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ABSTRACT

This thesis reports on a mix@dethods descriptive stuaypncerninghe students and
teacher so themwle& pteratucdnaad novels in particular in English
language teaching and learnirigterature has always been a perpetual feature of
language learning@ndthe transition from the aesthetic study of literature to its use as

a resource for linguistic development in the language classroom has marked its
implementation and use. For many decades, the use of literature for language teaching

was marginalised because of the advent of communicative language teaching.

Nevertheless, the current trend favours a resurgence of interest in using literature for
language prposesappreciating its valuable contribution in English language teaching.
However, very limited empirical research has been done to examine the use of novels
in language teaching. The quantitative component of this research involved 144
students of an kglish-speaking private school in Cyprus and 26 English language
teachers. Both groups responded to a distinctcesifpleted questionnaire. A folloew

up qualitative investigation wasrried ouwith five of the teachers who completed the
guestionnaire. Lstly, twelveunstructured, noparticipant observations were organised

with the students who completed the questionnaire, in their classrooms. For a statistical
analysis, IBM SPSS Statistics 19 was ysddle the qualitative data analysis was done
with NVivo 10 and the results from the quantitative and qualitative enquiry were then

integrated in order to respond to six research questions.

The findings of the studgresent he st udent s a ntleroeofaavdlser sd6 be
in ELT andelucidate the a@ptance ohovelsasan invaluable source of motivating
and stimulating activities that can contr |

awareness. Additionally, the findingssulting from an examination of the studeatsl



t e a c h e r sulgstaridiatd andepfosote the catalytic role of novels in developing an
intercultural awareneswhere language and cultuaseseerasinterrelated entities and

novels are perceived as vivid cultural representations.



CHAPTER 1: INTRODUCTION

1.1How it all started

The following are all conversations that took place at a school in Cyprus and are related
to using literature with language learners:

A staff room at the school. A language teacher confronts another teguhdéooks

tired and upset

fiwhat iswrong John? Tired from the less@an?

iNot really, ités just that my students are

inactive and demotivated. | think they are-fgalwith the coursbooko

A corridor outside the classroom. Two language teacheet up soon after their
classes had finished.

fiHow did your students find the novél?

fiwell, they seemed to be very interested in the story. | was expecting much less
interaction because | was not envisaging novels to have such a positive impaict in th

active involvement during the lessord

Another discussion between two language teachers
fiMaria, how did your students find using the novel for increasing their receptive
vocabulary 0

fiwell it was dreadful. The students were not as enthusiastiwas éxpecting and not
much was done with the novel in terms of language practice. But to tell you the truth,
I do not even know how to use literature myself. | am not a specialist, yoy &ndw

have neverreceidle pr oper training and practice. o0

The locaion is nowin a language classrogron a different dayA teacher asks the
students what they think about using literature in the classroom for a change. Several

replies were given:

fiYes, that would be so much more interesting than using that dmokall the time 0
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fil love readinglitertaur e. Can we read Harry Potter?0

iNot i f it is going to be the same as readi|
telling me howtoreadtheteatn d how t o i nterpret the story.
fiRead a novel? | cann@ad a novelinmy L1, e t al one read one in En

Conversations like the ones presented here sparked my interest in examining the use of
literaturei more specificallythe use ofmovelsi with students who were studying
English and teachers who were teaching it. Reflecting on this type of conversations, |
came to the conclusion that the language classrooms are what Collie and Slater describe
as afimicrocosm of the [ELTorld...reflecting @ime when there is much questioning

of the relationship between language and t e r(GollieuandeStater, 198P. 1).

1.2 The role of Action Research (AR) at initiating this project.

Added to the above incentive, another justification for examittieguse of literature

with language learners was my inclination towards the use of novels as pgdrt of

initiatives while 1 was working as a language teacher at a schbeie very little could

be done apart from considering the coups®k as the only ahmost appropriate

material to be used for language teaching. The central idé®Rbfvas to tackle a

problematic situation in the sense that | fliT was an area which could Imeore

effective through the use sfomet hi ng di fferent, somet hing
language classroom. was looking forsomethingthat would initiate discussions,

motivate the learnereindat the same timeprovide the desired amount of language

1 Hall (2015) advances the need for an orientation to refer to how research can advance our understanding,

and he singles out as particularly relevant to the ideas of applied linguistics and educational research the

idea of Action Research (AR). ForHa{,R fAi nvol ves participants, values |
accepts the importance of local circumstances which an outside researcher can never be aware of, or
aware in the same wayso (2015:238).



11

practice. Therefore, subjecting thiole teaching process to questioning, | developed
new ideas and alternatives which resulted from the use of novels for language teaching

purposes.

The results fromAR showed that the use of novels in the language classroom increased
t he st udeé and sudiosity fot e prewisusly unknown genrethe second
language in which they were never exposeahi initiated an unprecedented incentive

for learning the language through literature. Learmvag treated more positivelhe

s t u d earticigafion increased considerablgnd they scored higher in tests
Additionally, literature helped students to develop a more autonomous stance towards
learning and promote critical thinkingConsequently, the next step was to take the
intervention & AR into the next level and empirically examine how novetseseen,

if at all, as a language teaching material in the classroom by both teachers as well as
students.This form of research initiated this project and therefore matches with the
perspective of Hall (2015) and Paran (2008) who strongly advocate the neddtéor
driven, empirical studie@nore on this discussion can be found in the Literature review
Chapter). Consequently, the aim of this project is not merely to abstractly inform its
reades about what the available literature has to say about the use of literature in the
language classroom. Rather, it focuses on the more effective interventions in this field
whi ch ar e based on t he empirical i nvest.i

perspeti ves and how they O6seed tHE use of | it

1.3The aim of this study

This research prominently ainis explore and study the field of English éitaturein
English Languagedaching(ELT)f r om t he students .dnheé t eache

past few years, the role of literature in the English language classroom has been
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revaluated to gain recognition as a fundamental compai&LT (Carte and McRae,

1996; Collie and Slater1987; Duffand Mdley, 2007; Lazar]1999,1993 and 1990

Paran, 2008)In that sense, my main interest does not concentrate on how to help
students to study and examine literature. Rather, | will focus oextimaination of the

use of literature as a resource for the ELT classroom and on the use of tasks and
activities related to literary texts that bring language to the central position of
examination and study. Therefore, | do not want to give the impression that my research
will provideinsighton how to develop literary competencather | concentrate on the

use of literature as a meattsat could potentiallyencourage promote, and facilitate

language learning.

The question of whether not English literature should be usedinked with English
language learning has been a subject of strong debate among a large number of scholars
since questions regarding how, when, and why literature can be used in the classroom
to enhance the English language skills have been put footite The role of English
literature in relation to ELT was completely marginal until the beginning of the 1980s.
According to Paran (2006), language teachers ttwrsidered that literature was
acquiring an irrelevant position in the language classroespecially with the advent

of communicative language teaching. Thus, the use of literature was regarded as
inappropriate and not essential for language learners who associated literature with the

unnecessary method of grammar translation (Duff and M2aG8y7).

However, the role of literature in the twenty first century classroom has evolved, as a
result of the consideration that some literary texts not only provide input for language
acquisition, but also consist great resourcef authentic materialfor the language
learner. As Collie and Slater (1987.3) suggest, l i terature

extremely varied body of written mater.

pr o\

al ¢
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descri bes, and shares fundameqnd al athluerant ha
Afephemkutahe®nti c materials are important i n
motivation and interestThis is especially siaf we consider that one of the most

intriguing reasons for learning a second language is to get closersfmedkers and

learn more about their everyday lives, routines and hiabitsit he st udent sd i nt
motivation can have a huge impact on their willingness to learn and bring the target

culture closer in order to make it more accessible. Morethweniew of literature as

an authentic material is accompanied by the presupposition that literary texts are not
uniformly designed for ELT purposes. This fact makes the languagkimsiterature

purely authenti@and relevant to be used in the language legrprocessAs a result,

learners will be greatly benefited by exposure to a language thas igenuine and

undistorted as can be managed in the classwam t (€dllie and Slater, 198.

3).

1.4Why specifically novels

| have already mentionetie importance of literature in relation to second language
learning but | would specifically like to stress the interface of novels and language
teaching explaining the reasons why | have chosen nowtsng other genregfor
further scrutiny with langage teachers and learners. This is not to provide a detailed
account for theharacteristicef using novels for language purposes since this is done
extensively in many parts of this study. Howevemmphaticallyfeel that this research
and the examinain of the use of novels in particularimportant because it fills the
gap of an empirical investigation of the use of novels in the language classroom

examining both teacheysa s we l | as studentso percept.
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implementationas well ageporting on their implementation in the classroom through

classroom observations.

Even though the relationship between language and literature in the last decades
particularly, has met an increasing revival of attention, yet the use of novels with
language learners still remains an underdeveloped topic with very few exceptions
(Collie and Slater, 198Tazar, 1990, 1993sai, 2012; Tseng, 2010; Yang, 208ihce

there ardew reports or studies which exclusivedynpiricallyexamine how novels can

be used in the classroom for second language leareixgjoring how teachers and
students see their contribution. Consequently, my aim is to shed light on the use of
novels in the language learning classroom by investigating how students and teachers

in Cypus view their involvement in English language learning courses.
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CHAPTER 2: LITERATURE REVIEW

2.1 The role of literature in English language learnargoverview based on research

The role of literature in teaching English as a Foreign Language @teLifs purpose

and implementation ifELT courseshas been a subject of discussion and debate.
Historically, there has been a division between the teaching of a language and the
teachig of literature an observation named by Kramsch and Nolden as the

Ai nstitutionalized dichotomy betwepn | iter
28). There were times when the language that wasedtifor language teaching was

in fact experiencig some stereotyped models and viemgkating it to the production

of patterns and principles only being concerned with the production of formulas

Af orgepurpgsetas a,la8 p.43 ¢Censequéently thegcurrent

focus was limited in viewing language teaching in its own right, erasing literature from

the map of any kind danguageoriented process.

On the other edge of the spectrum, literature teachers were neglecting thetfact tha
language was the foundation of literature and the only basis for literary texts,
eliminating in that way the relationship between literature and language teaching. The
explanation behind this occurrence is mainly provided by looking at the introduttion o
communicative language teaching in the early 19%0ere literature was not part of

any kind of language teaching curriculum whatsoeaerd in extension, these views

resulted in the pol&aion of these twdfields. According to Longthe fields of

literature and language teaching were greatly jgethand the chasm between them

had been extended in what becaiink i t er at ur e f o nguagldferthh u mani st

sci ent i,ptd43).orhiqubf@tBnate phenomenon had become a general trend in
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the views of language teachers and literature teachers, especially in the 1980s and

1990s with the exception of some enthusiasts.

However, it now seems that the differences of opinion among literature teachers and
language teachers and the gap between theregmring to be bridged. As Paran
(2008) and Carter (2007) suggest, the integration of language and literature is more
evident than ever befarand as a result, this occurrence has benefited both the teaching
of language as well as literature. Consequehtérature has acquired a higher position

and profile in the context of second language acquisition and it can now be regarded as
atool towards language proficiency and competestydied not in isolation and by its

own right but also in terms of foreign and second language teaching.

Kramschand Kramsch (2000) also note the transition of literature as the subject of
interest of the elitist at the beginning of th&2@ntury, the role of literature in language
competency ands importance and usefulness as an authenticsa@ah of language

in the last decade. Similarliazar (1993 notes the significance and the rise of interest

in using literature in the language classroamming att he | ear ner s o
development ashawareness, whereas Hall (2005) distinguishes a shift from a doubtful
stance in dealing with literature in the "2@entury based on its assimilation in

communicative language teaching.

Nevertheless, discussion and arguments regarding using literatheeli@ classroom

can also be examined lexaminingsome methodological handbooks that present a
diverse picture about this issue. One of the keenest supporters of the use of literature in
the language classroom is Ur (199@ho stresses the benefits of using literature to

enhance the language learning experience. AdditiorMttikay (2001) and Carter and
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Nunan (2000) also include a chapter on literature in their writingsHancher (200y

presents some literary texts andlgsia regarding reading.

On the other hand, one of the scholars who present an opposing view is Vandrick
(2003). He mentions the potential difficulties in using literature in language cpurses
especially for writing purposeby arguing that lardg, literature may prove irrelevant

in the studentsd pr e, phasrresultingo cemdtivation anéa d e mi ¢

lack of interestn students towardsariting activities and tasks.

BelcherandHirvela (2000) note the distinct complexities in introithgcliterature in

language courseanainly because of the rigeinterest that students found in the study

of English for Specific Purposes (ESRhere language teaching and discounseto

be directed into a more specific and guided framework. Theredsrthey argue, the

teaching of literature can only be considered as inappropriate to the needs of the
program. In these terms, the inclusion of literaturéhesekinds of coursescamot

prove beneficial for students who learn English to satisfy specific educational needs.
However, it is difficulti if not impossible’ for students to develop what Belcher and
Hirvela call the Aarray of rph29)tsioce thaira | and
language development and learning process would be exclusively based on informative

texts where reading and writing skills could not be enhanced and challenged.

Finally, perhaps the greategpponentat the idea of using literature in the laage

classroom is Edmondson (1997) who entirely margiesthe importance of literature

teaching in ELT. Edmondson argues that learners are exposed to the same teacher
centred approaches found in literature teachm@t h i n st ud,eamdt s6 L1
theeforet he students are exposed to their teact

of the texfthus resultingn the lack of motivation on behalf of the students. Paran was
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the first one to critise Ed mo n d s o n @arguing/ thag¢ heswas following an

fi sol at i o nsinedthepviook learning experiengasnot to focus solelyon

acquiring competence in the L2. Instead, the learmen®e to acquirea figener al
competenceo in an lkatsiomaé¢ Iceo a2006qes sar € Plae

based on learning through their whole learning process at school.

2.2 Defining literature’ classifyingit as a subject?

This part begins by raising the questiowhat is literature® Providing a
straightforward definition is challenging sin¢eaditionally, there have been numerous
attempts to define literatureAccepting, for example, its purely literal lexicon
definition, whichconsiderditerature as théwritten works, especially those regarded
as having artistione r is,tabthe leastyague(Oxford Dictionary, 2002) Eagleton
suggests that we can define literaturdiasaginative writing in the sense of fictien
writing which is not literallyt r u dut a distinction of this kind between fact and
fiction is also very gestionable and cannot provide an unambigudegnition
(Eagleton, 2008p. 1). Jakobson, on the other hand, describes literature as a kind of
writing which represents diorganised violenceommittedon ordinarys p e ewhére |,
ordinary language not onlyegliates from everyday speech but in some occasions may

also diverge from the accepted rules of gramfaarcited irEagleton, 2008p. 2).

In providing a more palpable definition of literature, Pope concedes that
literature has acquired a narrowed meaning during the late eighteenth and late
nineteenth centuries, and as a term, It we
artistic or aesthee value which were reckoned to be especially creative and

i maginative, fictional (not factwual), [and]
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(1996, p. 7) perceives literature to incluc
creatively eperiment with language in order to suggest images and ideas which engage

the reader s 1 maginationo. That i's Ot he sy
shape; the rhyme and rhythm may create a mood. The narrators and characters of prose

fiction (shot stories, novellas and novels) allow readers to enter fictional worlds by
identifying with other peopl e, perspective
words, Goodman values imagination and interpretation to be central to the discussion
andanalgi s of | iterature. Realistically, liter
taughté but then, this ranges from cl assic
postcolonial literature in English, popular literature, Caribbean literature, contesnpora

literature and bestellers, to name a few (Showalter, 2003). For the purpose of this

study, however, and for any reference to it henceforth, literature will be defined as a

body of writing that includes poetry, prose fiction, and plays, whether by $orth

or Frost, Charlotte Bronte or Hemingway, Shakespeare or Beckett. In that sense,
literature excludes newspapers, magazines, letters, menus and shopping lists. It is also

worth mentioning that this thesis views the study of literature in relatidretcetder,
recognising the readersdé6 active role in sh
by a range of factors that might influence

it includes age, culture, class, gender and past experiences.

The classification of the English literature as an academic subject has now been in the

region of scholars for more than one hundred yea the identification of those who

should be included or excluded from this field has been a controversak aspvhat

should define the canon. Carter and McRae (1996) stress the need to identify who is in

and who is out of the canpmvestigatingand # hi nki ng al | t he fAi sm:e

historicism, racism, etf andminority discourses (immigrant writing c8ttish, Welsh
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and Irish writingseven though these will not be minority discourses in Scotland, Wales

and Irelang, i n addi tion to the <critical approact
discourse analysis, languabased approaches, structuralism, deconstruction and a few

other responses to literature. Based on this assumption, and most importantly based on

the developrant of critical approaches (both linguistic and theoretica® can

therefore assume the increase and development of canonsamielssociated with

literature.

Consequently, | will make extended reference tdahguagebased approaches which

can be usd both to decode the text as well as provide information on the relationship

bet ween the readersd perception of the text
the text and deciding on its functions concentrates on the processes which lead the

reader at the core of the tenhderstanding and decoding everything associated with it.

Focusing on the language processes when reading literature may guide the learner to

the Al inguistic heartpgxxv)d¢f Qatextandin aehredhg Mc Ra e,
this, the learner acquiresbetter understanding of literatufeamiliarising themselves

with the way it works and what it says.

2.3 Referential language learning versus Representational language learning

During the last two decades, there has been an intense theoretical debate regarding the
use of literary texts in the language classroom. One of the main concerns was the
relationship between the readers and the text itself. More importantly, there was a
feeling of uncertainty, not only for the learners of the English language, but most
importantly, for the teachers of EFL classrooms regarding how literary texts should be

read and dealt with.
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At this point, | would like to talk about a key notion in apptyiiterary works t&ELT:

referential and representational materials. This is a concept introduced by McRae

(1996) in his attempt to analyse the application of literary materials to language
teaching. Adopting his theory, | would like to try to investigadev literary materials

are moving towards a more representational basis to form a dynamic interaction

between the reader and the text in the process of language learning.

Before moving on to setting up the distinction between these two terms, | would like

provide a short definition in order to better understand their purpose in the language

literature interface. McRae maintains that referential langliiaged by extension,

referential materialsi r e mai n cl ose t o what trewogd mean i r
has one meaning, one grammatical construction is right and another wrong, the words

mean what they say, no more and no | esso (]
language learning entails a more limited attitude towards language use and
implementation. It also involves accepting the limitations of referential language

learning associated with the instinctive, automatic, iamdsome casets mechanical

acceptance of meaning restraining learning in the most obvious functions of language.

The negative consequences of viewing language learning in its mere, referential form

is that learners may enclose themselves in the existence of reference without interacting

with the more imaginative and creative functions of language. This is why
represetational learning is needed in order to make the transition from reference to
preference. Representational language learning differs from referential language

| earning in that Athe rules are questioned
as parto f t hat ongoing process of |l anguage ac

correctness on form Ato the detri ment of f I
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make the transition from what appears restricting and limiting to what includes their

personal preference.

In that sense, representational learning refers to a new philosophical notion which
incorporates how literature can be used in order to reveal the manner in which learners

may discover the representational possibilities of languageeB&auational language

i's fall around uso and it becomes a | angua
and consideration of meaning, rather than the mere construing on unthinking
acceptance of meaningo (McRae, 1996, p. 20
The growth of language competence, then, needs to allow the learner to trigger his

Ai maginative interactiono for an fdel ement
personal development which probably moves outside the sphere of referential language
learning and into the idea of representational language development (ibid.).

One could consider that the representational language learning model does not result in

an effective method towards language mastery because learners are introduced to a
Awngod and Aconfusingo model of instruction
presented. However, | argue that literary materials are presented to learners as literature

in the form of different genres (novels, short stories, poems and many more) anly afte

they have already gained a substantial and satisfactory level of language proficiency

even though revised and simplified versions of literature can also be used with younger

or lower level learners.

2.3.1 Increasing language learning capacity

With representational language learning, students will be acquainted with alevtler

of meaningconnected to communicative context where what is said is not always what
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is meant, and therefore meaning is not in all cases clear and precise. Additionally,
anothe advantage of representational language learning is that learners develop
interpretive skills that allow them to rea
agenda that 1iIs targeting fluency [and] acc
languagdearners can more easily increase their language learning capacity by building
up their linguistic competence, following the representational model of language
learning which incorporates literary texts that reveal the various language functions

eitherbyf ol | owi ng or breaking the fArul eso.

2.3.2 Transactional theory: efferent reading versus aesthetic reading

A similar way to understand the aforementioned notion is by taking into consideration
Rosenblattds (1978) tr anesaurtRosenblatihastuse@ or y of
the term transaction in order to differentiate it from the meaning of the word interaction.
Interaction, as she argues, moves along the notion of dualistic perception of
unconnected factors in comparison with transaction wémtails a continuous process

where fAel ements or factors €é [are] aspects

conditioning the ot h&8).0 (Rosenbl att, 1978,

In order to explain further the idea of transactional theory of reading literature,
Rosenblatt makes a distinction between two types of reading: efferent reading and
aesthetic reading. Efferent reading is when the reader focuses on a fixed set of meanings
and the focus concentrates on functions like character analysis, plot description, and
setting; aesthetic reading involves reading for the enjoyment of reading, reliving and

sharing the readerds experiences with the
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These two notions of reading ca@ more explicitly seen if we consider novels as a tool

at making a distinction between efferent and aesthetic reading. Novels are a genre of
literature which introduces the learner to a number of different themes, motifs and
symbols, and require the reasléo be able to interact with them, analyse them, but
most importantly, experience them. Experiencing a novel though, should not
necessarily discourage the learner from reading efferently, focusing only on the plot,

characters, setting and background.

Onthe contrary, most novels require the reader to get involvedccept or refuse the

ideas presented in it by contributing and being a part of its world. It is however
important to stress that choosing between efferent and aesthetic reading depeads on th
discretion of the reader in deciding what they wish to do with the text. It is absolutely
essential to be able to recognise the kind of reading that needs to be done to attain the

effect for not just novels, but for literature in general.

| believe thatin the process of language learning, the teacher cannot and should not
exclude any of the two types of reading literature beforehand, since the main goal of

the teacher in using literature in the language classroom will be to discover ways

through which b or she will engage the students in the text without excluding the

feeling of enjoyment of reading and relating what is read with their own lives.
Widdowson (1978) makes an anal ogous commen
with a set of extracts ana trequire from him to read them not in order to learn

something interesting and relevant about the world but in order to learn something about

the | anguage being used is to misrepresent
1978, p. 80). As he arguesgwannot extract passages from larger units and present

them to the learners as authentic texts.
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As soon as a passage is extracted and taught by itself in isolation, it loses its recognition,

purpose and naturalness as discourse, and therefore that nreshé discontinuation

of the normal flow and sequence of events. Even though extracts are meant to be

genuine illustrations of language, the learners cannot in all cases interact with them in

a compatible way to meet their ordinary communicative actslarefore they cannot

be considered authentic examples of language use.

2.3.3 Literariness and creativity

It has been argued in this thesis that literary texts enable the learners to examine and

discover the representational possibilities of language by considering the language used

in them. It has also been noted that with literary texts, learners can intétatche

more creative functions of language, which cannot always be found in the textbooks

used in the language classroom. However, there are two issues that have to be discussed

in relation to these claims.

First, we have to be cautious when refertmghe language used in literature as literary

language, as it is extremely difficult to isolate distinctive properties of language that are

exclusive to literary texts (Brumfit & Carter, 1986). This is not to refute that language

can be used in a way tha illustrious as literary, but it cannot be distinguished and

isolated in the same way as other types of languages (e.g. the language for business,

nursing,
language variety ,

| anguage

or f o

and

wher e

ot bal l

t hat i

6s ome

t

commentary). Brumf it
woul d be more produc
uses of |l anguage ar e

& Carter, 1986, p. 8, 10). However, the variances in the way language is used in

-
(
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literature as oppsed to other ncehterary texts are apparent, and it would be much

better to view tehiod iln treeglaat)inerms stbo (& ad dleirn

Second, many scholars have been debating the concept of creativity, its pervasive
character and its multiplesas, especially in relation to where to place the cannon of

creativity. Specifically, there seems to be a consensus that supports the view that
creativity transcends its o6traditional é ap
conventionally acknovéldged in the pas{Attridge, 2004; Carter, 2016; Pope, 2005).

There is no doubt that the language used in literature is practically creative, and my aim

is not to argue otherwise. In fact, | firmly believe that the creativity in literature should

be explated to the maximum for teaching certain language functions to the language

|l earners. This 6éduniquenessdéd of Iliterary | a
be found in absolute value in |iterary tex’
with é6writing or literature or art or poet.i

and words such as silence, business, classroom learning, humour, internet, play, and

many more (Carter, 2016, pp.ilI®). Nowadays, we are faced with an expamsiod
coverage of the topic of-pagietaitanweadd wihtehrier
6interdisciplinary frameworks and contexts
sciences6 ( Cadt19. €arter (2@16) 2xamineg the. topit & cragtiby

placing particular emphasis on the role of spoken creativity, especially as opposed to

the context of written creativity, which is immensely researched in the context of

literary texts. In that, he discovered that numerous descriptive framewodkeditivity

are modelled on the basis of written examples rather than spoken examples and

everyday creativity, and the creative language use that can be found in these contexts.

2 For instance, creativity does not only exist in tluenanities but also in the sciences; it does not only
flourish in literature since it is also abundant in spoken language.
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One of Carterodos (2016, p. 54) mdnesandai ms i s
with reference to social contextsd, suggest
in terms of O6creativitiesdéd, since creative
range of contexts, particularly in many contexts of everydaguage and common

speech. Furthermore, he also notes on the tendency to value written language more than

the spoken language, where creative uses in terms of written language are distinctly
associated with literary texts. He recognizes that novels hasee n an &éi mpor t
devel opment in the cultur al hi story of <cre
bet ween creativity and the creation of al t
2016, p. 26). However, at the same time, he suggests thatld ¥ more instructive

to see the o6literary and creative uses of |
rather than discrete sets of featuresorasalanguagé r i nsi ¢ or unique po

(Carter, 2016, p. 66).

2.4 Literature and itsamtribution to education

In section 2.1, | have noted the current trend in the use of English literature in the

English language learning classroom in an integrated way to best fit the needs of an L2
curricul um. I have also comment edto@an Edmon
misleading and unnecessary practice in language learning. However what has not been
taken into account by Edmondson is I|iterat

and education, not only in the language classroom but also in education il.genera

Bredella (2000, p . 380) suggests that Al it
are not only important for foreign language learning, but also provide it with significant

educational goal so. By doi ng eldhemselestc hance i
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face the outside world, prepare them for their citizenship, as well as promote diversities

and the idea of otherness.

Similar Vi ews ar e al so expressed by Shan
fundamental role as language professionak® isxpand and enrich the lives of our
students and the society in which they 1|iv
to suggest thathe role of the teacher has chandesm a utilitarian following a

utilitarian logic, into what Paran (2008) cafish ol i st i ¢ perspectiveso
the role of the learners is not limited in a blind pursuit of the language learning
methodology assigned to them by the language learning curriculum. Instead, different

aspects of the learners are now to be takiEnaccount, giving particular emphasis on

the context of learning in which the learner should be regarded as a whole person, and

where literature can provide insight to the development of that whole person.

Therefore, learning English as a second oeifpr language does not have to do only
with language, but also entails many aspects of leainmgst importantly, education

and culture.

2.5 Literature, Culture and ELT

Many are the authors who have provided some thoughtful appreciation on therelatio
between culture and language in the field of language teaching {Bllka et al.,

(1989); Byram, (1989Duff and Maley, (2007); Ur (1996)). But really, how important

is the inclusion and study of culture in language teaching? The answer lies on the
language teaching handbooks and methodologies where a short description of language

teaching entails teaching the four skills not in isolation, but in relation to culture instead.
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As Kramsch (1993:8) suggests, language and culture are both indispensable
parts of language teaching that belong in our linguistic heritage. She maintains that
culture is often considered as informati@monveyed by the language, not as a feature
of |l anguage itselfo where cultural awarene

distinct from language. However, if we consider that language learning can be seen as

1}
—

a soci al practice, then culture becomes
result, cultural awareness enhances language proficiency by being the outcome of
reflection on language proficiency (ibid).t becomes the 6édheartodo of
because culture is a facet of language where learners are introduced to the social and
cultural meanings of language. The learners become familiarized with the contept tha
considers |l anguage use as O0indissociable f
(Kramsch, 1993, p. 9) and where the teachet
its social context. Consequently, language teaching is seen as a sociat pirathiat

what we say and the language we use is confined by the context in which we say it.

This occurs, for example, by O6contextuali zi
in socially appropriate ver bal esenkstulyanges 0

it is claimed that teaching culture is a part of teaching the language, but the question
remains, how is this feasible? The answer lies in the way speakers and readers give
meaning to utterances produced and received (Kramsch, 1993, p. i&/éfofe, both

60soci al and personal voicesd interconnect
consists not only customs and proprieties,
of meaning, its system of major values, habitual patterndaight, and certain
prevalent assumptions about human nature a
language should be prepared to encounter (Nostrand, 1989, p. 51). Teaching the culture

of the target language has traditionally been associated withprivasion of
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information about the people of the target country, their attitudes, beliefs and customs.
This perspective has been largely adopted by a great number of teachers and by
extension has been transmitted to an equally large number of studemtsvefo
Kramsch (1993) observes that what has been essentially ignored is that culture is a
social construct and the role of language as a social practice shoeléxsminedn

order to redefine the relationship between language teaching and culture. Within these

lines, we should consider (Kramsch, 1993, ppi206):

a) Establishing a 6sphere of inteculturalit
forms and sociadtructure should be established. An understanding of a foreign culture

Sshould be examined in relation to each per.

b) Teaching culture as an interpersonal process, where meaning arises through social
interaction, and it is therefore needlessso t each o6fi xed normati v
| anguage useod. Rat her, the presentation of

process that enables us (the teachers) and

c) Teaching culture as differendgultureshoud not be viewed merely in relation to
the national traits, but should be introduced by taking other cultural factors into account
(i.e. age, gender, regional origin, ethnic background and social).ckassKramsch

reports, nati onahet manys aapecébBubfomepefr so

d) Crossing disciplinary boundaries. Language teachers are encouraged to make a
multidisciplinary association between language teaching and ethnography,

sociolinguistics and literature (among others).

Cook and Basti (2011) propose that language teaching theorists have documented

that | earning a | anguage means not just | e



31

that goes with ito where | anguage teaching
(Byram, 1997 . For many | anguage | earners, t he i
people in the country where the language is spoken is by visiting the country. Since this
is practically impossible for most of the learners (or at least some of them), some
indirect outes must be adopted so that they gain an understanding of the way of life of
the country, and this can be achieved through literary works (Collie and Slater, 1987,
p. 4). Thus, culture augments language learning and proficiency, receiving appreciation

bath in terms of commonality as well as education.

Consequently, the aim of cultural learning focuses on the endorsement of cultural
understanding on a cressltural level. The link between literature and cultural
awareness and language teaching is elabdmn by Mckay (2001). Mckay proposes

t hat using literary texts in the | anguage
development of crossultural awareness. This becomes particularly essential if we take
into account the rapid technological devet@mts in our era, with the development and
introduction of the social networking systems, which have as a main language of
instruction and communication the English language. The English language thus uses
both native and nonative speakers of English, carthe language itself quickly
transforms itself to be the means of exploration of cultural diversity and cultural
awareness. In other words, the English language becomes a tool to explore and

differentiate an assortment of cultural dimensions.

Literature dten epitomises the multdimensional character of culture. Adaskou et al.
(1990) present the different meanings of culture in the area of foreign language
teaching, typifying the four dimensions of culture, naming them: 1) the aesthetic sense:

where the ge of language is linked to music, literature or film of a country, 2) the
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sociological sense: where language is mostly associated with the customs of a country,
3) the semantic sense: in which the whole cultural and educational system of a country
is repesented by the language, and finally, 4) the pragmatic sense: where unwritten
cultural norms seem to distinguish what kind of language is suitable for use by defining

the right context.

Similar views are expressed by Duff and Maley (2007), who believéditdraty texts

have become a representational vehicle of culture for the target language teaching and

for the target culture itself, promoting t
tolerance and understandibnfsoy  Dus Ky asnay Mal
word is a microcosm of human consciousness:
the diversity of meanings found in literature lead to a manifestation of differences

bet ween the studentso6 cultur eheéiteratytexthe cul t
is written. Allen (1975, p. 11) makes a similar point, arguing that literature is one of the
Afacetsd of a culture and its i mportance c;.
Therefore, teaching literature in the language class@dm ows students to
an ideological and cultural environment different from their own, thus understanding

the cultural differences between their own traditions and the culture of their target

language.

Consequently, it is very important to heludgnts make realisations regarding the

necessity of practicing skills to develop their cultural awareness and knowledge through
literature and be able to engage it in everyday conversations. Hence, with the
introduction of the proper methodologies and pracc es on t he teacher
learners will acquire an understanding on how to shape and respond to various forms

of meaning found in any given text or rdié situations.
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2.6 Why use literature in the classroom

| have been talking about the signdnce of using literature in the English language
classroom for reasons which include an increased awareness about the language and a
gradual development of competence, as well as the introduction of culture and cultural
elements associated with languagaching. However, the induction of literature in

language curriculums should certainly presuppose some prerequisites.

Perhaps one the most important presuppositions is that the learner needs to have reached
an adequate level of proficiency where reading competence has become an extended
practice (Brumfit and Carter, 1986). In addition, Trengove (1986) argues that an
increased awareness of language variety is an imperative requirement in order for a
learner to be able to respond to literary language perceptively. He also suggests that
increasing awareness of different varieties of English is vital for sufficient introductio

of literature in the language classroom, and more specifically, in a foreign language
classroom where a necessary prerequisite for language should be a developed

awareness of language functions.

| would definitely propose that the English language hasarous literary uses found

in novels which can be explored and developed through landneesgel activities,
resulting in an intensified understanding and escalation of reader appreciation of the
literary techniques of language. Nash (1986) supports tew by focusing on the
technique of paraphrase and summary which he distinguishes as extensively adopted
language teaching methots practice which can be particularly beneficial if we are
making an exploration of literature in language by introducinguage features like

summaries, paraphrases, proverbs, sayings and idioms.
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In fact, the significance in paraphrasing is seen through our everyday conversations and
Aordinary | anguageo, where we constantly me
and what we actually perceive from the real world comes as a reference to a
paraphrasing. This is why novels can be considered as the perfect tool for paraphrasing
purposes since their representations in everyday situations as well as their contribution

toso¢ al Avoiceso and cultural aspects of the

the O6hiddendé meaning by paraphrasing eithel

Nash (1986) also stresses the importance of paraphrase in the representation of a
studmt 6 s effort to engage with the text, e X
competence in language. This kind of paraphrase is the foundation for an understanding
and involvement of literary language in language teaching, and in that sense,

paraphras s ar e fnat |l east a useful | anguage dri

towards the comprehension of I|iterary val u

Short and Candlin (1986) are also in favour of using literary texts in the language
classroom. They suppothe view that literary language is not ciphered and
differentiated from a common language use, but instead, it shares the same features
with it. In that sense, if learners of the English language are given the possibility to
investigate textual analysend literariness in language, they can ultimately increase
their understanding and awareness towards literary texts and they will be able to
develop language skills which are central to their overall sensitivity towards all kinds

of texts.

Povey (1972) Hesves that by using literature in the language classroom, students will
enhance all of their | anguage skills becaus:c

by giving evidence of extensive and subtle vocabulary usage, and complex and exact
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sy nt awey1972Pp. 187). If we consider that it is complicated to make a distinction
between literature and other types of language linguistically, then there is no reason for
not assuming that language is principal to literature, even though literabareome
occasiong can be more than language (e.g., about education, historical, social and

cultural implicationsreader respuse, etc.).

Furthermore, Short and Candlin (1986) explain that even though a teacher may
acknowledge and set a division betweenglana g e and l iteratur e,
understanding feels I|literature to be | ang
enjoyment in reading literature to motivate them and use literature as a component in

language learning.

As | will demonstrate further om my research, when discussing the discourse found
in novels, we need to remember that a novel is constituted by diverse varieties of
English and different forms of stylisations and examples of language. Therefore, this
fact can be tremendously valuabteimtroducing the language learners to the different
linguistic functions and varieties of the English language, even though this introduction

is presumably more frequent in advanced learners (Widdowson, 1975).

Since my purpose in writing this chapterassmphasise the reasons for using literature

in the | anguage cl assroom, Il would | ike to
five perspectives on language teaching. Firstly, literature is a great example of language
structures in use and it is thedeustures that learners should focus on in order to

improve their language skills in reading comprehension, grammatical analysis and

explanation.

Secondly, when the students are more competent in having an understanding towards

stylistic variation, that means that literature can be used as a vehicle for discovering the
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variation among language varieties Therefore, this process is considerediaagtamin

into formal written register.

Thirdly, one of the biggest problems of language teaching in the classroom is the
difficulty in creating authentic circumstances for language learning to take place.

Mainly, this is an occurrence which comes as altex the isolation of the learners

from a natural environment of language use, and from the situations and contexts that

initiate learning. However, in the instance of literature, language issiicient since

it creates its own situations and congeand the language used in literature goes beyond

the fAiunnatural o environment of the cl assr o
stresses the involvement of natural language when reading literature, in which the
reader acquirebooker &6 oéxamnmifnitrhgeg téoloen event s
Consequently, these events construct a whole new context of the status of the language

in the book which surpasses the unnatural and simulated classroom state and forms the

basis for an authentic situatioorflanguage.

