of literarykso

Extensive selected reading texts.

- Raising the reading comprehension levels by pragidramework setting
to foster the use of learner's schemata.

- Setting objectives to improve the teacher's abiiityuse more complex
structures to differentiate between metaphor, amdesand other devices.

- Foster the abilities of learners to analyze diffi¢tgerary genres....etc

- Learners must work by themselves, use the libthg/net... to understand
literary texts and analyze them.

- The teacher should not give tailed answers to é&nlers concerning
literary texts.

- Teacher should use new techniques literature coansk hold regular
sessions for presenting play and projecting literstories adapted to
cinema.

- Students must read stories, poems, and plays arediteom their literary

language, because it is very close to real languagd by the English.
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- The teacher must correct his learners’ literargratits and answers.
- Teacher must work in the confine of a unified arffic@l programme
which must go with the requirements of foreign laage learning.
- Learners have to give opinion freely concerningeréiry themes and
ideologies

Here, we get firm evidence that the stdtbterature teaching at university is
at emergency. the questionnaire reveals that taeandvelming majority of literature
do not know the most renowned and recognised mstlardl approaches of
literature teaching, do not use any teaching siyatend they never got in meetings
and seminars about literature teaching. All théaens justify experiment hoping to
introduce ‘SQ3R’ to help teachers hold a more mdittad and effective sessions
with a concern to increase their learners abiliteesead, comprehend and interpret
literary material.
Part Two: Experiment Design

Introduction

The experiment is carried out with secondrystudents in Ouargla English
department of English. It is developed in accoréanith English literature official
programme (Appendix 3) and the general goals efdily text reading (Appendix
19). It aims at integrating SQ3R, a reading stnatetp intensive literature course
(tutorial)- this has been used in contrast to lect@iming at improving teachers’
teaching performance, thus increasing learnergrdiy comprehension and
interpretation of literary material. The experim@aisses through two phases, each

phase with two stages.
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1. Experiment Phases

Phase one consists of two stages. In stage arandom group from second
year university English department is selected thwudel classical lectures are
presented to this group. A test follows the cladslectures. In stage two, the
teacher introduces the intervention within the sgmeod of time as the classical
courses. These courses are based on SQ3R redditegy with well-prepared
lesson plans with objectives to each activity aaskt The intervention is followed
by a test (post-test 1). Scores of test one (@eld¢ are statistically analysed
compared to scores of test two (post-test 1) toadithe end of stage one and infer
conclusions and interpretations. If an increasgcores is noticed in post-test 1, the
researcher will proceed to phase two.

Phase Two comprises two stages, stage (3) anth(8)age three, the teacher in the
normal progression of the official programme wisort to the initial teaching
method to present classical lectures. This wilfdlowed by a test pre-test 2. It is
expected that scores will revert to or approachstoges of pre-test 1.

Stage four: the teacher introduces the treatmetfiirwithe same period of time as
the classical courses. These courses are baseQ3R ®ading strategy with well-
prepared lesson plans with objectives to each igctand task. The treatment is
followed by a test (post-test 2). It is presumedl tbcores of post-test 2 will raise
and approach scores of post-test 1. If over scarauyrs again as it occurred in the
first phase, the treatment may be recognised éfteecnd then reliable. The

experimental method can be mapped as follows:

210



Pre- Posi-

3

T
SR =N E
S
T

3 Classicall

T
Lectures :> E :>
S
T

Based
sessions

phasue one

| J

Phase two

/ )

Pre- Pos*-
3 . T 3 T
classical
Lectures :> E :> %ggsd :> E
S Sessions S
T T

. LN
Figure 08: Experiment Phases
The teacher undertaking the task of teachinegliterature courses is selected

among the teachers of English literature who ansgveur questionnaire. She is the
likelihood choice of the five teachers at the Eslglidepartment of Ouargla
University (see population and sampling). The teadhould enjoy an acceptable
teaching career with a degree of Master of Artktarature; therefore, weaknesses
and lacunae in the subject matter, literature, e &s experience matters on the
part of the teacheare reduced. For the first course as it is assumethssical

lecture, the subjects are the chosen thirty steddfar the experimental course,

thirty students undergo the treatment. The teathesupposed to hold classical
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lectures in English literature matching the conteinsecond year programme and
treatment sessions based on SQ3R and intensivieggadhniques.

The choice of the topic is made aftensultation and discussion with all
literature teachers at the target university. Takygree that the themes of Daniel
Defoe, Jane Austen, and Charles Dickens are the liked among the majority of
their students in relevance to the official prognaen(Appendix 1). The way of
preparing the courses is also designed on the bfhd question asked in the
questionnaire delivered to English literature tesshThe question is: how do you
present a lecture when you assign a text for rgadionsidering themes and
figurative language (Appendix 2).

2. Population and Sampling

The population for the present study inckutlsachers of literature at Ouargla
University and second year students of the Engtisipartment of the target
university.

As for teachers, the teachers at Englishade@nt are concerned. A
questionnaire was administered to them, encoumriedsmeetings were held with
them continuously. In order to choose one teathearry out the experiment, we
followed likelihood randomisation (Cohen & Maniot992). This implies asking
the five teachers to choose three teachers fromdékes they think are fitting to
the task. The mean of teachers is (2.5) but wendet it to (3) in order to give
more probabilities of teachers’ choice. The choiees represented in the table

below:

Teachers An Bn Cn Dn En
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A X X X
B X X X

C X X X

D X X X

E X X X
Sum 4 3 3 3 2

Table 24: Teacher Likelihood Choice

A, B, C,D,E represent choices
An,Bn,Cn,Dn,Enrepresent names of teachers

As seen from the likelihood choice teacher,s the teacher who received the
higher scores; it is (4). Theln will be the likelihood teacher who will be in clgar
of the experiment, and is the most fitting teachecording to the five teachers
among themselves. As for students, second yeagrssidre targeted on the basis of
being beginners since it is their first year litara at university. The majority of
learners do not have previous knowledge aboutatikee, mainly literary devices
also the language of literature and its charadiesisin order to gather information
and evidence about the state of teaching literat@treuniversity and class
organisation, teachers of literature at Ouarglavensity are included in the
population. Since it seems impossible to take thkole&v number which
approximates (120) students, we randomly selecgo@p of thirty students out of
the four groups. In order to avoid subject selesebn and any other considerations
(Brown, 1995), we randomly divided the whole numfE20) by (4) because the
students form four TD groups; we got (30) studegoes group. The choice of

subjects is systematically (4) or the periodicairtb student in the calling complete
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list. The equations are: 120/4=30; 120/30=4; 120ol& numbers of students/
population; 30: number of students per group; 4iopkecal choice number.
So, the fourth student in the calling list is sysatically chosen till the thirty
subjects are gathered from the whole population.
3. Variables

A variable as the word suggests is a value that dm# remain constant
when exposed to influences (Nunan, 1999). A rebearoften looks at the
relationship between a variable as a teaching mndetnoad another measuring
variable such as scores on formal tests (Nunaml).idt is agreed that any
experimental research is conducted to explore tifemgth of relationship between
variables. In the present study, SQ3R is the indéget variables while the scores
obtained from tests given to subjects represendé¢pendent variable.

Within educational experiment where the randeelection or assignment of
schools, learners, classrooms, teaching mateetasis impracticable, experimental
designs are regarded as ‘compromise designs’ inchwisampling is highly
considered. Nunan (ibid: 26) affirms that:

While your research design is becoming more rigerdus still not  rigorous
enough to allow you claim that there is a caushtimship between the
independent variable and the dependent variableereThs always the
possibility that some factor other than the experital materials has brought

about the observed differences in the scores.

Accordingly, a researcher has to consideresother extraneous variables, for
there is often a possibility that some factors othan the experimental ones that

may cause differences in scores and then misleadegearcher in bringing about
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results and findings. Thus, threats to the validify findings experiments in

education must be taken into consideration (Bro#805). Following Cohen &

Manion (1992) and Trochim (2006), a researcher Ishtake into account some
external factors that may arise both within andsiolgt the study which may major
threats to the validity of an experiment. For Brof@p. cit) and Trochim (op. cit),

and Dornyei (2007) extraneous variables are ageakcigith environment, history,

mortality, testing, instrumentation, Hawthorne effeand maturation threats. Any
researcher, then, has to guard against theseghrgatorking practically to reduce
or eliminate their influence.

4. Procedures to the Threats of Study Validity

First, we begin with environmental threats whicblue noise, time of day,
seating arrangement, and lightening, etc. The @xgets were conducted in quiet,
tidy, and well-equipped rooms. We chose quiet dhysng which most of students
do not study to avoid annoyance and distractiofso, fexperimental sessions were
scheduled in periods when the subjects are notsexpto exams to avoid all sorts
of fatigue and tiredness.

Cohen & Manion (op. cit) maintain that historydhts may occur if time
between experimental sessions is stretched andrtiprevements among subjects
would be attributed to time and age or improvementibjects’ knowledge due to
extra advanced learning. This may influence theultesobtained from an
experiment. In order to reduce such external factiime between treatment and

tests has been reduced to one month only Dornpeicft. Also the subjects were
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not told that they would be tested or post- testecorder not to give them
opportunity to do extra reading or analysis abbattarget chapter under study.

In order to avoid mortality threats among subjediéch may occur because
of serial and successive sessions (Dornyei, ibwig have limited testing
instructions to one question, because the consamntito high marks, but to know
whether the subjects’ level of comprehension anerpmetation has raised or not.
This means even lengthier answers with mistakdsated positive change as long
as we do not seek accuracy in language. In thexdegtudents are not asked to use
highly structured and accurate language as thiddMead to mortality as long as
the subjects are supposed to seat for four testessively.

Hawthorne effect is explained as “that particiggmerform differently when
they know they are being studied (Dornyei, ibidhisTeffect is particularly salient
in applied linguistics as long as most studies e@meried out in schools and
classrooms with learners and teachers (Mellow &stenr1996). The phrase
‘guinea pigs’ is used to refer to subjects undedgtwhen they know they are
specimen to be observed and analysed (Cohen & Maom cit). In this regard,
the subjects are not informed that they are bemngied or that they will be
introduced to a new teaching method. Even the &radbes not know that she is
being recorded for purpose of study. She is tolt the are trying to prepare a
literature session and asked to teach normallyasssused to.

As for measurement issue or instrumentation, we lteveloped different
reading texts; the ones for the teaching sessioasddferent from the ones

designed for testing sessions. The texts are seélent the basis of answers from
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the teachers’ questionnaire and with relevancéeoofficial programme. We also
took into consideration the frequent method of h@ag literature by the majority

of teachers and the most commonly asked questitesalohers in exams. All these
have been enriched by continuous meeting and dimnswith literature teachers.
Therefore, the variable of surprise in teachingcpdures and testing instruction
and material is highly controlled. Both, the teachied the subjects feel they are in
ordinary sessions and very normal examination gbm&®. During teaching and
testing, the subjects have not complained aboutléggth, content, or teaching/
testing instructions. This concentrates the sditgband appropriateness of the

teaching and testing material.

5. Experiment

Introduction

The findings of the questionnaire delivered to sheteachers of literature at
Ouargla University and the conclusions attainedmfreurveying second year
students scores in literature (Appendixl), togethigh the continuous claims and
dissatisfaction of students reveal that the stdteliterature teaching at our
department is at crisis, thus requires a serioussiigation. Suggestions in both
questionnaires and meetings with teachers and rdidectually send a call for
research and investigation of the problem. Thigptdraportrays the experimental
study carried out with second year English depantrsudents at the University of
Ouargla.

5.1. Rationale
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SQ3R strategy is chosen on account of its effectge acknowledged by
many researchers and theoreticians in differenasai@ applied linguistics and
didactics. This includes Robinson (1971), Nuttd®g2), Wallace (1990), Hedge
(2000), Lazar (2000), and Hopkins (2003). Theyaaisert that reading strategies
like SQ3R, critical reading CR, and uninterruptedtained silent reading USSR, if
used consistently and appropriately may help learaequire life-long independent
and effective reading habits. They can also foshair reading abilities and
responses to lengthy and challenging texts paatityuliterary ones.

Since we are investigating the state of intensea&ding, i.e., sessions in
which learners are supposed to read for study etmhtion, SQ3R strategy will be
integrated.

We have designed an experiment in whichr@um of thirty second year
students undergo two experimental phases, eacle plaasprises two stages. In
stage one the subjects take classical literatuneses based on lectures about the
early beginnings and the development of the Engisel followed by a pre-test.
In phase two the subjects take the treatment whagles the form of tutorial
sessions. The sessions are devoted to readingrjiteexts based on well-prepared
lesson plan procedures based on SQ3R strategy. & pest-test will be assigned.
The scores of the first test and the scores ofptieetest will be compared to see
whether a change occurs after the learners haee thle treatment.

In phase two, the subjects will take classicalrses again, in relevance to
their programme progression. It is the normal cardtion of the chapter devoted to

English poetry. Classical courses will focus ontmokinguage and themes of the
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classicists. The extracts in this phase will beetalkom classicist poets. The teacher
holds three classical lectures to deal with the, I[dharacteristics of the poet John
Milton in terms of qualities of his style. The sebijs will sit for a test after they
have finished the sessions. Again the subjectsunitlergo the treatment. The same
procedures will be taken as with the first post-tddie scores of both tests are
eventually compared and any overscoring in postwes will be attributed again to
the treatment, which is assumed to increase ledrneomprehension and
interpretation of literary material.
5.2. General Design of Courses and Tests

5.2.1 Classical Course DescriptigAppendix 17)

During the three sessions, the teaclwtures students about the period of the
growth of the novel. He talked about some outstagnditerary figures who
contributed to the growth of the English novel sash Samuel Richardson, Henry
Fielding and Daniel Defoe. He focuses on the charitics of the 17. and 18
century novel. He delivered a handout, though teachdo not always deliver
handouts- about the growth of fiction and some tshmographies about the
outstanding figures of that period. The teacherda®p the main key ideas in the
handout and reads the short biographies beforeduting briefly Defoe’s novel
“Robinson Crusoe”. Some key information are givbouw the novel focusing on its
major themes, plot, and context. The teacher uséss#handout- to explain all
points that cover the whole course (Appendix 3; é&qpix 17). The handout is
based on a model course related to a questiongaiestion: “What does your

lecture of English literature usually contain?”
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The teacher is supposed to present therée@s he is accustomed to, no
instructions or recommendations are given to tlaeher except those relied to
content and load.

5.2.2. General Pre-test Design

In the fourth week when learners finish thestéesabout the Victorian novel
and its characteristics, the teacher assigns tisé fre-test. To reduce external
factors that may interfere with raising the leash&nowledge about the author and
his thematic and stylistic features, the pre-testissigned two weeks after the
presentation of the classical lecture. We assuraettino weeks interval will not
give any opportunities to subjects to do furthexdieg about the course topic and
the writer. After the break, the subjects take@m and sit in a very ordinary way
as they are accustomed to take their exams. A aexextract of about 24 lines is
assigned. Subjects read the text silently befosavaring the following question:
Relying on figures of speech such as metaphoryjrand foreshadowing say what
does the text suggest to you?

As mentioned before, this question is formed according to questions usually
asked by teachers of literature in the local ursigr(Appendix 2). The respondents
are given one hour time to do the job. Time is edilele to one hour and ten

minutes as deadline.

5.2.3. General Post-test Design
When the students finish the sessions based olR3&&ling strategy, they

sit for the post-test. The post-test is the samiim as the pre-test; but different
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only in content. The text is taken from Dickensvab “Hard Times”. It is equal in
length to the pre-test text and the same questias assigned. The scores of the
pre-test and post-test are then compared agaimettk@overscoring, if any, that may
be attributed to the treatment.
6. Data Statistical Analysis

- Phase One

It consists of two stages. Stage one comptlee® classical courses (Appendix
4) followed by a pre-test (Appendix 5) and stag® womprises three intensive
SQ@BR based courses followed by a post-test (post-teghé& scores of which are
displayed in Appendix 6.
The first pre-test mean reveals the following data:

N =number of subjects = BCZX the sum of scores= 19 = the mean

= 190

_\N X/ — _
X= AI =3, = 638
Treatment: (See Appendix 10)

The First-post test (See appendix 11)

The first post test meanN =30; 3" X =244; X =Y X/ = %’ =813

The differences in means betweéh fretest and*ipost-test is displayed in the

table below:
Tests Mean
Pre-test 1 6.33
Post-test 1 8.13
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Difference 1.80

Table 25: Difference in Means of First Pretest andPost-Test
A -The first pre-test and post-test deal with usthlrding the setting of a story,
effects of figures of speech, and foreshadowing.
-Phase Two

After the respondents have undergone tls¢ @&kperimental phase, a second
experimental phase is held. It consists of two edagtage three comprises three
classical courses followed by a pretest (pre-tgsiarad stage four with three
intensive SQ3R based courses followed by a post{fesst-test 2). Copies of
classical courses can be found in (Appendix 12erAd pause, they sit for a second
pre-test (Appendix 13). The table of second pre-wmores is displayed in

(Appendix 14). We have obtained the following data:
= 219
= = - = X ==
> X =219 N=30;  X=) %4 o = 130

One month after the second pre-test the regpiadesume their three courses
about the growth of the novel with SQ3R method.eBhweeks later on, they sit for

the second post-test. The scores are displayedpperdix 14. We obtained the
following data: > X =271; N=30: X :zy =27 _ gp3.
N 30

The two means of the second phase are displayedbel

Tests/ differences Means
2" pre-test 7.30
2" post-test 9.03
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difference 1.73

Table 26: Difference in Means of Second Pre-test drPost-Test

The difference in means (1.73) of the second plsassvs clearly that the
respondents recorded higher scores in the postites is a significant difference
that can be attributed again to SQ3R reading puresdto increase learners’
comprehension and interpretation of literary materiTo have a clear picture about
the scores of both stages, the following table sumthe means of the four tests of

the two phases:

Mean Difference
Pre-test 1 6.33 1.80
Post-test 1 8.13 I
Pre-test 2 6.96 2.07
Post-test 2 9.03 I

Table 27: Summary of Means and Differences of éhnTwo Stages

The table shows clearly that scores of subjeck®th pre-tests, i.e., before the
subjects take the treatments are considerably Itveer scores of both post-tests. In
the first phase, the difference in mean is 1.8@;iarthe second phase the difference
is 2.07. The mean of the first pretest is 6.33 tm@dmean of the second pretest is
6.96; this means that learners rate of compreheranl interpretation of the text
has retrieved when the treatment is withdrawn.
7. Analysis and Interpretation

Any statistically-based experimentade@&ch requires descriptive statistics

and graphic representations in order to undersiamdogic behind any experiment
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conducted on samples representing a whole popnolgttunan, 1999:28). It is
necessary, then, to calculate the frequency digtab of scores, this implies how
many students achieved the same score in the ssskgNunan, ibid; Turney &
Robb, 1971:73). Frequency distribution of the fpblase tests is displayed in the

following table. The scores are arranged from haglow.

Pretest Post-test

Score X p; Frequency( f ) Score X pyy Frequencs(f )
03 1 03 0
04 5 04 2
05 3 05 2
06 6 06 6
07 2 07 3
08 4 08 5
09 3 09 1
10 5 10 4
11 1 11 5
12 0 12 1
13 0 13 1

Table 28: Frequency Distributio of the First Pre-test and Post-test

The following points can be deduced from the table:
The score values range from 03 to 13
a- The pre-test:. -06 scores>10 -24 scores<10
b- The post-test: - 11 scores>10 sd®@es< 10

The graph below shows clearly the distributionfirst phase scores:
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== Frequency (f11) =—f=frecuency(fl2)

- AAAK

Figure 9: Frequency Polgg for Phase 01 Tests
The frequency distribution polygon showsadlg how the values of scores
4,5,6,10 are the most frequent in the first pré-tedile, 8,10,11 are the most
frequent in the post-test. Now let’'s have a lookhatfrequency distribution of the
second pre-test and post-test. Frequency distoibuif the second phase tests is

displayed in the table below. The scores are ae@ifiggm high to low.

Pretest Post-test

Score X py Frequency( f ) Score X py, Frequenc;(f )
04 4 04 1
05 4 05 0
06 7 06 1
07 3 07 1
08 5 08 13
09 2 09 4
10 3 10 3
11 2 11 2
12 0 12 3
13 0 13 2

Table 29: Frequency Digution of Phase (2) Tests

-The score value of the second phase tests raoge4fto 13
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-2 pre-test: - 5 scores>10 - 25 scores<10
-2" post-test: -10 scores>10 - 20 scores<10

The graph below will show clearly the distributiosfssecond phase scores:

——Frequency (f21) == Frequency (f22)
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Figure 10: FrequencyRgon for Phase 02 Tests

The frequency distribution polygon shows cledigt:
-The most frequent scores in tH8 gre-test are: 4, 5, 6, and 8
- The most frequent scores in tHE gost-test are: 9, 10, 12, and 13
8. Setting up Statistical Considerations and Calcakions
In order to examine statistically the differencetvireen the first and the
second phase test, the following procedures musteBgned: the mean, standard
deviation, degree of freedom, observed statistosical values, and hypotheses
testing. These will help us to see to what extkatdata are similar and the degree
to which data differ (Nunan 1999: 28).
According to Miller (1980: 129) statistical calations formulas are:
1- The mean: it is the most frequently employed suea of similarity. It is

_ o 2
symbolised byX ;its formulais: X = 2 X

fX > :the sum

. score frequency; N : number of scores;
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1- The stanPdard deviation (SD): it measures the digpethe extent to which

a set of scores varies in relation to the mearfottaula is:

2 —
sp=.|=2FX" _x?
Y

It is the square root of the variance; thus theéavee formula is:

- Statistical Calculations of the First Phase Préest:

X, F X, FX FX 2
3 1 9 3 9
4 5 16 20 80
5 3 25 15 75
6 6 36 36 216
7 2 49 14 98
8 4 64 32 256
9 3 81 27 243
10 5 100 50 500
11 1 121 11 121
12 0 144 0 0
13 0 169 0 0
N =30 D> FX=208 | > FX?=6500
Table 30: Statistical Calculains of the First Pre-test
X : score f . frequency
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DA

Variance :S? =
N

- 1998 _(
3C

S2 693)° = 5327 - 4802 S?2 = 525

Standard Deviation

/ FX? SD= 229
SD= ZN =4/525= 229

- Statistical Calculations of the First Pre-test

X 1 = 693
S? =525
SD= 229
- Post- test 1 (p) Statistical Calculations
Score (f) X" fx Tx*
4 2 16 8 32
5 2 25 10 50
6 6 36 36 216
7 3 49 21 147
8 5 64 40 320
9 1 81 9 81
10 4 100 40 400
11 5 121 55 605
12 1 144 12 144
13 1 169 13 169
> =30 D fx=244 | > x* =2164

Table 31: Statistical Calculations of the First PasTest 01 Frequencies

X: score f : frequency
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- Mean: X mu

x> —
- Variance:S? :ZT -X :%1 =(813)° = 7213- 6609= 604

- Standard DeviationS = = 245

> FX?
N

- Statistical Calculations of the First post-test

X = 813

S? = 604
SD= 245

Having a clear idea about differences betwibentwo first tests, first pre-test
and first post-test, descriptive statistics, thkofeing table shows the comparison

between them:

Pre-test 1 Post-test 1 | Difference
Mean 6.93 8.13 1.2
Standard 2.29 2.45 0.16
Deviation

Table 32: Comparison of the Means and Standard Deation of Pre-Test 1 and Post- Test 1

The results of the first phase experimemeaé that the intensive SQ3R-based
course (treatment) gave its expected results. Tiferehce in the means between
Pre-Test 1 and Post-Test 1 (1.2) is an evidendbdeopost-test better scoring and
then performance. Performance refers to comprebienand interpretation of

literary text. The insignificant difference (.16)the Standard Deviation confirms
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the assumption which claims that the good restitained by subjects in post-test 1
are actually due to SQ3R- based intensive course.
9. The T-test of Phase (01)

To check our hypothesis, the appropriate testirdysatistical procedure is the
t-test which is considered to be the most suitédde to compare two means. To

calculate t-test value, the following formulas (il 1980: 80) needs to be applied:

X1 =post-test mean; X =pre-test mean; S -post-test variance

S, = pre-test varianceN, + N, = sample number

(e =% \(N, + N, —2)N, N,
JINS? +N,S,7 NN

Tn +Tn, -2=

_ (813- 693),/(30+30- 230% 30

\/30(245)° +30(229)" + (30 +30)

1.2,/(58)900

' = 5a6) + 39(524](60)

_ 12x22847 2741612 22847
\/(180+1572)(60) ./(180+157.2)(60)

1o 27416 _ 27416 _

= = =192
20232 14223

T=192

-Phase Two
It consists of two stages. Stage 3 comptise=e classical courses followed by
a pre-test (pre-test 2) and stage four comprigee timtensive SQ3R-based sessions

followed by a post-test (post-test 2)
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- Calculations of the Second Phase Tests

- Pre-test 2
X, F X, FX FX*
4 4 16 16 64
5 4 25 20 100
6 7 36 42 252
7 3 49 21 147
8 5 64 40 320
9 2 81 18 162
10 3 100 30 300
11 2 121 22 242
12 0 144 0 0
13 0 169 0 0

N =30 D FX=209 | > FX?=1587

Table 33: Statistical Calculatianof Pre-test 2 Frequencies

: FX? _
- Variance:S? = z v 1587

S? = 5290 - 4844 = 446

FX?2
- Standard DeviatioriS:,/ZN =+ 446= 211

- Statistical Calculations of the pre-test 2

Xp12 =6.96
S? =4.46
S==2.11
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- Post-test 2:

X F A T FX?