A forth point is that after acquiring some competence in the language, learners begin to

have access to the themes that lie beneath the language used in literature and respond

to the text by making assumptions, parallelisms and broadening rthiedset.

According to Littlewood (1986, p. 180), this can be named the level of transition from
Areceptive to productive skill s, and from
move on to the generalizing aerstudentseviir i zi ngo
have to respond to activities based on the literary text, and it is certainly the stage during

which they enhance their linguistic knowledge, since they will be producing written

work in which they will elaborate on their thoughts and resps by theorising their

understanding of a text. Thus, students will be working on their productive skills,
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responding to ideas which will eventually stretch their competence in the target

language.

The final stage is where we deal with the literary eshtas a fragment of literary
history, and therefore associate it with social and linguistic aspects of the target
language and its culture. In this, final stage, literary texts stretch the constraints of

language into another level which goes beyondittgriistic aspects of literature.

2.7 Discourse in Literature

In this part of my study, | would like to deal with the relationship between the discourse

used for both literature and language learning purposes. We can safely suggest that

di fferent types of di scour-swluatom of the ont r i bu
language learning aims and abilities. | will begin by providing a simple and brief

definition of discourse.

By definition, discourse signifies the communicative objectives of an element, focusing
on the expression of thought and meaning. If a simpscription is to be given, |

would define discourse as the language used for communication purposes. This can be
done through various techniques both written as well as spoken. Cook (1989) noted that
discourse can be anything from swearing at someoneatbng a novel provided that

is meaningful and coherent. Having said that, literature also entails a type of discourse
through which students can employ interpretive processes in order to interact with the

text and deduce meanings.
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As | aforementioned, @ery important feature of a language learner would be to have

the ability to interact with literature and infer meanings found in literary texts. This can

be achieved by reading or studying literature in juxtaposition with different types of
discourse, thsl providing the opportunity to the students to be exposed to what

Wi ddowson <calls Athe conventional schemat &
1983, p. 30). In this way, students will be more likely to respond to certain stimuli about

the function of langage, thus understanding its communicative purposes.

According to Widdowson (1983, p. 31), one of the benefits of using conventional

di scourses is that you can fAanticipateo an
That means that you can use younkfemlge on the topic that the reading passage deals

with in order to determine what is happening in the rest of the text. However, this cannot

happen in literature, especially when and if we are exploring the language functions in
aliterarytextaimingto he advanced | anguage competence.
di scour s e, t he fAactual procedures for ma k
(Widdowson, 1983, pp. 587), and it is required that we utilise some interpretative
procedures in order to comprehedidcourse. In addition to this, Widdowson (1978)

highlights the importance in distinguishing between two levels of linguistic competence

I usage and use. As he claimsageis the knowledge of the linguistic rules, amske

is the knowledge ofhow the rules can be used in order to achieve effective
communication. Even though the traditional role of literature in the language classroom

was to teach language usage, learners can greatly benefit by redefining the function of

literature and use it to delop language use.

Consider novels, for exampl@hey might be a potentially helpfubol towards
reassigning and allocating the role of literature in the language classroom. The reason

behind this lies in the fact that the strictures of the backgrourad radvel and the
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relationships between the characters, setting and scenery are already delineated. Once
the readers become engaged with the interrelationship of the events in the novel, they

will become more aware of the ideas and motifs behind it. Thiégaquire an attitude
towards the O6worl dé of the novel and they

with sympathy, fondness, hatred, envy and frustration.

As soon as this is achieved, the readers will begin to understand the effect of using
patticular styles or registers to describe the scenery, a place, or the countryside, and

most importantly, they will be in position to describe a person, forming an opinion
about them based on the characteros, persone:é
the readers will understand the narrative viewpoint and they will be making questions

about the relationships in the novel and how their behaviours come up as a result of the
society and the setting of the world in which the novel takes place. Theraifooé,

these functions of literature may help students to learn how to respond and what to

expect in similar situations. It tells them a lot about how to develop language use in a

way that they will increase their language skills and extend their linglrstwledge.

McKay (1986) strongly argues in favour of using literature to develop language use,
since |iterature Apresents | anguage in dis
and role relationship ar e deftosuggdsdthal Mc Kay,
language, which exemplifies a particular register or dialect, is embedded within a social

context, and therefore it is easier to decide why a specific form is used in literary texts.
Consequently, literature is a very helpful tool in buifgliup an understanding of the

useof language. However, even though | have previously demonstrated how literature

can be beneficial in terms of language use, not all literature uses the register and style

in that way. For example, novels are more in atmysto manipulate the actual use of

| anguage than poems because of the O6commu
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because of its universal themes and motifs which progressively unfold through the plot

of the novel.

Similar views are expressed bittlewood (1976), who believes that literary texts have

a diverse association to the peripheral reality because they rely on it to form a new

reality which exists inside a literary text and can only be recognised and analysed by

using various interpretivekills. That is why we cannot make exclusive use of the
conventional discourse when we are dealing with literature, since what is taken out of

a passage, which is not characterised as |

already establishedlefr e readingo (Widdowson, 1983, p.

In literature, we seek proof which epitomises the presence of a new reality,
distinguished only by the application of some language skills. Moreover,
communication in a literary text can be intricate, since leameesl to formulate
reading techniques which will allow them to explore the text in alim@ar order in

order to make sense of what goes on in it. It can be argued, then, that decoding and
interpreting language in the form of communication in a literax/¢dan only suggest

the importance and the involvement of literature in the development and enhancement

of English language learning skills, thus moving towards language competence.

Since my personal interest focusesamminvestigation of how and whyif at all T

novels are considered by students and teacteisea formof literature that can be

used to teach language, | would like to try and associate novels favourable to the
argument, developing the abilities todemstand how literary discourse functions, and
therefore, explain why this process is vital to the developmelangiuage learning

techniques.
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2.7.1 Discourse in the Novel

To begin with, novels are authentic texts with genuine language in context and therefore
we can exploit them in the language classroom for examining and responding to the
language used. As previously stated, communication is vital in developing language
learning skills, and therefore being exposed to novels signifies an examination of
content, which in its turn directs the learners to a natural investigation of language found
in them. It is, perhaps, one of the best examples of accessible language résmmades
on which learners acquire an interactive role in interpreting the language used in them.
And since | have already commented on discourse, and more specifically literary
discourse, | would now like to make reference to the discourse found in Houwmief,
theDictionary of Literary Terms and Literary Theqgpyovides the following definition:
fdi scourse is a | earned discussion, spoken
political, Iiterary or religious topicé [ wh
meanings and much wider implications. It is a language which is understood
as utterance and thus involves subjects who speak and- witieh
presupposes listeners and readers who, in a sense, are objects. Discourse has
an object and is directed to or at@bject. Thus, in theory at any rate, discourse

might include any modes of utterance as part of social practice. They are
di fferentiated by their intentiono

(Cuddon, 1998, p. 228)

Even though this definition defines discourse well, | would like to modify the

way discourse is to be connoted in relatior
discourse ultimately refers to effective communication, where a language used is
understoodHowever, my opposition singles out the fact that literary discourse

follows a diverse rout e, and it may by r at
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di scussiono. Di scourse in |literature
find the indications ah signs, as we read, that mark the existence of a new

realism, a new truth, which is found in literature.

Interpretation does not come in the form of natural reading processes by
skimming and scanning for information, but it is achieved based on inteepret
processes which would not be requested from the reader othéfhvisean be
demonstrated by considering novels, for exampleere inference of meaning
does not come as a result of conventional language formulations artd-sasy
communication ag happens in normal reading procedures. In reading a novel,
the reader must decode communication by viewing the novel as a whole,
searching throughout the whole book and not necessarily concentrating on the

order in which things appear.

The readerneedso s earch back and forth, and

SO

the | inesdéd, to infer meanings. Consequent |

a novel, for example, or inferring meaning by interacting with it helps the readers
to employ and develop theirriguage learning skills, and it expands their
language learning capacity. In this respect, if we were to assume that literary
discourse is merely a learned discussion, then we would devalue its role as
literature and we would not recognise it as a dynamature necessary for
language learning development. Based on this view on discourse, | would go one
step forward, suggesting that the novel carries its own discourse which is vital in
our understanding of literature as a key component in language teaaking,

demonstrated above, and as will be furthecussean this chapter.
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2.7.2 Heteroglossia and focalisation: distinctive types of discourse

Mi khail Bakhtin defines novel as a diver sif

di versity of | anguage and a diversity

together to signal the Ainternal 684).ratific

In its turn, this internal stratification is omnipresent in every language, and it is what
defines novels as genres. It is therefore, in my opinion, what differentiates novels from
any other genre of literature. Novels have the ability to weave hegelifferent
discourses and organise the entirety of ideas communicated in them in terms of social
diversity. As such, they achieve an exposure of the social voices coming out from an

interrelationship between the author and the whole setting of the novel

Similarly, Bakhtin goes on to suggest that the novels achieve heteroglossia because they
are comprised by different voices, that is, the voice of the narrator, of the author, of the
characters and perhaps the voice of the reader himself. However, eaebeofdices

allows an array of voices to be shared by the societal community linked together to
create a connection between utterances and languages. Consequently, the
interrelationships found when reading a novel in combination with the social voices

theyr epresent , the various speech types

us e

ri vul et s and dropl et s of soci al het erogl

characteristic which comprises the stylistics of the novel (Bakhtin, 2004, p. 674).

A very charaatristic example of the diverse voices that exist in the novel and how the

focus on them changes interchangeably can be demonstrated by considering the

possibility of 0f ocal i z a Narratology, focdlisatiorMi e k e

refers to the relatizship between the vision, the image that is, and what is perceived.

B

Based on Bal 6s argument, the primary pur po:
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a different Vi ewpoint, concentrating on

b

presented [and]thedent ity of the voice that is verb

143). In other words, Bal wanted to set a distinction between the people who see and
the people who speak in an attempt to redefine the relationship between vision, the

agent who see$at vision and what is seen during the vision.

For that reason we also have thealizorthat represents the point of view from which
the elements in a story or fabula can be seen. An example of this would be to take the

bookJane EyreIn the novel, théocalizor corresponds with the character of Jane and

as a result of t hat t he reader reads the

reads t he st or(althowgh thdre nihay lre enilsple &ogakzaers in one
literary work, not just oa). This means that we, as readers, are disposed to accept the

vision presented by her and empathise with her tragic and distressed upbringing in the

novel. This is wbaunBalf ocalligabicbabaandr i

to time and from o@ character to another. This difference in perception among different
characters in a story aims in demonstrating the various angles in which different

characters can see the same events in the story.

However, as Baf1997)argues, we do not only have cheterbound focalization but
we also need to account for Nfexternal
proposes, on an external focalizor who is usually the author or narrator(s) of the story.
By assigning this role, the author achieves the presemiaitthe facts in his or her own
view, not hiding their own bias. In this way, the prejudice of the author in transplanted
in the mind of the readers throughout the whole story, and the reader is inclined to

follow the bias of the author.

st

t

0 (
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Apartfromthed ocal i zor, we al so have the Afocaliz
on which we, as readers, should be focusing on. The importance of the focalised object

should be stressed since the image which is projected to the readers is already regulated

by the focalizor and therefore it is to assume that the object itself tells us a lot about the
focalizor. Thus, by presenting the technique of focalisation, Bal has attempted to found

the idea of the diversity of voices in a literary téxspecially in a noy where there

usually is more than one character. This device reveals the diversity of voices portrayed

in the novel and how the voices may be altered based on focalisation.

Having mentioned the diversity of voices present in the novel, | consider gsaege

to provide some exemplifications as to how this can be demonstrated. What is the
relationship, then, between novels and language teaching? The answer to that question

relies on the view that language cannot be seen and interpreted as just ansgsttract

of normative forms, but rather as a fAconcr e

(Bakhtin, 2004).

This world can be discovered in respect to novels since the language used in them is, in

my view, heteroglot from the beginning to the end amdpresents different kinds of

propensities and socitultural differences which all link together, shaping a new
socially exemplified | anguage. This fAnewo |
that makes the novel the best component of lang@aghing. It is through this nature

of the novel that the world is formed in words where interpretations and meanings can

be inferred by what Wi ddowson (1983, p. 31

Even though arguably it is not only the novel that does thesnovel is probably the
best point of reference based on its heteroglotal aptitude. Therefore, novels can

encourage the students to interact with the text in order to infer meanings which need
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to be deciphered, since the language used is not at milf@c in nature. Similarly,
Long (1986, p. 43) comments on language teaching, arguing that teaching the language
should not be limited and reduced into formulas and disregard its intention as message.
On the contrary, literature should be examined in rotdeconsider its origin as

language.

Another point worth mentioning when reading Bakhtin is that he rejects the view of

|l anguage as unitary, since he believes thai
grammati cal system anf200Mpopr6my. However, eévemifwes 0 ( Bal
accept this view, we cannot ignore the du
stylisations and illustrations of language presented in different forms and through

different types of sociocultural language from thiecdurse of the speaker to the

discourse of a whole nation.

Accordingly, we can assume that novels are not only central to the teaching of a
language, but are also significant in formatting a language, acquiring in that way
procedural techniques in orderexplore and discuss the character of a literary text. By
doing that, students can interpret what they read and infer meanings by broadening their
language skills in more conceptualised and nonfigurative areas related to developed

language competence apibficiency.
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2.8 Selection ofexts

One of the aims of this research iIis to exan
to using literary texts for ELT purposes, and investigate whether they consider the
integration of literature in language learning courses a breakthrough whichscéin

in a more systematic and effective process towards linguistic competence and language

mastery.

There isasignificanceo using literary texts in the language classroorainly because

they provide the learnenwith aut henti ¢ materi al which fAcol
content in a noitrivial way which gives voice to complexities and subtleties not always

present in othertypesf t ext s o ( G a99q pexxiv).Simiar vidwsRaee e

expressed by Picken (200Avho charactases aut henti city to be
communicative language teachjrandhence, literary texts are considered one of the

best materials for language learning since they have not been designed specifically to
complement theprocess of languagéeaching. Therefore, since literature is not
Afashioned for the specific purposes of te
t o] cope with the | anguage intel®W&Fep for na

3-4).

The significance of thereative functions of the English lamage used in literary
materialsand literary competendmk up to the capability of the learner to understand
and anafsehow patterns of language are used accordingly to reinforce and shape the
message. However, tlselection of the text(s) to be used is one of the most difficult
tasks that a teacher has to fatbe selection of thditerary text to be used in the
language classroom requires afat analysis and preparationWVhat should be

definitely avoided is thathe selection of texts should exclusively depend on the
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teacherdés personal I nidne (Breisfit and Caper,d493@ r enc e s
Instead, the selection of literature dependsttens t udent sdé6 needs, | ev e
capacity, interests and evenltaral background. For Collie and Slater (1987), the

primary factor that should be taken into consideration is the ability of the text to

stimulate the personal involvement of the students resuti@gpasitive disposition

towards it.

A literary work hatstimulates the interest of the language learner can also generate a

more positive inclination towards its yseand therefore, promotes the necessary
conditions in the classroom that will make
and coll ective exper ipe3hnltveooldbe e maperaoprialen d L o n ¢
to assume that the selection of lilgranaterials to be used is not followed by some

criteria of approprigeness (Brumfit and Cartet986 Carter and Long, 199X ollie

and Slaterl1987). For example, it is important to note tiatbook(s) to be used should

match the language capacity aadareness of the learners and that their level of
understanding is not lower than the level of the literary texts. Therefore language
difficulty should be considered as well sinbe tearners will havkboth a linguistic and

a cultural gafo bridgewhen eading a textand students may not be ablditdentify

with or enjoy the text which they perceive as fraught with difficulty every step of the

w a y(@ollie and Slater, 198p.6).

Another important element that should be taken into consideration is h@ar ner s 6
ability to identify with the text in terms of feelings, expectations, emotions and
responses. Introducing literary materials in the language classroom should be an
enjoyable experience since the languagel usé in most instances more complex

than what the learners are used aod we do not want the learners to become

uninterestedoy choosing a text which is not relevant to their life experierces
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interestsand does not provoke positive reactions from the@mBrumfit puts it,fithe
fundamatal ability of a good reader of literature is the ability to generalise from the
given text to either other aspects of the literary tradition or personal or social
significanes outside literature (198p.108).Novelsalsoneed tdbe of an appropriate
length (always depending on the level and the needs of the learners) not only for the
teacher to cope withbut also for the learner to be an active participant throughout the

whole karning process.

When learners read literature, we expect them to acqaimgetencies and skills in

recogrsing the various differences in the language use (such as the ability to note the
distinction between expressive language use and informative language use), distinguish
between literal and metaphorical meanings, as welkabkwith cultural differences and

assumptions (Showalter, 2003). Even though these elements seem to be present in non
literary texts, yet the difference in whic
in literary texts make them a very powerful dedding tool for languageaehing. As

Showalter suggestgreat attention is given to the detailed use of diction, syntax,

metaphor and style not only for the interpretation of literary texts, but most importantly

for decoding the stream of language indam societiegibid.). Thus, | am mostly

interested in examining whether teachers consider novels as a source of authentic
material in the language classroom which can be used to achieve competency in
language learning. Additionally, my interest extends ipr obi ng student s¢
regarding the way they identify with the text and examine whether they consider literary
texts a tool which they can use to 6draw on

emotionso6 (Lazar, 1993:24).
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2.8.1 Novels: a key componefdr English language learning

Using a novel as a tool in language learning enables the learners to be introduced into

a complete book patterm fact thatunquestionablyo c cur s i n the | ear ne
languageand can also happen the second languag@dditionally, novels have the

ability to expose all the literary features associated with language teaching more than

any other genresincethe waythe plot progresses and how characters are juxtaposed

may alter page by page, theisabling the students to be exposed to different language

functionsthatserve the same purpose.

2.8.2 What is a novel?

Before moving on to make a further and deeper referertbe usefulness of novels in

the language classroom, | would likeatibempt to provide a definition of what a novel

i s. I have consci ou,sihcg pravidireg@n abdolete defmitiod 6 at t e
for a novel is at thevery least precarious becaugbe novel as a genre resists exact

definition. Eagleton (20Q%. 1) claims that the point about the novel is that not only it

eludes definition but it also undermines it.

As a word, the novel has derived from the Italian wmavelld whi ch means a 0t
or piece of newsbo. U s isad bslayece oapieces of prése can b e
fiction of an extended length. However, this definition is also a bit restricted since not

all novels have been written in prose form and the length of novels varies treestty

havebeen debaton how long a novel should be tdfdrentiate it from a different

genre (i.e. a short storyPther proposed definitions see the novel agiamarchic
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g e n tbexduse its rule is not to have any rutesiarchiébecausgby definition, an
anarchist breaks rules astandardand this isvhat novels do (Eagleton, 2005. 2).

It is even characterised as fiiost hybrid of literary forms, a space in which different
voices, idioms and beliefystems continually collide(Eagleton, 2005p. 6). McKay
acknowledges in a very similar way the risk of defining the na@rel she argues that
novels are like horsem the sense that you generally know one when you see one
(2011, p.2). She talks about novels by referring to the characteristics ahtieguthey

share with the most prominent features that distinguish them from other genres being

narration, character, plot, setting, time and finitude (jbid

Despite theuniversal consensus on the difficulty in providing a fixed definition for

novels,yet a narrower, more comprehensive definition is still requiFad.term novel

refers to a genre of written prose fictional narrative which is generally extefaive,

fiction i n pr ose o f(Forater, 2@06:25p Fansteresyggesta that any

fictitious prose work which exceeds 50,000 words is considered to be a As\aai.

extended narrative, the novel can therefore be differentiated from other written
narratives, such as the short story andrineeletté. Abrams (1999:190) asserts that

t he novel dpermisa greatet varidtg of characters, greater complication of

plot (or plots), ampler development of milieu, and more sustained exploration of
character and motives than do the shorterenconcentrated modes The novel s p
may include various forms such as tragic, romantic, comic, samk it is also
characterized by the presence of el ement s

amongst others (Roberts:1 in Bloomsbury the nfreeh its origins to the present day)

3Works of middle length which are typically longer than short stories but shorter than a novel.
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Another matter thatequiresdiscussion refers to the actual birth era of the nawih
scholars and writers arguing about the approximate date of origin. For example, Bakhtin
(found in Eagleton) argues that the novel may go as far back as the Imperial Rome and
even ancient Greecehere Williams (1970) traces it in the background ef @imcient
Mediterranean. The truth is that the novel has been neglected for many decades until
about the 18 century since other literary forms (like poetry and plays) would capture
the attention and consideration of both their writers as well as titearace. The novel
had to wait until the 18Bcentury to meet its literargrriviste. With great writers like
Daniel Defoe, Voltaire, Henry Fielding and Samuel Richardsowvelsbegara literary
revolution that meant their profound growth and emergenoe.d@the basic reasons
why people had made this huge change in their attitude towards novels was the view of
the novel as the most vivid book related to life and existence. In his @A4gythe
Novel Matters, D. H. Lawrence expresses his thowgbh thevitality of the novel:
fiThe novel is the one bright book of life. Books are not life. They are only tremulations
on the ether. But the novel as a tremulatio
be alive, to be man alive, to be whole man alive: ih#étte point. And at is best, the
novel, and the novel supremely can help you. It can help you not to be dead man in

Il i feod
(D. H. Lawrence1936)

Based on this view, the novel acquires its purpose as a literary form which addresses

people unswervinglgnd truthfully about life.

Eagleton attempts to explain how his defin

di stinguishes novels as the O0epi8cEvenf pr osa

‘50 |1 & [ gNBy OS> a2 KPhoernixKilte Pbsth@dids Papérsiol 5 N dwkenck v
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though Eagletomccept s t hat tconsuynilg Interesh in sdnrativee a i
dramatt acti on and tyetehe noael ie mareaof a cantempordry art

and a discourse of the present rather of the past. The isoeetharacteristically
Amoderno form which r ef amseeds withahe boeonmdhnbound b
life, as opposed to the epiwhich is centred on a heroic figure. As Eagleton says, the

novel i's Aone mainstream | iterary mode whic
the great vernacular literary art, which draws upon the resswtordinary speech

rather than some specialized Iiterary | ang
first one) in which the écommondé people 6s
It must, nevertheless, be notibet there are novels whicheaan exception, and do not

draw on the vernacular common language.

Unsurprisingly then, the novel is not just another piece of literature. Instead, it has
become an art whichat its core deals with life, society and individuals and

insinuatingly mantains the equilibrium between whdefines it as art, and life.

The novel skilfully managed to gain its augmentationtfiey more reasasmwhich are

related to my studythe use of itslanguagen d t he emphasi s on Ot he
the trajectories of fiction aaite,h20088) tr aj ect
Firsty,ahuge part of the novel ds magnetism i s
jargon and this can be exemplitieby the discourse found in novels that requires no

language experts to be read. This fact is also what makes the novel a genuine piece of
literature, an authentic material which was designed to accommodate the everyday

language and the language of the gdepyet having a language of its own. It is,

5¢KS SLIAO 2NJ KSNRAO LRSY A& | f2y3 GSNES yINNIGAGS
St SOIFIGSR adet Sy ORYDNY B 0 whisH at#sE:N@fineGhe fHie dila dakion
2NJ ANR dzL) 2 F LISPataiis8 Loé(Sbtamsh I99%78)f (i 2 y Q&
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therefore, essential to stress the importance of the novel in achieving to besetogn

as | will further explain, as a valuable tool towards language teaching and a source of
immense laguage enrichment an@arning. Secondly, the novel can be seen as a
fimirrorofthelife cycl e0 and t hseotheylivestiake narativedsleapet s ¢ an
and meaning( Showal ter, 2003: 89) . livesresehblegdhe s ense,
stories they read in the novels and they share the sémeents officomplication,

peripeteia, res | u t i o(ibid.). Theése elements make the novel a more accessible

genre than drama or poetry because students may find the narrativiamitiee with

their own expectations and experiences.

2.8.3 Using novels as a resource for language learning

Lazar (1990) is one of the firstholarsvho argued that there are particular features of

the novels that provide the learners with opportunities to increaseritheguage
capacitogouse Widdowsonbés (1984) term. Ther e
deal with the features through whiehnovel engages the learners in the process of

language learning, studying and presenting the methods that can be ueadhto t

language to the learneldsing novels as resource of language learning materials is a

method to integrate all four skills sinnevels and their context can offer an excellent

example of how an integration of reading, listening, speaking and writing can be

achieved through their use.

Additionally, I will try to examinewhetherthe novel can be used as a tool to increase
language awareness and language enrichment although the initial perception of
literature was associated with the imaginary and creéteefiction). In this attempt |

will make extensive reference to praci@nd activities that can be employed in order
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to achieve efficient teaching of the English language when using a novel. Finally, | will
also try to associate any potential problems and difficulties that the students face when
dealing with the literary (irthis case the novel) with the problems they have when
learning a language.

Novels are amedium that can form the basis for vocabulary expansion and
representation of different styles of writingghich include diverse and numerous
language functions frogrammar, punctuation, sentence structure and word selection

to differences in the point of viewarrative and use of symbolism.

As Ur (1996 suggests, one of the advantages of literature teaching is that students are
exposed i n fArvarpusadhentit aitsieen D foft he lpanguagec
201). Such variations are more than evident in novels, where language alteration and
change in style and form can create the perfect components for language competence.

This occurs mainly because of thenuine use of unmonitored language found in novels

t hat enabl es t he | earner s , twiere ewrydsgyx posed
conversations and natirected jargon malsgthem a legitimate language learning tool.

While there is very little doubt that legers can enrich their language and increase their

language capacity by reading a novel, it is often claimed that this type of reading may

also hinder learning by presenting a language that is by no means representative of the
language that is used nowadajven though it is authentic, it occasionally deviates

from the everyday uses of the language, and it is neither typical of the language used

for our daily life nor the language used in language learning textbooks. This is
especially true for literaturéhat includes archaism, where the language used in it
deviates from its contemporary uses and th
Jane Austen, Charles Dickens and the Bronte sisters). Lazar (1993, p. 53) raises the

danger of not being ableto@p wi t h t he | anguage of t he t e



56

competence and proficiency | evel, as it of
of |l anguage used. That is, we would not wart
6shall | ¢ csnuprenree Otsh edea ytéo ias somet hing that

someone as an expression of love. In deciding whether or not a novel is suitable to be

used with the learners, Lazar has proposed asking a number of critical questions in order
evaluate its approprat eness: OAre students sufficientl
language use to recognise when they are subverted?, Will students find it useful and
enjoyable to study the text, or will they feel demotivated by the difficulties of the
language?, Hoonuch of the | anguage in the text wil
1993, p. 53). This set of questions is a necessary guide to assess how relevant a novel

or a literary text is and whether it functions in alignment to the language needs of the

students and, by extension, of the language course. If the language used in literary texts

is far too specialised, it will fail to ma
the same time, it runs the danger of demotivating them for reading the th&tfirst

place. However, even though the objection to using literature on the grounds of lexical

appropriacy and language difficulty has, up to a certain degree, some validity, it should

not be a superseding one if ofthetexstobeeacher s
used in the |l anguage classroom considering
materiald (Collie & Slater, 1987, p. 5).

Evidently, novelsas | have already stated and as | will further explahen selected
carefully and appnariately, consist a manifestation of authentic performance which

fuels the effectiveness die language learning process.
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It seems natural that language teachers may feel a bit uncomfortable when introducing
novels in the language classroom based opithielems and difficulties that may arise

from the language complexity, length and classification of novels. Often, feelings of
uncertainty and confusion are developedhe part of the teachers about the role that

a novel should have in the language staem, yet teachers can easily exploit the
multifaceted nature of novelsinordertoagh®e c ommuni cati on and r ai

awarenessf language

This distinction can be easily explained by using a simple example of both
contemporary and classicabvels First, however,a distinction in their difference
needs to be set. We can most effectively depict the difference between classic and
contemporary novels simply by examining their &géat is, thetime periodduring

which they were writteneven hough it is generally difficult to provide an exact
definition of contemporary fiction since it is a very flexible term which does not easily
set any chronological boundarie€ontemporary novels, avsuallythe novels written

at an estimatedate aroundur time and we systematically accept this kind of literature

to be associated and allied withourliBesa gl est one (2013, p. 1) su
|l iterature thinks is bound up with what it
how we make or sel ves intelligible to ourselves:

contemporary literature matters since it reflects on the realisation of who we are now,

today, and where we stand. Eaglestone believes that the best way to do this is by reading
contempory novels, and this can be attributed
0t houghtful, the closest, the more persona
expressed by Gupta (2012, p. 2), who claims that we read contemporary literature
becaussve expect it to be oO0directly relevant t

in it expressions and issues with which we are familiar. We anticipate resonances with
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our experiences, attitudes and concerns, as these have developed with our lifetimes an

surface in our everyday | ivesbo.

The freedom of the contemporary novel I
anywhere or do anythingdé; we can read it
by |l ooking at the aut lrdyrby relatihgiittoghe authdr. ma k i
Rat her , we can make meaning by realising
ourselves in the community, aspects that are central to the understanding of the
contemporary novel (Eaglestone, 2013, p. 4). Even thoughkmesv that the
contemporary novel ends in the present, the question is where does it start, which is a
very difficult question to be answered. Gupta defines contemporary novels as the

6l i terwan utriemed, oof p 2). &aglestoaesgeend step f(rthed tb 3

label contemporary as the literature of the last 10 years, but even with this distinction,

contemporary novels can still deal with the past, present and future.

On the other hand, classic novels are by definition the newsdseimportance and

vitality has remained unaffected throwgittime. In other words, classic novels can be
charactesed as works of art that have gained recognition and an established value
based on their universal themes which can be applied in any given tiroe gering

which they have appeardeéope (2012, p. 219) explains that classic novels might refer

to the 6écannond of prescribed texts that
leaves the question of whose time and how this can be tested). e dhait classic

novels consistently tend to be defined in contradistinction to other work that is labelled
omi noré, O6commoné6é, O6épopulard or Obécontemp

Owheyad t he c | as s9) pesentdanuribarloffdetion®of What th&kes

ay .
b

ng

W

or

a o6cl assicbé6, and he mentions that cl assics



59

in order to (re)discover them and compare the experience of how they felt when they

first read them to how they felt when they read théer aome time. For that, he argues

t hat O0the classics are books which exerci
imprint themselves on our imagination as unforgettable, and when they hide in the

| ayers of memory disguollecegd vaes utnlce nisrcd iowisdu e
199, p. 4). Perhaps one of Calvinods most s

which encourages readers to discover their

subjectivity is appreciated and endorsed e
60AYour o classic is a book to which you cani
define yourself in relation or even i@pposi tion to ipg®@. (Cal vi

Nevertheless, Littlewood (1986) asserts that novels can carry out diverse functions,
always depending on the goals that a teacher sets for their students and the expected

outcomes from the studentsd exposure to ce

2.8.4 English or foreign 6voicesod?

The argument that selecting literary texts written only by Englistersrcan be taught

with | anguage | earners and the counterargu
the inclusion of works from the outer circle are equally productive and beneficial for

the language learners (Chan, 1999; Kachru, 1986; Vethama#i, i8be the subject

of discussion in this section.

This topic sprang from informal conversations | have had with teachers of English in
Cyprus, who considered the use of fmative literature as not appropriate for language

learners because of the ¢text in which it was written and the cultural differences that
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exist. They argue that when selecting a text for language purposes, especially if that

text is a novel that contains larger fragments of language and is extensive in length, the
appropriateness n t he sel ection depends on the au
arguments, teachers should preferably choose literary texts that are written by authors

whose native language is English (i.e. Charles Dickens and Jane Austen can be chosen,

but not Kamala Saiyya (Das) and Mulk Raj Anand).

The questions raised here are very similar to the set of questions Kachru (1986)

introduces to reflect on the debate regarding the use ehatore literatures in English

as a resource for | andpwatgrechoose &mglsh asghe s uc h
|l anguage of their creativitydo, or is it be
| anguage for O6recreating typically [foreig

(Kachru, 1986). Kachru also notes the scegticwith which nomative writers are

encountered, and he mentions the suspicion they are often dealt with in regards to their
6nationalistic, l i nguistic and cul tural ro
which includes, but is not limited t§outh Asian and African writings, has meant the

need for the broadening of the term Englis
in English6é and s u gngteewriters df BnglishiimtleelEngésh on o f
literary tradition, a fact thademonstrates their recognition and appreciation. Despite

the need for inclusion of literature by noative speakers of English in the English

literary canon, there are still certain criteria that are required to determine the
appropriateness of their us8ome of these criteria apparently follow the same

principles for text selection that apply for any type of literary texts (seeS2I8ction

of Texty , such as complexity, studentsdé prof
6gradingdé of sSsuKlachi tedasy i hgeuxit Shes bet we

0strategiesd of their use (Kachru, 1986, p
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variety, register, author and text (and its features). The next step, according to Kachru

(1986, p. 143), is to clarifpgy what meansanemat i ve wr i ter wuses 01 i
to contextualizeanenat i ve | anguaBregliinshi culotwnr e&u,n a
he catll i dhmeseidaviced are as follows:

a) Lexical innovations, which include lexicalization wfimerous text types, and
predominantly refer to the | ocal words t ha
these words are &6éhybridized©6.

b) Translation equivalence, where writers translate directly from their L1 into

English.

C) Contextual redefinition of lexical items of English in new contexts emphasising

kinship terms or attitudinal terms, which may need to be redefined (e.g. mother, sister).

d) Rhetorical and functional styles: These styles refer to the commueiciyies

that are systematized based on the appropriateness of their use. For example, different

styles will be used for different settings, participants and situations. Kachru (1986)
notes that the suitability of oaastyraddéepe
the 6style repertoire6 of other Iliterary |
What is particularly important is that even though these rhetorical and functional styles

are considered o6édevi ant §Kadhy, 19882 theyaatei ve En
reliant on | anguage and culture and marKk
However, Kachru (1986) recognises that the distance between native varieties of

English and nomative varieties of English may extend dependingiomw 6 eul t ur e

bounddé a style becomes.

In any of the strategies and stages used for gradingatve literary texts described

here, a basic understanding of the context and the cultural elements that make these
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texts is required in order to perceive hongkish is used to communicate the culture

bound elements that Kachru (1986) describes. As Lazar puts it, literary texts in English

0reflect the rich and fascinating diversiti
many different countries and wigetlivergent cultures. By exposing our students to
literature in English, it seems we should be asking them to think about the range of

cultures from which |Iiterature in English i

Therefore, an understanding that native Englid literature assimilates a discrete

stylistic attribute that becomes imperative for description of the plot of a novel, its

characters, settings, themes and motifs is
repert oi4naivie wrtdnsause ilhnognl i sh, we wunderstand hov
native patterns of speech and soci al i nt e
attitudes into Englishé[in order to] portr:

and ethnic pluralism. All of this part of the learner and it becomes part of the language

which he or she is | ear ni ng éatiyeKaietibsrolu , 1986
|l iterary texts in English are a O0repertoir e
cultural explanatond i n or der to demonstrate how E

contexts and countries other than Wasties (Kachru, 1986, p. 148).a very similar
way, Carter and McRae (1996) note on the el

Engl i s h e séject thairrcategdaribagoy as either deviant or inferior.

However, as Paran (2008) notes, it is difficult to succeed in having an extensive
representation of English literatures on a language programme. Therefore, our aim
should not béderdochhoovoypeanfdat t i tnativke t owar
varieties. Rather, a balance should be established, where appropriate proportions of

both varieties will be introduced to the learners (Kachru, 1986). As a result, the learners
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will be acculturatedn cultural and social contexts that are either-&oglish or
English, thus understanding the notion of English use to achieve-auibssal

communication (Kachru, 1986).

2.8.5 Using simplified texts

As a final point, | would like to make reference to the possibility of using simplified (or
abridged) texts in the English language classroom in order to avoid, as some scholars
claim, the possibility of experiencing difficulties when dealing with the dage at a

primary level.

Some of the reasons that may compel the teacher for using simplified novels could be

the novel sbo (umakritlgedversionsy linguistic ¢oimpexities, often

associated with sociocultural factors with which learnersaable to deal. Honeyfield

(1977) denies this view, arguing that a simplification of the text balances
communication in the text and the information taken out of it is reduced and attenuated

from its original form. McKay (1986) shares the same belief, dhgnthat the
additional words in a simplified text can

out, rather than I ocalize informationo ( Mc

Before deciding on the use or exclusion of simplified texts from the English language
classr@m, | believe that it is necessary to make a very vital distinction. Undeniably,
choosing which novels to use for |l anguage
background knowledge, task | evel and profi.
presento students of lower levels novels such as would potentially damage the whole

learning process, because of their complexity and difficulty. That is why we have to be

extremely careful before deciding which novels should be used and which ones should
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be let for later reference. At a lower level, students need natural and comprehensible
input® that will make the language learning process more effective. Simplified texts, in

that sense, allow learners to use them as a learning aid, which is exclusive of a
disturbing idiosyncratic style and obscure grammatical phenomena that will damage

communication between the learner and the text.

However, using simplified versions of text
information to be interpreted and analysedHhwylearner, and therefore, teachers should
insist, in those cases, on the use of the original form of the text to ensure that it remains
intact from any modification and that learners can benefit out of it. This is particularly
so for higher level studésy where language proficiency has reached desirable levels
which are adequate to help students deal with the language, themes and motifs of a
novel. Additionally, in some occasions simplified texts may create an unnatural
discourse which is a result ofettattempt for language simplification. Crandall (1995)
suggests that simplified texts may in some occasions damage the natural reading
process, increasing the reading complexity of both grammar and meaning. Therefore,
in these cases, authentic texts andef®which are not simplified ensure the authentic

and natural use of language followed by natural unity and comprehensibility.

Taking all the above into consideration, simplified texts can have an introductory
function and help prepare the learners fomdirg unabridged texts of advanced
difficulty (i.e. novels) Despite their simplified language, they also serve in performing
an imaginative function which is essential in engaging the students and stimulating their

interest and curiositylhey can be uset facilitate linguistic access to authentic texts

8 Comprehensible input refers to language which students understand the meaning of, but which is
nevertheless slightly above their own prodion level (Harmer, 2007).
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of a greater length and promote literary competehtse, linguistic competente

Sshould be detached from | iterary competence
Linguistic competence can be defined by the knowledge of grammar and the existence

of language rules in various language components on a morphological, syntactic and
semantic |l evel, which allow effective commi
or nguage masteryod6 enables the speakers of
the rules of a | anguage, which facilitates

(Culler, 2002, p. 10).

However, to be abl e to 0rteéptdedknolvledgecancat ur e d

recognition of language rules and by our ability to understand sentences and phrases

since a reader o f |l iterature may not be
concatenation of phraseso6 ( Quek foesomeon2002, p.
to be able to read a text as I|literature, t

since reading literature involves having certain preconceptions and implicit
understanding of the functions of literary discourse that enableaterres know what

they have to |l ook for. Rel ated to this 1is
|l iterature necessitates the readersd famil:.
to read a text as | it er dteratureethat will daciliteient er n al
the ability to édconvert |l inguistic sequence
2002, p. 132). Therefore, for someone to be able to read novels, for example, they must

have a substantial experience and knowlazfgbe conventions for reading novels to

have acquired the required literary competence. In investigating the act of

interpretation, Culler suggests that in order for a literary text to have meaning, there

"TAYy3IdzAaaiGA O 02YLISGSYyOS NBLINBaSyia WikKS SELX AOAG NBL
AYLX AOAG 1y26f SRIS LI2&aasSa 08 G(K2as$S K2 &dz00S&aatd
10).

ax
(V)
¢
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needs to be a set of underlying system, atheoryd i t er ary di scourse tl
for the possibilities of interpretationd a
meaning from a set of O0empty meaningsdéd and
a literary work any meaning (Culler, 2042,138). As a result, simplified texts could

work towards that direction by providing an introduction to the conventions for reading

literature and making meaningVhen a certain level of language proficiency has been

reached and the desirétérary competence has been fostered, then the teachers may

choose to introduce students to unabridged literary texts, exploiting their full potential.

This should be done since an authentic literary text introduces the students to natural
discourse which is very lited or restricted (for purposes of proficiency and
competence) in simplified versions. Furthe

can be done with it and the more open the

2.9 Teaching Literature usingFL techniques

It is evident that through my research | place myself in favour of promoting the use of
English literature as a meansihT. However, teaching the English language through
literature involves extracting strategies from the EFL classroom in order to apply them

to literary texts (Carter and Long, 1991).

Therefore, the point of reference moves away from teamd@red approackeand is
replaced by a more langualjased approach that includes stuetssritred activities
(Carter and McRae, 1996). In doing this, literary texts can be used and exploited by
employing EFL strategies like role play activities, prediction of meaningiies,
character description exercises, vocabulary activities and many more that will be

thoroughly discussed in this study. One of the major advantages of larupsege
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approaches employed in teaching language through literature is that they aim for the
integration of the fields of literature and language.

This integration will result in a more round and complete learning process, where the
learners will be exposed to a vast proportion of studentred approaché€arter et

al., 1989; Carter and Lond,991; Carter and McRae, 1996) to which | will make
reference in this section. By using this kind of approach, a greater level of
understanding and communication between the students and the teacher can be

established.

Additionally, pair work and group w& are two types of activities that function
appropriately, reflecting on the disposition of the activities that come alothg wi
studentcentred and activitpasedapproachesAs Carter and McRae suggest (1996),
such organisation can be used to encouragssfficiency among students and
promote the feeling of learner autonomy since learners rely less on their teacher as the
source of knowledge and instruction and they can share their thoughts and

understanding with each other more easily.

Hence,parash gr oup work in using the Iliterary t
to the level where they can personalise their interaction with (Besmfit and Carter,

1986) In addition, Brumfit and Carter (1986, p. 38) go on to suggest that language
basedappraches can also result in a more Afrui
| anguageo and therefore the teachers can coc
paraphrase. Similar views are found in Carter and Long (1991), where the aim of
learnercentred approaches can be followed by a greater attention to the way language

is used. Thus, as they argue, the interpretation of relations between linguistic forms

(meaningful strings of language) and literary meanings (explaining how literature
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works) as we | | as the ability to | earn to read b

meanings and interpretations is more primary than learning to read the lines.

2.10 Stylistic readings of literature

Stylistics is described d® method of textual interpretation in whigtimary of place

is assigned tdanguag® (Simpson, 2004p. 2). Language becomes very important
because the various forms, |l evels and patt e
importantindexoftht uncti on of the textd (ibid.). The
is the purpose of stylistics? Simpsd8004) answers this question by asserting that

doing stylistics is exploring language and the creativity in the use of language. It
enrichesthewayisn whi ch we think about | anguage an
on our understanding of (literary) textso
essential oOreflexive capacitydéd that can 06s'l
fromit tells us about the Arul eso of | anguage
rules are bent, distended or stretched to |
words, stylistics aim to encourage students to make meaningful interpretations of

literary texts and expand their awareness of the language (Lazar, 1993).

Paran (2008 merogoetnsc eetheofdrleit erature within
stylistics, even though he acknowledges the complex relationship between the two. He
attribuees this intricate relationship to the lack of empirical research on the effect of
stylistics in the language learning classrooms, and even more so in the context of L2
learning. Some papers have dealt with the effect of stylistics on language learners
(Watson & Zyngier, 2007) by mostly focusing on L1 situations, and this leads people

to assume that language learning issues related to stylistics have either been resolve or
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that they do not exist (Paran, 2008, p. 486). There are, however, some exceptions that
demonstrate a stylistic approach in relation to using novels with the language learners
(Lazar, 1990; Davies, 1998). Nevertheless, if we wish to involve stylistics in language
learning, we should definitely examine the relationship between stylistidaraguhge

teaching empirically and more emphatically. As Paran (2008, p. 487) suggests, we need
more research that wil!l support the &6intui

learning.

Carter (1996, p. 4) notices a link between languaaged approaches and stylistics, in

t hat t he f or me-stylisti@abgsisfor sabsaquketly moreGystensatic and
rigorous scrutiny of |l anguage6. Hitate al so no
fostering interpretive skills and promote reading between the lines, which can help

|l earners make sense of | anguage, which is
ineat , clear and i mmedi ately compseeerhensi bl
as a major benefit of stylistics since it encourages learners to work with the language,

make inferences and examine all the possible clues to meaning. Short (1996, p. 41)
considers stylistic analysis a tVcatedy i mpor
readers...to puzzle out meaning when they ¢
to a wide range of language and literature students who can be both native and non

native speakers of English. However, he suggests caution when we wouldlibg de

with lower level students and advises us to find techniques that will help students get

over the 6initial hurdp@sthteadhiecsg Mmeéghni & ee
them, which are associated wEhL T to nonnative students of Englismd aim to get

the students interested in applying them in analysis (Short, 1996, p. 43). This view

mat ches Carteré6s beliefs regarding the adv;:
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students with a o6way ind tdualeexinbepenehn

and better scrutiny of literary texts (Carter, 1996, p. 5).

Since literature is made of language, | consider the role of linguistic structures and the
general use of language in a literary text formative and determining in ordejuioea
meaning. Therefore, it is quite essential to expose our students to the function and
character of language in moulding their perception and appreciation of a literary text.
In doing so, we creata relationship betweethe linguistic features of aet and the
interpretation of a texresultingin a meaningful consideration which consists,\abo

all, linguistic structures.

Short (1983) describes that teach®rEnglish literaturdnave been repeatedly omitting

and neglecting a stylistic and textln al ysi s and this Aflight
particularly observed in teaching in countries other than England. It is true that one of

the greatest fears of English language teachers (and perhaps it should be stressed that |

am mainly referring to nenative English language teachers) is to be linguistically

competent enough in order to be in positiopedorma textual analysis of a text, thus

introducing it to their studentShort also notes that the lack of recognition of the role

of stylisticsad most i mportantly of O6deviant | ingui
mainly accountable for the failure in teaching English through Literature (1983:72).

The attempt to teach language through literature should not, however, be abandoned

since stylist analysis could help the learners to understand how meanings can be
Afconstructedo and at the same time, increa
conventions of English usage (Short, 1983:73). Moreover, Short reminds us that the
nortnative speakes o f English have the adtantage of
exposure6 to |inguistic analysis and stru

grammar, an occurrence which leaves the learners more prepared to cope with the
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stylistic descriptions andanalysis which are necessary for enhancing their

understanding and awareness (ibid.)

However, | believe that teaching English to speakers of other languages by introducing
|l iterary texts as a means towards Il-anguage
i mmanent 0o features. This maendthavadequize expl a
knowledge of the norms of the language in order to distinguish what is fundamental for

understanding (Short, 1988.72).

Consequently, if students are nogedto develop an awareness of textual analysis

based orthe stylistic examination of a texthey are more likely to fail in learning the

language by using literature since they will not be in position to make an interpretation
based on Aunknowno | anguage nor ms. Mor eov
especially for nomative speakers of Engh, is required in order for them to grasp the
characteristics of the language and understand its features in both grammatical and

structural terms.

Short (1996) suggests that stylistic analysis is a method which undoubtedly depicts the

central featuresf a text linking them to an interpretation. Similagws are expressed

by Lazar (1993 sinceshe finds that stylistics is possibly one of the greatest links that

results in understanding how the ssages in a text are conveyede $joes on to

suggesttat styl i stics has the advantage of dil
function to convey specific messageseé| by]
reasonably familiar to students to reach and justiiyt er ary i nt u,jpt i onso (

32).

Of course, the referende relevant terminology and set of procedures which Lazar

points out include and are based on grammatical descriptions (or linguistic structures if
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you wish) so that learners will develop and intensify their knowledge of the language.
By doing so, not onlylo the students increase their language awareness, but they are
also able to use their knowledge about the norms of the language to interpret literary

textsand convey meaning.

In a very similarway, Brumfit and Carter (1986)ote the relationship between
Apracti cal criticism andlInshortypractiea dritcismanal y si
refers to thantuitions of the reader to make critical jugents wherestudents are
presented with a text arate expected to arrivémpulsively at an appreciation of its

literary values without explicitly guiding them how to do it (Lazar, 19931).

Moreover, Brumfit and Carter (1986) explaihat practical criticism shares two

assumptions with the stylistic analysis. First, the principal form for analysis of a literary
texts shoul d be fp actonseerimgsthatiexts ae excjusivelya n g u a g e
made by languag@nd second, that pracdl criticism is conflicting with the aesthetic

view of the text. Thereforeghe aim of both practical criticism as well as stylistic

analysis is to try and pinpoint intuitive responses of the learners that will result in the
interpretation of meaning ohé text based on its language structure. In this way, the
teacher will ultimately try to show fAhow v

ma d @rumfit and Carter, 1986p.2-3).

| cannot, howevercomment onthé anguage | ear neswithouti nt ui t i
making a referenceto the key theory which examines reader respoiisesception

theory or reception aesthetics.
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2.11 Reception Theory

Reception theory is considered to be one of the most contemporary developments of
hermeneutids Unlike hermeneutics, reception theory concentrates on the on the
reader s 0 r motexclusinelyllinmitingeinteaptetatiores of literary texts based

on the authordés extensive intentions, the

science of subjectivity (referred to plsenomenology

In modern literary theory, the reader was the most disadvantaged and deprived since
attention had been driven firstly Romanticism and the author during the nineteenth
century and secondlyp New Criticism and an absolute interest on the text itself. In
reception theory, the reader is as vital to the text as the text is to the reader. For example,
let me consider the possibility of taking the first sentence of arguably one of the most

famous novels in history Tale ofTwo Citiesby Charles Dickens.

The novel begis with the following ambiguousentence:

filt was the best of times, it was the worst of times, it was the age of wisdom,
it was the age of foolishness, it was the epoch of belief, it was the age of
incredulity, it was the season of lightwas the season of Darkness, it was

the spring of hope, it was the winter of despair, we had everything before us,
we had nothing before us, we were all going direct to Heaven, we were all
going directo the other wayé

(Charles Dickens)

8 Atheory which fa@uses on the art of interpretation of both linguistic and Honguistic expressions.
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Being confrontedo this bizarre, puzzling, and for mgmpnsensical sentence, we need

to establish a literary convention which will be the starting point of its interpretation.

In other words we have to set a degree of relevance to the opposites mentioned in the
novel inorder to gather more information about them and simply put, understand what

the opening sentee is saying.

But what is the pointh beginning the novel in this wagnd at the same time contrasting
related themes in an absurd way? First of all, in tbegss of gathering information as
readers, we recogge that the sentence is made up of doubles, and in almost every
sense, opposing pairs. Secondly, we come tasegthiat the writerhasmade use of
anaphora a rhetorical device which involves tiepetition of a word or a group of

words in successive claus&xugddon, 1998)

The purpose of this device so commonly used in literary forms is to ers@bagain

motifs and consequently stress the attention that is needed on behalf of the reader in
those particular passages. Nawany are those who may not be familiar with the term
anaphora and yet by reading the text aloadeissi | ent |l 'y i mpressed
by the dynamic, vibrant and poetesonancef this device. Consequently, the reader
unconsciously draws a hypothesis on the significance of the opening lines based on
their rhyming elements and precise langy&giowed by the deliberate duality found

in the contrasting pairs in the sentence.

As we read these lines, we make numerougeénizes as to how we should interpret
them, as to how meaning is shapad what is hidden behind this peculiarly profound
opening sentence. For example, we may assume that if the title of the novel is a key

element in the reading of the novel talking abdtiale ofTwo Cities then interestingly
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the oppositional pairs desloed in the fist lines may refer to the oppaosidiffererces

found in those two cities.

However, since the aforementioned lines are only the starting lines of the novel we
assume that questions regarding their role in the whole novel will eventually be
answered as we read through it. In fact, the most probable scenario in reading the whole

novel is that we will have to make numerous assumptions regarding questions or
uncertainties that we wil!/| encounter. It i
even doubtful interpretations about the meaning of a literary text, and certainly it is a
reader 6s affair t o be abhygothasesbasedaok @s i mp |l i c
language. Consequently, the language used in a literary text must be ultimately
corcrefised i nto meani ng. It i s t he reader 06s
constructing meaning which defma novel, a poepa play or any literary work, for

that matterIn other words, the readeyr as important as the author since the text is in

the reader, not on the page

Having stressed the role of reading, | would also like to make refetenice actual
practice of readingsince for reception theory, it is constantly a multifaceted and
convoluted mattebut at the same time it is also disclosing and evolving based on time.
Ingarden (1973), for example, considers that in order for the reader to establish a correct
reading proces$ie or she needs to objectify certain schemata through which the reader
will start to employ preinderstandings order to express his or her anticipations and

prospects about what is read.

Yet, what we learn through reading is that no expectancy and probability can remain
static in the reading process since what we acquiréeaaltered and revised while

reading and what we learn will be part of a circle based on what we read and how much
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we amend what we expect from the text. It is, therefore, comprehensible that our initial
responses and hypotheses while reading may be mwdifid challenged as we read
along a literary text. Thus, our initial interpretations and understandings may be

transformed by whatomes next in a literary text.

|l ser (1978) suggests that the reader needs
text through which the production of meaning and interpretation is possible. For Iser,

reading should never be a set procedure since it is the ultimate role of the reader to be
able to Adefamiliarizeo what fuhderstandings he r ez

while reading.

However, as Lazar (199B.31) puts it, the difficulty in the use of this approach relates

to the difference of the | anguage | earners
the native speaker s si nerarybadkgeounds arellikelg gui st i
to be differento. I n addition, appreciatin
aesthetically by acquiring meaning, as well as linguistically by achieving language
development, involves the examination of the textdlation to stylistics. For that

purpose, explicit linguistic responses could be linked with intuitive responses about the

meaning of a text leading to both the aesthetic appreciation and exposure to language

learning techniques.

Another great theorist who had beerfamour of the reception theory is Stanley Fish
(1980). Even though his views partignflicted with the views of Iser, he refused to
accept any form of objectivity attached to literary works. He considered reastiog
beinga topic relatedo understanding what a literary tereant put insteadasa matter

of what the textid to the reader. Iextension what the text does to us is absolutely

associated with what we do to it (Eagleton, 2q084). Therefore evgthing we read
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is, as Eagleton calls it, a fiproduct of in

not being able to make interpretations is ultimately excluded.

It becomes comprehensible that in order for a student to make a set aigeteasnd

be able to explain the manner in which what is said is said in order to convey meaning
entails some or even particular attention
that intuitive responses are crucial to the reading of literaince they form the basis

of examinationfor what literature signifies to us. This is why developing stylistic
processes and using the fhdapparat,di¥8l of | ing
p. 74) forthe examination of a text is vital to the anak/sif a text since responding

successfully to it depends on the interpretative acts developed when reading.

Through this method, we will evade possible difficulties that students may face
regarding the appreciation of literatusence they need to havenell-defined strategy

in the way they should read literature in order to avoid making them feel demotivated
and puzzled by the complexities of a text. It is, therefore, through the apparatus of
linguistic description that students will value a literaryt feasitively, as well as make
realsdions regarding the link between the linguistic functions of a literary text and

their intuitive responses that will resuitinterpretations.

| strongly believe that much of linguistic association and examinatiartext, an act

which is in itself, vital for understanding and anailyg a text, dependgreatlyon the

stylistic analysis and stylistic proceduresmoyed when reading the textherefore,

language use and linguistic analysis of a text becomes amahéspect of the whole

process to understand and interpret literature, but it also becomes a method of
formul ating intui tive responses, Afobj ecti

investigation, revising in &l®&L way our i ni
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While stressing the importance of using stylistics in the language classroom to interpret

and assess literature, it also necessary to note the connection between styligties and
linguistic analysis of a literary text and timecessity of this approach to convey

meaning and peeive how literature functiond8y doing this we can explain why
stylistics is beneficial for the |l anguage
how particular linguistic forms functiontoweey s peci fi ¢ mEOWpageso (L
32). Lazar takes it one step further to suggest that when studeiststhis approach

they use familiar procedures, liker examplegrammatical descriptionto rationaise

accessible literary intuitions. Therefore, students not only exploit their existing
knowledge of language to comprehend literary teXtst also increase their
understanding of how a foreign language wpeksdthusthey extend their capacity

and conpeterte of the target language.

Nevertheless, even thouglstylistic analysis of literature is an approach from which
learners can benefit enormously, there also should be a limititicls use and
implementation when dealing with a literary work. Undenialsiylistics is very
important in appreciating literatureut it cannot be the only approach available to the

teachers or learners who want to associtgegliure to language learning.

As | will analyse further aheadin my study, using literature aslanguage learning
technique entails methods which go beyond the level of stylistias relate to the

examination of at least cultural, historical and social perspectives of the target language.

2.12 The Need for an Empirical Turn

In most of my previos mentions, the discussion concentrated on reflecting on the
benefits and the concerns of using literature as a means of language teaching, focusing

mostly on a number of points considering the inclusion (mainly) or exclusion of
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literature in the languagearning curriculum. It should be stressed that the content

mentioned in the sections of this chapter hitherto is the work of theorists drawing on
linguistics, literary theory and second language acquisition (SLA) theory. However,

there is a scope for thessertions regarding the benefits of using literature to be tested

and subjected to empirical scrutiny, which is what this thesis aims to do. It must also

be noted that despite the fact that in rece
profile in contexts of second language acquisition, a dimension absent from the research
radar6 (Carter, 2007, p. 10, as cited in Pe
ounresolved questions stil!]l I nsuddnd ci ent |y

teachers have to say about the use of literature in language courses (Hall, 2015, p. 231).

It is, therefore, essential to bring forward for notice and consideration the critique of

the claims regarding the use of literature in language classroomghte perspective

of those who are advancing the need for an empirical investigation antiadaizh

studies in order to substantiate these claims. Paran (2008) suggests that both the
proponents and exponents of the use of literature for language tepohoges agree

that there is a lack of research in tarea,and he highlights the paucity of empirical

evidence regarding arguments for or against its use in language programmes. He also
claims that most of the information provided in this area has laegely theoretical,

and there is, therefore, a need for empirical validation of any of the claims regarding

the contribution of I|Iiterature to | anguage

2008, p. 470).

Similar views are expressed by Hal0{5, p. 112), who asserts a number of claims for
the value of literature in second language learning (i.e. affective arguments, cultural
arguments and psycholinguistic arguments). However, even though he does not

guestion the correctness of these claimsesihe principally argues in favour of the



80

value of literature in various kinds of contexts for language learners, he emphasizes that
these c¢claims have o6too often been taken on
more empirically and precisely foryn us ef ul i nvestigation to I

112).

Other linguistic investigations of second language extensive reading in relation to

second | anguage reading of I|iterature reve
relating to the readingarddo mpr ehensi on of | iterature with
and that current arguments for or against
|l oosely based on empirical evidenced (Hana

whole part (hamelyart 3) in his book to encourage people who want to conduct their

own research in order to O0extend or apply
|l iteratur e, | anguage and | anguage educati c
perspectivestothestudyf | i t erature in | anguage educat

exactly on this need for bringing new perspectives into light that | have pursued my
own research, l ooking to extend or scrutir
using literary textsn language coursdsa research gap that needs to be investigated

more emphatically.

Therefore, this thesis aims to be contextualised within the empirical turn as proposed

by Paran (2008), Hall (2015), Hanauer (2001) and Delanoy (1996), taking up the
challenge to examine or even validate the theoretical positions regarding the
contribution of |l iterature to | anguage | €
teachersodo attitudes more distinctly. I'n w
consideration ofempirical research into the contribution of literature to second

language learning. | then comteate particularly on studerassn d t eacher sé6 perc
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on the use of literature in EFL classrooms, followed by a presentation of empirical

studies relatedtthe use of novels in the classroom.

2.12.1 The shift to datdriven examination

| have previously indicated that the work of this thesis aims to be situated within the
empirical turn and the need for a more ddti@en discussion as proposed by Paran

(2008) and Hall (2015). In an attempt to contextualize my argumentation within this
current development, | consider it necessary to refer to conceivably the most principal
development in the examination of literature in language classrooms. Paran (2008, pp.
4704 71) suggests that this development <can
work has added empirical exploration of the issues to theoretical discussions and

practitioner researcho.

For example, researchers have examined the value of using literature in foreign
language classrooms for considerations and explorations of cylh@abmena (Scott

& Huntington, 2002) and the studechdssod i nte
di scussions to decide on the way the stude
moderated classroom discussions as opposed to skelnéd smih group

discussions (Scott & Huntington, 2007). Additionally, there has been research on the

use of language teaching techniques that were modified to literary functions and were

based on empirical data taken from the learners (Isaac, 2002). Reseaatiecatsh

|l ooked at studentsd favourable attitudes
|l anguage c¢classrooms (Chang, 2007, Chen, 2 C
studentsd attitudes towards the wuse of i

2013; Yilmaz, 2012; Tseng, 2010; Donato & Brooks, 2004; Kim, 2004); and the classes
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that have used literature for language improvement as opposed to the ones that have not
(Yang, 2001). As Paran suggests, even though we do not have a large numbespf paper
this is an important developing area of inquiry because researchers are focusing on how
learners interact with literary texts and how the texts influence classroom interaction

(2008, p. 471).

2.12.2 Examining studentrgtéxtspercepti ons on

In the EFL/ESL contexts, thereas agreemerthat we do not have a very clear picture

of studentsd perceptions regarding the use
generally less explored. Paran recognizes the absence alfriaastudies in this

domain, a fact that adds to the difficulty of making generalizations (Paran, 2008).
Additionally, it is to be noted that there is an even smaller number of papers that are
dedicated to on the use of literary texts for language purposebaol settings, since

most of them provide empirical evidence based on university settings. However, a few

recent studies have attempted to shed light on this underexamined topic.

Tseng (2010) has documented stundaentheis & per c¢
attitudes towards different literary genres. For this study, Tseng (2010) experimented

by selecting a number of literary texts, with which the students were familiar, to be

taught for 14 weeks in the language classroom, covering various genceshe

presentations of these works were based on readponse theory. The findings

showed that students generally had a positive attitude towards the literary works in the
experiment, showing preference mainly in prose fiction (short stories arglshov

among the presented texts as opposed to poetry and drama and contemporary literature

instead of classiliterature (Tsag, 2010, 5859). The study also notes the importance
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of the concept of Computéyssisted Literature daching (CALT) in finding liteature
resources on the internet as wel | as t he ¢

which they had opportunities to value their performances on other media.

Il n another study, Yilmaz (2012) focused on
attitudes towards the study of literature in English, also examining the influences of

t heir opinions together with the teachers
instruction in ELT classrooms. The results show that the students who participated in

the experiment found the use of literature in their language programme rewarding,
encouraging the inclusion of literature in language departments (Yilmaz, 2012j pp. 89

90). The students also found the involvement of literary activities to be beneficial for
language learning purposes, showing strong preference towards small group work
considering it as the most appropriate approach for reading literary texts in the
classroom. This certainly has some implications on the methods used with literature,
emphasisig the positive effect of studeoéntred approaches. The study concentrated
similar results to Tsangbés (2010) experi me
over plays and poems and seemed to perceive most improvement in reading
comprehension, natg however the contribution of literature to the improvement of

their writing skills; on the other hand, in contrast, listening skills met the least

improvement.

A study by Tsai (2012) |l ooking at students
classroomin a college EFL reading course yielded similar results. In a process to
evaluate the overall effectiveness of nove
very little previous experience with novels, Tsai found that fitting a novel in a language
coursean cause positive changes in the studen

main material for reading (Tsai, 2012, pp. 1067). After reading the novel for a
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semester, Tsai 6s students demonstrated 6su
interest n English, their motivation and affect, and there was an agreement on the
suitability of novels over conventional course books (2012, ppi 110&. Other

findings of the study reported the main difficulties students faced while they were

reading the novelyhere linguistic difficulties (i.e. grammatical structures and difficult

vocabulary) were found to be the most frequently mentioned by the students. Finally,

Tsai 6s study concentrated similar results
and Omuatsmppdl ementsd receive a fruitful 3
students with the opportunity to familiarize themselves with the plot and the language

of the novel as well as with some cultural elements and general knowledge extended by

reading a neel (Tsai, 2012, p. 111).

Kim (2004) explored how literature circles function in the context of L2 instruction

through a rigorous investigation of classroom interactions in an ESL university class.

She noted the student sdgenemwithihe liteaalytestsyd i nt e
also noticing the positive reading experiences of the students in the L2. She also
interviewed the students and observed and
the literature discussions. The students found thatitdw@ture discussions had a

positive effect on their reading comprehension, since they could understand the text

better, and they expressed their enthusiasm for their active involvement with the literary

text (Kim, 2004, p. 162). Moreover, the studentsntioned the enjoyment they felt

when they expressed themselves freely and without hesitation, since they could express
their 1 deas without restrictions or | imitat
2004, p. 162). More importantly, Kim stressesvhinterview data demonstrated that

the students were O6more deeply involved in
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the text...they could comprehend the text better...and they experienced the pleasure of

readingdé (Kim, 2004, p. 163) .

SimilartoKimbs (2004) study, Yang (2001) expl or e
ESL classes, where two of the classes used a novel in addition to the textbook, and the

other two classes only used the textbook. Like Kim (2004), Yang interviewed the
students at thered o f the course, asking questions
content knowl edge, and how the novels affe
2001, p. 458). The students considered reading the novel a very positive experience and

felt that they ovecame their initial hesitations and worries regarding reading an English

novel. They agreed that their fruitful discussions on the novel motivated to do the

required reading at home, and they were satisfied with the speaking activities that raised
consideabl e speaking opportunities because the
than simply answering gr ammdass digcussiens i ons 6
sounded | i ke o6real conversation in daily |

(Yang, 2001, p. 49).

Paran (2008) asserts that contrary to the
studentsod6 reactions to courses where |iter
(Martin & Lauri e, 1993) that havearneke monstr
confront literary works. Martin and Laurie, for example, investigated 45 university

students in a French course where French was taught as an L2 in order to find out the

studentsdé6 reasons for continui ngorthéheir Froe
course. They also examined the studentsod (e
di scovered that the stutlehesatwhoedveb ecdwde
stance towards the study of | iliteraturgasur e con

distinct from reading it for enjoyment or personal development. Literature did not
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interest them...not only because of scepticism about its contribution to the four skills,

but because they did not feel that competent to deal with it iry awvah would oblige

them to discuss it in public forumd (Martir
study also revealed that the studentsod i nse
partially linked to the linguistic challenges that thedents facediljid.). What is even

more interesting, however, is that the researchers found out that there were some

met hodol ogi cal l ssues where the techniques
study i n a pip.)y, amrthe twasd a needrfa more studententred

methodology that could help value the role of the learners in the study of literature.

Clearly, this has some implications on the role of the teacher in the language classroom

when it comes to using literary texts. Therefore raestigation of what teachers have

to say in relation to the use of literature in language courses is also necessary and will

be the main focus of the following section.

2.12.3 Teachersodé views on |literature and |

The picture that emerges from the discussion in the previous section regarding the
studentsd6 perception(s) of using | iteratui
favoured the use of literary texts provided they had been exposed to positive
experiencewith them, responded to the reading of literature, and participated in fruitful
classroom discussions. These students are
well as] enjoy the experienced andeare mor ¢
in language courses productive and rewarding (Paran, 2008, p. 480). However, what is

very important to consider when examining



87

incorporating literature is the role that the teacher has to play in them as well as the

ttachersé perceptions on the use of Iliterat

Donato and Brooks (2004) examined the discourse of class discussion in an
undergraduate Spanish literature course in order to determine how discussion in
university literature courses offer discourgportunities to students to develop certain

language functions. The findings that arise from that study demonstrate a -teacher

centred lesson where the teacher dominates and does most of the talking in class,

leaving students with very limited talking timiResponding to the study by Donato and

Brooks (2004), Paran (2008, p. 473) noted
to recast their | anguage, instead reinforci
The data from the findings also revedthat during the literature discussion, the teacher

was unable to 6foorei potedy ommrmdd tchwei deREt he st ud

their foreign language (Donato & Brooks, 2004, p. 196).

In another study, Weist investigated the role of literarystéxtan intermediate level

Spanish classroom and focused on the understanding of the teaching of literature and
reading comprehension. The study examined one particular classroom context where

the teacherds intention wrargtextsaandtheslisphyst udent
he made an extensive use of the English language. The findings of the study indicated

that there was a noticeable difference of opinions between the students and their teacher
regarding the primary goals in the course. The esitg] for example, perceived

|l iterature as an i mportant tool for expand
primarily interested in the historical and cultural contexts of the literary texts as well as

using literature as a means for learning to doawaith the language (Weist, 2004, p.

° IREL Initiation-ResponseEvaluationg is a teacher led sequence where the teacher asks a question,
NEOSA@GSE 'y FyasgSNI oeé || adddzRSydz FyR GKSy S@Ifdzd G§Sa
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213) . I n contrast to the studentso6 beliefs,
than just reading it aloud or wunderstandin
l evel [ s] of t h@Veist, @04 p.1213s Weiss mtedooh tha téabher

centred nature of the course, since during the observations, the teacher did 90% of the

talking, and he only occasionally asked questions (Weist, 2004, p. 214). Weist
considered that Hhehraditiona viewsoé thef imstruttar \ae tte 06t
dispenser of knowledge, and the students as passive recipients of that
informationé[ wher e] the instructor was Vi
important about the texts, and the students often expresseting f&fetremendous
responsibility to develop the ability to I
214). This study notes the teacherdés domin
di fference between the t eactrrewdsdoingandcept i o

the actual out comes of the | esson, whi ch (

expectations.

The studies mentioned above demonstrate th
students using literature for language purposes andlrsgeies that have to do with

the role of the teacher during these courses. Moreover, the limited interaction that the
students have as well as the lack of active involvement and limited student talking time

should be dealt with by (re)defining the rolfetloe teacher during the classes in which

|l iterature is used for | anguage purposes. |
engagement wi t h t he t ext shoul d be e x ami
involvement with it and promote fruitful disssions that will endorse student

contribution (Kim, 2004). Unquestionably, the teacher has to play a vital role in
6orchestrating and supporting both student

ot her studentsdo (Ki m, npatand argurpent hekesis3that Howe\
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many foreign language teachers do not receive formal training in using literature in the
language classroom (Paran, 2008, p. 480), and they lack the methodological
background to use literary texts in the classroom. As atresul t hese &6feel ir
i nadequacyod (Kramsch, 1993, p . 137), and t|
want to use literature later on their teaching, they do not have the methodological

wherewithal to do cerRfpre ¢ ed ma2DABgphi8Eachre rr

Anot her i mportant point to reflect on in t
positive outlook regarding the use of literature as an authentic material in the classroom
(AbdulHussein, 2013, p. 338), there is a need to considd he t eacher sd al
evaluate their own methodological stance in using literature in language classrooms

(Paran, 2008). In Fond&ol an and Burnettds study (2002
concentrated on the methodological comparison of beliefs autiges in relation to

teaching a reading and literature course. Burnett feels different to FBalder in

relation to her teaching, in that she is less confident in teaching literature, mainly due

to the negative experiences she has had with literasusestudent (Burnett & Fonder

Solano, 2002; Fond8ol ano & Burnett, 2004) . They al ¢
views on how to teach a reading/literature
of thinking may be 0digrébe c twhyi crhe Ipateeda rtea ftd

with literature from different perspectives (Burnett & Fon8etano, 2002, p. 80).

This, of course, raises some additional important issues for investigation since previous
training or even t héatibne and previous éxpededoescnzay i o n a |
have some implications for other <contexts
regarding the way literature should be used in language classrooms. Paran (2008, p.

481) asserts that since the focus of attentiomloas shifted on literature, this means

t hat Owe now have descriptions of courses
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is therefore possible, that the generation of teachers being trained now are less worried

about their ability to use literature iRL s et t i ngs . 0

2.13 Setting and Participants: Contextualising the Study

This part addresses the need for a clear and specific contextualisation of thepwoject.
that aim, a description of the settings and participants is necessary in order to depict the
context that has been investigated. This study does not apply to the whole of the ELT
education in Cyprus, since it only examines the use of literature for Etpbges in

the private sector. In Cyprus, despite the fact that magazines, newspapers and other
authentic materials are seen as common supplementary materials for ELT in the public
education sector, authentic unabedgnovels are very rarely usédeven onthe
occasions that are included in the curriculubespite the suggested benefits of
introducing novels in the language classroom (Gareis, Allard, & Saindon, 2009; Lazar,
1990; Vandrick, 1997) as a means for language teaching, the ragdisystematiase

and implementation of literary texts can only be found in private schools in Qyprus

where literature has a more renowned staBareis et al. (2009) consider that using

novels as the primary material fofominstruc

traditioné, and this may partially O6justi

education in Cyprus. The school that | have based my research on is a private, seven
form secondary school in Cyprus. The school has been chosen on the basisiod
implementation of literary texts for ELT purposes, since novels and other literary works
are currently being used from form 1 to form 7 for ELT purposes. A total of 144 students
from this school participated in this study, and the majority of t(#mHmwere form 1

students, whereas the rest (47) were form 4 students. The form 1 students; 48ed 12

f
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were mixed ability students, and they began the year with an intensive grammar focus,

with a duration of six wee({lBeTweetbyfRoalde r eadi |
Dahl) for another six weeks and ending the course with the Bowlge to Terabithia

by Katherine Paterson, which they read and used in the classroom for four months.

Form 4 students, aged 166 , read Har poeKil a Medengbgd, amd v e |

Lawr enc e 0s The Rocking Hossé Mheryl made a conscious decision to

select participants from different years and ages in order to have a sample from two

distinct age groups and levels (i.e. form 1 and form 4), so that | can peessre

complete image of their perceptions, even though the final decision was to merge the

two forms in order to have an extensive ic¢c
without concentrating on comparing and contrasting thews It is worthmentioning

that the academic curriculum had been designed to give students the opportunity to

acquire a solid secondary education, and the English department has a catalytic effect
towards that direction. This is because the English department aims te stuaents

to develop intellectually and culturally, and using literary texts in the language
classroom is considered as a means to achieve that purpose. The head of the department

of English | anguage noted t hatheitldarmerssc hool 0
is not only limited to the fluency in the English language, which is certainly the primary

pur pose, but al so to develop studentsodé cr

awareness.

As | have aforementioned, this study examines theilpbgsof using literary texts as
reading materials in ELT classrooms in private schools in Cyprus, and it focuses on the
students6é and teachersd subjective percept

novels in particular, for ELT purposes. It important to find out precisely how
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literature is being used in Cyprus, since despite the recent trend that saw a resurgence

of interest in the use of literature in ELT, in the EFL context in Cyprus, no studies exist

that examine either the possibility caevaluation of teaching literary texts in the

| anguage classroom or the studentsodo and
implementation in language courses in the private or public sector. In this context, the
subjective views of learners and teacheesiamportant since their attitudes towards the
literaturereading experience will help us support the use of literature in language

learning contexts.