4 1 16 4 16

5 0 25 0 0

6 1 36 6 36

7 1 49 7 49

8 13 64 104 832

9 4 81 36 324

10 3 100 30 300

11 2 121 22 242

12 2 144 24 288

13 2 169 26 338
N =30 D FX =259 D FX?=2425

Table 34: Statistical Calculations of the Post-Test 2 Frequeries

— X
-Mean : Xpp ==—=——=863

- Variance:S? =

S? = 8083- 7447

S* =636

FX?2
- Standard DeviationS = \/ Z N =4/ 636 S=252

- Statistical Calculations of the post-test 2

X = 8.63
S’=6.36
S=252

In order to have a clear idea about the difiees between the two tests: pre-

test 2 and post-test 2 description statistics, ia&dhe following table:
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Pre-test 2 Post-test 2 Difference
Mean 6.96 8.63 1.67
Standard 2.11 2.52 0.41
Deviation

Table 35: Comparison of the Means and Standard Deaiion of Pre-Test 2 and Post- test 2

The results of the second phase experim@rdat that the intensive SQ3R-
based course (treatment) has given its expectettse¥he difference in the means
between Pre-test 2 and Post-test 2 (1.67) is atlerwe of the post-test better
scoring and then performance. Performance referscdmprehension and
interpretation of literary text. The insignificadifference (.41) in the Standard
Deviation confirms the assumption which claims tthet good results obtained by
subjects in post-test 2 are actually due to SQ3Red intensive sessions given to
the subjects.

10. T-test of Second Phase Tests

To check our hypothesis, the appropriate testimysaatistical procedure is the
T-test which is considered to be the most suitdbt¢ to compare two means.
(Dorney, 2007). To calculate t-test value, thedwihg formulas (Miller, 1980)
needs to be applied:
X1 = Post-test meanX: = Pre-test mean

S, =Post-test variance S, =Pre-test variance

N, + N, = Sample number
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B Y e v
2
\/(lel2 + NZSZZXNlNZ)

To (863- 696),/(30+30- 2)30x 30
\/(30x 636+ 30x% 446)(60)

167,/(58)900
/(19080 +13380)(60)

_ 167x22847 _ 38154

T =
32460)(60) 13955

T=273
11. Validity of the Treatment
In order to confirm the validity of the treatmemt have to compare the

means of the two phases as displayed in the taidevb

Phase Test Mean
| Pre-test 1 6.93
Il Pre-test2 6.96
| Post-test 1 8.13
Il Post-test 2 8.63

Table 36: Means of Tesif the Two Phases

According to Cohen & Manion (1992), in ABAB expmental designs, each
time the treatment is withdrawn, the subjects’ periance level will retrieve and
regain the initial level which is the level testadd detected in pre-tests. In the
present study the means of the post-tests 8.18.&3dare greater than those of the
two pre-tests; 6.93 and 6.96. Also, in the firsagd the mean is 6.93 after the
treatment, it arises to 8.13; in the second phaken the treatment was withdrawn
the mean decreases to 6.96 and approximates tlad mean before the treatment

6.93. This puts us in position to claim the vajidif the treatment, SQ3R-based
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intensive course which if used properly increadesléarners’ comprehension and
interpretation of reading material in general ardrdry material in particular
(Jordan, 2000; Hedge, 2000; Robinson, 1971; Wal4890).

12. Significance and Hypothesi§Appendix 20)

- Degree of freedom

Following Miller (1980:80), the degree of freedathfor the t-test of the sample
size is: df =N, — N, for two groups

df =N -1 for paired or matched group: a single group

df of our sample size is

df =N-1=30-1=29
13. Alpha Decision Level

For testing hypotheses, a researcher sheetidhe alpha decision level in
advance. The level may be at< 05 or at the more conservativg . g1, if the
decision must be more sure (Brown, 199%) 05 this means 95 per cent sure of
the results obtained and 05 per cent is due tocehgn: 0.1, this means that 99 per
cent sure of the results and only 1 per cent theltseoccurred by chance.

In our study, we decided to set at 0.5 which means only 05 percent our
results could have arisen by chance (Miller, 198063 95 percent our results
occurred due to the experimental procedures anerement.

Since our hypothesis about the efficiency of tmmovated method
introduced in the experiment is predicted significdbefore the carrying out

experiment, we seatr < 05 for one tailed decision (Miller, ibid).
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14. Setting Critical Value

a<05; df =N-1=30-1=29.df =29

t critical; tc=1.69 according to Fisher & Yates (1963) see appendixlél of
significance for one-tailed test.

If the observed valuto is equal to or greater than the critical vatoethe
null hypothesis will be rejected in favour of thikeenative hypothesis; one can
conclude that the independent variable had an tetiecthe dependent variable
(Miller, ibid)

15. Hypothesis Testing
Statistical hypotheses: (Appendix 19)

Hy Xi<Xz2  Hy Xas Xa
H,:is the null hypothesis
H, .is the alternative hypothesis

This will read: if the mean of post-test is inferim the mean of the pre-
tests, the null hypothesis will be accepted andaeh stops (Miller, 1980; Brown,
1995); if the mean of post-tests is greater thamn ritean of pre-tests, the null
hypothesis will be rejected and research continaesepting the alternative
hypothesis.

- Phase One

Alphalevel a < 05

-Observed statistick = 192

- Critical value TC =169
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-Degree of freedomdr =29

Since the observed statistic is greater than thecair value

1.92>1.6%the null hypothesis is rejected. Having rejectes iiall hypothesis, the
alternative hypothesis ;Hs automatically accepted. This means also thaetie
only 5 % probability that the observed meaxi > X ; 813> 693occurred by
chance ( Appendix 19).
-Phase Two

-Alpha levela < 05

-Observed statistick =2.73

- Critical valueTC=1.69

- Degree of freedomuf =29
Since the observed statistic is greater thancritical value273> 162, the

null hypothesis is rejected. Having rejected thdl hypothesis, the alternative
hypothesis His automatically accepted. This means also thaketieonly 5 %
probability that the observed meaxi = X»; 863> 696 occurred by chance.
16. Interpretation of Results

Theresults obtained from statistics and t-tests retlest the means in both

phases are significantly differentx , >~ X,,; 8.13-6.93 and X, > X,;

863> 698. The null hypothesis #is rejected atP < 05 which confirms that we
are 95 % sure that the relationship between therdggmnt variable “D”, the tests’

scores and the independent variable “ID” intens®@3R-based sessions did not
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occur by chance, it was due to the effective rofeirgensive SQ3R-based
instruction sessions which contribute in increaghwglearners’ comprehension and
interpretation of literary materials.

Conclusion

Throughout the five months of the experimentahtimeent, the subjects, a
sample of thirty students from a population of setgear English department at
Ouargla university, received alternative intens8@3R-based sessions in British
literature to enhance their reading and interpeetskills (Appendix 18). The
progress of the students after the two treatmerssiees has proved the
effectiveness and utility of intensive SQ3R-basedching strategy incorporated
into literature classical course.

The statistical validity of tests’ results putinsa more confident position to
confirm the hypothesis set for our research stubdicivsupposes that incorporating
intensive SQ3R-based strategy into literature aoen significantly help learners
increase their comprehension and interpretivealieskills. On the whole, statistic
analysis and differences in means of all testggassl in the experiments’ phases
reveal that when SQ3R-based strategy is introdueedners record higher scores,
the thing which reinforces our hypothesis towarl ¢ffectiveness of strategies such

as in our study, SQ3R intensive reading strategy.
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General Conclusion

In literature teaching programs which allow leaser study both English and
English literature as in the case of university 8égree, it becomes a necessity to
take into consideration foreign language teachimpr@aches and methods.
Teaching English literature in EFL classes shoudtl lme regarded or treated in
isolation from its general context, as long agréiture is not an end per se, but a
required tool among many imparted into foreign laage classes to reinforce and
enhance learners linguistic, cultural, and intd¢teal competences. Literature in
fact, exposes learners to more authentic matendl @ovides them with more
opportunities of reading and interpreting processbss it has lately gained
immense care among educationists. In the classeahing approaches, literature
was considered as a vehicle of transmitting thqugkperiences, cultures, and
philosophies between nations. In the last decadestier the considerable shift of
EFL pedagogy from classical approaches to moreeocgmbrary ones, many voices
have been heard to reconsider the role of liteeate@ching in EFL classes. On the
whole, literature exposes learners to authenticeri@d$ which foster their natural
acquisition of foreign languages.

Actually, there are different methods of teachingerhture for foreign
students; methods however should be made moreiqaiaand applicable to real
contexts and situation, the matter which stipulakseloping models for literature
teaching. This eventually leads us to integrateesstrategies to literature teaching

methods to give them some pedagogical dimensidretegies developed to cope

239



with literature teaching are many, each is, howedesigned to satisfy a specific
end. For instance, USSR is designed to cope witlkensive reading Critical
Reading (CR) is to cope with a highly professiditarary recommended reading,
as to allow learners read and evaluate a literaxy, tSQ3R strategy is used to
establish effective study habits when intensivedirgg is sought among learners.
Accordingly, literature teaching approaches, meshogodels and their relationship
with foreign language teaching must be known ireotd match them appropriately
and then giving literature course a theoreticahigaork depending on the situation
in which a foreign language is being taught.

For matching literary theories to the requiremeanfsforeign language
teaching, specialists like Carter& Long (1991), &a#2000) have developed some
teaching models for adopting those purely theomggroaches to classroom
practices. In this context, teaching models havenba#eveloped and integrated in
the field of literature teaching. These modelsudel language-based, literature as
culture, and personal-growth models. Literaturehéeay models help educationists
and teachers develop appropriate programs and ialatdior classes where
literature is incorporated to foster foreign lang@acquisition. Since contemporary
literature teaching models seek active learninggraamous learning and learner-
centered pedagogy have been discussed to fosteedheers’ self-reliance and
personal responses to literary materials.

As for literary material and literature teachirtgachers should provide
learners with the necessary knowledge and awareiessg the characteristics and

specificities of literature itself, and literaryxteas well. Knowledge acquired from
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other subjects seems to be inadequate to tackldidlte of literature teaching.

Among the most important requirements to teachraitee is to know the

characteristics of the language of literature asddeviation from the norms of
normal language and how learners should read, agdmepd and interpret a literary
text. This will inquire not only linguistic competee, but also literary competence
and how artistic texts, such as literary would ppraached and then studied.
Characteristics of literary language will help leans to process literary materials
properly and then reinforce their comprehensioniatedpretation.

As for literature class management, it isom@nt to develop adequate literature
lesson plans based on a substantial knowledgetevatiire language and how it
should be processed. Also, without knowing the ssaey literary terms and
devices, literature teachers would probably tedehakure as any other subject. The
matter which will make literary texts loose theirtigtic value. Therefore,
throughout the present study, considerations tosiexificities of literature, its
language, how to read, comprehend, and interpegaly texts have been stressed.
Strategic reading of literary texts and the intégra of the most recognized
studying strategy SQ3R have been highly considenedhe study. Technical
designs have been developed fitting any type efdity text drama, prose, and
poetry. From those technical designs, intensivedesplans to literature tutorial
sessions have been devised in order to give thsiosesrganizational and
methodological dimensions. What reinforces thktyitio apply SQ3R in literature

intensive course is the progress and the improvemaiced in subjects’ (testees)

241



rate of comprehension and interpretation of litgraxt after they have taken the
treatment based on SQ3R- reading strategy durneg ttourses.