2.13 Designing the Research Questions

At the beginning of sectioB.12,| noted the need for an empirical turn as put forward

by Paran (2008) and Hall (2015) . I n EFL <co
teachersd perceptions regarding the use anc
courses remains underexmd; and this study aims to bridge this research gap by

looking at this area more emphatically. Therefore, it should be made clear that the
discussion and arguments mentioned in this chapter refer to the existing literature and

work of theorists drawing ofinguistics, literary theory (i.e. reader response), EFL

contexts and SLA. In that, the main aim of this study is certainly not to prove that
integrating literature in language teaching ensues in language mastery and language
proficiency, since this wouldefinitely necessitate testing methods for measuring these

outcomes (see Yang, 2001). Understandably, | would like to avoid labelling this as a
thesis that objectively evaluates an increc:
t hat st ud eceimprédvesavithritpratireebecause simply, it does not. Rather,

this study focuses on subjecting some theo

using literary texts for language learning under empirical scrutiny by specifically
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looking at how literture is being used in private schools in Cyprus and examining the
student sd and teachers6é subjective views a
language classrooms. Based on the notion that sees novels as an authentic source of
reading, which calres O0speci fic featuresd that can
opportunities for educational and | ingui sti
like to explore and evaluate the outcomes of literature teaching (by putting emphasis

on novel teaching) n r el ation to both the studentso
perceptions. This will add to the repository of veryiled studies examining students

and teacherso attitudes towards wusing |iter
wilhel p us wunderstand both the studentsdo pel
texts as well as the teachersodo refhéecti ons

research questions that will be examined are:

1. Isliterature being used as a means of English language teaching in private ELT

schools in Cyprus?

2. What is the role and implementation of literature in ELT in private schools in

Cyprus?

3. Are novels being used as a representational vehicle of the cultines Bhglish

language in private EFL classrooms in Cyprus?

4. What are the students and teachersdé per.

form of literature in the process of ELT in private schools in Cyprus?

5. How do the ELT teachers in private schools ypflis view the involvement of

literature, and more specifically novels, in ELT courses?
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6. How do EFL students in private schools in Cyprus view the involvement of

literature, and more specifically novels, in ELT courses?

In what follows, the methodologicprocedures and considerations for thisdgtwill
be presented and a rationale for the construction and use of the selected instruments that

explicitly outlines the relationship between the various research questions and the

specific data collectiomstrumentswill be offered.
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CHAPTER 3:METHODOLOGY

3.1. htroduction

Chapter 1 has offered a brief overview of the incentive that led to the initiation of this

study and the examination of the use of literary texts, with particular emphasis on novels

with second language learners. Chapter two has been focused more closely on a broad
overview of research into the role of literature in English language learning, the
language of literature, the readership of literature, and the uses of literary texts in
language learning pedagogy. Chapter 2 has also been concentrated on the authenticity

of literary texts, the cultural access they provide to their readers and their capacity to
develop linguistic competence. Most importantly, | have pointed towards thdareed

further research and empirical evidence to support the claims put forward by the
proponents of the use of literature for language learning. Despite the recognition that

6l iterature is back, but wearingstdafferent
call for a new research discipline that has remained underdeveloped until now, the
views of both the students as well as the teachers in relation to the use of literature in
English language classrooms. Therefore, this thesis aims to be situatéadh e édempi r i c
turno, whi ch p r o modrivers empirita researah dn ofderrto dat a
substantiate the claims of theorists who have been suggesting the need for empirical
scrutiny (Hall, 2105; Paran, 2008). In exploring these key issues, weawlidmpted

to consider why the subjective views of both the students as well as the teachers are
important in promoting the use and implementation of literature in language learning.

In this chapter, the focus of attention shifts to my own research questithe context

of the use of literature for English language learning in private schools in Cyprus. This
interest has been informed by the existing literature (Kim, 2004; Tsai, 2012; Tsang,

2010; Yang, 2001) as wel | blessearchprojgctsinngs t o
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the | ight of some applied linguistics rese
Thus, the intention of Chapter 3 is to provide the methodological framework based on
which the assumptions discussed in Chapter 2 are inatsdigh order to confirm their

validity or advance their performance in the light of further empirical scrutiny.

3.2 Towards choosing a research strategy: Qualitative and quantitative research

It is very frequent among scholars that definingethodological strategies and
orientation entails distinguishing between the two major types of reseamaitative

and guantitative research. On the surface, delineating the differences in a very naive
way would be to assume that the main dissimilacibtycentrates on the fact that
guantitative research involves measurements whereas qualitative research does not
(Bryman 2012). However, the differences are not of such a superficial level and they
are rooted deep in their ontological and epistemologmahdations which separate
research in two approaches: the subjectivist approach to social scientcdhe
objectivist approach to social scieneehere qualitative researchers are nominalists,
antipositivists, voluntarists and idiographiand the quanttative researchers are

realists, positivists, determinists and nomothetic (Bryrg@a2 Cohen et a).2011).

Nevertheless, | would not like to outline the differences between the qualitative and
guantitative research mainly because both techniques caoirity employed to
achieve the purpose of a study. It is, therefore, with the principle of applying a mixed
paradigm that | will be most concerned with in the followsegtion since it is also the

paradigm that | have fodrthe most useful for mstudy.
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3.2.1 Defining Mixed methods research

First of all, | would like toelaborate on the meaning and implications of the phrase
dnixed methods resea@There is a tendency to combine methods within a particular
paradigm, for example someone wihecides on the use of a qualitative method may
combine unstructured interviews with unstructured observations. However, that would
be an integration of methods being used in only one research stiategyely,
gualitative research. The combination of niix@ethods to which | am referring to
blends the two research strategimsmbining some of their approaches. Over the last
two decades, mixed methods research has been seditharsl @approach in resedrc

me t h o d (Doryei 2007, p.43), afthird metlodologicaimo v e m@eddlié and
Tashakkori, 2009) or alternatively, afthird researcip a r a d(Jolyghsoo at 312007,

p.112)

Therefore, it would be probably better to assume that qualitative and quantitative
resear ch met hods raheréormmadntindumxwe simpimetiiténd b u t

to compare them all the time. Perhaps one of the most illustrative descriptions regarding

the role of this O6hybridd met & Theo mes fr o
notion enables the researcher to make combinations and associations between the two
distinct kinds or research methods and combine them in order to offset their weaknesses

by drawing on their strengthBiyman, 2012Denzin, 1978). This idea as well asrs®

WagvdzZ t AGFGAGS YR ljdzt yGAGE GA GBS T eoNdig The BsudNiS 4 S| NOK 06 2
not whether to use one form or another but rather how these might work together to foster the

development of theory. Although most researchers tend to use qualitative and quantitative methods

in complementary or supplementary formshat we are advocating is the true interplay between the

two. The qualitative should direct the quantitative and the quantitative feedback into the qualitative

in circular, but at the same time evolving process with each method contributing to the theory i

glrea GKIG 2yteé SIOK Oly¢o
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others will be further investigated in the sections that fallomould nonetheless like
to stress that the matter of selection between theseypes of research depends
exclusively on the discretion of each researcher. It is not to assume thag ikdetter
than the other; instead, there can be a selection or pref¢haheedbased on the needs

of the research itself.

3.2.2 Mixed methods research: A more effective paradigm

The integration of qualitative and quantitative research enabledonggve greater
prominence to théstrengths of the data collection and data analysis techniques with
which quantitative and qualitative research are eashs o ¢ and theredfode allow
them to be fused (BrymaB012 p.631). In conducting my research | set six research
guestions which investigate the use of novels in the English language learning
classroom foELT purposes. However, a more thorough investigation of this topic and
a sufficient answer to the questiéhsoud only be achieved by combining some of the
methods from both qualitative and quantitative fields (s&muictured interviews, nen

participant observations, salbmpletion questionnaires).

1 What seems to be of high importance in mixed methods research are the research questions.
Research questions are extremely important in mixed methods research because they dictate the
methods to be used and they specificafifluence the type of research design used including the
sample size, instrumentation and data analysis techniques (Newman and Benz, 1998; Onwuegbuzie
and Leech, 2006a; Tashakkori and Teddlie, 2003).
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Even though it is pointed out that there are some arguragatst mixed research
methods$?, it is nonetheless through this methodological pluralism that we can enable

possible emrs to be recogsed and mended (Johnson et 2D07%.

To exemplify this further, even though questionnaires answered by a number of
teachers allo@dme to have a clear stance of their views and attitudes towards literature
in generaland novels in particulayet a structured interview enables me to deal with
their responsein much more depth bgismantlingtheir thoughts on the ansns
provided in the questionnaire and providing some musightin areas which cannot

be investigated by the use of questionnaires in isolation.

Additionally, despite the thick data that | managed to collect through interviews and
guestionnaires, partfomy research required me to observe the teachers in the
classroom. By doing so, | would be certain that teachers actually did what they said
they did in the classroom, as it comes from the questionnaire responses, and students

could be examined in actuelhss time.

In stressing the importance of adopting a mixed methods research approach, |
nevertheless needed to take a dApriority de
as the principal datgathering tool. Since the two research methods could et ha

equal weight, | consider that adopting the qualitative method as my dominant tool suits

the purposes of my research the mighat is meant here is not that the quantitative
component of the study has a less effect or importance to the study; besides, the
guestionnaires have been used on a fairly large scale, which indicates their significance

and impact on the data collectiondaon the study as a whole. Rather, my aim is to

2C2NJ SEF YLX §S5 GKEF G & NB & $icaNddrmitviedits 408 tResideddthaNNE S LIA & G S Y 2
dzt t AGEFGADBS YR ljdz yGAGEGAPS NBASHNDOK NB aSLI NI GS
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indicate that the use of qualitative methods for my research purposes outnumbers the

use of quantitative ones since interviews, classroom observations and most of the open
ended questions in the questionnaiteelong to the qualitative paradigm and will
therefore be analysed qualitatively, whereas only questionnaires with closed questions
were used from the quantitative paradigm. Furthermore, qualitative research often
all ows t he r es e aerexpedence ofpasticigagte tb detetming Howe i n n
meanings are formed through and in culture
(Corbin & Strauss, 2008, p. 12). It is with this possibility of discovery that | am most
concerned with, since one ofetthenefits of qualitative research is the boundless
prospect to learn more about people and minimise the distance between what is given

and the unknown. However, | have to make clear once more that even though my study

will be predominantly using more qutakive and interpretive models rather than
guantitative ones, an extensive use of the quantitative methodology through the use of
guestionnaires is necessary in order to be able to interpret and analyse some of the
findings (further details about the cheiof mixed methods is given in the description

of the settings).

The pattern to be used is based@m r bi n a n(#998Sgrounaad shedry
methodology which focuses on the theory derived from data and in the ways those data
are analysed and interprdt@uring a research. According@orbinand Strauss (ibigl.

basing the research on grounded theory means that the researchersde\ctse
relationship between data collection, the methods being used and data analysis in order

to come up with a theonSpecifically, employinghe grounded theory in a research
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means that the researcher does not begin with one explicitly predetermined theory in

mind'S,

In this thesis, the term grounded theory is used in a more generic sense to denote
theoretical constructs derived from gualitative analysis of data. In that, the rationale for

using grounded theory with the classroom observations comes from the explict go

the method to help develop a new theory. With the observations, my aim is to produce

new theoretical insights, which will be generated on the basis of empirical data. The
rationale for using grounded theory with the observations was based on tlieaidea

little was known about firstly, how the novels and literary texts are communicated

within the classroom and secondly, the patterns of teaching that were inherent in what

the study participants did and how they responded to the use of literatulacK loé

knowl edge of what concerned the studentsbo
interacted with literature meant that the researcher approached the study with an open

mind as to what might be found. In chapter 2, | mentioned the lack of empiridahce

and by extension the absence of theory based on an empirical investigation of the use

of |Iiterature for | anguage teaching and | e
studentsd beliefs. At the samédthausemmfean t he n
approach that could build theory from data. Within this framework, the reasons | have
decided that it would be useful to observe
and teachersd behaviour, i ndents,mot leetweeat i on b

students, and so on. Furthermore, grounded theory with its progressive inductive

BGINRdzy RSR GKS2NEOPDPD® 6SIAYyaE oAGK Fy FNBIF 2F &addzRe
Theory derived from the datais mofeA { St & (G2 NBaSyofS GKS WNBFrfAdeQ (K
together a series of concepts based on experience or solely through speculation...Grounded theories,

because they are drawn from data, are likely to offer insight, enhance understandidgyravide a
YSFEYAYy3IFdz 3IFdzZARS G2 | OGA2yé o0/ 2NDAY |FyR {(iNrdzaaz wmqg
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analysis could cover more empirical observations than other approaches and help me
go beyond mere description and categorization in order to offer a basrstanding
of the relationships and principles underlying the use of literary texts with language

students respond to the research questions.

3.2.3 Offsetting and completeness

It is often argued that mixed research methods allow for the meaningsaitodag
probed, corroboration and triangulation to be practised and thicker datgathieeed
(Cohen et al.2011, p. 23). Additionally, it is highly possible that qualitative and
guantitative research have their strengths and weaknassktherefore pintegrating
them it o&éper mi fioffsét theitweaknmessass arad dravih an thengties
of b o t(Bryman, 2012p.633). To explain this idea furtherreference tmne of the

potential difficulties of my research should be mentioned.

One ofthe methods used for the data collection was the questionnaire survey where
teachers were requested to reply to different «iofl questionsi mainly closed

guestions. This would allow me to have a rather large collection of data bearing in mind

the limited time | had to carry out the research. Even though | had managed to receive
most of the questionnairggvenout | had soon realised that
were a bit shallow and thatfurther exploration of their beliefs and of more complex

ideas mentionedbut not adequately explainadas required

This inherent weakness of questionnaires was remedied by some tipllimterviews
during which the respondents successfully provided more illustrations, explanations

and descriptions of their befs regarding the role of using novels in the language
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classroom. This offset, then, enabled the insufficiencies of the one approach to be
rectified by the effectiveness of the othguutting flesh on the bonesof the

methodology

Apart from the idea afixed research methods referring to the suggestion of offsetting
the strengths and weaknesses of qualitative and quantitative regbarehis also
another important notionthat of completeness. Bnan (2012p.637) maintains that
completeness may irwhte that in order to have a more complete answer to the research
guestions, a combination of both qualitative as well as quantitative methods is needed.
It infers that the gaps of the one method can be bridged lsingithe other. In the

case ofthis esearch, this phenomenon appeared

selfcompletion questionnaires and classroom observations.

On the one hand, a questionnaire could not be provided to the teaetyeesting their
beliefs about teaching English through literafwi¢ghout actually observing their views

being put into practice. On the other hand, the need for information from the part of the
teachers about the nature of their teaching and theiomarbeliefs about the role of
novels in language teaching could not be accessible through the isolated use of a
6monomet hodd and during the time of the

of the two methods enabled me to complement the one lipttbéuction of the other.

3.3 Framing theesearch questiorandestablishing boundaries

As in the case of any kind of research, a question or questions are essential in order to

guide the investigation process in a meaningful and unambiguod$ Wag technique

“VIKI@GStazy FyYyR ¢2gyS 6vnnuI LI pp0O &adAaA3Sad GKIG
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| have used to design my research questions has also determined at a great extent the
methods to be used. Thus, | have tried to avoid what Corbin and Straussp(Z00)8

refer to as the committed r sushemavayeniorelards n e e
to fit the method. Instead, | have attempted to provide an investigation of the area of

interest based on the questions that stem from the requirements of thehréseHyc

based on the need for more ddtaven empirical studies irelation to teachers and
students6 perceptions and attitudes of usi.
and Paran (2008However, | should not fail to mention that in designing my research

guestions the aim was to beiasisive aswaspossible andto generate a hypothesis

rather than test onéMly research questions are more qualitatively oriensatte

gualitative studies will allow me to frame my research questions in a manner that will

provide me withfisufficient flexibility and freedom toxglore a topic in some depth

[and] tell the reader what there is something about this particular topic that is of interest

to ther e s e a (CallineanddStrauss, 2008. 25). For example, RQBnay initially

seem a broad question, yet it cannot gige to unlimitedpossibilities and distract the

readersfrom identifying the focus of the study, since the attention is placed on the

teachers, the use of literatuyend more particularlynovels and the English language

learning classroom.

331Thedwhat 86 and O6howd of the research quest

In the process of conducting my research, | was concesiezhow | could provide a
complete and comprehensible answer to my research questions. All of them-are wh
typeofguesti ons ( 0\vahdatis partieutarty imposténytd gelineate the

various explanations of the outcomes of edtlws, therefore, essential fauncover
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information and perspective, increase corroboration of the data, and render less biased

and more accurate 0 n ¢ | u(ReanasmdTavale 2008 p.133).

For example, In answering RQ6 have found out that 117 students have shown a
positive predisposition towards learning English through literattwasidering the
process interesting or enjoyable. This, in itself, is a very interefitidgng worth

noting but as it proves, students consider that there are different factors which have
played a role in shaping their views. For example, thikty sudents have responded
saying that they regard literaturbighly i specifically novelsi for being avery
interesting methodn learning (because they aréinteresting fun and exciting ) .
Fourteen have said that the plot of the noveds so interestinghat theydid notget

bored twelve statedthat the novels helped them improve their English by acquiring
new vocabulary ankkarninggrammar in a better and easier wagda few moresaid

that learning through novelgasmore realistic and so on

Evidenty, in this example, the studentsod views
and novels in the classroom vaand in some occasionthe reasons set as the basis

for the studentsod positive predispdasition t
other. Based on this example, even though a quantitative measurement accounts for the
number of students who view the involvement of literature in English language learning

in Cyprus positively, it is precisely here that a rather qualitative investigeaio shed

more light on a statistic analysis explaining why students have provided these

responses.

Bryman (2012 p. 629) indicates that the data deriving from mixed methods research
should not only be mutually illuminatingut the researcher hasatsoensure that the

research design is set in a manner which certifies the integration of qualitative and
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guantitative methodsavoiding, thus,any possible bias which migtiévour, say a
numeri@l survey (Cohen et al., 2011. 24). An example can bewgn by considering

RQ4. In this instance, qualitative data has provided a proposal of what the most
appropriate form of literature is and the rationale behind it, whereas numerical data has
provided an indication of the extetatwhich the students havediebenefited by the

implementation of literature as part of their English language learning.

Lastly, related to the issue of avoiding bias, | find the explanation of the formation of

RQ3 necessaryn the second chapter of this thesis, | made an exemsference to

the relationship of language and culture, and | stressed that language and culture should

not be seen as separate concepts, distinct to each other. Rather, they are indispensable

parts of language teaching and should be regarded by congitlezione in relation to

the other, especially since in the context of communication, language is bound up with

culture in multiple ways (Kramsch, 1993, 1998). Having this in mind, research question

three takes the relationship between language teachahgudture into consideration

and aims to investigate the participantsd |
increase and promote the studentsdé intercul
their cultural knowledge. What is definitelg be avoided is the impression that this

research question assumes that the cultural and linguistic benefits associated with
language teaching can be ensured with the use of literary texts. Rather, this is to be
examined by consi deadmnhgr $& ep esrt awadetnit sros anrd t

texts in relation to culture.
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3.4 Rationale for the Construction of the Instruments of This Study

This part offers a detailed rationale for the construction and use of the selected
instruments for datacollection, namely questionnaires, interviews and classroom
observations. The aim here is to provide an explicit account of the grounds that have
informed the construction of the data collection tools and led to the content of the
guestionnaire, the basim which interview questions were formed, and the rationale

for classroom observations, always with reference to the literature review, and in

relation to the teacher s 6,whichdsthemaimtapiot sbé per

for scrutiny

To beginwith, questionnaires have been used extensively with both teachers and

students in order to address a number of assertions made in the literature review

(chapter 2). For example, item$170 i n t he teachersd questio

t eac her s @roagretonandsaliteratarg in ELT courses. In responding to the

arguments by Carter and Long (1991) and Carter et al. (1989) concerning the distinction

bet ween the study of |l iterature and the u:¢

perceptions on theatter could reveal information that could help delineate the way
literature is treated with language learners in private schools in Cyprus. Thus, questions

71 10 could be targeted at a categorization of the role of literature in ELT classrooms in
Cyprusty | ooking at the teacherso6 perceptions
fas a product and as a process (Carter &
interviews could provide further insight into the application of literary texts in order to

explore the notion of representational vs referential materials in the context of language

| earning (McRae, 1996) and examine the t
development of language competence and other educational opportunities by reference

to the use of literary texts in ELT in that respect. Similarly, classroom observations

<
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could reveal information regarding the nature of the courses for which literary texts

were used, paying close attention to the evidence that could help distinguish between

the treatment of literature as discipline and the use of literature as a resource.
Additionall vy, the teacherso6 interviews but
examine whether the teaching of literature in private schools in Cyprus agrees or
disagees with Carter a n-thaset pedapogy and Witethet p pr o c

studentcentred approach is preferred over a teackatred one.

Another suggestion mentioned in the literature review that needs to be investigated by
coll ecting t hand data #anhcassd@n obsereatioss refers to the
exploitation of literary texts by employing EFL strategies directly extracted from the
language classroom (e.g. role play, vocabulary exercises, games) and some other
languagebased approaches. The datarfrinterviews and observations could therefore

help us examine the language learning techniques that teachers use with their students
during the lesson and decide, based on these observations, whether these are transferred
from the language learning clagems and then modified to the use of literary texts.
Consequentl vy, a thorough investigation of
guestionnaires, interviews and most importantly observations would help explore the

use of literature as a resource foncr easing studentsdé | ingu
development by employing EFL techniques; it would further help decide whether a
studentcentred approach is preferred over a teackeatred one (Carter, Walker, &

Brumfit, 1989; Carter & Long, 1991; Carter &dRae, 1996; Lazar, 1993).

Questionnaires were also necessary for looking at the link between literature and
cultural awareness and language teaching (Lazar, 1993; McKay, 2001, Duff & Maley,
2007) . I t em 1formil questiohnaire siead doeaxdat sé® t he st uden

perceptions on the importance of novels in helping them learn more about new cultures,
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whereas items 19 and 20 in the teachersbo
perceptions on the role of culture in language learning in relatitretase of novels.

Since these closed questions could not concentrate on detailed descriptions,follow
interviews could closely examine the teac
representational vehicle of the culture of the English languageelsasv of other

cultures in EFL classrooms in Cyprus. The data collection aims to examine culture in

the area of language teaching by reference to Adaskou et al. (1990) and their
explanation of the different meanings of culture in this fieldaswellasDud nd Mal ey 0 s
(2007) view of literary texts as depictive mediums of culture of the target language.

Lastly, classroom observations could help in the investigation of the relationship
between culture and language teaching with the use of literary textellbgtiog
evidence of the studentsd cul tural enri chn
novels used with the learners that attest the cultural enrichment and promotion of

intercultural awareness.

It has been argued in the literature review thatstdection of the literary texts that

should be used with the language learners depends on a number of criteria of
appropriateness (Brumfit & Carter, 1986; Carter & Long, 1991; Collie & Slater, 1987).

One of the criteria that should be taken into accousth&o een noted to be t
ability to engage with the text and identify with its themes, miétdad characters.
Furthermore, the studentsdéd preferences in
the studentsd i nt er esearsbroaghtdnto¢hr gasscobnaplay ons w|
a vital role in their overall enjoyment and applicability for ELT purposes. It is exactly

on the examination of the studentsé prefe

15 A motif is adconspicuous element, such as a type of incident, device, reference, or formula, which
occurs frequently in works of literatuéeC 2 NJ S E Th¥ ldatilysladyt who turns out to be a
beautiful princess is a commonotifin folkloré 0! 0N} YaZ wmddpdpE LlIdmc ¢



110

student s6 quest i omquesiions®ls0 sferedkm t ot U decrutss owi ft ¢
11f rom studentsoé6 .f oAddidt iqureasltli y,nntah e etseacher
their responses to questionsi1l3 coul d be wused to | ink or
beliefs in order to establisharelatom i p bet ween studentsd and
regarding the most effective genre of literature to be used in the language classroom.

Related to the examination of the most favoured genre to be used with language
learners, follow up interviews with thesdchers could reveal more information

regarding the rationale, the appropriacy and the reasons for selecting one particular

genre over another (e.g. length of the literary texts, the level of the students, vocabulary,

etc.).

The investigation oftheELEtac her sé bel i efs and attitudes
concerning the use of literary texts, and more specifically novels in ELT courses, was
one of the most important objectives of this study. The number of similar types of
studies is very limited,ral in some occasions are not done in the same context, as the
use of literary texts is examined by looking at university settings (Paran, 2008). For

examining the teachersd perceptions, three

To begin with, questionnaires aiméal examine the suggestion that there is now a
resurgence of interest in using literature for language purposes (items 8 and 9).
Additionally, the benefits of including literature in the English language learning
curriculum were also examined by lookingah e t eacher sd perception
Osubtl etiesd that accompany | iterary texts
materials (Carter & McRae, 1996). Further,
of novels in the language classnods also examined (items 1147) with reference to

the claims that novels have certain characteristics that can be exploited in order to
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deliver opportunities to increase the | ear

educational opportunities (Coll& Slater, 1987; Duff & Maley, 2007; Lazar, 1993).

However, these claims could be better examined by interviewing the teachers in order

to explore their attitudes towards the use of novels with language learners in more

depth. Emphasis could be given irethse of novels as a complementary authentic

material and the ability of novels to increase linguistic awareness and competence
paying close attention to the | earnerso6 i
grammar and language skills as well as theetiggpment of interpretative skills (Collie

& Slater, 1987; Lazar, 1993). Additionally, interviews could allow for a closer
investigation and expansion of the responses they gave in the questionnaires allowing

for clarifications and explanations for theinsavers. | also found interviews to be
necessary in examining the teachersoé belief
use of novels and literature in general, since the inclusion of moreemplenl questions

in the questionnaires on this topic wdwdxtend the length of the questionnaire and

perhaps tire the participants. Lastly, classroom observations could help examine the use

of novels in actual classroom context by looking at the role of the teacher in the
classroom (e.g. the teackstudent inéraction) and their overall engagement with the

literary texts in relation to the answers they gave in both the questionnaires and the

interviews.

The rationale for the construction of the instruments in this study ends with the
description of the instrunmet s used f or examining the stu
involvement of literary texts and particularly novels in ELT courses. In the literature
revi ew, I have stressed the need for an em
on the use of literater since this remains an area that is clearly not adequately

examined. Therefore, the absence of dmi@en studies does not allow for
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generalization in secondary education, particularly when most of the studies in this field

are based on university setjg(Paran, 2008).

The i nvestigation of t he student so per cej
guestionnaires since no interviews were possible with the students. The aim here was

to examine the studentsd bel ixsthasshaion t he i m
their learning of the English language (items 7 amad ®rm 1 questionnaide At the

same time, item 8 could examine the student
through literature and enable possible comparisons to what teabhse said
concerning how interested their studentso6
Furthermore, similar to the study by Tsang (2010), items 9 an(fra® form 1
guestionnairex i med t o focus on the studentsdé attit
and meant to explore the studentsd preferen
item 10 specifically focused on the use of novels and looked to investigate the §tudents

attitudes towards them, asking for further explanation for their choice.

Since this study concentrates on the use of novels as a means of language teaching and
learning, items 1214 focused on evaluating the effectiveness of novels based on the
studentsd6 perceptions. These questions had
students felt they improved with the use of novels, concentrating on the four language
skills as wel/ as on vocabulary and spelli
beliefs based on the claims that literature can result in language enrichment and
erncourage language acquisition (Collie & Slater, 1987; Lazar, 1993). Additionally, item

11 aimed to survey the aspects of novels that may motivate the students to read a novel

in English. The three options offered to the students in question 11, namelgdangu

characters and plot, were based on the recognition that they can attract students into

reading a novel. Most importantly, the suspense that unravelling the plot offers to the
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|l earners and the identificati onanvehateh t he n
feelings and emotions may add to the incentive of using them in the language classroom

(Colie & Slater, 1987, p. 6; Lazar, 1993, p. 15).

In the literature review, | stressed the importance of using authentic materials in
complementing the selecteourse book if one is used. In this respect, | referred to

some benefits that accompany the selectio
undi storted | anguagedé (Colie & Slater, 198
preferences in certain typeauthentic materials could help the teachers combine the

use of novels with some of those materials to achieve greater effects (i.e. using the
internet to accompany the use of a novel). This is precisely what item 15 aims to
examine since students askad to select the authentic materials that they find the most

enjoyable and interesting.

Item 16 intends to identify the most common problems that students face when reading
a novel and for that reason, the vocabulary, the length and the plot havébsem &s

the possible answers to choose from since they fall into the category of the criteria of
appropriateness that need to be examined before selecting a literary text (Brumfit &
Carter, 1986; Carter & Long, 1991; Collie & Slater, 1987). The threeomgpti
acknowledged as problems were formulated on the basis of the most common
difficulties that students and teachers experience when using a novel in the classroom
(Brumfit & Carter, 1986; Carter & Long, 1991, Collie & Slater, 1987; Duff & Maley,
2007; Laar, 1990 and 1993). Lazar (1990, p. 206) identifies that the length of the novel

is one aspect that needs to be addressed when it comes to text selection in order for the
novel to be adequately managed in the classroom. Additionally, a novel must be short
enough so as to prevent demotivating the learners, but at the same time, long enough to

be challenging. Similarly, Collie and Slater (1987, p. 11) recognize that the length of
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some literary works might be daunting for students, especially consideriragttibét

only some sections can be read in the classroom and the rest will be read by the students
at home. Moreover, vocabulary has also been offered as a potential problem that the
students may face while reading a novel. Collie and Slater (1987, ngug) that some

teachers and students may object to the use of literary texts on the grounds of lexical

appropriacy, and that is the reason why te
text to be readd i n order frantevarnestosel ect i
bridge a huge Il inguistic gap where the voc
Since vocabulary might be 6adduceddé by | ear
readingb6, it has been s elemthdtsudents slayéacepossi bl

when reading a novel. Lastly, plot has been chosen as another problem that students

may encounter when reading a novel. Even though a good novel may be gripping, in
that O6it involves studentetdédn(ltdazarsushPhehse
likewise an overcomplicated plot that fails to absorb the students and does not match

with their expectations, needs and experiences, and background (cultural and linguistic)

may hinder the learning process and discourage theamriading. Other options may

have also been considered for the question, such as understanding characters, but since

| could not provide further explanation as to what this option entailed, | wanted to

refrain students from choosing this category basedheir attitudes towards an

unpopular character they disliked, disagreed with, or had opposing views with. Another
option that could have been considered for
arguments regardi ng 0 u that &urhsrtclarificdtiomwpuldc har act
be necessary to help students distinguish between the plot of the novel and its themes.

This appears as a common difficulty that students have when distinguishing between

the differences of ausedtwdesdribeshe pventsthatfnakb e t er
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up a story and are related to each other in a sequence) and its themes (a term that refers
to a storyod6s central message or underlying

conveyed through a literary work).

ltem 18 aims to examine the studentsd pref
read, distinguishing between reading the novel silently or aloud. This question also
requires the students to explain their choice as this could enable us to discover the
concerns that students may have in relation to the reading of literature and help us
explain their preferences. Then, we could have a list of possible explanations, for
instance, for someone who is afraid or is reluctant to read aloud and will therédfore he

us decide on the measures we should take to combat that fear (if we find reading aloud
necessary). Lastly, item 19 |l ooks into the
learning new features of grammar, also asking for a justification as todweis have

contributed (if they have) to their development of grammar knowledge, thus responding

to the claims that I|iterary texts can help

Apart from questionnaires, classroom observations were also done ritaes@mine

studentsd6 responses and attitudes while th
with the |iterary texts. Observations al |l o\
in the classroom, l ooki ng atwittheenoveltiudent s o

was mainly focusing on their Obehaviouro
performance, as well as their engagement with the language of the novel and how well

they were responding to the text. Most importantly, classroom obeersgtermitted

the investigation of students6é attitudes t
that would reveal whether they found the novel interesting or boring, and evidence
concerning their enjoyment or comprehension of the text. Moreovenpes of how

student so responded to the novel coul d a
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engagement with the text (e.g. whether students responded personally or emotionally)
and an examination of how meanings and interpretations arrived in the clagsyaluim

be possible (After Lazar, 1993: Chapter 8).

3.5Description of participants

A detailed rationale for the two age groups selected for sagdwell as the decision
for examining private as opposed to public sch@wld the selection of proficiency
level has been provided in the literature review chapter &&8, Stting and

participants)

Questionnaires were distributed to 144 students of a private school in Cyprus and 26
teachers of two private schools in Cypr@$the student respondents, 139 students (the
majority) were Cypriot, two were Britis@ypriot, one was Greek, and two did not
provide a nationality. From the total number of 144 students, 97 wergdasstudents

of secondary school (grade: Fori?)land 47 students were firgear students of high

school (grade: Form 4).

Of the 26 teachers, 18 were Cypriot, three were British, three were Greek, one was
South African, and one was Canadian. All of the teachers were of advanced level, being
postgraduatdevel students of certified BA and MA programmesEQT, Applied
Linguistics, English Literature or some aspect of Theoretical Linguistics. All were, at
the time, teachers of EFL, EAP, or ESP. All had some professional teaching

gualification and all wereeaching as a fulime professional career.

B¢ KS aidzRSyidaQ tS@St 61 &4 NBLNBaSyiSR Ay WC2N¥XaQ 6KS

secondary school and progress in Form 4 at a later stage in high school (in their fourth year). That was
alsorepresentative ¥ (G KS aiddzZRSyidaQ OflFaaNez2y [fft20FGA2y®
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3.6 Ethical procedures

As is any type of research, certain ethical procedures needed to be followed when
undertaking the research. | personally discussed the ethical procedures required by the

private schoolvi si ted with the school 6s head of En
| informed the head of the department for issues of trust and protection, and for
protecting the participantdés privacy by an
the procedure ahaims of my research, my request for distribution of questionnaires to

the school s students and staff as wel/l as
pl ace at the school had to be approved by
consent lger was written by the principal, in which | was informed about being granted

consent for classroom observations of form 1 and form 4. Additionally, in the same

consent letter, | was given written permission for the distribution of questionnaires for

the research purpes of this study (see appendix).MAdded to these, an ethical

approval was granted by the University of Essex committee prior to the data collection

process in which the aims and requirements of the research were described.

3.7 Data collection

3.7.1 Questionnaires

The ultimate aim of this chapter is to describe how my research was carried out in the
context of ELT through novels, by using questionnaires to gather the responses from

both teachers as well as students of twogagaps. For that reason, | will separate this
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part of my paper into two parts: the first will refer to the design of a questionnaire for
teachergSeeappendiXA f or an exampl e of andthesecamdhc her s o
will exclusively deal with the elsign of two questionnaires for studet@geappendix

B for an example of .the studentsd question

The basic idea behind using questionnaires for this research is the general
acknowledgment that the ideas, features, attitudes and behaviours aragtargp of

people (in this case, L2 learners of English in Cyprus and EL teachers) can be defined,
labelled and analysed based on the questioning of a considerably smaller fraction of the
general population. Additionally, questionnaires have historicadlgle a considerable

and extensive contribution to the field of ELT (Dornyei, 2010) and in the case of this
study, they have allowed me to make inferences that refer to the involvement of

literature for language learning purposes and the potential bevfetiis occurrence.

One of the greatest benefits of using questionnaires for my research was that a large
amount of data had been obtained in a fairly short period of time and among all the

available means for data collection, this was arguably the mststffective methot.

3.7.2Ensuring anonymity

This is one of the most frequently used techniques for distributing questionnaires which
contain 6sensitived matter. I n the case of
involved included the student sbseiampgs i ci t |

usefulness for language teaching purpose. Similar views are expressed by Dornyei

U5 2NYye&SA ounmns LI c0 SYLKIaAaSR (GKS jdSadiAaz2yyl ANBQ
effectively for a wide range of people in various situations aiming at a diversity of topics.
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(2010, p. 17) who supports the view that anonymity is likely to encourage the
respondents to gi v eprotectise ane prasuntablyartore acteea fil e s s

than respondents who believe they can be i

3.7.3The structure of the questionnaire: Question types

| would like to begin the exploration to the various question types | have used in my
guestionnaire with a reference to closed questiongsdtkinds of questions are

arguably the most frequently used for questionnaire design since they allow the
researcher to figenerate frequencies of res
analysis €& [enabling] comphei sampl o bHE€oma
al., 2011, p. 382). One of the major benefits of closed questions is that they allow for a

very straightforward and uncomplicated coding since the options can be very easily
numerically coded (Dornyei, 2007, 2010). Even though closedtipns consist of a

range of different items, yet they all share the same feature which refers to the
predefined response options offered to the respondEmestype ofclosedquestions

used in my questionnaires were Likert s€fe.g., item ofstudat s questi onnai
wherethe range of possible answers that the respondents might givedriieebe
exhaustedYes/Najuestions an@ircle the right answeguestion®’ (see Iltems 7 and 9

in student s o oparendet question&hatdoadt haaefided response

18 Likert scales are theost common rating scales, and they deliver a range of available responses to

a question or statement

¥ These were used to exclude the possibility of producing unnecessary and unwanted information, and

reduce the risk of complicating the respondentssincé 2 2 Y| y& &KIFI RS& 2F 2dzR3IYSy
(Burns, 2010, p. 82).

0¢KSe Syt
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options from which the respondents may chodss e e ltem 10 I n t

guestionnaires)

I n the case of my topic of investigation,
investigated by providing simple answers, and tleegfusing opeended question

has given me the opportunity to generate items which could not be listed down in
categories of responses similar to that of a closed question simply because the responses

were unknown and unpredictable.

3.7.4Piloting the gestionnaire

Having designed the final draft of the first version of my questionnaire, | then moved

on with what Dornyei (2010) calls the Afin
ensure that the pilot study stands out as valid, reliable and most importantly
representative, and to make sure it collects only genuine and spontaneous responses, |

decided not to carry it out on people who would take part in the full study.

Therefore, the piloting of the questionnaire was based on a small set of respondents (six
teaders and twenty students) who were comparable in a very similar way to the
participants of the full study. That is, the students selected for the piloting were of the
same age group and proficiency level, sharing the same learner characteristics with the

members of the students from which the sample of the full study was taken.

Similarly, the teachers who participated in the piloting process shared analogous
background knowledge, experience, qualifications and exposure to the subject matter
to the teachersho participated in the study. When the data were obtained, | proceeded

by making an item analysis, checking the response patterns for:
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a) Gaps and missing responses that might be a sign of misinterpretation of the
instructions. In cases where items weredet, that was an indication that there
was a potential problem or confusion resulting from poor wording, threatening
phrasing, or instructions which were misunderstood (Bryman, 2012; Dornyei
and Csizer, 2012).

b) The range of responses, focusing mainlytlm operended questions looking
for variety and diversity of responses.

c) The flow of the questions, by concentrating on repetitive or similar responses
which might indicate that | should change the order in which the questions
appeared.

The pilot studywas not limited merely to the aforementioned examination, sinee pre
testing was of paramount importance since it also served the following functions in

finalising the layout of the questionnaire:

1 Getting oral feedback from the respondents about the wasidd difficulty in
effectively completing the questionnaire (two questions were left out because
they were considered too difficult for the level of the students).

1 Checking the time required for the completion of the questionnaire (I had four
guestions mmoved from the questionnaire to reduce the time needed for
completing it to no more than 20 minutes).

1 Getting oral feedback on the layout (the layout kept its original form).

1 Identifying and dealing with any redundant questions

1 Getting oral feedback on opended questions (especially in order to identify
possible coding patterns).

The above outline describes the importance of piloting the questionnaire. It has helped

me improve the clarity of the instructions and obtain feedback on several features which
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resulted in finalising the layout. Additionally, the piloting contributed to the elinonat

of unwanted difficulties ambiguities,and threat (e.g., participant mortality, see
appendix K for a more detailed definitiom)d gave me a very good idea of Wigole
procedure of using the questionnaire for data collection, from administering the

guestionnaire to analysing potential findings.

3.7.5 Administering the questionnaire

The decision upon administrating my questionnaire was based on the fadtatabnl

deal with two groups of respondents, namely, the teachers and the students. For that
reason, | decided that it was better to follow atsaene administering for the teachers

and a group administering for the students. However, a very limitedenwhteachers

who were willing to respond to my questionnaire could not arrange for a meeting
because of time restraints, and therefore | was asked to administer my questionnaire via
emaif'. Dornyei (2010, p. 67) suggests that the personal interactibthéheesearcher

has with ongo-one administering increases the chances of returns of the questionnaire,
and in retrospect, this seems to have worked to a large extent since all of the teachers

have returned their questionnaires on time.

On the other hand believe that group administeriffgsuited the completion of my

guestionnaire by language learners the most. This can be attributed to the fact that |

211n these cases, the questionnaire was sent via email, and a special arrangement was made because
some of them did not have adequate knowledge to circle the items requested by them. Rather, |

asked them to respond to the questions by highlighting the ragtgwers in a yellow colour. Once

more, the response rate was the highest | could expect since all of the teachers successfully returned
the questionnaire back to me, only this time in an electronic form.

22 Group administering can be applied for overcomproblems with regard to postal surveys or ene
to-one administering, where the return rate is far lower (Dornyei, 2010, p. 68).
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could visit the students in their classrooms, mainly because classroom observations
were also arrangednd while they were assembled together | could give them general
instructions and guidelines of what was expected from them and what needed to be
done. Additionally, | asked their teachers to collect the questionnaires and this created
a feeling of respasibility and obligation on the part of the students in returning them

(the response rate was unexpectedly 100%).

3.7.6Interviews

Interviews have been widely used for applied linguistics contexts, second language
acquisition purposes, linguistiariation and crossultural communication (Nunan,
1992). The versatility and flexibility of the use and implementation of this research
instrument among language researchers rendered it one of the most frequently used in

gualitative inquiriesCohen et aJ 2011 Dornyei, 2007).

One of the greatest benefits of using interviews as one of my data collection methods
is that it has allowed me to use it not as the primary research tool, but rather, as a
mechanism for triangulating the data gathered from my other sources (questionnaire
and classroom observations). Even though the importance of using questionnaires for
my research cannot be questioned, one problem associated with the use of
guestionnaires (especially from a qualitative point of view) is that they have provided

a typicallyephemeral engagement to my subject matter. That is, there seemed to be a
lack of rich data and substantial interpretations and opinions, mainly because of the low
number of opele nded guestions. Dornyei (2010,

subsequent quaditive component to the study can remedy this weakness. For that
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purposes, in a follovup interview (either in an individual or focus group format), we

can ask the respondents to explain or illustrate the obtained patterns and characteristics,
thereby addig substance to the questionnaire. Therefore, interviews hold an ancillary
role in my research where my questionnaire survey can be combined with the interviews
to have an alaround and complete investigation of my topic, where the data collection
methodscomplement one another in a more creative and accomplishing manner by
having a sequential explanatory design (Creswell, Plano Clark, Gutmann and Hanson,

2003).

The typé® of interview | have chosen was determined by the level of control | wanted
to have dring the interview, and for that reason | have decided on the use of semi
structured interviews which | will discuss in the followisgction(seeAppendixC for

two examples of interviews)

3.7.6.1 Semistructured interviews

| have favoured theelection of semstructured interviews mainly because of their
flexibility 7 they are not as rigid as other interview types, and allow for more deviation
during the interview process. One of the major advantages of-steroiured
interview£4 is that thediscussion is not completely predetermined by a specific set of
guestions, nor it is guided by an inflexible plan. Rather, it involves having a general
idea of where you want the interview to go and what outcomes you are expecting, but

you are the contrar of its course (Nunan, 1992, pp. 1¥80). The semstructured

BLYiSNBASsa Oty o06S GeLAOFtte OKIFNIOGSNR&aASR o0& GKSAN
LX F OSR 2y langingX@nf initryiatzczyto $ékd 0 NHzOG dzNBR 'y R & G NUzO G dzZNB R ¢
p. 149).

24 McDonough and McDonough maintain that sestiuctured interviews allow for more personalised
NBaLR2yaSa G-&itoyiaton iktérvietvgr dzmed vith entirely preodedlj dzSa G A2y &aé O mMpdpT =
184).
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interviews havealso contributed in enabling me to follawp interesting discussions

and devel opment s-madB sesponeetcatagaiesithgt would &nait dhg

depth and breadth dite r espondent s storyo (Dornyei,
in getting the interviewees to elaborate on topics and ideas which were essential for my
research. For instance, answers to the questions could be probed further, as in the

following example aken from one of my interviews:

Interviewer What genres of literature have you used for language teaching?

Interviewee | have tried to use novels but | found it better for the students to use short

stories instead of novels.

Interviewer In what ways a@ short stories better than novels for language teaching?

As it can be seen in the example above, the interviewee could elaborate on issues that
might be of particular interest to the interviewer and it has allowed for productive

interaction.

3.7.6L.i Using probes and prompts

In framing my questions for the interview, | have considered and used the technique of
prompts and probes (Morrison, 1993, p. 66). Prompts have enabled me to make the
necessary clarifications in the cases where the interviewsesdearstood some points

or needed more guidance in order to frame their answers, as in the example that follows:

Interviewee | have tried to use novels but | found it better for the students to use short

stories instead of novels.
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Interviewer You said tat you found it more useful, why was that?

Interviewee Perhaps because short stories are short stories so | think that it is

something that the student... £10

Interviewer Perhaps we should think of novels and maybe make a comparison of how
and why yowould use the one over the other. For example, what are the advantages

of using short stories instead of novels, and vice versa?

Probes, on the other hand, have allowed me to ask the interviewees to expand, elaborate,
clarify and p r o v addressingl achreess,| deptht dii eesporss, A
comprehensiveness and honesty that are some of the hallmarks of successful

interviewingo (Cohen et al., 2011, p. 420)

For the most part, the questions for the interviews were organised based on the
responses | reoeed (or did not receive) in the questionnaires and there was an
immediate relation between the questionnaire results and interview design. That is, the
interviews were organised to achieve a more qualitatively featured investigation of the
par t i cesporsestnghé questionnaires, a fact which initiated further explanation
or the development and elaboration of idgmesented in the questionnaire (i.e.

responses to Item 12 in teachersdé question

3.7.6.2 Selection of participants

The selection foparticipants was primarily based and limited on the respondents of my

guestionnaire. It is necessary to stress that teachers were the only participants in the

25Here, number 10 indicates the number of seconds that passed waiting for the interviewee to
articulate his thoughts before intervening to provide some guidance and paraphrase my original
guestion.
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interview process, even though my initial plan included some student interviewing.
Time limitatons and exam preparation did not allow for getting the students involved

in the interviewing.

| should also note that the original plan included interviewing ten participants, and not

just the five teachers who were finally interviewed. Moreover, thdl smaenber of

participants in the interview can be attributed to the rigid time schedule of all of the
teachers who participated in my questionnaire, since my data collection coincided with

the studentsd preparation f omre mostofthhc omi ng
teachers were busy taking extra classes, and preparing and correcting mock. dixams

is important to note that from the five teachers who participated in the interview, four

were Cypriots and nenative speakers of English, and the fifthsvi@outh African, and

a native speaker of English.

3.7.63 Piloting

After finalising a sampling plan, | then prepared an interview guide which functioned
as the basic research instrument, and it included all the steps to be taken before the
interview session. In order to ensure the functionality and effectiveness ofarwemnt

guide, | organised a pilot test with two participants who were also respondents of my
guestionnaire, and who did not take part in the final interview stage. The trial sessions
enabled me to pilot the interview questions and gave me the opporm@kamine

whether the questions were generating sufficiently rich data.

261t should be noted that the @rticipants were selected on the basis of having used literature for ELT
purposes before. All five participants should be working as ELT teachers at the time of the interview
but no academic qualifications related to literature were a prerequisite.
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Additionally, piloting has not only helped me avoid dominating the discussion, but it
also allowed me to eliminate ambiguous questions or complex wording which the
participants found confusing or difficult to answer. Piloting was a good opportunity to
testmy elicitation techniques and find owthat type ofresponses were provided. |
asked for my participants to give me some oral feedback on the interview procedure,
the probing and the questioning techniqiiea fact which has helped me identify

potential jitfalls and avoid repeating them in the actual interview.

3.7.64 The setting of the interviews

3.7.64.i The location

The interview was @anised to take place at my hougbis was done after discussing
the location of the interview with the pigipants and it was their own wish that the
interview would take place somewhere quiet and comfortable, without the presence of

other people who could potentially intervene in the whole process.

3.7.6.4.iiRecording the interview

| have recorded theesponses of my patrticipants by using a digital recorder and | have
ultimately avoided taking notes during the intendévAdditionally, another reason for

avoiding notetaking was because the encoding process could interfere with the

2Dorre SA OHANNTO
AYGSNDBASsa aKz2dzZ R
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interview and distort he r espondentsd answers. Thus,
preserve the actual language used, | decided to use a recorder which allowed me to

reanalyse the data after the interviews had finished.

3.7.6.4.iiiThe language of the interview

Before makig the final arrangements for the interview, | offered the participants the
choice of making the interview in either Greek, or English. This was done to ensure
that if there was someone who was not feeling comfortable with the idea of being
interviewed andecorded in English, they would have an alternative option and | would
therefore have a more increased number of responses. Out of the five teachers who have
participated in the interview, four of them have accepted to being interviewed in

English, while me preferred to be interviewed in Gréek

3.7.8 Conducting the interview

3.7.8.1 Briefing and explanation of the rationale of the research

The participants of the interview were provided with the rationale of my research before
the interviews began, plaining the nature of the interview. | presented the
introductory rationale orally to them. Even though | provided an explanation of the aims

of my research while initially contacting the participants asking them for an interview,

28 For the latter, a good level of linguisisensitivity and adaptability (McDonough and McDonough,
1997) was necessary for the formulation of questions in Greek, which later allowed me to translate
the transcription in English.
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restating the purpose tie research enabled me to provide answers toiqneshat
the interviewees had suchlasw the data collected from the interview was going to be

used, and whether the data presented would be anonymised.

Therefore, | reassured the respondents thatwioeyd not be identified in any way and
that the data would remain anonymous. Once ensuring that the flow of the interview
was established, | used various techniques to keep it inconspfonexample, | gave

them feedback to keep them gadifigsupportive feedback to confirmthat the
intervieweeods effort was valld2eahdthanked appr ec

themfor giving up their time to participate in my research.

3.7.9 Observations

Observations had a key ratemy studyin examining the use of novels in the language
classroom. Even though other data collection methods were already used (i.e.
guestionnaires and interviews), observations as a research process have allowed me to

gat her o6l ived dat ansfinthedassobi® occurring situ:

This becomes particularly important since observations are perhaps the only method
through which we can make a O6reality checkf©
say they do (Robson, 2002, p. 310). Principally, this was a fundamental reality for my
research because the observations came as a foppfas¥ how teachers saw the use of

novels in the language classrodrour teachers who were at the time using literature

2C2NJ GKAa Llz2N1L}22aSs L dzaSR 4 @l14p) liRenbdg, SttefaricgsaAnda A Iy | £ & €
a2dzyRa KdzK4 & laygAR ISAGdzNBEE& &dzOK Fa avYAfAy3as FyR GKS
) 2KSYy SG Ffod adA3ISA0 GKIG 20aSNBlIGA2ya SylotS GKS
placein siturather than relying on secodarR | 002 dzy iaé¢ oSHnmMmMI LIP npcOd
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in an ELT course in a private school in Cyprus were chosen for observations on the

bass of using a novel for ELT purposes with their students.

| must clarify, however, that the purpose of the observation was not to question the
teachersé validity by comparing their res |
actually happened in the classno, nor was it to render them unreliable based on what

| observed. Rather, the observations have enabled me to see things which might not

have been consciously noticed by the teachers themselves. Additionally, |1 had the
opportunity to focus on the events tihey actually occurred, e.g. how motivated the

students were during the class, the participation rate, the type of the activities used for
language development through using noatgudes which could not be explored with

the use of questionnaires.

3.7.9.1 The setting

| was allowed to observe four different classrooms of the 1st year, secondary school
students and for two teaching sessions of each classroom (i.e. eight classroom
observations in total, of 50 minutes each). It should be noted thatcksshhad a
different teacher and the classrooms consisted of approximately 25 students each. | have
also observed two more classrooms of fyesar high school students at the same
school, but the results of the observations were not included in thesshedyat the

time of the observations the students were not using novels; instead, they were reading
Drama. This occurred because of a-lagtute change in the Language Teaching

Curriculum of the schodkee appendix J)
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3.7.9.20rganising the observations

During the planning period of my observations, | had to organise the way in which |

woul d observe the classrooms since the obs
the situati ono taoundundestandjand agpeeciation afrthe a | |
situation been described (Patton, 1990, p. 202). In this process, | had to decide on a
continuum of different kinds of observatio
2007) being offeredstructuredversusunstructuredobservains, andparticipant vs
nonparticipantobservations. In the following section, | will describe the reasons which

have led me decide on unstructured,-participant observations.

3.7.9.2i Structured or Unstructured observations?

Structured observatiorege often more quantitative since the observant usually enters

the classroom with a more specific and ¢
observation categorieso (Dornyei, 2007, |
observations involve developing somepgdref i ned categories that m
in an observation schedul ed, which wusually

session (Mackey and Gass, 2012, p. 186).

However, one of the limitations of structured observations in relation tadiég¢ation

is that the researchers should know what exactly they are looking for beforehand, and
therefore, there should be some observational categories designed in advance (Cohen
etal., 2011, p. 457). The most prominent disadvantage based on whieheideawded

the possibility of structured observations for my research was the fact that | needed to
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work out the observation categories based on what would emerge during the
observation process. Since | was not so clear about what | was particularly ltwykin
| decided to observe these of novels for language teaching purposes in the language

classroom first, before deciding on the categories and their importance to my research.

Additionally, in the context of following the patterns of grounded thetat |
mentioned early on in this study, the unstructured observations were hypothesis
generating rather than hypothetsting (Cohen et al.,, 2011). This means that
unstructured observations helped me review the observational data before signifying
any specific proposals for what had been observed. By deciding to follow the
unstructured observations scheme, | also tried to keep my mind open to the insights
provided by the students being observed, where structured observations might miss the

intuitions povided by the participants (Allwright and Bailey, 1991).

3.7.9.2ii Participant versus neparticipant observations

Participant observations entail the immersion of the observers in the social setting
where they observe the behaviours of the membelmabsetting by eliciting meanings

and becoming full members of the group, participating in the activities and tasks
(Bryman, 2012; Dornyei, 2007). Negparticipant observations, on the other hand,
describe the situation in which the observer is not ppating in the setting in any

way. Dornyei (2007, p. 179) suggests that participant observations are the common
form of observations in ethnographic studies, whereaspadicipant observations are

usually associated with classroom observations.
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In chooshg between these two forms of observation, | had to consider which of the two
would allow me to concentrate the richest observational data without any potential bias
of desirable behaviour@hus eliminating the threat of the Hawthorne effextd
participant desire to meet expectati@ee appendix K for a more detailed definition)
Consequently, in the fear of potentially leading the students, even subconsciously,
towards the direction | anticipated, | decided to be apaticipant observer and be
6dehadd f r o*nSinilarly, inghis ceseprch, | avoided asking questions or
participating in any way, and decided to let the experience unfold as naturally as
possible without creating any fAnew provoca
Additiondly, in deciding on the position of the observer in the classréa®cided not

to sit at the back of the classroom as it is customary done in most classroom
observations in Cyprdé Consequently, to avoid occurrences that might distort the data
at a higler extent, | decided to sit facing them from the side so that | could have a clear

view of all of the students and see their expressions and their reactions during the class.

3.7.9.3Recording the data

In choosing various ways to record the data, | decided to take field Bggsthough
video recording the classrooms could be considered as an option for recording the data
as it can replace the need for réale coding (Dornyei, 2007, p.183), yet | died not
to use it fearing possible distraction caused by the camera. Furthermore, the process of

video recording the-otthedas sif oamy mi plehaeli oci D

B¢KAA | LIINERIFOK KIFa 0SSy RSaONK 6ASRI SN S V2 KASYY ASHIG & oy R
FLILINBLINRF GS F2NJ aAldidz GA2ya 6KSNB (KS NBaSINOKSNDao
32This was done to prevenhé danger of creating a teachebserver relationship that excludes the

students (Richards and Farell, 2011).
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of both the teachers and the students, generating greater anxietysahuhgeto

obtaining fidi storted and u-@8)atur al dat ao

Following this decision, | have avoided using checklists and published coding schemes
(i.e. COLT and MOLT) which might include fixed codes about the setting, the students,
the teacher or the behaviours, because these assume testing hypotheses and not
generating hypotheses, which is more relevant to structured observations. Instead, |
preferred to take field notes since | did not know what was specifically going to be
observedi.e. to which teaching aspects related to the use of novels in the language

classroom | would be exposed to) and any speculations would probably be inaccurate.

Therefore, | recorded the data based on what emerged from the observation itself, rather
thanpredicting what the key elements would be. Since not all observation data need to
be counted, a condition that certainly depends on the aims and requirements of the
observation and the research in general, the decision taken was to produce observation
databased on a descriptive and narrative style, which would avoid the structured nature
of the observation checklists. Thus, the recorded data came in the form of notes made
by the researcher, and they were utilized to note descriptions and accounts of what
actually happened in the classroom, including the setting (i.e. private school, form 1
students, classroom 1), the physical layout (e.g. seating arrangements and the
positioning of the teacher), the verbal and werbal information (e.g. evidence that

the students found the novel interesting/relevant or boring/irrelevant), and the
sequences of activities and tasks that were introduced to the students with the use of the
novels in the classroom (e.g. games, instructions, reading aloud/silently, etc.). The
strategy | have predominantly used was a narrative observation and involved recording
the events as they happened, and it demanded a great deal of free writing. At the same

ti me, narrative observations enabl ed me

(
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included many abbreviations, a development that allowed me to record things quickly
as | observed the students and teachers in the classrooms. Thus, narrative observations
captured the events and behaviours in the classroom as they happened. Narrative
observabn belongs to grounded theory because the data were recorded without having
a list of predetermined questions or checklists that would guide me towards a specific
direction. The aim of the classroom observations was not to test the theory. Rather, like
in grounded theory, | would allow the data to emerge from the observations in the form
of narrative writing. Thus, in an attempt to put together a series of events that were
collected during the observation, grounded theory can be applied to offer insight an
provide a meaningful guide for action and conceptualization (this will be subsequently
examined in a later chaptiechapter 6). Since grounded theory is an important method

of theory generation, it can be applied to interpret the observation datavetucs

any theory will emerge from, rather that existed before, the narrative observations. In
other words, this is an experiential methodology that allows for openness to data and

what is emerging, and the theory is not-getermined before the obsations.

3.8 Research validity

In this section, | shall consider issues relating to the validity of the present®stndy
ot her words, Il will attempt to refer to
and verify that the outcomes resuttrit a systematic measurement of different factors

and variables. Moreover, | will also refer to external validity which relates to the

BLY GKS O02dzNES 2F (KAa LINRPOSaas L gAff NBTFSNI (2
consistency, neutrality, dependability, afod credibility of interpretations and conclusions within the
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fdegree to which the results can be gener al
times or situdti,on2s00l 1(,Coph.enl86t) .a Addi ti ona

reliability and stability and triangulation are some other aspects | will touch upon.

3.81 Internal validity

Before providing a further explanation of what is meant by internal validity, | would
liket o i ndicate that i1internal validity is a
linked to quantitative standafi§Bryman, 2012Cohen et al., 2011; Miles et al., 2014;

Silverman, 2011).

In quantitative research, then, a research has internaityadfithe explanation for the

events and data presented can be reinforced and sustained by the data (Cohen et al.,
2011) . I n other words, I f the Aoutcome i s
controlled or mani pulO08t ®5R). I hthecase @ thisstudyd y 06 ( Dc
the findings have not been affected by factors other than those which were initially

implied that caused them. That is, for example, that the attitude and predisposition of

the students who have completed the questoe regarding the use of literature in the

language classroom ultimately result from the methodology and approaches being used

by the | anguage teachers themselvem as wel |

34 Even though qualitative and quantitative research methods can both address internal and external
validity, yet in qualitative research it is done by providing a different definition and term, and will be
pointed out later in this chapter.
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3.8.2 External validity

External \alidity refers to the degree to which researchers can generalise their own
findings to a wider context, situations, groups, settings and to different times (Bryman,
2012; Cohen et al., 2011; Dornyei, 2007; Silverman, 2011). External validity responds
togestions | i ke: 6Can the conclusions of th

and O6How far can we generalise from a stud

Even though there is a clear definition regarding external validity in research, relating

it to the geeralising process of the study to the wider population, there are, however,
some theorists who attest that the readers are themselves responsible for supporting the
transferability of the study Erickson, 1986; Seale, 1999%jiles et al. (2014, p. 314)

suggest that among other points to consider for external validity, one of the most useful

should be that the Afindings include enougl
potential transferability and appropriaten
Il n this study, | have tried to present a fl

participants and the settings in various sections. For example, in sections 3.6.2, 3.6.7.2
and 3.6.8.1, | have attempted to provide a description of the partigashthe setting
where the data collection took place for the questionnaires, the interviews and the

observations respectively.
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3.8.3Reliability and stability check

The key concept of the reliability of a research fundamentally examines issues of

consistency matters and afféfs

Moreover, the more steadfast way to test the reliability of a research is by testing its
stability. In this mode the most obvious method for testing the stability of a research
would be to appeyttdhbmde 6T andolees fAadmi
measure in one occasion and theradeninistering to the same sample on another
occasi ono ( Br y ma n thedaBsfo@n) observationst theetestmgire e o f
testing technique was crucial in establishirighhcorrelations of the relationship

between teachers, and the collection of similar data from these respondents.

To achieve this, however, | had to consider the amount of time to be allowed between

the one observation sessions to the other. As Cohenet&l2 011, p. 200) su:
short a time and respondents may remember what they said or did in the first test
situation, too long a time and there may be extraneous effects operating to distort the
datao. Therefore, I n o tiah érstudends, ldecided thatany p o
each teacher should be observed twice in t
participants the 6forgetfulnessdéd of what h;:
the first observation. The outcome of stabilitgcks was to establish a high correlation

rate between the respondents, as is demonstrated below:

BnthisformO2y aAraiSyoe Oly 0S8 YSI &dzNBR a208SNI GAYS YR 2¢
Ad NBYRSNBR NBtAIFIOES AF Iy AyaidNHMzySyd 2N aLASOS 2
NBaLR2yRSyGa 20SNJ GAYSe o/ 2KSy SiG IftdE wammI LI® HAno
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T1 T2 T3 T4
Obs1 Obs2 Obs3 Obs4

This research is reliable because of the similarity with regard to the data gathered from

t he t eacher shireantkesaminatican basea prsthe fingings of a particular
research technique (in this case, observations) has produced similar data from similar
respondents, after an appropriate time scale and allowance in between observations was

decided.

3.8.4Triangulation

Following my decision to use mixed research methods, | have consciously made the
choice of using triangular technigd&sGorard and Taylor (2004) note the significance
and merits that result from combining qualitative and quantitative metho spite of

the criticism this practice has accepted (Fielding and Fielding, 1R&6on, 1980;
Silverman, 1985). They indicate that by triangulating the methods, researchers may
overcome any potential difficulties associated with methodndednessDenzin

(2001) has famously categorised triangulation in the following distinctions:

a. By data source (it involves people, time and place)

b. By researchers (it involves multiple investigators)

C. By method (it includes the use of more than two methods)

d. By theory (it refers to multiple theories to develop only one viewpoint).

%Cohenetal. 200X LJP pp0 RSTFAYSa GNRFy3Idz FGA2y a adKS dzas
O02fftSOGA2YE SKAOK FGdSYLIia G2 aYlL 2dzis 2NJ SELIX FAY
behaviour by studying it from more than one standpoint and, in doing so, by gaki& of both

guantitative and qualitative data .
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Form all these, methodological triangulation is the one most frequently used (Cohen et

al., 2011) and the one | have employed in my study since it was more suitable to
delineatethet eachers and studentsod perceptions o
mainly, because using different methods on the same subject matter has helped me

demonstrate concurrent validity between methods.

3.8.41 Results from triangulation

The purpose of triangulation is none other than to show either corroboration or
inconsistency in the findings of a research (Miles et al., 2014, p. 299). As a result of a
planned strategy and s&bnscious choice, | have managed to establish that my

findings from both qualitative and quantitative research have corroborated each other

and were consistent.

After a close examination of the data collection, the findings (which will be later
presented in the Data Analysis chapter) revealed a profopositjve attitude towards

the use of literaturé and more specifically, novelsin the language classroom. This

attitude has emerged after using multiple sources of evidence which have elucidated

my confidence to the methods being used. For exampleotitomes of my
guestionnaires correspond to those of my observations, which in turn demonstrate
consistency with my interviews. Furthermore, triangulation has assisted me in getting

to the findings fAby seeing orenhseuscesiong mul t

using different methodso (Miles et al., 20
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3.90utlining the Relationship between the Research Questions and the Data Collection

Instruments

The aim of this part is to explicitly outline the relationship between the research
guestionsand the instruments selected for data collection. For that aim, the three
instruments used in this study will be examined in relation to the research questions that

each has aimed to address.

3991 Studentsd questionnaires

As previously indicated, one dfhe i nstruments used to 1| nve
teachersé perceptions of I|iterature was t hi
designed to measure st udent-edlingeerperereet i ons
in the English language coursdth particular emphasis on the reading of novels. The

design of the two questionnaires was almost identical with the only difference being an

additional guestion added in the 6form 46
genres the students likeceth most . That iitem could not have
16 students since they had not been introdtdt

of this study.

The questionnaires targeted primarily two research questions in this study (RQs 4 and
6),looking to respond to the studentsod percep:
of literature for ELT purposes in private schools in Cyprus (items 9, 10, 12, 13, 15 in
students6é form 1 qilelsstibhnallde ab6dint esmac
guestiomaire) as well as their opinion on the involvement of literature and specifically

novels in ELT courses in private schools in Cyprus (iteidis&, 17 i n student s
guestionnaire and item$10,121 5, 18 i n studentsdéd form 4 qu

the information gathered by the questionnaires could also shed light on RQ 1, which
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examines whether literature is used for ELT purposes in private schools in Cyprus (item
6 in both form 1 and form 4 studentsodo que:
relaionship between novels, language and culture in the context of language
classrooms in private schools in Cyprus (item 17 in form 1 questionnaire and item 18

in form 4 questionnaire).

3992 Teachersdéd questionnaires

Similarly, the questionnairewasonetoh e i nstruments used to inv
perceptions and attitudes on the use of literary texts for ELT purposes. The
guestionnaire consisted of six demographic questions, followed by 14 closed questions,
openended questions and Likert scalemte pertaining to measur €
perceptions and attitudes towards reading literature and particularly novels with the
language learners. The questionnaire largely responds to RQ5, which examines how

ELT teachers view the involvement of literatureggneral and novels in particular in

ELT courses (temsi 8) . Addi tionally, the teacherso
to RQ1 (items 7 and 14), which investigates whether literature is used in the ELT

context in private schools in Cyprus, and RQ2fged 10), which intends to examine

the role of literature in ELT in private schools in Cyprus. Lastly, items 19 and 20 are
specifically designed to consider RQ3 and the role of novels in representing the culture

of the English language in private EFL clagsns in Cyprus, whereas items 12, 13 and

16 examine the teachersoé views on RQ4, re

literature to be introduced with ELT students in private schools in Cyprus.
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3.9.3 Interviews

An additional instrument that has beesed extensively in this study was interviews.

In an attempt to answer the research questions as fully as possibletrsetored
interviews could add more depth to the teac
as give more detailed accounts om #spects related to the use of literature, as these

are inquired in the research questions. Specifically, RQ1 could be more effectively
answered through the interviews as the tea
be investigated with referencettee assimilation of literary texts in the language and

literature interface. That is, teachers would have to respond as to how they are currently

using literature in the language classrooms and whether they are using it as a means of
language teachingtate r t han i n its purely dacademicbo
literature as a discipline vs literature as resource). Similarly, RQ2 demands the
examination of the general role of literature in ELT in private schools in Cyprus, and

t he t e aporsesingh@ intereiewvs could offer some insight in order to decide

whether literature is being used as a means of English language teaching in private ELT
schools in Cyprus. Therefore, intervi ews
relation to thecurrent role of literature in ELT classrooms and help decide on the way

literature is studied (i.e. producentred vs procedsased teaching).

In another development, even though RQ3 is also examined with the use of
guestionnaires, the nature of thegitei onnai re i tems in both the
guestionnaires could not gather detailed descriptions of the relationship between novels
and the culture of the English language in private schools in Cyprus. This necessitated
the use of interviewsinroder t o further examine the teac
of novels in relation to the culture of the English language as well as of other cultures

in private EFL classrooms in Cyprus. The next research question, RQ4, partly asked
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t he t e ac hoasom the mostragp@priate form of literature in the process of

ELT in private schools in Cyprus.

Even though the teachersd questionnaires
respond to this question (items 12, 13, 16), interviews could help ddvdlop t eac her s 06
responses and examine their perceptions on the efficiency of the genres mentioned in

the questionnaires. Additionally, the benefits and drawbacks of each of the preferred

genres stated in the questionnaires could be further examined widathers during

the interviews in order to receive the rationale for their responses.

Lastly, RQ5 is perhaps the question that necessitated the use of interviews the most, as

it requires extensive reference thewset he ELT
and implementation of literature and more specifically novels in the ELT courses.

Il nterviews, in this case, could help coll ec
towards the involvement of literature in these courses and further exaimn

justification either for the inclusion or exclusion of literary texts in the language
classrooms. The questions asked in the interviews could encourage responses in relation

to the use of literature as an authentic material and for linguistic deveidpand

examine further educational opportunities that the literary texts may offer to learners.

3.9.4 Classroom observations

The final instrument that has been used in this study was observations. Observations
were also found necessary in addmneg some of the research questions, as they were
an instrument employed to further investigate the use of literature in ELT in private

schools in Cyprus and decide as to whether literary texts are being used as a resource
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for devel opi n gistit dorapeténeeaRQ1i)e Bysi@ng boi thegobserved
classrooms could reveal the nature of the language courses and help decide whether
literature is used as a means of promoting ELT in this context (e.g. stefdgrgd vs

teachercentred lessons, the lewadlinteraction, the use of L1, etc.).

Taking this one step further, observations were also helpful in deciding on the role and
implementation of literature in ELT in private schools in Cyprus (RQ?2). In other words,

the classroom observations helped expdo how | i terary texts are
classroom for ELT purposes and verify o6in
as objects of produatentred study or as a linguistic resource. Moreover, this
examination could focus on the general tresit of literature in the classroom and the
studentsod6 attitudes in class based on the
regarding the activities, techniques and strategies used with literary texts for the

language learners could be observed in situ

In terms of RQ3, the classroom observations do not come up with a forthright yes or no

answer as to whether novels are being used as a representational vehicle of the culture

of the English language in private EFL classrooms in Cyprus. This is rkete &
guestion that can be answered more straigh
teachersé perceptions on this matter by ex:
and interviews. What can be done, however, with classroom observationslisléte

the relationship between novels and the culture of the language by examining potential
reference to cultural elements found in the novels that may attest the existence and

significance of this relationship and promote intercultural awarenedsamihg.

Classroom observations are treated in a very similar way for answering RQ5 and RQ6

as in RQ3, in that they may not be the primary instrument to be used for answering
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these questions, yet they may gather observational data that will offer additional
nuances and information to support the ans
studentsodo perceptions regarding the invol v
the ELT courses can be most effectively answered by looking at their responses in the
guestionnaires and the interviews. However, classroom observations can be used to
corroborate the findings of these instruments by examining the language used in the
classroom (e.g. stylistic devices and figurative language), evidence to show the
studentsod6 interest (or | ack of interest) i
student interaction, and the opportunities for language development (e.g. prattece of t

language skills).

In what follows, the data analysis procedures will be presented, explaining the
techniques used for analysis of qualitative and quantitative data and the rationale behind

the use of each.

3.10Data analysis for quantitative data

3.101 Introduction

Before beginning the exposition of the techniques | have used for quantitative data
analysisijt is to state thathe choice regarding how the data | have collected would be

analysed was made before the data collection began. Bryda#, (2 330) warns us

that deciding on the techniques to be used after the data collection is a common error
that @nAari ses because quantitative data ana

after the data have been coll ectedo.
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Even though the datmalysis typically falls at a late stage, yet the consideration of how
the data will be analysed was not left until the final phase. For example, | had decided
on the data analysis technique and instruments to be csegbter softwar&PSS)

when desigmg the questionnaire and before collecting the data. This was done to take
into consideration the relatively big number of participants and other limitations
associated to the nature of my sample (e.g. missing data, different types of variables,

the type danalysis, etc.).

3.10.2 Quantitative data analysis with SPSS

As explained in the introduction, IBM SPSS has been the software through which |
have analysed the quantitative data collected. At the time of writing this chapter the
current version of IBMSPSS out on the market was IBM SPSS 22.0, but the version |

have used is IBM SPSS StatisticS19

3.10.2.1 A description of the process

Earlier in the descriptions | gave about the setting and the participants of my study in
the methodology chapter (sectiBrb), | explained that questionnaires were answered
by students who belonged to two different age groups, and therefore had different
proficiency levels (Grade: Form 1 and Grade: Form 4), and were taugftuby

teachers.

To get started in SPSS, | chose to enter the data by creating different files for each of

the group of respondents. Thus, | designed different queries for Grade: Bardedts

37 This was due to the fact that the university had provided me access to the software with a
minimum cost of 50 pence. This, together with the relatively small number of changes that came with
the latest alition, were key reasons for not purchasing the most recent version.



149

and Grade: Form 4 students who took part in my research by answering the
guestionnaire. This distinction was primarily made for future research plans since |

would be in a position to make any possible comparisons between them and examine
thestlent s6 views on the use of novels by ¢
literature in their first year at school to the fourth. | then merged the data | collected

from the two groups of students into a separate folder

Additionally, | created anewfile or t he teachersodé responses
compare and contrast it to the studentsodo al
their attitudes and perceptions on the udéerature, particularly the novels, in relation

to language teaching

3.10.2.2Aggregating Form 1 and Form 4 questionnaires.