The major aim of the present study is to suggeshesgedagogical
procedures to allow teachers of literature devahdensive lesson plans based on
the most renowned reading strategy SQ3R. Thesernlegkans for managing a
reading-based session may be held in parallel withcture session. The study,
however, does not pretend to cancel lecture sessiod substitute them by tutorial
intensive sessions, but it attempts to reinforeelélcture course by adding intensive
sessions devoted mainly to reading intensivelydie extracts. Intensive reading
sessions if planned thoughtfully and if the readigs are selected carefully would
provide learners with valuable opportunity to aschterary materials, the matter
which would eventually lead to increasing their goehension and personal
interpretation far away from old teaching practisewhich teachers provide ready-
made explanations and interpretations of literargtemals. Moreover, lectures,
though they cannot provide reading framework faarhers, they can be very
effective teaching methods when teachers deliverally concepts and theoretical
issues related to literature course. On the whothk teaching practices can be used
eclectically depending on the teaching situatiod what is expected to be attained
from learners and also from the literature course.

After the conclusion reached from the findings lué guestionnaires and the
experiment carried out at Ouargla English departméth second year students,
some pedagogical implications will be suggestednglish literature and in the

confines of our general conception of literaturacteng, to provide some practical
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procedures that might help them hold more succkbtftature intensive sessions
in case they are planned and integrated in thergnages.

As we stress the importance of methods in teadoreign language, we have
also to stress the importance of methods in tegdaiglish literature starting from
the fact that literature is a part of language #athing literature is not and end
itself, as it leads a good and integral manipufatd the target language (Obeidat,
1997; Widdowson, 1985). Thus, in order to bridge tip between language
teaching and literature teaching methods, teachexse to adopt a consistent
method through which literature will be conceivesl @ subject in EFL classes
which helps learners acquire linguistic, culturahtercultural, and aesthetic
elements the thing which may enable them becomed gedormers of the foreign
language (Richards & Rogers, 1992).

Since it seems impossible for teachers of liteeata deal with text reading
and analysing in a lecture session, unless, thebaumf students is very small, it
could be possible to hold a quiet reading sessiowhich the teacher can assist,
pass by and manage the course effectively. Thobghe, the session will be
considered as a tutorial or (TD) session and nigcture. During these sessions
teachers are not supposed to provide learnersamgivers and explanations, since
this practice will produce passive and reliableriess (Harmer, 2001; Rosenblatt,
1995; Dubbin & Olshtain, 2000). According to Zhen{lR97); Ellis &McRae
(1991); Dubbin & Olshtain (2000), intensive readisgould aim at enhancing
learners’ interpretive and responsive capacitiesudih focussed and reflexive

activities. Also, learners should be given sufinti¢ime and necessary tools to
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enable them read, comprehend then respond, otleeredgling will be just filling
learners heads with clichés and ready —made stdstiaped ideas.

Considering literature as a reading-basdijesty lecturing only seems to be
inadequate instructing method to enhance learngmgividual and personal
responses to literary texts (Hofmannova & Novo@@03). In literature sessions
students should also interact with instructor and another. They need to work in
pairs, in groups, or alone. In active learningsstaoms should often be noisy and
busy. A lecture is regarded a teacher—centred modttuction yet, a tutorial
session is a learner — centred model. Consequestging activities and literary
texts interpretations should come after a formeduie. In active learning, reading
tasks should be considered as follow — up actwitie give students more
opportunities to reinforce and practise what thayehalready learnt in a basic
lecturing session.

Teachers, thus, are recommended to invédagners in effective class
participation; they must seek to make them actearrers through promoting
communication, group work, and teacher-learneract#gon. Devoting few minutes
in a lecture to answer some questions is not dgt@almethod that will make
learners active and highly performing learners ff€e, 1995; Mayer, 2004,
Graman, 1988; Little, 1991).

As long as comprehension is sought in readingalitee material, relying on
background knowledge seems to be insufficient L€&6B0). Teachers of literature

should also foster learners’ foreground which inesl readers of artistic texts to
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add and impart their personal feelings and resmonsereach a high level of
appreciation and not only comprehension.

Concerning types of reading, teachers shalistinguish clearly intensive
reading from extensive reading. The former is alof reading in which students
are expected to go through a text slowly and attelyt explaining key words and
ideas, answering questions and responding to tlileolsi messages (Zhenyu,
1997). The latter, however, is another type wheagrlers are supposed to read long
passages or whole chapters or even whole literarkswith the aim, not to study,
but to appreciate and enjoy the author’s creatiek artistic potentialities (Hedge,
2000).This type of reading does not require askingstions about the text . On the
contrary joining questions with texts for extensireading will destroy the taste for
reading and hinder the flow of natural and aesthegading Susser (1990). In
extensive reading learners must read with the tN@&. These are No dictionaries,
No comprehension questions, and no tests (Prova2, ZBell, 1998). This type of
reading can be done outside the classroom.

Accordingly, when teachers assign literamtddor intensive study, and this is
the case of the present study, including shortguess poems, short stories, and
play acts, they have to accompany them with stuggstions and all the necessary
reading hints, such as biographies, glossaridss tiintroductions, pictures, etc., to
foster the learners’ interpretive capacities (Harn2001; Dubbin & Olshtain, op.
cit; Ellis & Brewster, 1991; Zhenyu, 1997).

Concerning class management and lesson rnatepg teachers are not

supposed to teach directly from a document Harrapr ¢it). Teachers thus are
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recommended to plan carefully their lesson. Everindormal rough lesson plan

gives the lesson a pedagogic framework. A lessan loinits the teachers’ talk and

guides him towards a designed objective. A teaatiémout a lesson plan may

easily deviate from the lesson and may overlap npamyts that are not supposed to
be introduced in the lesson Richards (1990). Leg$am is not necessarily a highly
developed plan nor does it take a stable formashtiuld be very flexible and

changing. This depends on the learners’ interactiibim the teacher, the availability

of materials, time allotted to the session, and il learners understand and do
activities (Mitchell & Tchndi, 1999).

For a lecture, however, a lesson plan cbelgust a brief account of what will
be presented with a clear objective to be attaimethe end of the lecture (Harmer
op. cit). Regarding the utility and importance e$don planning, then teachers are
recommended to prepare lesson plans and never thBemtily from a handout,
because this will make them more exposed to dewiatr may lead to vague
teaching in which a teacher can present succepsives and elaborated talk, the
thing which may lead to overload of informationtbe part of learners.

The results inferred from the statistics oé txperiment carried out in the
University of Ouargla proved the effectiveness Qf3R as a teaching strategy for
intensive sessions. It is intended to increase Ida@ners’ comprehension and
interpretation of literary material and limit teaek’ intervention in imparting
ready-made knowledge and ideas usually taken frmok$ and documents.
Teachers of literature are recommended, thus, torporate SQ3R teaching

strategy in their intensive reading sessions. Tasld be for the first years of
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studying literature. When learners become more ig@eoit in reading literary

material other extensive strategies, like USSRabel introduced (Gambrel, 1978).
These sessions can take the form of tutorials iichvikearners are given more
opportunities to rely more on themselves, intersith each other and access to
literary material with the attention to comprehesmld interpret them not as in
lectures where teachers use literary texts as smntpl clarify some points and

literary stylistic devices.
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Appendix 2
TEACHERS’ QUESTIONNAIRE

This questionnaire is administered to literaturévensity teachers at English
departments. Its chief aim is to investigate tlaesof literature teaching at university;
this involves methods, techniques, and class mamnage All that will be helpful to
gather data for a doctorate thesis in literatudaclics.
NB: Throughout the questionnaire put a circle acbtire appropriate letter or a
tick in the appropriate box. You are allowed to @b® more than one item when
possible.

Section One: Professional Experience

Question 1Teachers’ qualification:

- What is your degree?
a- MA

b- MA postgraduate

c- Ph D. (Doctorat)

Question 2 : How long have you been teaching literature?

a- 1-2 years

b- 3- 4 years

Cc- 5 years on

Section Two: Techniques and Strategies
Question 3:What does your course contain? .
a. Biographies
b. History of literature and literary periodsdamovements

c. Figurative language and literary devices

267



Question 4:Do you assign texts for reading?

a- Yes

a- No

- If no why?

Question 5: When you explain texts, do you

a. Give opportunity to your students to giveir own explanation

b. You provide them with interpretatic

Question 6: When you give explanations to your students do yo

a- Explain literary texts by yoursel

b- Take explanations from books

Question 7: Do you assign questions with literary texts?

a- Yes

b- Sometimes

c- No

Question 8: Do you devote time to answer these questions?

a- Yes

b- Sometimsg

c- No
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- If no why?

Question 9:Do you teach

a. Directly from your documents ? or

b. You prepare a lesson plan with steps and bty

c- Others

Question 10: Do you follow an approach or a method to in teaghire module?

a- Yes

b- No

c- Could you state it?

Question 11: What is /are the commonest question(s) you usaahBign with literary

texts?
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Question 12:Do you like to have TD sessions (tutorials) ierigture course?

a- Yes

b- No

Question 13:Do you hold regular seminars and meetings to dgsans innovate

the methods and techniques used in teaching litexat

a- Yes

b- No

c- Rarely

Question 14:Do you have any suggestions to improve the liteeatourse?

Thanking you in Advance for your Support and Cooperation
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Appendix 03

L Apperatio

L Joyce: portrait of the

artist as a young nan
8 G. Orwell: 1984 or

animal firm

P

Se:\h‘aester 06:

The aim of the course Is to provide the student with the study of som

e Major poets
and playwrights of twentieth English literature, :

1~ General introduction (2 hours)
2- W.B Yeats 4 hours

3- The poets of thirtieg (General surv,
4- Dylan Thomas (4 hours)
5- Sylvia Plath

Philip Larkin (2 hours)
6- Bernard Shaw: Man and §y erman (4 hours)
7- Sean 0’Casey: June and the Peacock
Or: The Plough and the Stars (6 hours)

ey) (4 hours)

SEMESTER 07:
__-_-—"-——_____

* The Elizabethan and Jacobean Theatre

Shakespeare: HamJet

ol
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Appendix 04
Phase 01

Classical Lecture 01

The Growth of Prose Fiction
I-The Growth of the Novel
1-Prose Fiction If the 18" century is psychologically characterized by the
predominance of sentimentality in the works it proed, its most striking feature from
the point of view of literary forms is the extraorary development of the novel.
Before the 18 c., prose fiction had passed through various stajedevelopment:
from the Arthurian romance of Malory to Lyly’'s Eupds, inspired by the Italian
novella; from Addison and Steel’s delightful essélise Spectator” to Swift’s bitterly
satirical “Adventures of Gulliver”.
But, they were all devoid of the essential charssties of novel, these are roughly
speaking, first, the presence of a connected phaise incidents belong to ordinary
life instead of being a succession of impossiblesatlres in some unknown or
fantastic world; and secondly a study of the psiadioal evolution of characters

also belonging to ordinary life and of their rean8 upon each other.

2- The New Novel The first works of fiction to make any apprecilldvance in this

direction were those of Defoe; he was the firsinipoduce into the adventures he
related an element of reality. his most imaginatiggks give an impression of truth,
his minute observation and extraordinary veristonidle of action he herald the

appearance of the true novel while the moralizirgppcupations so prevalent in the
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works of Richardson, twenty years later, are alyeawldent in Robinson Crusoe, as
well as in some others of his woks .

It was only in 1740, however that the first realveloappeared in English
literature under the title of Pamela, or Virtue Regled, by Richardson. For the first
time a real plot was situated in real life and comat with psychological and realistic
observation, while the epistolary form used to tdik story became one of the
favourite artifices of generations of novel-writelBait the excess of sentimentality and
virtuous priggery of Pamela provoked the humoraastion of Fielding who started
his “Joseph Andrews”, the hero of which is a suppdsrother of Pamela; as a parody
of Richardson’s novel. But the parody turned oubeoas original a work of fiction as
Pamela itself.

Fielding rejected the epistolary artifice, and @ast of concentrating the
readers’ attention on a few figures, filled his kowith a variety of picturesque
characters, a procedure which marked a new statpe inistory of the novel.
3-Eighteenth Century Novelists

After the example set by Richardson anddgl, a generation of writers arose
whose very rivalry helped to bring the English naweeits full maturity: the best know
among them being Smollett, Goldsmith and SternaaeNaf the five novelists imitated
or eclipsed the others, but each works a long his nes and brought some thing
peculiarly his own to the newly —created genre.

Richardson possessed a subtle knowledge of feenipisychology and a
peculiar power of scrupulous observation in thergway occurrences of common

life, though his style was without much elegance.
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Fielding, less sentimental than Richardson and emsuperficial in his
psychology was also more virile and skilful in btgle less banal in his tone. He hated
hypocrisy and pretence, and displayed a wider rahg&perience.

The works of Sterne are neither real novels ndressays, but a compound of
both, he is capricious and fantastic, brings far tinst time in English literature a
humorous tone which is a mixture of strained laaghthd melancholy wit and loves to
mystify his reader in some of the most exquisitglish ever written. Smollett was of
coarser disposition than either of the others, withgour of style amounting almost to
violence. He delighted in the observation not afimary humanity, but of eccentric or
extravagant characters, which he held up to ridiouith uncommon roughness or
genial fun.

Goldsmith’s “Vicar of Wakefield” though it has beuoe a foremost classic of
English literature, was, however, merely an acdideeing the only novel Goldsmith
ever wrote it is remarkable for its gentle wit atedicate humour.
4-Daniel Defoe Defoe, born in 1660 son of a London butcher, égaln his life as a
merchant but seems to have been unfortunate imdsssi He strongly supported the
advent of King William IIl and in 1701 he wrote theie—born Englishman, a satirical
poem against a king of foreign birth. William’s dean 1702 unfortunately deprived
Defoe of a powerful support at a time when his tmal and religious writing has
made him enemies. He suffered a certain amounteo$epution, and was even
imprisoned. He died in obscure circumstances inl1H& was an extremely profilic

and versatile writer, his 250 works including poli and religious pamphlets, satirical
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poems and books of travels, and works of fictiohe Tnost famous of these are

Robinson Crusoe (1709) and Roxana (1724) ...

Classical Lecture 02

The 19".Century Novelists

1-The Gothic novel: The romantic spirit that invaded literature at émel of the 18th
century and of which the publication of the lyridahllads marked the victorious
advent in poetry also manifested itself in noveitimg. The “Gothic Novel” or Novel
of Terror” made an inordinate use of the supermtur the shape of ghosts and
spectres, of the mysteriously terrible with thephef secret doors, of uncountable
screams and sighs and of the medieval past in@stkic setting ». Horace Walpole
was the first to write this sort of hair-raisingist in the castle of Otranto (1764).

2- Jane Austen’s reactionIn reaction against this atmosphere of terror enystery,
Jane Austen (1775-1817) represents the domain afore good sense, dislike of
sentimentality and interest in the ordinary evesfteommon life. Her life was most
uneventful. Her best known works are Pride andudieg (1796-1797), Northanger
Abbey (1798) written partly to ridicule the extrgemcies of the gothic novel; Sense
and Sensibility (1811) and Emma (1816).

3- The historical novel Walter Scott Far more romantic in spirit than Jane
Austen’s stories were the historical novels of Bialter Scott; romantic in their

scenery , as well as in their historical settinghich brings us back to the most

275



romantic episodes of the romantic past. Thouglcsrihay find fault with him for his
historical inaccuracies, the lack of art in his waly writing and the excessive
interventions of a moralizing providence, Scottels are still widely read and still
popular owing to their real charm and attractionyloung people .

The best known among them are: The Bride aininermoor (1891), Ivanhoe
(1819), Kenilworth (1821), The Talisman (1825); Wetock (1826); Tales of a
Grandfather (1820).

4- The social novel Dickeng1812-1870): with Dickens, Romanticism in the rlove
assumed a social aspect: Dickens’ sentimentaldyhien to paint in vividly pathetic
colours the lives of the poor, the abuses of the aigd the unjust sufferings they
caused. But even the most repulsive and realispe@s of these abuses and sufferings
were idealized by the author's humanitarian , ¢hble and Christian spirit and
enlivened by a sense of fun and humour that mactethe greatest favourite of the
reading public for many years. Success then carhernawvith his first work of fiction,
Sketches by Boz (1836) followed by Pickwick Pap@836); Oliver Twist (1837-
1838) The Old Curiosity Shop (1840-1841) ; A Chmas Card(1843), A Child’s
History of England (1825). In spite of his succesth the public, Dickens often wrote
under financial stress. To relieve it, he took margy readings of his works in public
and went twice to America in 1842 and 1857 on mgdind lecturing tours. He died

suddenly 1870 enjoying his friends.

276



Lecture Three

-The teacher holds a session to introduce figuratey language and figures of
speech which will help learners comprehend literarymaterial.

-The teacher explains the following figures

Figurative Language

Metaphor a type of_figurative language which a statement is made that says that

one thing is something else but, literally, it Bt.nin connecting one object, event, or
place, to another, a metaphor can uncover newrgnduing qualities of the original
thing that we may not normally notice or even cdesiimportant. Metaphoric
language is used in order to realize a new ancergifit meaning. As an effect, a
metaphor functions primarily to increase stylistdorfulness and variety. Metaphor is
a great contributor to poetry when the reader wstdeds a likeness between two
essentially different things.

Simile a simile is a type of figurative languadanguage that does not mean exactly

what it says, that makes a comparison between therwise unalike objects or ideas
by connecting them with the words "like" or "as.hel reader can see a similar
connection with the verbs resemble, compare arghlilSimiles allow an author to

emphasize a certain characteristic of an objectdogparing that object to an unrelated
object that is an example of that characteristic.eXample of a simile can be seen in

the poem

Foreshadowingis a literary techniguased by many different authors to provide clues

for the reader to be able to predict what mightuodater on in the story. In other

words, it is a literary devicen which an_authodrops hints about the plot and what
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may come in the near future or, in other words,glo¢ developments to come later in

the story

-The teacher introduces Daniel Defoe as an outstamd) figure since the early

beginning of fiction writing.

Daniel Defoe was born to a family of Dissentersthie parish of St. Giles,
Cripplegate, London; his exact birth date is unknpwut historians estimate that it
was in the year 1659 or 1660. (Why Daniel added'De to his surname is a subject
of speculation. He might have decided to returarteriginal family name. Maybe he
wanted to give himself a high-born cachet. In angng, in his mid-thirties he began
signing his name as Defoe.) James Foe, his fathbytcher by trade, was a sober,
deeply pious Presbyterian of Flemish descent--dngechaps twenty percent of the
population that had relinquished ties to the maidybof the Church of England. Very
little of known of Daniel's childhood. Howeverjstreasonable to assume as the son of
a Dissenter much of his time was spent in religiobiservances. It is likely that this
spurred the fervent belief in Divine Providencettisaso evident in his writings. Since
they were barred from Oxford and Cambridge unitesi Dissenters sent their

children to their own schools.

-The teacher introduces Defoe’s novel “ Robinson @Cisoe”

The adventures of Crusoe on his island, the marh gfaDefoe's novel, are
based largely on the central incident in the life am undisciplined Scotsman,
Alexander Selkirk. Although it is possible, evekely that Defoe met Selkirk before

he wrote his book, he used only this one inciderthée real sailor's turbulent history.
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In these days the island was known as the islantbaf Fernandez. Selkirk was not
the first person to be stranded here--at leastdtier incidents of solitary survival are
recorded. A Mosquito (Guyanese) Indian, Will, wasrdoned there in 1681 when a
group of buccaneers fled at the approach of unknsiwps. The pilot of Will's ship
claimed that another man had lived there for fiearg before being rescued some
years before. Three years later, Will was pickedaliye and well by an expedition
that contained William Dampier, a keen observer was good enough to recount

that journey and a subsequent one in 1703, whithrisattended.

Dampier was sailing in command of a privateertirgeglition that consisted of
two ships. Alexander was the first mate on onenefit. The purpose was to harry the
Spanish and Portuguese shipping off the estuaryndrshis, the buccaneers would try
their fortune off the shore of Peru. As they reach® area of the Juan Fernandez
islands, the ships could not agree on a coursetadna By a stroke of bad luck, the
ships were separated. Selkirk's ship, the CinquesP&ound herself in the Juan
Fernandez Islands, in great need of repair. Strgdtaptain of the ship, preferred to
keepn account of the rescue: "Twas he that madérthé&ast night when he saw our
Ships, which he judged to be English...he had hiith his clothes and bedding, with a
fire-lock, some powder, bullets and tobacco, a letica knife, a kettle, a Bible,
mathematical instruments, and books....He built hats with pimento trees, covered
them with long grass, and lined them with the skin goats, which he killed
himself...he was greatly pestered by cats and../&tshis first coming on board with
us, he had so much forgot his language for wanus#, that we could scarcely

understand him." Upon returning to England, Selkiks interviewed by the writer
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Richard Steele. His story appeared in the periddica Englishman, and was a source
of wonder for many. The bottom line: "he is happie$o confines his wants to

natural necessities."

- The teacher exploits the following text from Rolison Crusoe for illustration

The text

The heat of the sun beating with such violemaseit does in that place, would give
me the headache presently, by darting so directlgng head, without a cap or hat on,
so that | could not bear it; whereas, if | put og hat,it would presently go away
Upon those views, | began to consider about puttegiew rags | had, which | called
clothes, into some order. | had worn out all thésteaats | had, and my business was
not to try if I could not make jackets out of theegt watch-coats which | had by me,
and with such other materials as | had; so | setdxk a-tailoring, or rather, indeed, a-
botching, for | made most piteous work of it. Howevl made shift to make two or
three new waistcoats, which | hoped would serveargeeat while. As for breeches or
drawers, | made but a very sorry shift indeedatiterward. | have mentioned that |
saved the skins of all the creatures that | killectheanfour-footed ones and | had
hung them up stretched out with sticks in the $iynwhich means some of them were
so dry and hard that they were fit for little, lmihers it seems were very useful. The
first thing | made of these was a great cap forhagd, with the hair on the outside, to
shoot off the rain; and this | performed so wéiitt after this | made me a suit of
clothes wholly of these skins, that is to say, astgaat, and breeches open at knees,

and both loose, for they were rather wanting tgpkee cool than to keep me warm. |
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must not omit to acknowledge that they were wradbhenade; for if | was a bad

carpenter, | was a worse tailor. However, they wsereh as | made very good shift
with; and when | was abroad, if it happened to,rdie hair of my waistcoat and cap
being outermost, | was kept very dAfter this | spent a great deal of time and pains

to make me an umbrella

Text Explained by the Teacher in the classical leate

- The teacher explains the text and together withtsdents try find out metaphors,
similes.

- The teacher with students try to discuss what wilhappen to Crusoe relying on
some hints in the text.

- Expressions in bold are metaphors and expressiongn italics express

foreshadowing

- Robinson sailed abroad in search of adventuresstdtion is the middle station, a
state which all figures, great and small, will erexentually, and his happiness would
be assured if he would stay at home. After daysem Robinson regrets his decision
to leave home. He sees now how comfortably hisfdilies. The sea calms, and after
a few days, the thoughts are dismissed. Withinnarf®re days, the wind is behaving
terribly, and then a true and terrible storm beghhs sees nothing but distress, and is
convinced he is at death's door. The ship is baggled, and he is commissioned to
help bail water. At one point Robinson faints, h&itroused quickly. The reader
understands from the start that the story will wotrk out as Robinson had initially

hoped. Alongside any good things that happen imbenent, we are waiting for the
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impending doom to strike. It is difficult for us teave any hope when Robinson
himself has none. Throughout this first part hestantly wavers as to whether or not
he made the right decision in running away from apmhich is due to the fact that
his personality is simply wavering and uncertaimeTimage of the bobbing sea,
constant only in its changes, correlates well tdiRson's persona. His sense of
agency comes in spurts of movement. At first had#scto run away, but confesses
the plan to his mother. Having seen that he witlb®able to get his father's consent,
he steals away secretly on the voyage to Londoe.réader wonders why he bothered
to try convincing his parents in the first places kEecisive actions are brief at best. As
soon as he is on the ship, he becomes ill, feamhd, regrets leaving. As soon as the
weather lightens up, he is happy. Robinson's ingovaable youth is apparent in this
inability to stay rooted to one emotion or decisibins refusal to go home because he
does not want to suffer embarrassment and laudider the neighbors gives new
meaning to the cliched cutting off the nose toespie face. Robinson is all too willing

to take on roles such as sailor and trader witlckwvhe has no experience.

Pre-test 01

| cannot say that after this, for five years, axyraordinary thing happened to
me; but | lived on in the same course, in the sposure and place, just as before.
The chief things | was employed in, besides my lyelabour of planting my barley
and rice, and curing my raisins... | never gave &rpand though | was near two years
about it, yet | never grudged my labour, in hopekaving a boat to go off to sea at

last. However, though my little periagua was fieidhyet the size of it was not at all
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answerable to the design which | had in view whemade the first; | mean, of
venturing over to the terra firma, where it was\abéorty miles broad. Accordingly,
the smallness of my boat assisted to put an erhlatodesign, and now | thought no
more of it. But as | had a boat, my next design wwasake a tour round the island; for
as | had been on the other side in one place,inmsas | have already described it,
over the land, so the discoveries | made in thid journey made me very eager to see
other parts of the coast; and now | had a bodtpuight of nothing but sailing round
the island. For this purpose, that | might do etreng with discretion and
consideration, | fitted up a little mast to my haatd made a sail to it out of some of

the pieces of the ship's sail, which lay in starg] of which | had a great stock by me.