The decision taken to aggregate the questionnaires from Form 1 and Form 4 students

was principally based on the fact that one of the primary aims of the study was the
examination of the studentsdé6 beliefs and p
language classroom as a whole. This essentially means that | was not interested in the
examination of the studentsd responses by
on their demographic characteristics (i.e. age and gender) or their proficigety le

Rather, | favored the summative results from Form 1 and Form 4 in order to investigate

the entirety of students6 attitudes towar
classroom as well as their opinion about literature in general and noveldicuiar.

The implication that the integration of the two student Forms might have for the study

is the exploration of the general students

literature, without concentrating on factors that may yield dissimméaults. Most
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i mportantly, the aggregation wil/| present
on the subject matter, addressing the research questions without necessitating a

compari son between the studendseléctionnesponses

3.10.2.3Entering the dataassigning value labels

To assign value labels, | coded my answers by attaching a number to each response of

the question. For Likert scales, there was often a choice between five responses.
Question 8 from the studentsd questionnair
How interesting/enjoyable is learning English through literature? Please put a tick in

the box This question provided four possible resporsesrespondents had to tick the

answer of their preferente

a. notat all []
b. alittle []
C. quite a lot [1]

d. averygreatdeal [ ]

Each of these four answers was attached to a number which served as a label for coding.

It is also mentionable that when coding Likert scales, there is strength of agreement

which increases as you read down the answers. This willeseflected when
assigning numbers to t hotatalbe slp oanssseisg n eFdo rn vemk
f oalittl€@d n u mb equite210d6 frou mbe r aderygreatidedl on u mber 4.

Therefore, the higher the score, the more positive attivgldave in SPSS. As the

38 This was done to avoid having a midpoint option because of the tendency respondents have to
choose the midpoint option response and the implication that to some extent, response get to
midpoints exist (Weems and Onwuegbuzie, 2001)
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respondents tick lower down, this means that they are scoring higher. That is, the higher

the score in SPSS, the more positive attitude the respondents have.

A similar kind of coding was also done with other questioning technigged in my
guestionnaire likgzes/noquestions andircle the right answeguestionga complete
exemplification ofthe procedureconcerninghow each question was codedn be

found in Appendix Hl

3.10.2.4Missing values

Even though | have strived tmllect complete sets of data, | still had some missing
responses. During most occasions where | had missing data, the questions asked were
not particularly difficult or demanding, and this leads me to infer that the respondents
may have accidentally misd out on questionghis can be inferred by considering the
results of the pilot testing which did not return particularly problematic questions which
the participants failed to respond to. The pilot testing helped me to improve the overall
quality and crity of both the instructions as well as the wording of the questions to
avoid ambiguity and unwanted complications and the results of the pilot testing did not
indicate difficulty in answering any of the questionndieens. Howeversince | have

no further evidence regarding this claim, | cannot draw any concrete conclusions.

3.10.3Univariate analysis

The dominant type of analysis | have chosen for my quantitative data is the univariate

analysis. This type of analysis involves analysing one variabke time (Bryman,



152

2012), and it has been applied to all of the closed questions found in my questionnaire
for data analysis purposes. In the following section, the approaches that | have used for
analysing the data will be outlined by making a referend@e two eminentvays of
presenting resultaused for univariate analysis: frequency tables graghhs | would

also like to stress that in descriptive statistics, most of the analysis is based on the visual
techniques of data presentation (Cohen e®8M1). However, even though only one

of the two approaches could be used for analysing the variables without having any
distortion or complication in the process of the data analysis, | have decided to use both
of them because they add to the explanatamther reasons will also be described in

the section that follow

3.10.31 Frequency tables

Frequency tables allow for drawing a frequency distribution which usually provides

both the number of peopl e andcatehodesfoper cent
the variable in questionodo (Bryman, 2012, p.
the column of numbers deriving from the par
the frequency of each score. | decided on the use of frequdaiey tar two reasons.

Firstly, they can be used in relation to all types of variables (Bryman, 2012), and
secondlyi and perhaps most importantly they are more descriptive, including

information which mayften remain unseen in grapti€. percentage tas) and other

types of presentation8n example of a frequent table that best presents this description

is given belowfor ltem8inst udent sd :questionnaire

Question 8: How interesting/enjoyable is learning English through literature?
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How interesting/enjoyablis learning English through literaturg

Valid Cumulative
Frequency Percent Percent Percent

Valid Not at all 7 4,9 4,9 4,9

A little 25 17,4 17,4 22,2

Quite a lot 81 56,3 56,3 78,5

A very great 31 21,5 21,5 100,0

deal

Total 144 100,0 100,0
Note.The first column labeledrequenc@reportsthe total number of cases that belomgo
each category of the variabbeingi nvesti gat ed. The second col umn
percentage of the total cases that fall i nto

refers to the percentage which does not include missing cases. The fourth column labeled
6 Cumul atnitvaeg ePoeraccec umul ates the percentages of
of the table to the bottom, culminating in 100%.

From this table, we can tell that:

a) 144 students completed the questionnaire and this indicates a 100% return rate
of thequestionnaire,
b) There were no missing values,
c) Most respondents believe that | earning
l ot 0 interesting an dseorejof@l, iceb56.8%)t ask ( wi
d) More students enjoyed learning English throlght er at ur e fAa very
than they thought it was fAnot at all o o
e) Overall, it appears that students have a positive predisposition and attitude
towards learning English through literature since 77.8% of them consider
learning English thnogh literature an enjoyable task (with different scales of

interest 1. e. 56. 3% for fAiguite a | oto a

39The modal score is the category or score which is given by the highest number of respondents
(Cohen et al., 2011, p. 623).
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3.10.32 Graphsand diagrams

An additional technique of data presentation is through graphical presentations or
diagrans. One major advantage regarding the uggahsfor displaying quantitative

data is that they are relatively easy to understand and interpret (Bryman, 2012) and they
are more appealing to the eyes of the reader(s). This becomes particularly obvious when
working with nominal and ordinal numbers, as in the case of my study, since using bar
charts easily presents categorical and discrete data, even though the matter of choosing
which method to apply is really a matter of convention. This can be seerexatingle

below using the same question and answers as in section 4.4.1 above (Question 8: How

interesting/enjoyable is learmgrEnglish through literature?):

1007

30

60
=
o
&]
40
204
o
Mot at all Alittle Quite a lot Avery great deal
How interestinglenjoyable learning English through literature is?
Figure 1. This figure illustrates tha t udent s6 i nterest in | ear

literature.
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Clearly, the above bar chart is much more accessible to the reader, and the graphical
presentation makes the information processing easier to comprehend. However, this
chart and generallgome other types of graphs and charts, are prone to not telling the
reader anything more than can be seen. For example, even though the count of
responses to the four categories can easily be marked, yet no information is provided
regarding possible misginvalues or percentage of responses (%) to each of the

categories.
3.11Data analysis for the qualitative data

In this thesis| have followed some general strategies of qualitative data analysis for all
the types of qualitative data | have collectedhale rejected the idea of analytic
inductiorf® and | have based my analysis on grounded thiedinat is, the disclosure

of theory through data analysis and through cumulative coding cycles, as | will explain
further in my discussiorOn the absence of bodmpirical evidence as well as theory
concerning how novels can be used in the classroom for second language learning and
how teachers and students see their contribution, | found that analytic induction may
not have a lot to offer for this study. For exale) analytic induction begins with a
rough definition of research questions and proceeds to a hypothetical explanation of the
problem and then continues on the collection of data (Bryman, 2012, p.566). If a case
is inconsistent with the hypothesis, theredefinition of the hypothesis is required in
order to exclude the deviant or negative case and a reformulation of the hypothesis is
necessary. However, the problem that arises in relation to this study is the lack of

empirical evidence that could resuit a hypothetical explanation of the research

40 Analytic induction begins by providing a definition of the research questitoiwed by a
hypothetical examination of the problem and the collection of data. However, if a particular case is
found to be inconsistent with the set hypothesis, there is a need to redefine or reformulate the
hypothesis and continue with further colléoh of data (Bryman, 2012, pp. 566).
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questions in the first place. Additionally, if the study began by examining a small
number of either teachers or student part:.i
ELT, for example, there was a high olea of producing dissimilar results that would

fail to point to common factors representing casually homogeneous categories. This
could be explained by looking at the nature of the enquiry, since perceptions are seen
as subjective beliefs that may be disar or diverse from one respondent to another
and are based on a number of different factors (e.g., experience, background,
gualifications, proficiency level, etc.). Therefore, the examination of cases following
the hypothetical explanation of researalestions may result to deviant cases not
confirming the hypothetical explanation, a development that | consider to be customary
because of the nature of the examination which is based on subjective opinions which

may differ from one participant to another.

On the other hand, since a large part of this study depends on the investigation of
teachers and st ud e n-6)sléonsger grounded theorm & mofei . e . R
suitable method for developing theory which emerges from the data and specifically

from t he examination of students and teacher
ELT in general, and the use of novels in ELT in particular. In that, | consider the
construction of theory derived by putting together a series of concepts (Corbin and

Strauss, 1998) more likely to resemble the reality (i.e. grounded theory) than simply
providing a hypothetical explanation or construct theory which is based either on
experience or speculations (i.e. analytic induction). Therefore, | believe that grounded

theory could offer insight and would help enhance understanding by examining close
relationships between data collection, the methods being used, and data analysis in
order to produce a theory which wil!/l respor

and dateébased studies in order to substantiate the claims of theorists presented in
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chapter 2 concerning arguments for or against the use of literature in ELT, students and

teachersdé perceptions of the use of novel s

This part has three masections. The first refers to the strategies for qualitative data
analysis of opemnded questions, and the second and third refer to the strategies for

gualitative data analysis of the interviews and classroom observations reflectively.

3.111 Coding n grounded theory

Coding can be described as perhaps the most important feature in grounded iheory

entails reviewing the data to assign labels which add a symbolic meaning to descriptive

or inferential information gathered during a research (Miles et al., 2014). Am@&ha
suggest s, codes serve as fishorthand device

datao (Charmaz, 1983, p. 186).

It is to be noted, however, that coding in quantitative data is a completely different

process from coding in qualitative data, sittoe first refers to coding as a process for

managing data whereas the latter concentrates on the generation of theory. As Charmaz

mai ntains (2000, p . 515) , in this process
his or her emergent codes in groutidet heor yo. The emer gent code
process of emerging data as we collect it since unlike quantitative research, grounded

t heory does not require from the data to fi

Since | found myself to baia state of constant revision and formation of various codes,
| decided to separate the coding process into first cycle coding and second cycle coding.

For both cycle codes and for the coding of all of my qualitative data {@meed
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guestions in questioraire, interviews and field notes from observations) | have used a

computerassisted qualitative data analysis software (CAQDAS), namely NVivo 10.

| found the use of CAQDAS essential in making the editing, storage and retrieval of the
coding process fastand more effective. This, together with the relatively large data
set made me decide on the use of NVivo 10. The choice from a long list of many other
software programmes was relatively easy mainly because of its worldwide recognition
and availability, ;ice a buy was offered at the University at an extremely low cost for
university members and research students. In the following section, | will exclusively
deal with the first and second cycle coding | have used for analysing thesogped

guestions in mquestionnaires, and how this analysis was done by using NVivo 10.

3.11.2 Inductive coding

In choosing between the deductive and inductive approaches | decided that the coding
scheme that best suits the purposes of my research is inductive codihgoking
between the deductive and inductive approaches | decided that the coding scheme that
best suits the purposes of my research is inductive coding. By applying a {ogttom
approach, I intend to begin by collecting the data through the data colledionques

chosen for the study, and based on the findings | will start to detect possible patterns
andrecurrent themethat can be explored in order to develop some general conclusions

based on the teachers and s tfoodedsintEKTO per cep:

Consequently, instead of having a predefined list of certain codes prior to my research,
namely deductive coding, | decided on the progressive emergence of data that would

arise during the data collection and data analysis processisscdr be partially
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attributed to the | ack of empirical evide
perceptions on the use of literary texts for language teaching and its conceived benefits.

This prevented me from applying the deductive approach becduse need for

empirical validation of the claims concerning the contribution of literature to language

|l earning and the teachers and studentsod 1in

down process to confirm the existing theory on the topic.

Consguently, my aim is to ground my coding and theory empirically, tryiag the
same time& to uncover any potential findings that can contribute to the discussion

regarding teachers and studentsd beliefs ar

3.113 Using NVivo for first and second cycle coding

NVivo was selected to code the teadedhers ar
guestions in the questionnaires. Outlining the codes resulting from the data involved

first and second cycle coding autlined below.

3.113.1First cycle coding

The very first operation when starting with NVivo 10 was to import the documents |
wanted to code. In this case, the documents were the answers to thendpdn
guestions in the questionnaires given byhhibe students as well as the teachers who
participated in my research. Once the documents were imported, they were edited in
order to be able to proceed with the coding. The editing process involved the application

of first and second cycle coding whicherg particularly helpful for clustering the
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segments related to analysis and interpretation of the data and specific research

guestions.

The first cycle coding ranged in magnitude, from a single word to a sentence, and in
most cases the second cycle cgdivas the exact same unit or a reconfiguration of the
codes given in first cycle coding. Explaining the first cycle coding further, codes were
initially assigned to the data chunks in an attempt to create a link between the data
collected and their explatian of meaning. First cycle coding includémlr different
methods explained below (adapted from Miles et al., 28dd)the type of procedure |

applied to my data considered my RQs

i.  Descriptive coding

This method was used to assign labels to data by summarising in a word or short phrase
the main topic of each answer of qualitative data | received in my questioriiage.

was particularly helpful for answering RQs63as these questions necessitatezl th
categorisation cahswers hire opemrededt guestiopsa imt tked
guestionnaires, the interviews and the narrative writing for the classroom observations.
Miles et al. (2014, p. 74) suggest that this type of coding can be used to provide an
Aiernvt ory for i ndexing and categorisingbo.
providing an example of an answer | received by a stubliene. that the numbers that
appear in the data chunks are codes initially assigned to them in order to summarise a
singe notation or code (this also applies to subsequent examples provided in the

following four coding methods).

gSometimes | can relate with the characters GEngage imaginatively.
and sometimes i§ like you can imagine what the

book says clearly and bring it to life which is really
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fascinating.

I n the analysis of the datmmageimagratively act ed a
from various questionnaires and | composed
inventoryofhe case0O constructing a code descri bi

students in relation to novels.

ii.  Emotion coding

As the name of the heading might suggest, this type of coding marks the emotions

elicited or experienced by the participants and wasationed in their responses to the

guestions in the questionnaifiéhis was particularly helpful in addressing RQs 5 and 6

since the teachers and studentsd percepti (
literature and specifically novels includedemoéidn descri ptions, such
emotional engagement with novels, their enjoyment of literary texts, aspects they find

to be particularly Dboring or interesting,
suspense and anticipation of unravelithe plot, etcAdditionally, there were also
instances where the emotions appeared indi
were therefore deduced. Miles et al. (2014) propose that coding the emotions of the
participants (in relation to their intext@ons with the text) is especially appropriate for
intrapersonal and interpersonal i nvestigat
therefore, essential for my study since | atl

the use of novels in tHanguage classroom may reveal their attitude towards them.

It should be noted that in most of the cases, students have explicitly shown their
emotions in their responses, and for that reason the coding was done in NVivo and

appeared in quotation marksiaghe examples below:
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Gl recently started enjoying novels and in generalreadirgf Enj oyi ng novel so
| found out that it is an interesting hobby from which you

can learn.

d like reading novels because | relate to the charar@sL i ke reading novel

iii.  Subcoding

Subcodings a secondary code that | assigned after a primary code was decided in order
to provide more details about each account. This decision was made after assigning
rather general codes which needed to be narrayesch so that the classification
scheme became more specifibtis was particularly apparent in RQs 3, 4 and 5 due to
the large amount of codes amassed frotarviews and observations which provided

an answer to these questioria. most cases, the secondary codes were tagged on the
primary codes since my aim was to demonstrate some interrelationships or shared

features emerging from each code, as shown in the examples below:

The novel gives me the chanceggscape from  gPersonal involvemeriEngage
homework and stress. Reading allows me to escgpe imaginatively.

into a whole different world which is much more

fascinating than mine. | especially like fantasy

novels such as Harry Potter.



163

iv.  Simultaneougoding

| have mainly used this coding method in the cases where two or more codes applied to

a single answer to a question, or when my data necessitated for more than one codes to
suggest different or multiple interpretatiod$is was especially applicable for RQ5,

which asked how ELT teachers in private schools in Cyprus view the involvement of
literature in ELT course, since an answer to this question was given by largely
considering the data from the interviews where teexiprovided long and extended

answers and exemplification to their responSkseover, this method is also important

when t he ARdat ads content suggest mul ti pl
inferentially)o (Mil es e tapphchtionoftiisicdddhg p. 80

scheme is provided below:

| really like the language they usgl, learn new words and |GVocabulary
| also like storiesH want to see how the novel will end andFSuspense of unravelling

how tension was created andw we reach the climax the plot

3.113.2 Second cycle coding

The second cycle coding for my data analysis follows the summarising nature of first

cycle coding, looking at possible constructs and emergent themes in more detail. It is
duringthis process that major themes and categories have arisen, generating the main

codes | have used by condensing large data chunks from first cycle coding. In other

words, the second cycle coding has allowed me to form pattern codes which are in a
senslee xépsleanat oryé or pal pabl e codes and th
classify a developing and significant theme. | have not considered a third level of coding

since the first cycle coding of data gener



164

amay of codes which was associated with the
second cycle coding which enabled me to form patterns which categorised an emerging

theme effectively and sufficiently. In what follows, | will provide an extended example

of how the first cycle codes can be used into the second cycle coding. For this purpose,

a selected series of first cycle codes has been chosen in a random order related to the
teachersdo views on the most beneficial a s

clssroom (Question 16 of the teachersé ques

1 Contextualisation

91 Develop writing skills

1 Vocabulary enrichment

1 Develop critical thinking

1 Promote intellectual development

I Relate to the characters

In approaching the pattern coding of the above codes, | decided to disperse them by

type. For example, the first three codes refer to the linguistic engagement of the students

and therefore they were patternedthrees 6Lang
codes relate to the studentsd active invol
patterning them as OPersonal engagement 0.
does not need any further expl ansotai on as
engagement, yet the other two codes may need to be explained further to justify their
relationship with Personal engagemehhe codes Critical thinking and Promote

intellectual development are subsumetter the parent code Personal Engagement
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mainy because of their contribution in the s
critically enables thstudents taleveloptheir ability to express an opinicendargue

their casesince they are personally involved while reading a novel. Additionally, it

helps them initiate their own reflections on a topic which may sometimes result in

relating to a novel and its characters, and illustrating tgmionsand emotional

reflectionswith exampledrom the text Similarly, intellectual development involves
facilitation of the studentsod6 personal eng
by enabling them to see relationships between events, draw inferences, and evaluate

and synthesize evidence in orderrdg,tbe al | ow t
studentsod intellectual development facilit

take decisions related to the text.

The same process has been applied for all the codes gathered in first cycle coding in
order to have a more detailed categgtion of emerging themes and condense the data
into fewer and more detailed analytic units. In the following part, | will concentrate on
the detailed presentation of the data as they were analysed through coding and
patterning by using NVivo 10. This mes that | will be particularly focusing on the
presentation ofodes in relation to all of the opequestions that appeared in both the

students as well as the teachersd question

3.114 Analytical presentation of data

In this part, | focus on the analysis of the data as they were coded, organised and
presented in NVivo 10. An explanation of the process of creatidgs based on the

data collected will be provided, also explaining the relationship between them. In
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creatng codes, | chose between freedes and treeodes, and the difference between
them is defined in the hierarchical relationship that the dosles have. That is, tree
codes are hierarchically organised, showing interrelationships between the outlined
codes, whereas freeodes are not hierarchically organised whatsoever. It is to note that
NVivo 10 now refers to the hierarchical categorisationanfes a s  6codssi 61 darnedn

the freecodes ascodes wi t hou't 6chil dreno.

Thecodes that | used as anaxple in figure 1 are relevant to Question 16 found in the
teachersdé questionnaire eodes arepreBemtadghbre:n ot

Question 16l1f you have answered yes to the previous question, what is in your opinion

the most beneficial agpt of using novels in the language classrdoNptice that there

are two groups of hierarchically organisaaties and two groups of nemierarchically

organiseccodes.

Hierarchical codes

Language
developme
1 I 1 1
: : Vocabulary Grammar " -
Reading skil enrichment Writing skill
Personal
engageme
1 : 1
Critical Intellectual gRelate to thg
thinking engageme characters

Figure a) Hierarchicalcodes.

al



167

Non-hierarchical codes

Intercultural learning Motivation

Figure b) Non-hierarchicalcodes.

Organisingcodes in a hierarchical order enabled me to move from general topics
(parentcodes, i.e.Language developmen®ersonal engagemento more specific
codes (child codes, i.e.Reading skillsVocabulary enrichmeht When working with
my codes in a hierarchy in NVivo 10, | aggregated all the materials in cloittés and

rolled it up into the paremodeas in the example below:

1 Language Development
1 Reading skills
1 Vocabulary enrichment
1  Grammarpractice

. Writing skills

In this example | analysed how novels promote language development or use the
aggregation for theodelLanguage developmerand examined each of the types of

language development that are involved through the use of novels in the language
classroomAdditionally, | understand that there seems to be some overlap between the
nonhierarchicalcodes Motivation and Personal engagamy mainly because the

per sonal i nvol vement of students may have
language learning, and by consequence, on their motivation for using literary texts in

the classroom. However, the two codes were separated at tiei®stdwe basis of lack

of explanation on behalf of the teachers concerning what they mean by Motivation, as
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opposed to a more explicit description of how students can be Personally Engaged while
reading a literary text. As a result, | made a consciousidecio separate the two in

order to have an image which reflects on t
a hypothesis which links the two at this stage, leaving this to be done at a later stage in

the discussion of the findings.

3.12 Conclusion

This chapter has provided the methodological framework which was adopted in order

to advance the need for empirical i nvestig
perceptions of the use of literature and novels in particular. The choice if thechesear

paradigm implemented in the study has been discussed and a rationale for the
construction of the instruments of the study has been provided. Additionally, the
relationship between the research questions an and the data collection instruments was
outlined. In what follows, the results of the study will be presented by considering each

of the RQs separately based on the data r

guestionnaires, the interviews and the classroom observations.
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CHAPTER 4: RESULTS

4.1 Introduction

This chapter is dedicated in the presentation of the findings resulting from the teachers

and studentsd6 questionnaires, the teachers
The results will be presented by considering each of the RRarately in order to

indicate how all of them were addressed. For that purpose, the frequencies and
percentages resulting from the teachers an
and are presented together with tlesultsthat were amassed from thee ac her s 6
interviews and classroom observatioNsturally, some of the results which did not

offer an explicit answer to the research questions were not included in this chapter and

ar e found i n t he appendi ces (e. gc , The

characteristics, Appendix L).

4.2 Results of Research Question One: Is literature being used as a means of English
language teaching in private ELT schools in Cyprus?

In order to answer the first research question, the frequency andtpgecefs t udent s 6
responses tdéns6and 7int he studentsd questionnaire anc
items 7 and 14 t he teacherso Il ntervi ews and t he

considered

421Student s6 Questionnaire:

Item 6: Have you ever been taugliterature in your English language learning

classrooms? Please circle.

a. Yes b. No
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ltem 6 in the studentsd questionnaires att
studentso beliefs on whet her l i terature
Unsurprisngly, the majority (142 students, making up 98.6% of the group) have replied

that they have been taught literature for English language learning purposes in their
classrooms, and very unexpectedly, two students (1.4%) have declared that they have

never ben taught literature in their ELL classroams

Table 1:Examining whether students have ever been taught
literature in their English language learning classroom

Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 142 98,6 98,6 98,6
No 2 14 14 100,0
Total 144 100,0 100,0

Chartfor Iltem 6.

1507

100

Count

504

Yes Mo

Have you ever been taught literature in your ELL
classroom?

Figure 1. Figure 1 illustrates whether students have previously been taught literature
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Item 7:Do you believe that English literature has helped you in learning the English
language? Please circle.

a. Yes b. No

Table 1b examines whether English literature has helped students in learning the
English languagein the occasions that it has been sd10 as a language teaching
material A very high number of 137 students (95.1%) have responded, saying that
literature in English has facilitated the English language learning process, whereas
seven students (4.9%) have not found English literature beeficlearning the

English language.

Table 1b:Examining whether English literature has helped
students in learning the English language

Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 137 95,1 95,1 95,1
No 7 4,9 4,9 100,0
Total 144  100,0 100,0

Chartfor Item 7
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150

100
ol
=
=]
=)
&

507

Yes Mo
Do you believe that English literature has helped you
in Learning the English Language?
Figurelb. This figure illustrates the students

literature in learning the English language.

422Teachersd questionnaire:

Item 7. Have you ever used literature in your own English language teaching

classrooms? Please circle

Yes No

Item 7 attempts to answer RQ1 by examining whether teachers have used literature in
the ELT classrooms. The data gathered show that the majorite dédichers have
previously used literature in their classrooms since a total number of 22 teachers
(84.6%) have repliegesto the questions. On the other hand, four teachers 15.4%) have

indicated that they have never used literature in their classrooms.
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Table 2:Examining whether teachers have used literature in
their classrooms

Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 22 84,6 84,6 84,6
No 4 15,4 15,4 100,0
Total 26 100,0 100,0

Chartfor Iltem 7

257

207

157

Count

107

Yes Mo

Have you ever used literature in the English language
teaching classrooms?

Figure 2. This figureexamines whether teachers have used literature in their
classrooms.

ltem 14:Have you ever used novels in your classroom to teach lanquaqge? Please circle.

Yes No

Item 14 examines whether teachers have ever used novels in their language classroom.

The data from the table show that the majority and a total number of 18 teachers
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(69.2%) indicate that they had previously used novels to teach language, while eight

teaclers (30.8%) said that they had never used novels before in their language

classrooms.

Table 3:Examining whether teachers have used novels for
Language teaching purposes

Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 18 69,2 69,2 69,2
No 8 30,8 30,8 100,0
Total 26 100,0 100,0

Chart for Question 14 (SPSS edited output):

207

1577

Count

107

Yes Mo

Have you ever used novels in your classroom to
teach language?

Figure 3. This figure shows whether teachers have ever used novels to teach the English
language.
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4.2.3Interviews:

The general approach to literature ahd way that it is used in the classroom (i.e.

literature as a discipline vs. literature as a resource) can also be seen by examining the
teachersodo interviews and the teacherso6 bel
language classroom. Thegsponses to the interviews answer to how they are currently

being used in their classrooms, considering their linguistic benefits:

What are the linguistic benefits of the use of novels in language classrooms, if any?
1 Language enrichment:
Contextualisatio
Familiarity with various linguistic clues

Grammar

)l

1

)l

1 Listening skills

1 Reading skills
1 Receptive vocabulary
1 Speaking skills
{1 Subskill

M Pronunciation

1 Writing skills

The parent codeanguage enrichmeritas emerged based on the recurrent themes of

al |l of the participantsd responses in rela
novels in language classrooms. Based on this fact, eight furthdnieranchical codes

and one hierarchical code havesan from the data. The distinction into codes has been

made by taking into account the impact of novels on all four language skills as it has

been pointed out by the interviewees and this justifies the creation of a code for each
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one of them. However, éne was also extensive reference to other language points and
aspects that can also result, be improved, or practised through the use of novels, namely
Contextualisation Grammar, Receptive vocabulagnd Various linguistic clues

Lastly, there was an incation by two of the participants that pronunciation should be
considered as a subskill that may become habitual and on which students can receive
further practice through novels. A notable observation related to the data collected for
Language Enrichmens that it has received responses by all of the interviewees since
Writing skills Speaking skills Reading skillshave been referenced by all five
interviewees and the rest concentrated a reference by three of theiRgeegtive
vocabulary Grammar etc). A presentation of the teachers; perception on the linguistic
benefits which resulted in the st wstentso |
of literature as a means of language teaching in private ELT schools as there is no
indication that teadrs responded to literature critically and by considering it as a

subject or discipline without relating it to ELT.

4.2.4Classroom observations:

Finally, the results from classroom observations revealed more information regarding
the way literature isding used in private ELT schools in Cyprus. Specifically the data
showed that the wuse of l iterature benefits

ways that are shown below:

9 Linguistic development

1 Exposure to standard and nstandard uses ddnguage
1 Extremely limited use of L1

T Grammar
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1 Comparatives and superlatives
1 Use of adjectives for descriptions
1 Appearance
1 Character
1 Feelings and emotions
1 Objects
1 Use of past simple tense
T Increase studentsd awareness of | ang
1 Introduce abbreviations
1 Questioning techniques

1 Comprehension questions

=

Display questions

1 Referential questions

1 Wh- questions
1 Speaking skills

1 Ample opportunities for speaking practice
9 Stylistic and rhetorical devices

1 Metaphors

1 Repetition

M Similes
1 Summarise
1 Teach students tmaintain the right tone, stress, pitch and intonation
1 Technigues to increase receptive vocabulary

1 Conceptualising a word visually

9 Definitions
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1 Demonstration

1 Gapfill

1 Guess the meaning out of context

1 Hangman game

1 Hot spot

1 Mimicry

1 Synonyms

1 Translate the wordasually

1 Words take figurative meanings beyond their fixed definition

T Write the definition of a word on

1 Writing skills

The analysis of the aspects and features related to the linguistic development of the
learners with theise of novels has resulted in the creation of severhrevarchical
codes which demonstrate the treatment of literature in language classrooms based on

what it offers to students:

1 Exposure to standard and natandard uses of languagéich focused
on thedifferent levels language was presented in.
1 Extremely limited use of lvthich concentrates on the dominant language

used in the classroom.

T I'ncrease studentsd awahich roféeess sthe o f Il an
0endl essd® possibiliti esachieve differeny | anguce
purposes.

1 Introduce abbreviationwhich refers to the introduction and explanation

of abbreviations found in literature.
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1 Summarisevhich concentrates on the techniques and effects of providing
summaries.

1 Teach students to maintathe right tone, stress, pitch and intonation
which is directly related to pronunciation.

1 Writing skills whi ¢ h code everything t hat re

enhancement and practice of their writing skills.

On the other hand, the five hierarchical cod@sntified above wereGrammar
Questioning techniquesSpeaking skills Stylistic and rhetorical devicesand
Techniques to increase receptivecabulary The first hierarchical cod&rammar
comprised of two further nehierarchical codes and one hierarahicode. The two
northierarchical codes wef@omparatives and superlativaad theJse of past simpje

and exclusively dealt with these two grammatical features. The hierarchical code was
Use of adjectives for descriptioaad included the child codégpearance Character
Feelings and emotionand Objects Understandably then, this hierarchical code
examines the four different types of adjectives which were introduced with the use of

the novel during the observations.

The second hierarchical code w@sestioning techniqueand included four further
child codes:Comprehension questignBisplay questionsReferential questionand
Wh- questionsAll these codes refer to the types of questions and techniques that were

introduced with the use of the novelthe classroom.

The third hierarchical code &peaking skilland one chila¢odeis attributed to it named
Ample opportunities for speaking practied refers to the opportunities students have

for further speaking practice.
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The fourth hierarchical code &tylistic and rhetorical devicemnd includes data about

how these devices can be used with novels
This code consists of three child codbfetaphors Repetitionsand Similesand it

investigates how their use and implementation may complement the language

development process.

The final hierarchical code iBechniques to increase receptive vocabyland it has
admittedly earned a lot of attention, resulting in 12 child codes. &hibe attributed

to the emphasis on receptive vocabulary through novels and the variety of techniques
applied to achieve this. The child codes coded for this codeareeptualising a word
visually, Definitiong Demonstration Gapfill, Guess the meaningut of context
Hangman Hot spot Mimicry, SynonymsTranslate the words visuallyWords take
figurative meanings beyond their fixed definiteomdWrite the definition of a word on

the board in the studentsodd L2

A look into the data resulting from claesm observations aims to provide further
insight that will help answer to whethigerature is being used as a means of English
language teaching in private ELT schools in Cyprus. By considering the linguistic
benefits of the involvement of literature leamguage courses, the EFL techniques and
studericentred approaches used with the literary texts the teachers employed during
observationsand theresults from tables-3 it might be suggested that literature is used

by language teachers as a resource ratlaeras a discipline.
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4.3 Results of Research Question Two: What is the role and implementation of

literature in ELT in private schools in Cyprus?

43.ITeaches 6 questionnaire:

In examining the role and implementation of literature in ELT in private schools in
Cyprus,items&8 0 i n t he t e a cabwell asthe resules fomiclaseroomi r e

observationshould be considered.

Item 8:Do you believe thditerature should only be studied in isolation without relating
it to language learning?

Yes No

I n item 8 of the teachersd questionnaire,
(88.5%) indicated that literature should not be studied in isolation and only three
teachers (11.5%) said that literature should not be related to language leahnisg. T

most teachers consider literature as a supplementary material that could be used by
relating it to language learning.

Table4Exami ni ng teachersd bel.
be studied in isolation

Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 3 115 115 11,5
No 23 88,5 88,5 100,0

Total 26 100,0 100,0
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Chartfor Iltem 8:

25
20
£
£ 15
o
(&}
107
5—.
D.—
Yes Ma
Do you believe that literature should only be studied
in isolation without relating it to language learning?
Figure 4 This figure examines teachersoé belief

studied in isolation without relating it tanguage learning.

ltem 9:Please complete the following by placing a tick in one space only, as follows:

1=strongly disagree
2=disagree
3=neither agree nor disagree
4=agree
5=strongly agree
Using literature as another technique for ELT wouldbéeeficial for the learners

1 2 3 4 5
A R U U
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ltem 9 of the t eachewhaherusing diteraturecas anather e e x a |
technique for ELT would be beneficial for the learners. Since this is a Likert scale

guestion which measures rtiple items, five predefined categories were offered to the
respondents of the questionnaire. The data concentrated from the categories indicate

that none of the teachers disvalues the beneficial properties of using literature for ELT
purposes. Analytical , 12 teachers (46.2%) stated tha
more teachers (46.2%) said that they Oagre
for ELT would be beneficial for the learners. Lastly, two teachers (7.7%) stated that

they neither agreeor disagree with the statement.

TableS5Exami ning teachersd beliefs on
beneficial for English language learners
Valid Cumulative
Frequency Percent Percent Percent
Valid Neither agree or 2 7,7 7,7 7,7
disagree
Agree 12 46,2 46,2 53,8
Strongly agree 12 46,2 46,2 100,0
Total 26 100,0 100,0

Chartfor ltem 9:
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Strongly Disagree  Meither agree or Agree Strongly agree
disagres disagres
Using literature as another technique for ELT would be beneficial for
the learners
Figure 5. This figure illustrates teacher s

learners can be benefited by using literature in the classroom.

ltem 10:What are in your opinion the most important advantages of including literature

in the English language learning curriculum?

tem1l0wasanopeended question aiming to elicit te
important advantages of including eliature in the English language learning
curriculum. The responses | received to this question have generated results which

provide an answer to RQ2 regarding the role of literature in ELT private schools in
Cyprus by consi der i ngachttdliterature and theepersevedg e ner a
advantages of including it in the ELL curriculum. The results from item 10 are

presented below:
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Question 10What are in your opinion the most important advantages of including
literature in the English languatgarning curriculum?

1 Language development
1 Vocabulary
1 Grammar
1 Expressive language skills
1 Contextualisation
1 Writing skills
1 Reading skills
1 Implementation of all 4 language skills
1 Figurative language
1 Speaking skills
1 Syntax
1 Personal engagement
1 Ciritical thinking
1 Argument skills
1 Emotional engagement
1 Intellectual development
1 Motivating teaching material
1 Literature to supplement language learning
1 Authentic material
1 Cultural knowledge
1 Other
1 Literature for pedagogic activities

1 Develop interpretive expertise foraking meaning
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Il n item 10, teachers have expressed the bel
language development and they have mentioned the personal engagement that the
students experience with literature. Literature is also consideredabliets as a

motivating teaching material which can also be used to supplement language learning.

Ot her results show that teachers believe t
knowledge, it can be used for pedagogic activities and that throeghtuite students

can develop interpretative expertise for making meaning.

As the results from the teachers questionnaires (iterh8) &howed, there is an

agreement among the teachers that literature should not only be used in isolation
without relatirg it to language learning. Rather, the role and implementation of

|l iterature i n ELT is perceived to promote
engagement with the text, and their overall linguistic development, where literature is

used a resourcerftanguage teaching and not as a subject, in its own right and can be
regarded as a motivational material to supplement other materials in the classroom.
Additionally, some results from classroom observations can also be considered in

examining the role dfterature in the language classroom, as explained below.

4.3.2Classroom observations:

In order to avoid unnecessary repetitions in the presentation of data which happen to
appear in more than one RQ, | will refer to them by presenting the page number or
tables/figures these can be found in this chapter. To begin with, the observational data
presentedn pp.178180 attest the use of novels ftuinguistic developmentvhere
students are exposed to standard and-standard uses of language, are taught

Grammarand are introduced to vario@uestioning TechniqueMoreover, literature
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is seen t@ncompas$echniques to increase receptive vocabulgingre students learn

new vocabulary items through games (e.g., hot spot, hangman, etc.), guessing the
meaning out of context, or by using synonyms, to name a few.

Another important element that aimsaod dr ess RQ2 i s the teache
literature as a material that can be use®¢welop interpretive expertise for making

meaning(i tem 10 in the p.&pClissgaom Obsegvatiens seeno nnai r
to confirm this belief and show the inveiment of literature in providing literary

experiences which involve students in the reception and construction of meaning as the

novels in the classroom were observe®dte vel op st udent sobyi nterpr
encouraging them to make inferencesrfriinguistic clues, discover implications and

assumptions and form hypotheses and make predictions (see page 121).