Question: read the text closely then say what it suggesy®to Consider all figures of
speech, and foreshadowing.

Key Answer to Pre-Test 02

It is understood from the start that the story wat work out as Robinson had initially
hoped. Alongside any good things that happen immbenent, we are waiting for the
impending doom to strike. It is difficult to havayahope when Robinson himself has
none. Throughout this passage he constantly wagets whether or not he made the
right decision in running away from home, whichdige to the fact that his personality
Is simply wavering and uncertain. The image of lbbbing sea, constant only in its
changes, correlates well to Robinson's persondirgtthe decides to run away, but
confesses the plan to his mother. Having seerhthatill not be able to get his father's
consent, he steals away secretly on the voyagemadn. One may wonder why he

bothered to try convincing his parents in the fpksice. His decisive actions are brief
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at best. As soon as he is on the ship, he becdmésarful, and regrets leaving. As
soon as the weather lightens up, he is happy. Robis impressionable youth is
apparent in this inability to stay rooted to oneo&ion or decision. His refusal to go
home because he does not want to suffer embarrassanel laughter from the
neighbours gives new meaning to the clinched ayttifi the nose to spite the face.
Robinson is all too willing to take on roles suchsailor and trader with which he has
no experience. Clearly he does not know who herisyho he is supposed to be. We
cannot ever be sure that he has faith in himsélis Tack of confidence paints a very
ambiguous picture of the Robinson. The disparitywben the narrator and the
character he describes is crucial to note. At mawynents we cannot help thinking
that Robinson has truly made a mistake in leavingjt appears that he will suffer too
much throughout his adventures as a consequenc®kihg wrong decision relying

only on his ambitions and hopes.

284



Appendix: 6 & 7

Phase one : first pre-test post- test scores

Student Score 1 Score 2
01 10 11
02 07 10
03 08 8
04 05 6
05 09 11
06 06 6
07 04 8
08 03 6
09 06 5
10 04 4
11 05 6
12 10 11
13 08 10
14 05 07
15 04 6
16 09 11
17 10 12
18 06 4
19 07 07
20 09 08
21 08 10
22 04 7
23 04 5
24 06 6
25 10 11
26 08 08
27 10 10
28 04 8
29 11 13
30 06 9
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Appendix 8 & 9

Phase two : second pre-test post-test scores

Student | Scorel Score 2
01 10 12
02 08 08
03 04 08
04 05 10
05 04 04
06 04 09
07 06 6
08 04 7
09 05 8
10 11 13
11 08 08
12 06 08
13 09 12
14 07 08
15 07 8
16 06 8
17 08 09
18 08 10
19 06 08
20 05 09
21 09 11
22 06 08
23 10 10
24 08 11
25 11 12
26 06 08
27 05 09
28 06 08
29 07 8
30 10 13
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Appendix 10&11

Phase: 01/ The treatment

Intensive SQ3R-based sessions

Title of lesson: The Victorian Novel

The aim: by the end of the session the studentsb@ihble to interpret a text relying
on figures of speech and foreshadowing.

Theme: Victorian novel themes and characteristics

Session 01

Teacher introduces the lesson: 15 mns

The Victorian age refers to the era of Queen Viatsrreign (1837-1901).
Victorian England is known of the Industrial Reviodm. By 1850, England was the
first industrial nation in the world. Although itag have been an era of achievements
and industry, the Victorian age was also an emoabt and anxiety.

During this era, members of humble origins moweavealth and government,
and members of the working class were forced imtoavercrowded cities where they
worked in bad conditions for low wages. This sitiaied several Victorian writers to
describe a real scene of their society. Throughymaintheir works, these writers
revealed their commitment towards their social mment during the nineteenth
century.

Stage 01: survey
-Teacher to Students: read the following about th&ictorian writers (25mns)

Victorian Novelists:
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Victorian writers tried to fulfill their commitmerturning their attention to the
‘condition-of-England question’. They tried to shdhe Victorian reader that there
were many abuses behind that fascinating scendwedf social environment. The
Victorian era is an age of intense activity inritieire, mainly by novelists, essayists
and philosophers. The novel became the main fornthan Victorian era. The
successful novels of Sir Walter Scott created hiéasfor the series novels. They were
usually historical like many of Scott. Then, Charl@ickens (1812-1870) changed the
theme of the novel, focusing on the social abudehai time through his different
works.

Dickens Biography:

Dickens wrote various novels, beginning with Ske&clby Boz(1836) and

ending with The Mystery of Edwin Drood870). He is often regarded to be one of
the greatest English novelists and one of those detihors whose works remain
known after their death. Most of Dickens’ novele &ull of characters, either fully or
briefly drawn. Through his various novels, Dickanigs to describe and to attack
different kinds of characters (bad schoolmastats)y schools and houses and even
government.

Dickens learned from and inspired other writereoveontinued to deal with

social concerns. Through The French Revolu(i#87), Thomas Carlyle (1795-1881)

criticises mainly the Victorian economic tendenéje believed in the rule of the
strong, but not in equality among men.
- Teacher introduces the reading passage to students

Teacher to students: ( 20 mns)
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- Read the title of the text
- Read the introduction with the text.
- Read again the biography of the author.
Session 02
Stage 02: Question
- Teacher writes the following questions then atksgents to answer them.
1- What does the title suggest to you? (10 mns)
2- Find a metaphor in the text then explain it.n(b3)
3- Explain the underlined sentence. (10 mns)
4- Give another title to the text. (10 mns)
5- What might happen to someone who was born oranstreet or hospital?( 25
mns)
Session 03:
1- Read (30 mns)

Consider the underlined statement, annotated woreaphors and similes,
foreshadowing hints, read the text then say in youn words what it suggests to you.
2- Recite (15 mns)

-Summarise your answer in few lines

- Take brief notes from the text you see importart interesting. Recite them
3- Review: (20 mns)

-Students read and exchange their answers

- Students take down topics discussed in the texigsed.

- Students read their summaries.
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Reading Text
TEXT

OLIVER TWIST by CHARLES DICKENS

Treats of the Place where Oliver Twist was borand of the Circumstances

Attending his Birth

The year of Charles Dickens birth saw haive England engaged in war
against napoleon and the United States. The costhe$e wars was high. This
increases taxes that made life even more difffoulthe starving poor.

Dickens left school and went to work in a factdrigere he experienced the bitter life
and the sufferings of the poor. After his fathegiease from prison; he returned to
school. But these events had greatly shocked hightlagy influenced his writing.
Oliver Twist (1838) is the story of an illegitimaigphan boy born in a workhouse and
how such people suffered in thé"1@entury England

For a long time after it was ushered (itd ithis world of sorrow and trouble, by
the parish surgeon, it remained a matter of conside doubt whether the child would
survive to bear any name at all; in which case gamewhat more than probakiat
these memoirs would never have appeared; or, iy thed, that being comprised
within a couple of pages, they would have possabsethestimable merit of being the
most concise and faithful specimen(2) of biogragxyant in the literature of any age

or country.
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Although I am not disposed to maintain tiet being born in a workhouse, is in
itself the most fortunate and enviable circumstaheé can possibly befall (3) a
human being, | do mean to say that in this pawicuistance, it was the best thing for
Oliver Twist that could by possibility have occudrd he fact is, that there was
considerable difficulty in inducing Oliver to takon himself the office of
respiration,--a troublesome practice, but one whigstom has rendered necessary to
our easy existence; and for some time he lay gggginon a little flock mattress,
rather unequally poised between this world anchihé: the balance being decidedly

in favour of the latter. Now, if, during this brip€riod, Oliver had , been surrounded

by careful grandmothers, anxious aunts, experienaesks, and doctors of profound

wisdom, he would most inevitably and

indubitably (5) have been killed in no timEhere being nobody by, however, but a

pauper old woman, who was rendered rather mistgnbynwonted allowance of beer;
and a parish surgeon who did such matters by adntdiver and Nature fought out
the point between them.
Glossary:

(1) Ushered: accompanied

(2) specimen: example

(3) befall: happen

(4) gasping: breathless

(5) indubitably: undoubtedly
NB: the teacher is not supposed to provide any anddershould not interfere too

much, but to listen to the learners’ answers andaguthem smoothly so that they
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would not deviate from the central themes of thet.téle should also limit the

learners’ exaggerations and misunderstanding atetkte

Post-test 01
OLIVER TWIST

The result was hat, after a few struggl€diver breathed, sneezed, and
proceeded to advertise to the inmates of the warkbahe fact of a new burden
having been imposed upon the parish by settingsulpwd a cry as could reasonably
have been expected very useful appendage.

As Oliver gave this first proof of the freed proper action of his lungs, the
patchwork coverlet which was carelessly flung aweriron bedstead, rustled; the pale
face of a young woman was raised feebly from tharpiand a faint voice imperfectly
articulated the words, “let me see the child, aled’d

The surgeon deposited it in her arms. Sherinted her cold white lips
passionately on its forehead; passed her handshevdace, gazed widely round, fell
back and died.” You needn’t mind sending up
home, if the child cries, nurse,” said the surgdts.very likely it will be troublesome
he added she was a good-looking girl too; wheresde&lcome from?”

She was brought here last night” repliedwlmenan. She was found lying in the
street, but where she came from, or where she wiag ¢p, nobody knows.”

The surgeon leaned over the body, and rdiseteft hand “the old story” he said,

shaking his head: “no wedding-ring”, | see. Ah! @aoght
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Oliver cried lustily. If he could have knownathhe was an orphan, he would have
cried the louder.
Question: read the text closely, and then say what it suggesyou. Consider all

figures of speech, irony, and foreshadowing.

Key Answer to Post-test 01

The passage is taken from Charles dickens novelé©Twist”. Throughout
the novel, Dickens portrayed the life and circumsés of the poor and the deprived.
In fact, this not accidental, since Dickens wasnbiora period when England was in
war against Napoleon and the United states. Theafabie war made life extremely
hard, esp., for the low working class. These evantscircumstances affected Dickens
immensely and influenced his writings.

Oliver Twist is a good sample in which Diokedescribed and depicted the
circumstances of the birth of an innocent boy na@ider Twist.

Oliver twist was born in extremely bad atifficult circumstances. He was born
in a work house without an evident father and away mother. What worsens the
situation is the immediate death of his mother faimutes after his birth. Who will
take care of him then?

It is indirectly affirmed that the boy is illegitiae “no wedding-ring” would mean that
the girl was not officially married or allied tocéear man.

Oliver twist was born orphan in a workhouwgéhout a legal father; how would
people consider him? Will he a normal citizen? Veéheill he live? Will he find a

place in a fully mate realistic society? How wiél his relations with the others?
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All these questions actually dramatize thaadibn and make Twist’s life “enfer”.
He is really a “burden imposed upon the parishsaid by the author.

The author foresaw a troublesome boy in Q@liVevist. This is why he said,
“Oliver cried lustily. If he could have known thae was an orphan, he would have

cried the louder”.
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Appendix 12 & 13

Phase Two / Classical lecture

Lecture 01

1. The Teacher Presents the Lecture about Classimisand Classicists
Classicism

The Eighteenth century is called England’'s Augusige. The reference is to
that period of Roman history when the emperor Auggisuled, and when the roman
empire enjoyed great power, prosperity and stgbildence, there was no more
trouble between king and parliament it was not g@& af conflict, but of balance the
rule of reason seemed possible, progress was nty enyph.

In art, the spirit of the period was classicalisTis not an easy term to define,
but its implications are clear: social conventi@me more important than individual
convictions, reason is more important than emotionm is more important than
content. Despite the calm surface of order thatdihe 18 c, the opposite of the
classical was slowly being prepared, to burst ¢dhe time of the French revolution.
This opposite we call “romantic” and we associdtevith the individual rebelling
against society, against accepted good taste areptec good manners; and with
unwillingness to accept conventional artistic forfhiBe romantic is much concerned
with himself highly emotional, and generally imgati of the restrictions which a
stable society demands. One expression, which reysats sometimes heard in
criticism of 18".c. literature about classicism, déssociation of sensibilitythat is a
hard expression, but it can be explained simpliobsws: the « healthy » human soul

exhibits a perfect balance between intellect, eomotind bodyThere is a time for
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reason, a time for deep feeling, a time for yieldigp to the demands of the senses,
but no one faculty ever gets the better of the othg for long.
2. Beginnings of Classicism

The history of literature in the 7. is in many ways the growth of reaction
against Elizabethan literature when Puritanism artaking its roots far back in
Spenser and others, and gradually becoming thendieted enemy of that liberty so
dear to the Elizabethans. This was a reactionanght and feeling. a similar reaction
took place in style. Thus poets turned their aiento strictness and accuracy of form
and versification, in order to recover from the ahaf Elizabeth. Already in Elizabeth
time, this interest in form and versification candeen in the works of Donne and his
followers. Shakespeare’s chief preoccupation haghlibe passions and feelings of
men and women, but in several of his contemporasiescan trace an interest in
politics and topical problems which was to grow aedelop later into the social and
political attitude of the classical poets in adutti there was a certain French influence
on 17" c. English poets. France was classical in spifore any other Christian
country.
3- Poetry, From Renaissance to Metaphysical

After the popular, very English poetry of Skeltainthe beginning of the 16thc,
there was a great change. English poetry was raash mmore by the upper classes,
and the nature rhythms of Skelton gave way of foroartly verse, influenced by the

Italian renaissance.
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The sonnet becomes a very important poetic fornElimabethan writing.
William Shakespeare’s sonnets, published in 1663fa# most famous examples. The
sonnet, a poem of fourteen ten- syllable lines caoma the Italian of Petrarch.

Shakespeare’s 154 sonnets cover a wide rangebggcssi : they are poems of
love and loss, of loneliness and change, and tbeyam the dark lady and fair man
who can be seem as male female ideas of love .

They also introduce the theme of the passingnoé tivhich Shakespeare was to
develop in his plays.

The first major poet of the renaissance was SiigP8idney. In many ways he
was the ideal renaissance figure: the perfect raasyldier, a man of learning and a
romantic lover. His « Astrophel and Stella » id bflidealized love of Stella.

Edmund Spenser was known as the prince of podtseirtlizabethan age the
Faerie Queen -1590's- is his great national epetebrate Queen Elizabeth.

He used a new verse form, now called the Spensstarza of nine lines rhyming
ababbcbcc. it is the most important poem in Engisice the time of Chaucer, which
celebrates queen Elizabeth as Gloriana, the natloer@ine who brings peace and
wealth to the nation most of the playwrights of thkzabethan and Jacobean age
wrote poetry as well as plays. The poetry of Cbpker Marlowe and Ben Jonson is
among the greatest of the time.

John Donne was one of the most famous churchméis dime and wrote poems from
the 1590’s onwards, but his poems were not puldisihil 1633. George Herbert,
also a churchman, was less of public figure thanri2o Most of his poems were first

published also in 1633. Donne and Herbert are knawrmetaphysical poets. The
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critic, Samuel Johnson, in the 18thc gave themrhime, but he didn’t admire them
because he found their poems too complex and diffiut in the 20thc, the poet and
critic T.S. Eliot showed their importance.

The metaphysical poets often wrote about religitgsnes, discussing their personal
relations with God often speaking directly to him.

Donne and Herbert were university educated men,itedested in all the scientific
and geographical exploration in the world arounehthso their poetry is full of very
modern ideas, original imagery, and the kind okemeonflict.

The metaphysical poets were not afraid to use thegtry to face the intellectual,
emotional and spiritual problems of the age.

In the rest of the I7C. there were many poets who are grouped with Damte
Herbert as metaphysical such as Henry Vaughan T&ommaherne and Andrew
Marvell.

In the 1630’s and 40’s the political problems oé thation grew, and the puritans
became more powerful. The cavalier poets were apgreho supported the king,
Charles | against the puritans (The Round heads) .

Their poems are simpler and more lyrical than tbetyy of the metaphysical. As the
1640’'s moved towards the overthrow of the monarahy the execution of king
Charles | in 1649, the renaissance period of desggvexperimentation and of new
intellectual worlds was coming to an end from thieldte of the century onwards, a

new tone and new concerns entered English poetry .
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Lecture 02
- The teacher introduces one of the outstandinieaders of classicism:
Life of John Milton
John Milton was born on December 9, 1608, around the time &ipaare

began writing his romance plays (Cymbeline, The téfis Tale The Tempe$tand

John Smith established his colony at JamestowrtoMd father was a scrivener and,
perhaps more importantly, a devout Puritan, who beeh disinherited by his Roman
Catholic family when he turned Protestant. In Adi25, just after the accession of
Charles I, he matriculated at Christ's College, Baalge. During these years, Milton
considered entering the ministry, but his poeticbdions always seemed to take
precedence over his ministerial aspirations.

Milton composed his early verse in Latin, in thesH@n of a classically
educated person. As soon as his third year at Gdgdyrhowever, he expressed his
desire to abandon such fashionable poetry in doderite in his native tongue. Unlike
the learned classicists of his day, who imitatede®rand Latin versification, Milton
sought to rehabilitate the English poetic traditmnestablishing it as an extension or
flowering of the classical tradition. He saw hinised a poet whose lineage extended,
through the Romans, back to the Greeks. Like Hoamer Virgil before him, Milton
would be the epic poet of the English nation.

The poetic vocation to which Milton was heir is batationalistic and religious
in character. The epic poet chronicles the religibistory of a people; he plays the
role of prophet-historian. His poetry would, on tb#her hand, serve England by

putting before it noble and religious ideas in tinghest poetic form. In other words,
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Milton sought to write poetry which, if not diregtor overtly didactic, would serve to
teach delightfully. The body of work emerging frothese twin impulses - one
religious, the other political -witnesses his depehent as (or into) a Christian poet

and a national bard. Finally, it is in _Paradise tLtteat Milton harmonizes his two

voices as a poet and becomes the Christian siagdérwere, of epic English poems.
-The teacher introduces Paradise Lost

In Paradise LosMilton was not only justifying God's ways to hunsam

general; he was justifying His ways to the Engldople between 1640 and 1660.
That is, he was telling them why they had failedesiablish the good society by
deposing the king, and why they had welcomed blagkrionarchy.

- The Teacher introduces the main themes in ParadisLost

In Paradise LostAdam and_Evehad failed through their own weaknesses, their
own lack of faith, their own passions and greedirtbwn sin. God was not to blame
for humanity's expulsion from Eden, nor was Heltrie for the trials and corruption
that befell England during the time of the Commoaltreunder Oliver Cromwell. The
failure of the Puritan revolution was tantamount, Milton, to the people's failure to
govern themselves according to the will of Godheathan of a royal despot. England
had had the opportunity to become an instrumeauf's plan, but ultimately failed to
realize itself as the New Israel. Paradise lweas more than a work of art. Indeed, it
was a moral and political treatise, a poetic exgi@m for the course that English

history had taken.
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Lecture Three

- The teacher explains the characteristics of classsn
Characteristics of Classicism
1. Emphasis on man's position within an orderedesgcindividual representative of
his class.

2. Society is a guiding structure.

w

. Intellect (understanding) and reason controsipas and emotions.

4. Distrustful of quick change.

(62

. Accepts classical models as useful guides, asabsolutes.

(o}

. Distrustful of irregular; order a better guide.

\l

. Praises stability and order.
8. Sees revolutions as destructive of a usefulrorde
9. Sees human nature as fundamentllunless controlled by society
- The teacher with students recall and discuss the i@ themes discussed in
Paradise Lost relying on the characteristics of chksical poetry and
language.
- The teacher distributes an extract from paradise Let to be read and
explained.
The extract from Paradise Lost
Paradise Lost
Of Man'’s first disobedience, and the fruit
Of that forbidden tree whose mortal taste

Brought death into the World, and all our woe,
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With loss of Eden, till one greater Man
Restore us, and regain the blissful seat,
Sing, Heavenly Muse, that, on the secret top...
That, to the height of this great argument,
| may assert Eternal Providence,
And justify the ways of God to men.
Say first--for Heaven hides nothing from thy view
Nor the deep tract of Hell--say first what cause
Moved our grand parents, in that happy state,
Favoured of Heaven so highly, to fall off
From their Creator, and transgress his will
For one restraint, lords of the World besides.
The Teacher’s Explanation
Milton work is marked by: -cosmic themes lofty religious idealism
- it reveals an astonishing breath of learnaigthe Greek, Latin, and Hebrew
classics.
- it is considered Milton’s masterpiece and one @& freatest poems in world
literature.
- it tells the story of the fall of Adam in dext of cosmic drama and profound
speculations.

-The poet’'s announced aim was to justify thgsvaf God to men.
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- Paradise Lost is about Adam and Eve—how tleegecto be created and how they
came to lose their place in the Garden of Eden, @died Paradise. It's the same story
you find in the first pages of Genesis, expandedvidion into a very long, detailed,
narrative poem. It also includes the story of thigio of Satan. Originally, he was
called Lucifer, an angel in heaven who led hisdetrs in a war against God, and was
ultimately sent with them to hell. Thirst for rexggnled him to cause man's downfall
by turning into a serpent and tempting Eve to leatforbidden fruit.

These verses tell that Satan prompted Ewatdrom a tree in heaven. When she
ate she felt sinful. Eve and Adam then lost thaaredness and their innocence is lost,
thus they became aware of their nakedness. In shachdespair, they become hostile
to each other. The Son of God descends to earfbde the sinners, mercifully
delaying their sentence of death. Sin and Deathsisg Satan's success, build a
highway to earth, their new home. Upon his retarmell, instead of a celebration of
victory, Satan and his crew are turned into segastpunishment. Adam reconciles
with Eve. God sends Michael to expel the pair frBaradise, but first to reveal to
Adam future events resulting from his sin. Adans&ldened by these visions, but
ultimately revived by revelations of the future dagof the Savior of mankind. In
sadness, mitigated with hope, Adam and Eve are aemaly from the Garden of
Paradise.

Pre-test 02
Consider the following verses from Paradise Lost
Th' infernal Serpent; he it was whose guile,

Stirred up with envy and revenge, deceived
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The mother of mankind, what time his pride

Had cast him out from Heaven, with all his host...

Against the throne and monarchy of God,

Raised impious war in Heaven and battle proud,

With hideous ruin and combustion, down

To bottomless perdition, there to dwell

In adamantine chains and penal fire,

Who durst defy the Omnipotent to arms.

Question: explain the verses above in the light d¥lilton’s religious themes and

lofty religious idealism.
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Appendix 14 &15

Phase 02/ the Treatment

Intensive SQ3R-based sessions

Title of lesson: The Romanticists

The aim: by the end of the session the studentdwiable to interpret a poem relying
on poetic language and themes.

Theme: Romanticism and Romanticists

Session 01

Teacher introduces romanticism and its main charagristics: 15 mns

1. Romanticism

Romanticism was completely victorious in the eadd classicism was almost dead
by the second half of the &. It is the victory of the country over the townwas in
the direction of a greater interest in nature asdrpler and ruder form of expression.
Stage 01: Survey

-Teacher to students: read the following: (25mns)

The chief Characteristics of Romanticism (these cibd be given in handout).

1. A return to lyricism: the romantic poets were describe their own personal
feelings, their passions, their hopes, and abdyéhalr melancholy

2. A deeper love of Nature: they prefer the mildgksh country side, which they
consider almost as a sort of personal friend lna,first romantics, Wordsworth and
Coleridge sought the mountains, the lakes andttreny sea, places where they could

be quite alone with nature, to commune with herr@aeive impressions
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3. An interest in the supernatural: the romantlgodrately sought the strange and the
inexplicable in their works.
5. Return to the pre-classical past: This returs dize to the publication of “Reliques,
Ossian, and Rowley”. Poetic models were now no éorfgope or even Milton, but
Shakespeare and Spenser. This remote past wasrimystellogical and unclassical,
with a wealth of anecdote and super natural t@dlitiit was the age of gothic
architecture, a new interest in which began tongpup.
6. A love of freedom in all its forms: it turnedgealy towards the revolution of 1789
as the dawn of a new era of liberty and the rightsan.
-Teacher introduces the reading passage to studenighe Daffodils
Teacher to students: ( 20 mns)

- Read the title of the poem.

- Read the introduction with the poem.

- Skim the poem referring to the glossary.