Lastly, the results from the classroom obs:
and engagement in class (p. 1832) also attemgb demonstrate the motivational role

of |Iiterature in involving the students 1in
responses during the lesson and their overall contribution to it were recorded and their

overall involvement, interestandreactiot o t he | esson wer e docume
attitudes and responses were suggestive of their high interest, participation, motivation

and response at the time of the lessons and this might add to the role of literature in
involving the students in thergcess of learning the language by keeping them

motivated in the lesson.
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4.4 Results ofResearch Question Three: Are novels being used as a representational

vehicle of the culture of the English language in private EFL classrooms in Cyprus?

In orderto answer the third research question, which examines the use of novels in

relation to the culture of the English language in private EFL classrooms in Cyprus, the
frequency and percentage of studentsbo re
questionnaireah t he teachersdé6 responses to items

guestionnaire were calculated.

441St udent s6 questionnaire:

ltem 17:Do you feel that novels have helped you learn about new cultures? Please
circle.

7 Yes b. No

First, item 17 inthest udent s questionnaire (Table 6.
believe that novels have helped them learn about new cultures with the majority
responding that they hay&16 students, 80.6%@onsidering them helpful and effective

in learning new cultures27 students (18.8%) replied negatively to the question,
considering novels as not beneficial for learning new cultures. One student (0.7%) did

not provice an answer.

Table6Exami ning studentsd belie
them learn about new ltures
Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 116 80,6 81,1 81,1
No 27 18,8 18,9 100,0
Total 143 99,3 100,0

Missing 99,00 1 7
Total 144 100,0
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Chartfor Iltem 17:

120

100

Count

B0

407

207

-
Yes Mo Missing data

D—
Do you feel that novels have hel‘;:ed you learn about new

cultures

Figure G This figure shows whether students féelt novels have helped them learn
about new cultures.

442Teachersd questionnaire

ltem 10.What are in your opinion the most important advantages of including literature

in the English lanqguage learning curriculum?

Further, the teachers through their respon
have identifiedCultural Knowledgeas one of the perceived benefits of including
|l iterature in the ELL curriculum (see page

enckd question have generated responses such as:
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ayithrough the given | iterature students
culture in different eras (Elizabethan, Victorian etc.) and different places of the
world (America, South Africa or Europe) whehe language is used.

b iLearning about the culture and society

c)fnStudents become familiar with the Engl |
ddiThe students | earn more about the Brit:
e) iExposure to Engl i sh pchulatsversesda.di oms, i

Their responses were coded @sltural Knowledgeas they attempt to respond to
whether novels are being used as a representational vehicle of the culture of the English
language in private EFL classrooms in Cyprus and the teachers seemnidercomgels

for providing new cultural information always in relation to language learning.

ltem 16.If you have answered yes to the previous guestion, what is in your opinion the

most beneficial aspect of using novels in the language classroom?

Withitem1 6, on the teachersé questionnaire (wh

Do you think that the learners could benefit from the use of novels in the language

classroompteachers were asked to consider some of the most favourable and beneficial
aspeds following the use of novels for ELT. It is very compelling that in item 15, all

26 teachers have stated that learners can be benefited from the use of novels in the
language classroom. Therefore, it is to suggest that Question 16 included the responses

from the totality of the teachers (26 teachers).

The analysis was particularly important since it provided further insight as to why

students can be benefited from the use of novels in the language classroom linguistic
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engagement. Fromthe codesgenerhtedr t he t eachersdé responses
one which attempts to respond to RQ3 is the d¢oticultural learningwhich results

from the responses of five teachers who provided answers related to the use of novels

for cultural representation ofeélEnglish language in private EFL classrooms in Cyprus

(see page 94). Some of the answers based on which this code emerged include:

ay AiNovels can help the students i mprove
awareness of the use of the target languagewandtc ur e o0 .

b) ALinguistic wealth, better assimilation
norms and culture of L20o

c) AExposing students to different culture:

for both discussion and writingbo.

Therefore, based onthee acher s6 responses on item 16 i
teachers perceive novels as being used as a representational vehicle of the culture of the

English language in private EFL classrooms in Cyprus.

Item 19:1f culture is an indispensable partlahguage learning, to what extent do you

beli eve that novels can i ncrease studentso

that of the target lanquage? Please put a tick in the box

1= not at all []
2= a little []
3= quite a lot []

4= a very geat deal[ ]
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With item 19, theaimwastonvesti gat e, based on teacher s,
which novels can i ncrease Iisespacihleythatefthe awar e n ¢

target language (Table 7). The majority (14 teachers, makifd.8p0) consider novels

to be able to increase cultural awareness 0
believe that novels can increase the stude
Merely three teachers replied that novels can isceea cul t ur al awarenes
(11.5%).

Table7Exami ning the degree at whi «
awareness of ot her cul tures bas

Valid Cumulative
Frequency Percent Percent Percent
Valid A little 3 115 11,5 11,5
Quite a lot 9 34,6 34,6 46,2
A very great 14 53,8 53,8 100,0
deal
Total 26 100,0 100,0

Chartfor Question 19:
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15
10
o
=
=
=
o
5_
0 T T
Mot at all A little CQuite a lot Avery great deal
If culture is an indispensable part of language learning, to what extent
do you believe that novels can increase students’' awareness of other
cultures and especially that of the target language?
Figure 7. This figure illustrates the degr

awareness of other cultures.

Item 20:Would you ever use novels as a vehicle for cultural representation of the target
language?

Yes No

With item 20 teachers were asked to respond to whether they would use novels as a

means for cultural representation of the target language. athérdm Table 8 indicate

t hat the teachers unani mously answered OV«
favour, a 100%) proving the importance of novels for cultural representation of the

English language.



Table 8.Examining whether teachers woulgeunovels as a
vehicle for cultural representation.

Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 26 100,0 100,0 100,0
Chartfor Question 20:
307
o 207
=
=]
=)
&
10
0= T
Yes Mo

Would you ever use novels as a vehicle for cultural
relresentation of the target language?

Figure 8. This figure shows whether teachers would use novels as a vehicle for cultural

representation of the English language.

4.4 3Interviews

Teachers who participated in the interviews were asked a number of questions related
to their beliefs concerning the use of novels in relation to the culture of the English

language in private EFtlassrooms in Cyprus. Some of the most frequent questions

asked aiming to provide an answer to RQ3 were:

194
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a) Is in your opinion necessary to introduce the students to the target culture when
teaching English, or should English should be isolated from anwralilt
elements?

b) Would you go as far as to introduce the target culture to the students which is often
found in literature?

c) Do you think that novels could add to the
of the language?

d) Is it necessary to introduce teidents to the target culture or should we isolate the
cultural elements which are often associated with language learning?

e) Can you think of any novels that can be used for ecalaral representation?

The answers to the above questions have amassedtadgal of information which

was then coded to classify the teachers responses based on recurrent themes. It is to

note that all five teachers participating in the interviews considered novels as a

representational vehicle of the culture of the Englishglage in private EFL

classrooms in Cyprus and they have reflected on the benefits of using novels for cultural

knowledge. In what follows the codes resulting from the interviews are presented:

91 Cultural knowledge

1 Culture enhances the understanding oftéxe

1 Culture nowadays swifts away from literature

1 Culture projects itself through novels

1 Exposure to culturally defined language restrictions
1 Feminism
1 Freedom of speech

1 Oppression
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1 Racism
Language and culture are interrelated
Novels bridge the cultural gap
Novels are vivid cultural representations
Novels increase crossiltural awareness
Novels reflect their culture
Novels seen as peoplesd televisions
Novels show how language and culture evolve
Raise awareness on diverse ways of thought and lifestyles
Timeless literature: culture of the people and culture of language
Use novels for cultural comparisons
Areasfor cultural representation
1 Caribbean literature
1 Charles Dickens
9 Chinua Achebe
1 David Copperfield
1 George Eliot
T Gulliverdés Travels
1 Hard Times
1 Jane Eyre
1 John Steinbeck
1 Pride and Prejudice
1 The Great Gatsby
1 The Notebook

T 6The Yell ow Wall paper6
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The codeCultural knowledgeaddresses all the aspects around the use of novels for
language reaching purposes with reference to the cultural elements that accompany

them and has resulted in 13 Aoierarchical and two hierarchical codes.

By reading all the created codes, | foundxtremely difficult to reduce their number

even though at first glance the impression someone may have is that some of them are
repetitive. However, when reading andreading the content of all these codes in
Nvivo 10, | realised that regardless of tamiliarity the codes may appear to have with
each other on the surface, their actual reference by the participants was quite distinct

and very difficult to merge into existing codes.

Furthermore, an additional factor that has functioned as a catalystaining this
relatively large number of codes is the fact that they refer (and very well provide a part
of the answer) to RQ3. As such, | contemplated this as a very important consideration

in keeping all of them in an attempt to provide the best pesaidwer.

Another observation is that the last hierarchical cdaEs for cultural representation

refers to the literary works and genres that the participants have mentioned to be used

in the language classroom for Cultural knowledge purposes. In prestdrese texts |

have created codes that may refer to both
works. | willingly decided to keep both since this might be a more detailed evaluation

of the writers who are considered to be key figures in dealitigaultural elements,

and some of their works which might be considered more appropriate or cuturally

driven than other of their works. For example, Charles Dickens has been referenced by

all the participants as the writer who could have a culturalentia on the learners, but

| have also kept the specific reference to his works David Copperfield and Hard Times.

By doing so, | wish to present a more detailed account for both the writers as well as
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their specific literary works that can relate to thedseunt s6 cul t ur al enr i

knowledge.

4 5Research Question FoMth at ar e the students and teach
the most appropriate form of literature in the process of ELT in private schools in

Cyprus?

In providing an answer to tleurth research question, the frequency and percentage of

the s t u d eespbrsdes to questionnaire items 9, 10, 15 ahdfrbom Form 4
guestionnaire) and t e anddIBamdwére apnsideset.iTlennai r e
results will be subsequently dividgdr ovi di ng firstly the resul

guestionnaires, followed by the results fr.

4.5.1Students Questionnaires:

Iltem 9 :What genre/type of literature do you like the most? Please circle.

a. Novels b. Poems c. Shot stories d.Drama

tem9e x ami nes the studentsod preffTable®faure i n spe
distinct predefined categories were offered to students, with the majority saying that

they preferred novels (76 responses, amounting to 52.8%¢ Bhe egory o6éshort s
was the second most popular choice with 50 students selecting it (34.7%). The
categories Opoemsd6 and o6dramad were select
(nine students each, 6.3% for poems and 6.3% for dr&dpanissing reponses were

noted for this question.
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Table9]l nvestigating the students

Valid Cumulative
Frequency Percent Percent Percent

Valid Novels 76 52,8 52,8 52,8

Poems 9 6,3 6,3 59,0

Short 50 34,7 34,7 93,8

Stories

Drama 9 6,3 6,3 100,0

Total 144  100,0 100,0

Chartfor ltem 9.

80

B0

Count

T
Movels Poems Short Stories Drama

What genre of literature do you like the most?

Figure 9. This figure illustrates the stud:
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Iltem 10: Question 10: Do you like reading novels? Please circle.

a. Yes b. No

Please explain why:

The results of guestion 10 follow the rec
preferred type of literature (Table 9) whéem 10 aims to examine whether students

like reading novel¢Table 10) The majority of the students have stated that they like

reading novels with 114 responses (79.2%), while 30 students (20.8%) have stated that

they do not like reading novels.

Tablel0OEx ami ni ng the studentso

novels
Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 114 79,2 79,2 79,2
No 30 20,8 20,8 100,0
Total 144  100,0 100,0

Chartfor Item 10:
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1207

1007

80

Count

B0

407

20

Yes Mo

Do you like reading novels?

Figure 1Q This figure illustrates whether students like reading novels

The operendedpart of the question has been answered by concentratting af four

hierarchical and five nehierarchical codes in the following order:

1 Motivation
1 Motivating
1 Demotivating
1 Linguistic engagement
1 Vocabulary enrichment
1 Grammar practice
1 Speaking skills
1 Writing skills

1 Spelling
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1 Syntax
1 Personal engagement

1 Engage imaginatively

1 Relate to the characters
1 Interactive engagement

1 Analysis

Non-hierarchical codes:

1 Cultural enrichment

1 Educational opportunities
1 Plot

1 Other

1 Missing daté!

|t is to note that the studentsd respons:
demonstrated while reading a novel, a fact which motivated them to read further
(Motivation), the linguistic engagement they had with the novel and the practice and
developmaet of their language skills L{nguistic Engagemet their personal

engagement with the novel which enabled them to identify with the characters and

engage imaginativelyPersonal Engagemenand the opportunities for analysis of the

literary works (nteractive EngagementPDther reasons the students have identified to

have added to their enjoyment of reading novels have been cod€dlttoal

4 SYOSTF2NIK YR GKNRdAAK2dzi (KA&a dddzRés GKS GSNY WYA
missing from certain respondents of the questionnaires (either teacher respondents or student
respondents). For example, not receiving an answer for one ofitiestions in the questionnaire.
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Enrichment the Educational Opportunitieshe novels have provided them, and the

satisfaction that thBlot of thenovels offered them.

ltem 15: Which of the following do you find to be the most interesting/enjoyable?

Please circle.

a. Novels b. Newspapers  c. Magazines d. Internet materials

Even though students perceive novels as their preferred genre of literature (Table 9),

yet their preference towards other language learning materials was examined (Table

11). Despite their inclination towards novels, the results to item 15 show thatithey s

consider other materials more favorable for helping them to learn the language. The
frequencies and percent age sexpofethenmatedalsnt s 6 r €
that students find the most interesting and enjoyable. The data show thatudests

show preference for internet materials, with 57 students (39,6%) selecting that option,

followed by magazines with 41 students (28.5%). Novels are the third most preferable

option, with 38 students (26.4%). Newspapers are the least preferreu, opti@ving

only eight (5.6%) responses.

Table 11 Examining which materials the students find to be the most

interesting
Valid Cumulative
Frequency Percent Percent Percent
Valid Novels 38 26,4 26,4 26,4
Newspapers 8 5,6 5,6 31,9
Magazines 41 28,5 28,5 60,4
Internet 57 39,6 39,6 100,0
Material

Total 144  100,0 100,0
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Chartfor Item 15:

B0

504

40

Count

304

204

107

0 T
Movels Mewspapers Magazines Internet Material

Which of the following do you find the most interestinglenjoyable?

Figure 11. This figure illustrates the materials that the students find to be the most
interesting and enjoyable.

ltem 11 ( St uWhatgdan@/s/pe Bfovets dé you like the most? Please

circle (You can circle more than one answer).

a. Romance b. Horror c. Comedy d. Historical

e. Adventure f. War g. Victorian h. Fantasy

Before presenting the results from Item 11 (which is a dichptguestion with yes/no

answers), it is to be noted that this question is a multiple indicator which produces eight
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variables. For that reason, eight tables were created to look at each of the variables

individually.

Table 12 examines whether students Ramance novels the most; the data show that
25 students (53.2%) have repligekas opposed to 22 students (46.8) who have replied

no.

In addition, Table 13 indicates that 37 students (78.7%) have responded negatively as
to whether they like Horror novethe most; just 10 students (21.3%) have stated their

preference for them.

Table 14 indicates that 25 students (53.2%) do not like Comedy novels the most, and a

number of 22 students (46.8%) stated that they prefer them over other genres of novels.

Table 15 has received the second highest number of negative responses, with 39
students (83%) disliking Historical novels, and eight students (17%) replying in favour

of Historical novels as their favourite genre.

Table 16 shows that Adventure novels hanterestingly, obtained the highest number
of positive responses with 36 students (76.6%) stating that they considered them as the

genre they were the keenest on, and 11 students (23.4%) stating otherwise.

Table 17 indicates that students tend to demmgVar novels since the majority (35
students, making up 74.5%) do not like them and only 12 students (25.5%) consider

them their favourite.

Similar results are shown in Table 18 which also receives the highest number of
negative responses. Victorian mts are the leadiked genre, with only three students
(6.4%) showing their preference for it, and a remarkable number of 44 students (93.6%)

showing their disinclination in reading them.
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Finally, Table 19 examines whether students like Fantasy novetadse The data
indicate that this is the second most favourite genre, with 28 students (59.6%)

considering it their favourite and 19 students (40.4%) having a different opinion.

Table12Ex ami ni ng whet her r oman

genre
Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 92 63,9 63,9 63,9
No 52 36,1 36,1 100,0
Total 144  100,0 100,0

Chartsfor item 11: Romance.

257

207

1577

Count

107

Yes Mo

What genre of novels do you like the most? Romance

Figure 12. This figure shows whether stude]
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Tablel13Ex ami ni ng whet her horro

genre
Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 10 21,3 21,3 21,3
No 37 78,7 78,7 100,0
Total 47 100,0 100,0

Chart for item 11Horror.

407

30

Count

207

107

Yes Mo

What genre of novels do you like the most? Horror

Figure2. Thi s figure shows whether students |
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Tablel4Ex ami ni ng whet her comed
genre

Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 22 46,8 46,8 46,8
No 25 53,2 53,2 100,0
Total 47 100,0 100,0

Chart for item 11Comedy.

257

207

157

Count

107

D—

Yes Mo

What genre of novels do you like the most? Comedy

Figure 3. This figure shows whether students like comedy novels the most.
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Tablel5Ex ami ni ng whet her histo
favourite genre

Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 8 17,0 17,0 17,0
No 39 83,0 83,0 100,0
Total 47 100,0 100,0

Chart for item 11Historical.

407

307

Count

10

Yes Mo

What genre of novels do you like the most? Historical

Figurel5.This figure shows whether students like historical novels the most.
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Tablel6Ex ami ni ng whet her adven
genre

Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 36 76,6 76,6 76,6
No 11 23,4 23,4 100,0
Total 47 100,0 100,0

Chart for item 11: Adventure.

407

307

Count

107

D.—
Yes Mo

What genre of novels do you like the most?
Adventure

Figure 16. This figure shows whether students like adventure novels the most.
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Tablel7ZExami ning whet her war r
favourite genre

Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 12 25,5 25,5 25,5
No 35 74,5 74,5 100,0
Total 47 100,0 100,0

Chart for item 11: War.

407

307

Count

207

107

D—
Yes Mo

What genre of novels do you like the most? War

Figure 4. This figure shows whether students like war novels the most.
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Table 18 Examining whetheYictoriani s t he st ud
genre

Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 3 6,4 6,4 6,4
No 44 93,6 93,6 100,0
Total 47 100,0 100,0

Chart for item 11: Victorian.

507

407

307

Count

207

1077

Yes Mo

What genre of novels do you like the most? Victorian

Figure5. This figure shows/hether students like Victorian novels the most.
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Tablel19Ex ami ni ng whet her fanta

genre
Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 28 59,6 59,6 59,6
No 19 40,4 40,4 100,0
Total 47 100,0 100,0

Chart for item 11: Fantasy.

307
207
e
=
=1
o
&
10
D—
Yes Mo
What genre of novels do you like the most? Fantasy
Figure 19

. This figure shows whether students like fantasy novels the most.
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452Teachersd questionnaires:

ltem 12:What genre of literature is in your opinion the most effective in terms of

accompanying the textbook usedhe classroom and why?

The most characteristic feature in coding the answers to this question is that most of the
parent codes share the same aggregation, ndealyonswhich explains the reasons
for the teachersd choi c educedto actcommatyehee r gen

textbook in the classroom.

Another worth mentioning point is that even though most of the codes are self
explanatory and more specific, yet some of them are broader as to what can be included
in their categorisation (e.g. prose diotion narrative). It is to note that many teachers
replied to the question by offering multiple genres that they believe can be effective in
the language classroom. A final observation is that, as can be seen below, all of the
major genres have been niened by the teachers apart from an explicit reference to

Drama. :

1 Novels
! Reasons
1 Language related
1 Personal engagement
1 Agellevel related
1 Motivating

M1 Other

1 Contemporary novels

1 Modern classics
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1 Mystery/adventure/romance
1 Science fiction
1 Other
T Type
1 Reason
1 Missing
71 Short stories
1 Reasons
1 Age related
1 Practical
9 Fiction narrative
1 Reasons
1 Poems
1 Agellevel related
1 Interpretation
1 Personal engagement
1 All of them
1 Reasons
T Activate studentsd schemat a
1 Motivation

1 Plays

Based on the results of item 12, two intergsfiacts became apparent. Firstly, that the

categoryNovelswas the most commonly mentioned genre by the teachers (19 teachers)
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providing more justification as to why it should be used in the language classroom,
followed by Short storiesPoemsandPlays(which concentrated the least responses).
Secondly, the catego@therhas been ranked as the second most frequently mentioned
option and this should be discussed and explained since it appears high in the list
because it includes many genres/types of literature which have not been explicitly
categori sed iponsesdne couldetrerefore notdbhé included in any of the
abovecodes. For example, the categofypesincludes codes (genres) like: action,
crime, detective, comedy, fairy tales, etc. However, they could not be listed as novels
or short stories simply begse both of these two categories embrace the
aforementioned genres and it would have been improper to suggest the inclusion to any

of them.

ltem 13: At what level should learners be introduced into the use of novels in ELT?

Please circle.

a. Beginner b. Elementary c. Intermediate d. Advanced

Even though this question sought to find out the level at which learners should be
introduced to novels for ELT purposes, yet it can also be considered in order to answer

RQ4 since in many instances the distinctoe t ween t he teachersoé pre
literary genres (i.e. novels, short stories, poems and plays) was based on the age and

l evel of I earners (i.e. i tem lAGeradatedl t he t ea
The frequencies and percentagestein 13 (Table 20)nvestigate the level in which

learners should be introduced to the use of novels in ELT. The data demonstrate that

the majority of the teachers with 14 responses (53.8%) believe that learners should start

using novels at an elementaeyél, while seven teachers (26.9%) believe that students

should begin using novels at an intermediate level. Four teachers (15.4%) said that
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learners should be introduced to novels at a beginner level and only one teacher (3.8%)

considers that the studerstsould start using them at an advanced level.

Table20Ex ami ni ng the teachersodo b«
should be introduced into the use of novels for ELT purposes

Valid Cumulative
Frequency Percent Percent Percent
Valid Beginner 4 15,4 15,4 15,4
Elementary 14 53,8 53,8 69,2
Intermediate 7 26,9 26,9 96,2
Advanced 1 3,8 3,8 100,0
Total 26 100,0 100,0

b) Chartfor Item 13:

157

1077

Count

0 T
Beginner Elementary Intermediate Advanced

At what level should learners be introduced into the use of novels in
ELT?

Figure6. This figure illustrates the level at which the learners shouidttmeluced into
the use of the novels.
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4 5 3Interviews:

I n addressing RQ4 regarding the students al
appropriate form of literature in the process of ELT in private schools in Cyprus, the
teachersdé interviews should al so by examin
provide further inside regarding the most appropriate genre and the criteria based on

which the selection is made. The codlest selectioandSelection of genrgsee pages

118 and 127 respectively, for a more detailed presentation of the data) thetievi
aforementioned criteria of selection and they include the introduction of various

periods, both male and female writes, and native anéhative speakers. The teachers

identify the length of the literary works, the language difficulty in them hedrost

appropriate choice of writer as the most important criteria for selecting a certain genre

to be used with language learners. The results which are also relevant to addressing

RQ4 are related to the t SBetectbneofgentesareel i ef s

presented below:

1 Sdection of genres

1 Classics
1 Careful text selection
1 Great representations of cultural notions
1 Ideal for language teaching but also the dullest
1 Universal themes
1 Victorian
1 Limitation
1 Inability to form a representation of contemporary lives

and lifestyles
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1 Inappropriate for beginners

1 Inappropriate for introductory novels

1 Language use between then and now is incompatible
1 Prerequisites

1 Links between now and then

1 Symbolisms

1 Taboo issuesdpics

1 Understanding of the world and cultures of that age

1 Understanding of what was allowed and prohibited to say

1 Contemporary novels

)l
T

Closer to what students know
Good for introduction
Studentsodo familiarity with context

Writer selection

Teachers perceive classics as ideal for language teaching because they include great

representations of cultural notions and universal themes but at the same, they recognise

that they may bore the students and that they come with certain limitationsnigr us

them with students. This is observed to be more prevalent for Victorian novels where

the setting of the novel may appear incompatible for a contemporary representation of

lifestyle and may also be inappropriate for using them with beginners. On thargon

contemporary novels are regarded as more suitable for introducing students to literary

texts,

mai nly because of the studentsbd

closer to what students already know.

f

an
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4.6 Results oResearch question fivelow do the ELT teachers in private schools in
Cyprus view the involvement of literature, and more specifically novels, in ELT

courses?

I n order to answer research question five,
responses to items 5;18 and 161 8 o f the teachersd questio
perceptions on the use of novels for ELT resulting from the interviews and the data

from classroom observations were considered.

46.lTeachersd questionnaires

Iltem 5:Academic Qualifications

Even though the teachers academic qualification do not appear to provide an explicit
answer in relation to how the teachers view the involveméitecdture and novels in
ELT, yet a presentation of their educational background may reveal information which
is relevant to their perceptions. For example, it would be interesting to examine the
percentage of people who have BAs in English Language aedatlire since this
might mean that they are predisposed to appreciate its contribution in ELT more. The

teachers academic qualifications are presented below:
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Table21The teachersd academic qualifi
Valid Cumulative
Frequency Percent Percent Percent

Valid BA 1 3,8 3,8 3,8
BA E&L 1 3,8 3,8 7,7
BA E&L, MA English 1 3,8 3,8 11,5
Syntax
BA E&L, MA TEFL 1 3,8 3,8 15,4
BA E&L, MA TESOL 1 3,8 3,8 19,2
BA E&Lx*2 1 3,8 3,8 23,1
BA E&Lx, MA TE as a 1 3,8 3,8 26,9
2nd Language
BA ELT, MScCALL 1 3,8 3,8 30,8
BA Eng Lit, MA 1 3,8 3,8 34,6
Comparative Lit,
PGCE
BA Eng Lit, MA E Lit 1 3,8 3,8 38,5
and Comp cultural stu.
BA English studies, 1 3,8 3,8 42,3
MA ELT, CELTA
BA English Studies, 1 3,8 3,8 46,2
PGCSE English
BA English, MA in 1 3,8 3,8 50,0
ELT
BA in E&L 1 3,8 3,8 53,8
BA in E&L, MA 2 7,7 7,7 61,5
Applied L.
BAin E&L, MA in 1 3,8 3,8 65,4
English Language
Studies
BA in English 1 3,8 3,8 69,2
Literature, MA in
Education
BA TEFL, MA TEFL 1 3,8 3,8 73,1
BA, MA 2 7,7 7,7 80,8
BA, MA TESOL 1 3,8 3,8 84,6
BA, MSc. 1 3,8 3,8 88,5
BA,MA 1 3,8 3,8 92,3
MA in TEFL 1 3,8 3,8 96,2
MA TESOL 1 3,8 3,8 100,0
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Total 26  100,0 100,0

Pie Chartsfor Question 5

Academic gualifications: BAs

m BA in English Language an
Literature

m Unspecified BAs

m BA in TESOL, TEFL, ELT 3
Applied Linguistics

m BA in Literature

Figure 21. This figure illustrates the academijgalifications (BAs) that the teachers
have.

42 Note.Lx. is an abbreviation of Linguistics, lit. is an abbreviation of literature, E&L is an abbreviation
of English language and literature. For further information on academic qualifications and how these
arel 6ONB@GAFGSR FT2NJ GKA& (lFro6fSy aSS GKS WCAYyRAy3aQ 27
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Academic qualificationsMAs

m MAs related to ELT, TESOL a
Applied Linguistics

m Unspecified MAs

= Other MAs

m MA in Literature

Figure 22. This figure illustrates the academic qualifications (MAS) that the teachers
have.

ltem 5 focuses on t he tidhetableandple cladsdod e mi ¢
this question presents the data analytically. What has emerged from the data is that the
many of the teachersd academic quanyificat:i
respondents share similar characteristics
Additionally, it is also interesting to identify what percentage of teachers have BAs in
Language and Literature (31%), since this may imply that teachers drsposed to

regard literature as a useful tool in promoting language acquisition. Moreover, a high
percentage of teachers appear to have MAs related to TESOL, ELT, TEFL and Applied
Linguistics (60%). This suggests a well trained workforce, and the imphsatf this

can be examined, in the Discussion chapter, in relation to other contexts. In order to
present the data in a more accessible way, the academic qualifications will be presented

in a bullet form list. Additionally | have avoided making a dethilist of the total

number of responses (frequency) for each qualification, similar to what | have done so
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far in the presentation of the findings since most of the respondents have unique and

dissimilar qualifications.

Item 8:Do you believe that literate should only be studied in isolation without relating

it to language learning?

Yes No
ltem 8 (Table 22) examines the teachersod b
used in isolation without relating it to language learning. The majority atodah
number of 23 teachers (88.5%) indicated that literature should not be studied in
isolation and only three teachers (11.5%) said that literature should not be related to
language learning.

Table22Ex ami ni ng teachersoé bel
should be studied in isolation

Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 3 11,5 11,5 11,5
No 23 88,5 88,5 100,0
Total 26 100,0 100,0

Chartfor Item 8:
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2577

2077

15

Count

10

D_
Yes Mo

Do you believe that literature should only be studied
in isolation without relating it to language learning?

Figure 23. This figure examines whether teachers believe that literstiordd only be
studied in isolation without relating it to language learning.

ltem 9:Please complete the following by placing a tick in one space only, as follows:

1=strongly disagree
2=disagree
3=neither agree nor disagree
4=agree
5=strongly agree
Using literature as another technique for ELT would be beneficial for the learners

1 2 3 4 5
A R U U

The results from Item 9 examine the teache
another technique for ELT would be beneficial forlgeners (Table 23). Since this is

a Likert scale question which measures multiple items, five predefined categories were
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offered to the respondents of the questionnaire. The data concentrated from the
categories interestingly indicate that none of thechers disvalues the beneficial

properties of using literature for ELT purposes. Analytically, 12 teachers (46.2%) stated

that they strongly agree and 12 more teach
literature as another technique for ELT wobédbeneficial for the learners. Lastly, two

teachers (7.7%) stated that they neither agree nor disagree with the statement.

Table 23 Examining whether using literature would be beneficial for English
language learners

Valid Cumulative
Frequency Percent Percent Percent
Valid Neither agree or 2 7,7 7,7 7,7
disagree
Agree 12 46,2 46,2 53,8
Strongly agree 12 46,2 46,2 100,0
Total 26 100,0 100,0

Chartfor Iltem 9:
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10

Count

2.—

|
Strongly
disagres

T T
Disagree  Meither agree or
disagres

Agree

Strongly agree

Using literature as another technique for ELT would be beneficial for

the learners

Figure 24 This figure illustrates whether teachers believe that English language
learners can be benefited by using literature in the classroom.

ltem 10:What are in your opinion the most important advantages of including literature

in the English lanqguage learning curriculum?

The responses | received to this question have generated similar results to the results

from

tem

10

found

n

t

he

student so

validating the results adding to the validity and weight of the study itself. éRudts

of the operended question can be summarised as follows:

guest.



1 Language development

il
1

)l
)l

Vocabulary

Grammar

Expressive language skills
Contextualisation

Writing skills

Reading skills

Implementation of all 4 language skills
Figurative language

Speaking sitls

Syntax

1 Personal engagement

il
T
il
T

Critical thinking
Argument skills
Emotional engagement

Intellectual development

1 Motivating teaching material

i Literature to supplement language learning

1

Authentic material

1 Cultural knowledge

 Other

1 Literature for pedagogiactivities

91 Develop interpretive expertise for making meaning

228
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A total number of eight parent codes were formed and they are comprised by three
hierarchical and five nehierarchical codes. The three parent codes where aggregated

further to develop detaled o des and descriptions explaini
It is to note that teachers perceive that the involvement of literature in the ELT
curriculum has pr ovi dledguageedevelbpmentth then t he s
involvement of the four languagskills, their Personal engagemenmtith the literary

texts and they consider literature to be a géegtplement for language learnisgce

it is a Motivational materialwhich can also add to the stude@sltural knowledge

Additionally, it is proposed ¢t literature can also be used Redagogic activitieand

for the devel oplmepretive expertiselfor makibhguneasingt s 6

Item 11:How interested do you think that learners are in English literature? Please put

a tick in the box.

1= notat all []
2= a little []
3= quite a lot []

4= a very great ded| ]

Item 11 is another Likert scale question with four response categories, and examines

the teachersdé6 perceptions on how intereste:
data from Table 24 show that the majority and a total number of 15 teachebg)57.7
believe that students only show 6a I|ittl eb
teachers (30.8%) consider students to be i
(11. 5%) stated that student s lishfiteratuee. 6 very

Overall, the negative responses (a number of 15 teachers and a percentage of 57.7%)
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are more than the positive responses (11 teachers and a percentage of 42.3%) to this

guestion.

Table24Ex ami ni ng the teachersodo bel
English literature

Valid Cumulative
Frequency Percent Percent Percent
Valid A little 15 57,7 57,7 57,7
Quite a lot 8 30,8 30,8 88,5
A very great 3 11,5 11,5 100,0
deal
Total 26 100,0 100,0

Chartfor Iltem 11:

157

107

Count

T T
Mot at all A little CQuite a lot Aovery great deal

How interested do you think that learners are in English literature?

Figure 25 This figure examines the studentsod i
teachersdo perceptions.
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ltems 12 and 13:

12. What genre of literature is in your opinion the most effective in terms of

accompanying theextbook used in the classroom and why?

13. At what level should learners be introduced into the use of novels in ELT? Please

circle.

a. Beginner b. Elementary c. Intermediate d. Advanced

Even though items 12 and 13 were both used in response to RQ4 examining the
teachersé perceptions on the most appropr.i
private schools in Cyprus, yet at the same time they can both provide more insight
regardinghe t eachersd views on the most ef fect
learners and the most suitable level in which learners should be introduced into the use

of novels. For the purpose of not repeating the same results, the findings to items 12

and 13 an be found on page @&. A brief summary of the results shows that the
teachersé most preferred genre is novels, f
that novels are a more language related genre which can motivate students to read it by
engajing them personally. However, the teachers suggest that both the use of novels as

well as the use of the other mentioned genres depends on the age and level of the
students. On the other hand, teachersoé re
learnersshould be introduced to the use of novels in Earners should be introduced

to the use of novels in ELT at an elementary level (53.8%) whereas 26.9% of the
teachers believe that students should begin using novels at an intermediate level, an

opinion whth seems to go against the prevailing orthodoxy that novels can only be

used with students at advanced levels.
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ltem 15:Do vyou think that the learners could benefit from the use of novels in the

language classroom? Please circle.

Yes No

Item 15 is sught to find out whether the teachers believe that the learners could have
possible gains from the use of novels in language classrooms and the results from this
guestion could help answer RQ5 in more detail. @hta gathered from Table 25
indicate a unaimous decision, with all 26 teachers (100%) agreeing on the beneficial

aspects of using novels for language teaching.

Table 25 Examining whether learners could benefit from the

of novels
Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 26 100,0 100,0 100,0
Chartfor Item 15.
30
o 207
=
=1
o
&
107
|
Yes Mo
Do you think that learners could benefit from the use
of novels in the language classroom?
Figure 26. This figure illustrates the teac

from using novels.
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Iltem 16: If you have answered vyes to the previous guestion, what is in your opinion the

mostbeneficial aspect of using novels in the lanquage classroom?

It is necessary to state that the prerequisite for the teachers to provide an answer to item
16 was to answer oO6yesd to item 15 in the
particularly impr t ant since they provide further i1
why students can be benefited from the use of novels in the language classroom, an
occurrence which can also help in answering RQ5 since the findings of theragbeoh
guestion respahto how teachers view the involvement of novels in ELT courses:
1 Language development
1 Vocabulary enrichment
1 Writing skills
1 Grammar
1 Contextualisation
1 Promote discussion
1 Reading skills
1 Literary analysis skill
1 Use of all four language skills
1 Speaking skills
1 Argument skills
1 Other
1 Educational opportunities
1 Exposure to diverse ideas

71 Intercultural learning
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1 Personal engagement

1 Critical thinking

1 Intellectual engagement

1 Relate to the characters
1 Using novels to supplement the use of course books
1 Motivation

1 Exposure ta complete book pattern

The results provided both hierarchical and -h@erarchical codes and what is

principally arresting is the fact that the cadaguage developmeiigures prominently

at the top of the list, with most of the teachers stressing the impact that novels have on

the studentsd | inguistic engagement. The r «
benefit from the furthelEducational opportunitieghat the novels offer and the

Personal engagemetribhey offer the students. Additionally, novels are perceived as

beneficial because they can be usesiipplement the use of coursebotiksy increase

t he s tMottvagionans they expose students toamplete book pattern

ltem 17: What skills can learners improve with the use of novels in the classroom?