- Read the biography of the author.
The text

The Daffodil§1804)

Throughout Wordsworth’s work, nature provides thgmate good influence on the
human mind. All manifestations of the natural wesidom the highest mountain to
the simplest flower—elicit noble, elevated thougdnsl passionate emotions in the
people who observe these manifestations. Wordsweqtkeatedly emphasizes the

importance of nature to an individual’'s intellectwand spiritual development.
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| wandered lonely as a cloud

That floats on high o'er vales and hills,
When all at once | saw a crowd,

A host of golden daffodils,

Beside the lake, beneath the trees
Fluttering and dancing in the breeze.
Continuous as the stars that shine
And twinkle on the milky way,

They stretched in never-ending line
Along the margin of a bay;

Ten thousand saw | at a glance
Tossing their heads in sprightly dance.
The waves beside them danced, but they
Out-did the sparkling waves in glee:

A poet could not but be gay

In such a jocund company!

| gazed - and gazed - but little thought
What wealth the show to me had brought:
For oft, when on my couch | lie

In vacant or in pensive mood,

They flash upon that inward eye
Which is the bliss of solitude;

And then my heart with pleasure fills,
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And dances with the daffodils.
Glossary:
1- host: crowd 2- fluttering: waving  3- mytkcloudy 4- springhly: lively

5- glee: delight 6- jocunt: happy 7- inwairderior 8- bliss: pleasure

- Wordsworth Biography

Wordsworth, William (1770-1850), English poet, oofethe most accomplished and
influential of England's romantic poets, whose tle= and style created a new
tradition in poetry. Wordsworth was born on April 7770, in Cockermouth,
Cumberland, and educated at Saint John's Collegéseksity of Cambridge. He
developed a keen love of nature as a youth, anohglsichool vacation periods he
frequently visited places noted for their sceniauig. In the summer of 1790 he took
a walking tour through France and Switzerland. Afezeiving his degree in 1791 he
returned to France, where he became an enthustastvert to the ideals of the French
Revolution (1789-1799).

Session 02

Stage 02: Question

- Teacher writes the following questions then atksgents to answer them.

1- What does the title suggest to you? (10 mns)

3- Explain the characteristics of romanticism. (25in

4- Give another title to the text. (10 mns)
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The characteristics of romanticism
1. Emphasis on supremacy of the individual (Word$twe Emerson). Idealizes the
individual.
2. Distrustful of society.
3. The imaginative and emotional more significduairt the rational (based on reason).
4. Romantic vision looks toward the future; charsgggood.
5. The ordered past is not an acceptable pattern.
6. Fascinated with the extra-ordinary and the ulag (Gothicism, Medievalism,
remote areas, unusual people.
7. Celebrates the irregular; praises action.
8. Sees revolutions as liberating.
9. Sees human nature as fundamenglydunless corrupted by society.
Session 03:
1- Read (30 mns)
Consider the characteristics and language of ramamt, read the poem then
say in your own words what it suggests to you.
2- Recite (15 mns)
-Summarise your answer in few lines
- Take brief notes from the poem you see imporantinteresting. Recite them
3- Review: (20 mns)
-Students read and exchange their answers
- Students take down topics discussed in the texigsed.

- Students read their summaries.
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NB: the teacher is not supposed to provide any anddershould not interfere too
much, but to listen to the learners’ answers andaguthem smoothly so that they
would not deviate from the central themes of thet.téle should also limit the

learners’ exaggerations and misunderstanding atetkte

Post-test 02

LUCY

She dwelt among the untrodden ways
Beside the springs of Dove,
A Maid whom there were none to praise
And very few to love:
A violet by a mossy stone
Half hidden from the eye!
- Fair as a star, when only one
Is shining in the sky.
She lived unknown, and few could know
When Lucy ceased to be;
But she is in her grave, and, oh,
The difference to me
[l
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A slumber did my spirit seal;
I had no human fears:
She seemed a thing that could not feel
The touch of earthly years.
No motion has she now, no force;
She neither hears nor sees;
Rolled round in earth's diurnal course,

With rocks, and stones, and trees.

Question: read the poem closely, and then say what it suggesyou. Consider the

characteristics and language of romanticism.

Key Answer to Post-test 02
The Lucy poems are a series of five poems compbgedbe English Romantic

poet William Wordsworti{1770-1850) between 1798 and 1801. All but one=\iiest

published during 1800 in the second edition Lgfrical Ballads a collaboration

between Wordsworth and Samuel Taylor Coleridjé72-1834). Wordsworth never

revealed the details of Lucy origin or identity. n$® critics speculate that Lucy is
based on his sister Dorothy, while others see hea fctitious or hybrid character.
Most critics agree that she is a literary devicerugrhom he could project, meditate
and reflect his feelings and emotions towards womegeneral. So Lucy could stand
for any lady loved by the poet. Romanticists areaumcerned with social issues, but
their personal experiences and concerns. Expresdika “the springs of Dove”,

FE 1 " 13

‘mossy stone” “star”,

31 3

shining in the sky”, “rockstones and trees” Show clearly the

attachments of Wordsworth to nature. Actuallysa typical countryman.
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The poem also transits Wordsworth’s personal fgdina lady. It is an experience of
love mixed with melancholy. These are generallygreferred topics for romanticists.
To evoke the loveliness of body and spirit, Worddtvaises simple words taken from

daily language of a simple countryman. This inchitihe dwelt among”, “very few to

L1 b1

love” “she lived unknown” “she neither hears noese.. these expressions suggest
that some one is speaking in very ordinary way.

"She dwelt among the untrodden ways" presents lagclyaving lived in solitude near
the source of the River Dove. To convey the diguifiunaffected naturalness of his
subject,

The poem begins in a descriptive rather than haerananner and it is not until the
line "When Lucy ceased to be" that the reader idem@wvare that the subject of the

verse has died. This means that he is describstgta of mind and not telling a story

or what happened to people.

312



Appendix 16

STUDENTS’ QUESTIONNAIRE

This questionnaire is administered to second yedveusity students of the
English departments at Ouargla University. Its alleaim is to provide us with
insights about the innoveted study strategy- sunsepestion, read, review, recite-

(SQ3R) incorporated in the literature course.

1- Did you find any difference between course 1 angte® 27?

2- If yes, explain briefly...

3. How did you find the second session?
a- very normal
b- very interesting
c- boring
4. If you choose ( b), say what makes it interg&tin
a- the teacher’'s method
b-time distribution
c-activities
d-group work
e-your involvement and contribution

f- others

5- What stage(s) do you think is necassary to ezdhgiaur comprehension of the text?
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a-- stage 1: before you start reading the text.
b- stage 2: when you are reading the text.
c-stage 3: after reading the text.
6- Do you like to integrate the second method aditiadal (TD) session to your

literature course?

a- yes

b- no

7- Could you say why?

text?

Thanking you in advance for your help and cooperation
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Appendix 17

Classical Lecture Design:

1

7-

The Teacher can teach directly from his handouistribute handouts to his
learners.

The teacher starts with a general introduction alioel fifteenth and sixteenth
Century novelists.

The teacher explains the lesson and highlightiegothints in his handout.

The teacher encloses a text with his lecture. Tt could be also distributed
to learners as reference in the teacher’s handppast the points in the lecture
The teacher explains figures of speech and themessed in the text.
Figures of speech explained include: Metaphor, Isimiirony, and
foreshadowing

Learners are allowed to give their interpretatibrisey want to.

8-The teacher summarizes the lesson focusmthe major themes discussed in

the period.

10. Learners are asked to read more extracts fromnRon Crusoe or other works

written by Daniel Defoe or his successors.
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Appendix 18
3. GeneralDesign of the Treatment: SQ3R- based Intensive Sémss
Material: extracts from the target period
Aim: to get an idea about the age
To explore the themes discussed in the age
To discuss language of literature andrague language
1- The teacher briefly explains the key pointsis\Handout.
2- The teacher briefly summarizes the contribuab&harles Dickens to literature.
3- The teachedisplays the characteristics and qualities of @sabickensStyle.

This starting stage can be considered as anwvgrup. It does not exceed ten
minutes on the whole. Though in this case it cao®looked because learners have
just taken the lesson and ideas about the autlibhianthemes and style are still very
fresh in their mind. The teacher is supposed thafivide his session into three stages
to deal with the text.

Stage one: pre- reading.
Stage two: during- reading.
Stagethree: after- reading.

The three stages will bee based on the procedureQ8R teaching strategy as

follows.

Stage one: > S: SurveyQ: Questions
Stage two: > R : ReadR,: Review
Stagethree: > R,: Recite

- The teacher will ask his learners to proceects\:
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» Here procedures consist of what the teacher wyllasad do also what learners
will be doing.
Stage one: Pre-reading
- Procedures
1- Survey : (first reading) /10 minutes
- Read the title of the novel, consider its impicas.
- Read the little of the chapter or text and coasits implications.
- Read words in Italics or in bold faced and coesttieir implications.
- Turn titles into questions.
- Read the introduction, concluding paragraph, amdmary
2- Question: / 10 minutes
- Read the questions with the text carefully.
- Consider what the teacher has said about th@rattd his themes/style (write it).
- Consider what the introduction says about thdirgppassage. Write it in note form
- In pairs discuss with what you think might happeifcharacters) in the passage.
- Consider figures of speech like metaphor, irand fore shadowing, and how they
may help the author to weave the actions and th@y help you understand and
interpret the text.
Sage Two: Reading: R1/25 minutes
- Look for answers to questions asked by your teachyourself has raised.
- Reduce the speed for difficult phrases, and seete
- Note all the underlined or bold-printed wordse@pressions.

- Try to find any figures of speech then suggesatwhey may mean.
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- Read only a section at a time.

- Underline or highlight key words, key, ideas, &eg figures.

2- Recite: R2/ 15 minutes

T: Take notes from the text in your own words.

T: In your own words summarize the key ideas.

T: Try to recite these key ideas and even key winds helped you to understand T:
Use a suitable method to memorize some strikingesgions or ideas you got from
the text, method could include associations, eyamis incidents.

Stage 3: Review- Post-reading /10 minutes

T. Write the answers to the questions on a note. car

T. Try to read twice or more these answers.

T. List all topics and themes you have figurechtbat from you reading.

T. Reread when possible any part in the text tengthen your understanding T:
Write a short summary which includes most of kenfsodiscussed in the text.

T: Exchange these summaries with others or digwrs tonsidering your time and (if
requested by the teacher).

SS: Predict some questions (about the text) maydked by your teacher or a
colleague (about the text) (can be a home work).

-NB: instruction of each stage must be given sdpba.e., when learners finish a

section they may move on to the other stage resigect
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Appendix 19

TABLE I1.4. HYPOTHESIS TESTING (¢ TEST)

Steps Exa ple 11.1
1. Look at the hypothess. M X, = E‘
o Hs X 2 Xe i
2. Look at the a level. « < .01, one-tailed
(directional) decision

3. Compare the observed and b 2 325

critical statistics Ly 233
4. a. If the observed statistic is fess  Not so here.

than the critical statistic,
accept the null hypothesis and

stop. _ _
b. If the observed statistic is Fi B (0.20 2 2.33), so reject
greater than the critical H,.

statistic, reject the null
hypothesis and continue.
5. Decide which alternative Because X, was expected to be
hypothesis is more logical. greater if there was any mean
difference, there was only
one alternative hypothesis:
_ Hg X;« = ch

6. Interpret the results in terms of H, is rejected at p < .01 and H, is
the p level. accepted. So there is only a 1%

probability that the observed mean
difference, X,. > X, occurred by
chance alone, or a 99%
probability that it was dueto
factors other than chance. -
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Appendix 20

Level of significance for one-tailed test
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1.734
1.729
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1717
L7314
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1.708
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1,699
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1.684

1.671
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4.541
3.747
3.365

3.143
2.998
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2.821
2.764
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2.681
2.650
2.624
2.602

2.583
2.567
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2.528
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2.485
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4.032
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5.041
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3.965
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3.883
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RESUME

Notre étude est une tentative pour élabarer pédagogie appropriée a
I'étude et a la lecture du texte littéraire, préament la lecture intensive. Le but
général de la présente étude est de proposer wsgqgie qui integre une
approche d’enseignement/apprentissage de la tiitéraentrée sur I'apprenant
et non plus sur I'enseignant. Cela stimule la comigation, les discussions, les
interactions, ainsi que les réponses personnallésxde littéraire. Ceci implique
réellement une avancée sérieuse pour reconstasimnéthodes d’enseignement
de la littérature a l'université adoptées par Istéaye éducatif universitaire
pendant environ trente ans. Enfin, a travers @&ttde nous suggérons quelques
implications et recommandations pédagogiques ageignants de littérature
anglaise pour prendre en charge activement etaeiment I'enseignement du

texte littéraire.
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