Please circle. (Note that you can circle more than one answer)

a. Reading b. Listening c. Writing d. Speaking

In order to answer RQ5, the frequenecy@ per cent ages of teachers
17 were calculatedrhis is a multiple response question with four categories, but the

option given to teachers to circle more than one options requires the formation of four

tables and a conversiontodichoomquest i ons f or each skill wt

about the improvement of each skill with the use of novels is examined separately.
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Table 26 shows that teachers unanimously believe that reading skills are the skills
learners improve, collecting 2ésponses (100%). Additionally, Table 27 shows that

most teachers (14 respondents, making 53. 8¢9
are not improved, while 12 teachers (46.2%) think that listening skills can be enhanced

with the use of novels whalTable 28 indicates that the majority (24 teachers, making

92. 3%) believe that the studentso writing
novels whereas only two teachers (7.7%) disagree with this suggestion. Finally, the data

from table 29 demonsite that most teachers, with a total number of 18 responses
(69.2%), believe that students can also improve their speaking skills with novels while

eight teachers (30.8%) do not believe that speaking skills can be enhanced. In
conclusion, the data showaththe most improved skill is reading closely followed by

writing. Additionally, speaking is also improved whereas listening is considered to be

the least improved skKill.

Table 26 Examining whether using novels can improve the

A

student s O braesaeddi nogn stkeialclhser s«

Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 26 100,0 100,0 100,0

Chartfor Item 17: Reading
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307

207

Count

107

T
Yes Mo

What skills can learners improve with the use of
novels in the classroom? Reading

Figure 27. This

figure shows whether novel .

Table 27 Examining whether using novels can improve the

studentso6 |listening skills.
Valid Cumulative
Frequency Percent| Percent Percent
Valid Yes 12 46,2 46,2 46,2
No 14 53,8 53,8 100,0
Total 26 100,0 100,0

Chart for item 17: Listening.
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157

107

Count

Yes

Mo

What skills can learners improve with the use of
novels in the classroom?Listening

Figure28.Thi s f i gur e

shows whether novels can

Table 28 Examining whether using novels can improve the
studentso6 writi

ng skill's
Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 24 92,3 92,3 92,3
No 2 7,7 7,7 100,0
Total 26 100,0 100,0

Chart for Item 17: Writing.
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257

207

1577

Count

107

Yes Mo

What skills can learners improve with the use of
novels in the classroom? Writing

Figure 29. This figure shows whether novels can improv
studentsé writing skills.

Table 29. Examining whether using novels can improve

studentsb6 speaking skills
Cumulative
FrequencyPercent Valid PerceniPercent
Valid Yes 18 69,2 69,2 69,2
No 8 30,8 30,8 100,0

Total 26 100,0 100,0
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Chart for Item 17: Speaking

207

167
ol
=
=]
=)
Q104

5_

D.—

Yes Mo
What skills can learners improve with the use of
novels in the classroom? Speaking
Figure 30. This figure shows whether novel !

Item 18:How interested are the learners in learning the language through

literature? Please put a tick in the box.

1=not at all []
2= alittle []
3= quite a lot []

4= a very great ded| ]

ltem 18 also relates to RQ5 as it examines
interest in learning the language through literature and the results from this question
can provide an answer to the teawef@r sdé ove

ELT in relation t o Theédatafrom$abla3Ddambonstiatethatt er e s t
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the majority of the teachers and a high number of 15 respondents (57.7%) believe that

students only have o6a | ittl ebdbelievetthatr e st w h
students are O6quite a |l otbd interested abo
teachers (15. 4 %) Il ndi cated that student s

learning the language through literature. The negative responses batrthmpositive

responses with regard to

.
[

t he studentsbo i

literature, since the overall concentrated percentage for negative answers was 57.7% as

opposed to the 42.3% for positive answers.

Table 30Examiningthes t udent sé i nterest ir
through literature
Valid Cumulative
Frequency Percent Percent Percent
Valid A little 15 57,7 57,7 57,7
Quite a lot 7 26,9 26,9 84,6
A very great 4 15,4 15,4 100,0
deal
Total 26 100,0 100,0

Chartfor Item 18.
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157

10

Count

T |
Mot at all A little CQuite a lot Avery great deal

How interested are the learners in learning the language through
literature?

Figure3l This figure shows the studentso

462Teachersod I nterviews:

The teacher sd rsewtpredinkemisws ar@impetatye far answering

RQ5 since they provide informati@moncerning how literature and specifically novels

are perceived in ELT courses (i.e. the perceived benefits of using literature in ELT, how

frequently it should be used with language learners and at which age/level, the most

suitable genre to be used withe ar ner s, teachersdé beliefs

use of literature and the benefits of the use of novels in ELT, etc.). The teachers were

first asked question which were about literature in general, such as:

a) Do you think that English literaturecé®e used as a means to promote language

learning and why?

nt e |

on
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b) What skills do you believe that the students could develop by reading literature?

c) Do you believe that learners are interested in learning English through
literature?

d) What kind of followup activities can you have when teaching literature?

e) Do you think that students could find some reflections of their own self,
personality and attitudes in literature? If yes, would that help them in learning
the language through it?

f) What is in your opinion the mognhportant and efficient genre that a teacher
can use to teach English and why?

As the interview progressed, my questions attempted to be more focused on the use of

novels in ELT asking questions, such as:

a) What are the benefits of including novels in ldneguage learning curriculum?

b) Talking about novels, which novels would you use if you were to introduce
them in your classroom and why?

c) What kind of followup activities would you use with novels?

d Do you think that n o v eavasenessoregarding thel d t o
culture of the language?

e) Can you think of any novels that can be used for ecaliaral representation?

The results of the interviews presented below have concentrated information which
answers to how the involvement of literature is perceived by teachers in ELT courses.

The results can be summarized as follows:

a) Benefits of literature use in the languadgssroom:

T Develop studentsdé critical abilitie
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9T Devel op studentsodé interpretative ab

=

Expression of ideas and emotions in English
T I'ncrease students6é interest in | ang
1 Interest towards works of the same author

1 Language emchment

=

Linguistic imagination

=

Literature promotes language learning
T Attracts studentso interest
1 Entertaining
1 Incidental language learning
1 Provide further speaking practice
1 Use with shy students
1 Provides more topics to talk about
! Raise discussions
1 Dealswith topics with deeper meanings
1 Provides the background for contextual communication
1 Replace traditional questions
The codeBenefits of literature use in the language classraomnsi der s t he t ea
perceptions on the advantages of the use of literatleT and is of great importance,
not only because it provides the positive aspects related to language learning through
literature, but also because it has amassed a great number of similar responses given by
the participants. The results show that kesms believe that their students scan benefit
from the use of literature in various ways which go beyond the development of their

language skills.
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b) English literature part of posblonial history
This nonrhierarchical code refers to the link the teachs¥s between Cyprus and

England as a posblonial state, a fact which explains its importance in ELT.

c) Error correction and feedback
Anonhi erarchical code which refers to the me
errors arising from the use ofdiature as well as the appropriate feedback that should

be provided.

d) Frequency
1 2-3times a week
1 Daily
1 Atthe end of the year
1 Factors affecting frequency
1 Phrontisteriof?
1 Public schools
1 Productivity
1 School limitations
T Studentsd competence
Il n answering RQ5, the teachersd beliefs on
ELT, is also important. To that aim, the cdéequencyrefers to how frequently the
participants would use literature if they were to decide on its use rate. Theomosbn
replies were B times a week and daily followed by once, at the end of the year.

Additionally, the participants have also referred to factors that affect the frequency of

43 Phrontisteria (singular phrontisterion), are private educational institutions for group
teaching as well as private tutoring in Cyprus and Greece.
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literature use, with the most prominent answer being that the frequency $&eoald
Ssubject to studentso6 competence, adding th
a week) would be unproductive. Finally, there also seems to be a distinction between

the use of literature in Phrontisteria and public schools, mainly becalisetafions

in their use implied by external sources.

e) Induction to literature
1 Level
1 Primary school
1 Secondary school
1 High school
9 Children literature/readers
Induction to literaturerefers to the appropriate age at which the students should be
introduced tditerary works in English as well as the most suitable types of narrative
for this introduction based on the teacher
firstly in Primary school, followed by Secondary school and ending with High school.
Additionally, participants acknowledged chil drené

prominent narrative to be used for an induction to language teaching through literature.

f) Reading aloud Vs. Reading silently
1 Reading aloud
T Adds to the studentso6 excitement
1 Allows corrections

M Boosts studentsd6 confidence
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1 Competitive context that stimulates fluency and
pronunciation
1 Promotes speaking practice
1 Allows for correct use of stress, pitch and intonation
1 Silent reading

This code examines the t bawednaaading litararye ws on
works either aloud or silently in the language classroom examining positive or negative
outcomes for their use. As it can be seen from the results, reading aloud dominates the
teachersdé prefer ence, stityiegsheidview. higtonotethati x f ur t
particular emphasis is given to the fact that reading aloud enables students to use stress,
pitch and intonation correctly, since this observation is shared by almost all the
participants of the interview. Silent iag did not produce any further results since

there was minimum reference to the choice of silent reading.

g) Reference to literary works
This is a norhierarchical code that refers to specific literary works mentioned by the

participants that can be assacied wi t h | earnersé needs, inte

h) Selection of genres
1 Fables
9 Fiction narrative
1 Poetry and drama
1 Increased difficulty and boring
1 Short stories

1 Easier vocabulary and grammar
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1 Expression of ideas and emotions in English

1 Read within timeestrains

1 Resemblance to internet search

1 Systematic analysis

1 Use for specific purposes
Selection of genresxamines the various genres the participants have referred to during
the interview, mentioning at the same time advantages and disadvantages tteriving
their use and explaining the importance of their involvement in ELT, thus providing
more information for answering RQ5. It can be seen that short stories have dominated
t he participantso reference I n genre sel
explaining their assessment, with the majority considering that the vocabulary and
grammar are fairly easier than of other genres. It should be mentioned, however, that |
have included references to all the genres mentioned apart from novels (which overall
concentrated the most responses as the most preferred genre), for which | have created
a distinct code that will be explained further in the process. Being awaFectian
narrative may also refer to novels, | would like to exclude it from this contaxtis
instance since the participants who mentioned fiction narrative have done so in its

generic sense without making specific reference to novels (which came afterwards).

) Studentsé perception of I|iterature

T Factors affecting studentsdé percepti
9 Criticism on parents
9 Criticism on schools and teachers

1 Improper introduction of literature
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1 Inflexible language learning curriculum
1 Insufficient guidelines for teachers
1 Minimal personal involvement
1 Interpretive limitations
1 Teachers edge students to paracuksponses
1 Schools do not cultivate critical thinking and creative
writing
1 Learners are exposed to a superficial type of learning
1 Teachers need to alter their methodology
T Tendency to underestimate the ¢
literature
1 Conventional Imitations regarding the use of literature
9 Criticism on society
1 Acting being stupid is fashionable
1 Comparing Greek with Cypriot students
T Knowledge is not considered 6c.
1 Exposure to literature in L1 affects perception in L2
Limited interest
Overcomingnegative disposition
1 Deal with external influence
1 Not uncool to read literature
1 Reject the idea that literature is inappropriate
Preference in learning through literature in L2 rather than in L1

Teachersodé role in crealtdrauge. posi ti ve
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T Use stimulating met hods t o i ncr e
towards literature

Student sb per cigegeitremely importanticade whictt examaes the
teachersdé beliefs regarding the ihevol vemer
students6é awareness and acuity in dealing
purposes. The nehierarchical coded.imited interest and Preference in learning
through literature in L2 ratherthaninldi r ect |l y rel ate to the wa
literature. The codeact or s af fect i nefersto thel eansesstiiat per c e |
negativelyaffect the way students feel about literature in L2. Here, the respondents
have criticised parents, schools and teachers and society, with the criticism da schoo

and teachers being the most frequently mentioned, thus resulting in the most responses.

The second hierarchical cod®vercoming negative dispositiorexamines ways
through which the students can overcome their negative attitude regarding their
expostue to literature in their L2 with specific reference to the external influences and

pressure students have to deal with.

Lastly,thecodd eacher sdé role in creatingrapessi ti ve
the teacher sd r es phe stlents iview literatere with @ morema ki n g

positive Oeyeb.

j) Text selection

]

Introduce different periods

1 Introduce male and female writers

1 Introduce many types of thought

1 Introduce native and nemative speaker writers

1 Language difficulty
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1 Length

1 Selectionbased on writers
The codeText selectiomcludes the criteria based on which the teachers would choose
the literary works in order to be used in the language classroom. The majority of
participants focused on the selection of texts based on the lewgigufage difficulty

as well as the potential benefits of introducing both native as well asatiwe writers.

k) Types of difficulties

a. Conceptual difficulties

b. Lexical difficulties
This code refers to the types of difficulties the teachers have iddntifeg their
students may encounter when using literature for language learning purposes, resulting
in two distinct categorieConceptual difficultiesvhich often relate to complex ideas
described in literary works antexical difficulties which have todo with the

difficulties learners may encounter on lexical level (e.g. lexical density).

[) Using literature in public schools, private schools and phrontisteria

a) Using literature in private schools

I. Literature is exanbased

il. Literature is taughseparately from other subjects
iii. More effective
V. Smaller classrooms

V. Students have continuous exposure to English language
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b) Using literature in public schools
I Studentsdé | ack of competence
i. Students are uninterested and unwilling
iii. Time limitations
C) Using literatue in phrontisteria

i Teachers are aware of the student

These results present the teachersd Vviews
distinct educational settings. Firstly, we have the use of literature in private schools, a
codet hat concentrates most of the teachersbo
the use of literature in public schools is also mentioned and specifically refers to the
studentsé performance and interest® associ
was also an interesting reference to the use of literature in phrontisteria, stressing why

it may be particularly appropriate for the teachers to use it in that context.

A distinction between the presenwadfi on of
the involvement of literature in general, and their perceptions of the involvement of
novels in particular, in ELT was made in order to answer to both parts of RQ5
separately. I n what foll ows, the results

involvement of novels in ELT as they came out from the interviews will be presented:

Benefits of using novels i n ELT classroon
attitudes:

a) Cultural knowledge
9 Culture enhances the understanding of the text
9 Culture nowadayswifts away from literature

1 Culture projects itself through novels
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1 Exposure to culturally defined language restrictions
1 Feminism
1 Freedom of speech
1 Oppression
1 Racism
1 Language and culture are interrelated
1 Novels bridge the cultural gap
1 Novels are vivid culttal representations
1 Novels increase crossultural awareness
1 Novels reflect their culture
T Novels seen as peoplesd televisions
1 Novels show how language and culture evolve
1 Raise awareness on diverse ways of thought and lifestyles
1 Timeless literature: culturef the people and culture of language
1 Use novels for cultural comparisons
9 Areasfor cultural representation
1 Caribbean literature
1 Charles Dickens
1 Chinua Achebe
91 David Copperfield
1 George Eliot
T Gulliverdds Travel s
1 Hard Times
1 Jane Eyre

M John Steinbeck
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1 Pride andPrejudice
1 The Great Gatsby
1 The Notebook

T 6The Yell ow Wall paper6

The codeCultural knowledgeaddresses all the aspects around the use of novels for
language teaching purposes with reference to the cultural elements that accompany
t hem and t h eeptionse afchbve stuslents goeld develop their cultural
engagement with the novels. Even though at first glance the impression someone may
have is that some of the results are repetitive, yet regardless of the familiarity the codes
may appear to have with &a other on the surface, their actual reference by the

participants was quite distinct and very difficult to merge.

Another observation is that the coéleeasfor cultural representatiorrefers to the
literary worksand genres thathe participants have mentioned to be used in the
language classroom f@ultural knowledgo ur poses, foll owed by
as well as some of their works. | willingly decided to keep both since this might be a
more detailed evaluation of the venis who are considered to be key figures in dealing
with cultural elements, and some of their works which might be considered more
appropriate or culturalidriven than other of their works. For example, Charles
Dickens has been referenced by all theipadnts as the writer who could have a
cultural influence on the learners, but | have also kept the specific reference to his works
David Copperfieldand Hard Times By doing so, | wish to present a more detailed

account for both the writers as well asittspecific literary works that can relate to the

t

studentsé6é cultural enrichment and knowl edg:
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b) Devel op studentsdé interpretative abi

abilities to infer

(@)

9 Devel op students

1 Open to multiple interpretations
This code r ef er spmentofintargretasivie tech@ques andl it rélates e |
to the creation and deduction of meaning, as well as the unlimited possibilities of

diverse and unpredictable interpretations that students can have with novels.

c) Educational opportunities

1 Exposuretoth&wr i t er s6 wor |l d

1 Expression of ideas and emotions in the target language

1 Linguistic imagination

1 Relevant to life experiences

1 Representation of timeless values

1 Unconventional uses of language

1 Words transcend their fixed dictionary definition
The hierarchical cod&ducational opportunitiesefers to the general opportunities
provided to the learners by using literature for language purposes. The results do not
only involve language learning prospects, but also go beyond linguistic clues and
language involvement per se (egx posur e t o t,IRelevamtrto ltffeer s 6

experiencesRepresentation of timeless valyes

The teachers have given great emphasis on the Exgesssion of ideas and emotions
in the target languageWords transcend heir fixed dictionary definitionand
Expression of ideas and emotions in the target langsagse these have been most

frequently referred to by the majority of the interview participants.

It

me

w o
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d) Follow-up activities
1 Ask directed questions
1 Audio books for listaing
9 Critical thinking
1 Grammar and syntax
1 Formation and function of sentences

1 Use novels for exemplification of grammar rules

=

Reading comprehension

=

Speaking practice
9 Initiate discussions

1 Role play

=

Vocabulary
1 Fill-in the gaps
1 Vocabulary games
1 Use words irunfamiliar ways/contexts
1 Find synonyms
1 Writing
1 Creative writing exercises
1 Descriptions using adjectives
1 Summaries
1 Write poems or short stories

1 Writing tasks using figurative language
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The hierarchical codEollow-up activitiesconcentrates on the activities the teachers

proposed that can be designed or applied after reading a literary work. The results are
presented by taking into account the part:.
as well as some other languageexsp (e.g. grammar, syntax) and processes of thought

(critical thinking) while emphasis was given by the participants on activities providing

vocabulary practice as well as writing exercises

e) Language enrichment
1 Contextualisation
1 Familiarity with varioudinguistic clues
1 Grammar
1 Listening skills
1 Reading skills
1 Receptive vocabulary
1 Speaking skills
1 Subskill
{1 Pronunciation

1 Writing skills

Language enrichmefit as emer ged from the participants
linguistic advantages of the use of novels in language classrooms. Based on this fact,

eight further norhierarchical codes and one hierarchical code have arisen from the

data. The results apresented by taking into account the impact of novels on all four

language skills as it has been pointed out by the interviewees and this justifies the

creation of a distinct code for each one of them. However, there was also extensive
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reference to othelanguage points and aspects that can also result, be improved, or
practised through the use of novels, nan@bntextualisationGrammar, Receptive

vocabularyandVarious linguistic clues

Lastly, there was an indication by two of the participants that pronunciation should be
considered as a subskill that may become habitual and on which students can receive
further practice through novels. A notable observation related to the data cditected
Language Enrichmenis that it has received a great number of responses by the
interviewees since certain codes have been referenced by all of theWir{eng skills
Speaking skillsReading skills and the rest concentrated a reference by therityaj

(e.g.Receptive vocabulaysrammar etc.)

f) Personal engagement

1 Devel op studentsod6 critical awareness

1 Educate the person as a whole

1 Identify with the characters

T Il'ncrease studentsd emotional awareness
Personal engagemeatms to present the interviewées b el i ef s on how st uc
engaged by the use of novels for language purposes on a personal level. Consequently,
the results focus on ways through which this engagement is possible with the majority
of the participants calling attention to the fahatt students caidentify with the
characters since almost all of them have considered this a major pathway through

which students may personally engage with novels.
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g) Promote pedagogic activities
There needs to be some sort of justification regardisgcthde since it might be argued
that it could be merged witRollow-up activities.However, the difference is found in
the participantsodé classification of pedagoc
specific T that is, there seems to be an agrest between the teachers on the
pedagogical aims of using novels in that they are educational in various aspects and
more wideranging and do not only endorse a limited purpose (e.g. language teaching).
Consequently, this distinction was made to resporbdir dissection betweétollow-

up activitiesandPedagogic activities

h) Use novels as tests
This code is created to signify the importance of novels in testing features of language
as it was pointed out from one of the interviewees. She considers ag\ehery good
way of teaching the language but most importantly testing it because novels can be the
actual representation and most appropriate material to justify what learners have learned

in the language lesson.

i) Using novels in private schools
One of the participants referred to the difference between the use of novels in private
schools and the use of novels in public schools. That is, students of English speaking
private schools would be highly benefited by the use of literature in the lasmguag
classroom and they could work by using literature in isolation, occasionally alternating
it with other complimentary materials. On the other hand, students of public schools
will not be benefited by the use of novels in the classroom because in onlsakesry

occasions the novels had been used systematically and explicitly for language purposes.
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Therefore, this code encapsulates the differences between these two uses of novels for

language teaching.

J) Authentic samples of language
1 Diversify the repertoi of classroom materials

f I'nauthenticity attracts the studentsodo i

Thi s hierarchical code examines the teach
material. Additionally, the two child codes examine the dimensions and benefits of

using such authentimaterials in the classroom.

k) Novels as teaching materials

1 Use as complimentary materials

1 Use as the main instruction material

1 Use to replace traditional teaching methodologies
The interviewees have widely acknowledged novels as useful teaching matatials a
from their responses three further child codes have been created to reflect on their

various and diverse uses in language lessons.

Apart from the benefits of using novels in ELT classrooms, teachers have also
examined other aspects which are relatetheoway they view the involvement of

novels in ELT, thus providing an answer to RQ5. These aspects are presented below:

a) Selection of genres
1 Classics
9 Careful text selection

1 Great representations of cultural notions
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Ideal for language teaching but also thulest

M Universal themes

T

Victorian

M Limitation

T

1
T
1

Inability to form a representation of contemporary lives
and lifestyles

Inappropriate for beginners

Inappropriate for introductory novels

Language use between then and now is incompatible

1 Prerequisites

1
1
T
T
T

Links between now and then

Symbolisms

Taboo issues/topics

Understanding of the world and cultures of that age

Understanding of what was allowed and prohibited to say

1 Contemporary novels

M Closer to what students know

M Good for introduction

T Student so thcantextl i ari ty wi

I Writer selection

M Criteria

1
T

Agellevel

Experimentation

Gender

Interest in the subject matter
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1 Type of students

1 Understanding of themes and underlying messages

Selection of genregeals with the genres which the interviewees have considered to be
the most appropriate for ELT. From this selection, three hierarchical codes have been
created, namellassics Contemporaryand Criteria. Classicsrefer to the classic
novels the participnts have either used or would use for language teaching purposes

and the child codes created refer to the justification of the selection.

It can also be seenthdti ct or i appéar as anvadditienal option but have not

been assigned a separate caded t hat can be attributed to
of only selecting Victorian novels which have been recognised and acclaimed as
classics. FurthermoréjmitationsandPrerequisitesaddress the aspects of limitations

regarding the use of Victorianovels in the classroom and the prerequisites and
requirements that precede their use. Similarly, the Gmeemporary novelsefers to

generally more modern settings and the child codes created for it explain the rationale
behind its selection. Lastlyhé codeCriteria refers to the principles, conditions and
requirements based on which the teachers have finalised their selection(s) and
preference on certain novels. This might be
interest in the subject mattetype and understanding of themes and underlying
messages. The coBgperimentatiomefers to the experimentation with multiple genres

unt il t he most suitable is found based on

b) Agellevel for introducing novels
Thiscodee ef ers to the participantsd beliefs re

age or level during which the learners should start learning English through literature
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with most of them supporting the view that students should begin using novels at an

elementary or intermediate level.

c) Error correction and feedback

1 Emphasis on fluency

1 Emphasis on praise

9 Limit error correction
The participants have noted the importance of error correction and provision of
feedback, focusing on the emphasis that the teashetsd give on fluency, praise and
the limitation of error correction in order to avoid hindering the language learning

process through literature.

d) Limitations for their use
The above nothierarchical code is intended to be s®tplanatory since itefers to
some restrictions about the use of novels for ELT purposes that the teachers have
mentioned. Some of the most common are: pressure applied by employers because of
exambased classes, length of the novel, time limitations because of exam poeparati
the type of language of the novel (its difficulty), the vocabulary of the novel and the

level of the students.

e) Prerequisites for language teaching novels
In the data collected from the interviews, there was a frequent mention of fundamental
principlesand requirements that needed to be fulfilled so that novels could be used by
language teachers, resulting in the above code. Some of these principles/requirements

are that the students need to be learning the basic uses of language and understand a
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few language learning strategies before moving to the more difficult and unusual (for

them) language learning techniques based on the novel. Another prerequisite involves
the use of simplified versions of novels or abridged texts before using an unabridged
novel so that students are exposed to the fundamentals of literary texts and develop
certain techniques (e.g., the literary language of novels, exposure to the stylistic and

rhetorical devices, develop interpretative abilities, etc.)

f) Using Simplified vesions

1 Benefits
1 Easier narrative
1 Great for introducing new type of narrative
1 Language is i+l
9 Students are able to identify with the theme
1 Understand unknown words from context
1 Use with students with limited attention span
1 Use to introduce novels
1 Use withlower level students

1 Drawbacks
1 Hidden message eradicated

1 Language is simplified

The codeUsing Simplified versionsefers to the graded readers the interviewees have
suggested using in the classroom to support the language teaching process. From that,

two further hierarchical codes have been created that concentrate Bentfésand
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Drawbacksthat accompany theirse. As can be seen through the results, the number
of benefits by far outweighs the number of drawbacks. In the case of benefits of using
simplified versions, the majority of the participants have stated that we should use them
to introduce novels and thatshould be used only with lower level students, whereas
all of the interviewees have said that the simplification of language is one of the most

important drawbacks for using them in the classroom.

4.6.3Classroom observations:

In order to provide aamplete answer to RQ5 concerning the way ELT teachers in

Cyprus view the involvement of literature and novels in particular in ELT courses, the

findings resulting from classroom observations should be considered. The results

from classroom observationsiil be consi dered in relation t
in the questionnaires and interviews, since some of their attitudes and beliefs are also
observed and applied in the classroom environment (i.e. the use of novels for cultural
knowledge, the developmen of studentsdé interpretative a
follows, the results from the classroom observations that should be considered in

relation to RQ5 are presented:

a) Cultural enrichment
9 Cultural representations
1 Dialects
9 Access to the culture of pe@plvhose language is studied

1 Education, social class divisions, financial background
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The parent cod€ultural enrichmentaises the cultural elements that were introduced

to the students by using novels in the language classroom. The two child codek create
refer to the use of novels for intercultural representations and dialects as means of
cultural exposure. Additionally, the codBalectsalso contains two child codes that
were generated to show the influence of dialects on cultural enrichment as uame
from the classroom observations. What has emerged from the observations was that
there was particular emphasis by the teachers on the use of different dialects as a vehicle
of firstly, Accessing the culture of people whose language is stad@decndly, in
revealing information about th&ducation, social class divisions and financial
backgroundbased on the spoken dialect. These results could be seen in relation to the
teacher sdé vi e wCutdral kneviedgdgound m the ihtarvieWs) lkere

the students will benefit from a development of their cultural understanding

(pageéel100) .

b) Devel op studentsdé interpretative abilit]
1T Devel op studentsd abilities to make
1 Discover implications and assumptions
1 Forming hypotheses and making predictions
The devel opment of students6é interpretative
deals with studentsd i mprovement in interpi
in class and this is exemplified byeating three further child codes. The first code deals
with the development of studentsdé abilitie
using metaphors, similes repetitions and other rhetorical and stylistic devices in class,
a suggestion whichwasl so made in the teackewlsepd i nter:
student s6 i nt eThepsecend ahildicode refarbto the irnplicat®ns and

assumptions the students discovered while reading the novel for language purposes
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(e.g. reading between the lines and discover hidden meanings). Lastly, the third and

final code deals with the formation of hypotheses and predictions that students made
during the process of reading the novel (e.g. students predicted the development of th

story or how the story might end without this being necessarily correct). The first two

codes may seem to overlap since they both refer to the process of developing the
studentso6 interpretative abilities I n an
including both was taken on the grounds of presenting a more explicit picture of the
multiple levels of meaning that necessitate the active involvement of the learner. That

is to say, the |l earner is requireftbnst o fiteas
of the text either by deducing meaning from context in order to interpret the text or by
examining the text by looking at certain words which have figurative meaning (Lazar,

1993). Both examples could certainly be seen to reflect on the qualityeryi

language which produces a lot of density of meaning as well as the implications and
assumptions that the learners need to discover while reading. Therefore, both codes are

included to exemplify the | earnersé devel o

c) Educational opportunities
1T Devel op studentsodé critical abilities
1 Expression of ideas and emotions in the target language
T I'ncrease studentsd emotional awar ene:
1 Relevant to life experiences

T Stimulate the students6é i maginati on
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The hierarchical cod&ducational opportunitiesncludes the general prospects that

students may have in relation to their educational engagement and improvement, a
reflection that was mentioned by the teachers in the interviews. This code is further
developed by creating fivadditional childcodes . The first refers t
development of critical abilities and how students can learn how to think critically by
reading novel s. The s ecoexressiamn dfeideas aradl s wi t
emotions in the target langgein class which were triggered by the use of novels and

aims to explain how this goes beyond the conventional language learning process to

offer more educational opportunities to the students. The todec r eas e st uden
emotional awarenesdescribpesth st udent s6 devel opment of e
and interaction that was achieved by reading novels in class. The fourth code aims to

make a connection between life experiences and the experiences described in the novels
relating the one to the other. Ligstthe fifth and final code is created to explain how
novels were used in such a way in order to
that was also made by the teachers in the interviews regarding the benefits of using

novels forincreasingthesudent sé emot.i onal engagement

d) Linguistic development
1 Exposure to standard and nstandard uses of language
1 Extremely limited use of L1
1 Grammar
1 Comparatives and superlatives
1 Use of adjectives for descriptions

1 Appearance
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1 Character
1 Feelings and emotions
1 Objects

Use of past simple tense

T I'ncrease studentsd awareness of

I Introduce abbreviations

1 Questioning techniques

)l
T
)l
)l

Comprehension questions
Display questions
Referential questions

Wh- questions

1 Speaking skills

T

Ample opportunities for speakirgactice

9 Stylistic and rhetorical devices

il
T
T

Metaphors
Repetition

Similes

1 Summarise

1 Teach students to maintain the right tone, stress, pitch and intonation

1 Technigues to increase receptive vocabulary

1
T

Conceptualising a word visually
Definitions

Demonstration

GapHill

Guess the meaning out of context

ang.l



269

! Hangman game

1 Hot spot

1 Mimicry

1 Synonyms

1 Translate the words visually

1 Words take figurative meanings beyond their fixed definition

T Write the definition of a word on

1 Writing skills

The mportance of the parent codlénguistic developmerghould be considered in
relation to the teachersoé beliefs in the
interviews under the codekanguage developmerand Language Enrichment
respectively. Inthat, ec her s6 expl ained that one of the
in ELT is that students can develop their language skills, enrich their vocabulary and

practice grammar. Their perception regarding the linguistic benefits of novels can be
examined in relatin to the codéinguistic developmenthich was developed based on

the classroom observations.

A total number of 12 child codes were created, out of which five were hierarchical and

seven were ncehierarchical codes. The ndmerarchical codes were naiy:

a) Exposure to standard and natandard uses of languagehich
focused on the different levels language was presented in.
b) Extremely limited use of Lhich concentrates on the dominant

language used in the classroom.
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c)l ncrease st udentgwge rangewshicte offers the o f I an
6endl essd possibilities of how [ angu
purposes.

d) Introduce abbreviationswhich refers to the introduction and
explanation of abbreviations found in literature.
e) Summarisewhich concentrates on the techniques and effects of
providing summaries.
f) Teach students to maintain the right tone, stress, pitch and intonation
which is directly related to pronunciation.
g) Writing skills which codes everything that relates to the sttglen
enhancement and practice of their writing skills.
On the other hand, the five hierarchical codes &Bmmar Questioning techniques
Speaking skillsStylistic and rhetorical devicesnd Techniques to increase receptive

vocabulary

The first hierarchical cod&rammarcomprised of two further nehierarchical codes

and one hierarchical code. The two ffoararchical codes wer€omparatives and
superlativesand the Use of past simpleand exclusively dealt with these two
grammatical fatures which were observed during the lesson. The hierarchical code was
Use of adjectives for descriptioaad included the child codégpearanceCharactes
Feelings and emotionand Objects Understandably then, this hierarchical code
examines the foudifferent types of adjectives which were introduced with the use of

the novel during the observations.

The second hierarchical code w@sestioning techniquesnd included four further

child codes:Comprehension questignBisplay questionsReferential gestionsand
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Wh- questionsAll these codes refer to the types of questions and techniques that were

introduced with the use of the novel in the classroom.

The third hierarchical code $peaking skilland one child code is attributed to it named
Ample @portunities for speaking practi@nd refers to the opportunities students had

for further speaking practice.

The fourth hierarchical code &tylistic and rhetorical devicesd includes information

about how these devices were used with novelsfathardent s é | i ngui sti c
This code consists of three chittbdes, Metaphors Repetitionsand Similesand it

investigates how their use and implementation complemented the language

development process.

The final hierarchical code iBechniques tancrease receptive vocabulargnd it has

admittedly earned a lot of attention, resulting in 12 child codes. This can be attributed

to the emphasis on receptive vocabulary through novels and the variety of techniques

applied to achieve this. The child cedare Conceptualising a word visually

Definitions DemonstrationGapfill, Guess the meaning out of contékhngman Hot

spot Mimicry, Synonymslranslate the words visuallWords take figurative meanings

beyond their fixed definitioand Write the dénition of a word on the board in the

St ude nAs# 6an lhexeen, many of these child codes have also appeared in the
teachers interviews and the teachersd ques
the teachersd bel i edssea bovalstin ELThie classroenmo | v e me r
practices that can validate their arguments regarding the linguistic benefits of using a
novel i n the classroom (i .e. teachersodéd ans
Language enrichment and language developmelntont h t he t eacher sdé qu

and teachersodo interviews).
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The teachersdé views on the involvement of
also be examined by examining their attitudes during the lessons when novels were
used. The classroom obsergats revealed the following information on how the

teachers dealt with the novel concerning their attitude, as well as the way the

approached the students:

e) The teachers

1 Clear instructions

1 Consistent

1 Energetic

1 Enthusiastic

9 Error correction and feedback

1 Organised

1 Teachers stimulate personal involvement and discussions

T The approach to students6é questions
The final parent cod&he teachergcludes the details attributed to the teachers | have
observed and their overall behaviour, methodology, and chasticeem the language
classroom during the use of the novel. Based on this eight, further child codes were

created.

The firstcode Clear instructiongefers to the instructions given to students during tasks

that had to be completed during the lessoth thie second code raises the matter of
consistency among all four teachers | have observed in relation to the content,
approaches and methodology. The third and fourth codes, ndmnelgetic and

Enthusiastc i ndi cate the teachersodé attitude t o)

treatment of literature and their positive attitude towards it. The fifth code codes the
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aspects of error correction and feedback provided to the students during the lessons and
includes the teachersd approach to these topi
how organised the teachers had been throughout the lesson and this code insinuates the

teachersdéd response to themesmandganentanthc!| ude

ooganisation of classroom activities. The f
role in stimulating the studentsd personal
as well as highlight the teachlkeasedantheppr oact

lesson and specific language aspects taught, an observation which matches to the
teachersdé perceptions in the questionnaire

Personal engagemeniith literary texts.

In answering RQ5 regarding howetELT teachers in private schools in Cyprus view

the involvement of novels in ELT courses,
guestionnaires and interviews were examined. The results of the these instruments

have indicated the t enelithofinchidng ltezaturecahds r egar
novels in particular, in the Ilanggpgeage <c | a s
developmenand specifically in terms dfocabulary (Filkin the gaps, Vocabulary

games, Find synonyms, Use words in unfamiliar cag}ésrammaiand

Contextualisatiorof grammar rulesformation and function of sentences, Use of

novels for exemplification of grammar ruje$hese perceived benefits which result

from the use of novels were also observed in the lessons during theartassro

observations and are presented below:

f) Games
1 Drawing faces

1 Hangman
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1 Hotspot
1 Active patrticipation of all students
1 Answer questions by using past simple
1 Ask wh- questions and also use past simple tense
1 Recycle old vocabulary and use new lexical items

1 Thinking on the spot, responding under pressure

The parent cod&amesrefers to the games introduced with novels in the language
classroom to teach specific language features and aspects and deals with specific
linguistic aspects (e.g. techniques to iasereceptive vocabulary). Three child codes

were created that refer to three different games played in the classroom.

The first isdrawing facesnd refers to drawing faces on the board to express particular
emotions found to be expressed in the novéle Fecond ishhangmanand it was
commonly used in three out of the four classrooms | have observed to introduce as well
as test vocabulary items. Lastly, the final child cbdespotis the one that has earned

a lot of attention and further coding. This bp means aims to undervalue the
importance of the other two games as opposéotspot However hotspothad a high
duration (19 mins in total as opposed to the other two games which lasted for five and
seven minutes respectively), actively involved la# students in the classroom (since

all the students had to produce a response) and it was a relatively novel and engaging
game that initiated further five childodes (further information of what this game

involves doing can be found appendix H.

The first is the active participation of all students, since it enabled everyone to

contribute to the game and provide either questions or answers. The second is that
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students were required to ask-vguestions and also use the past simple tense and this

explans why the third code refers to answering the questions by using past simple tense.

The fourth code states some other aims of the game which weeryde old
vocabulary and use new lexicalitems The f i nal child code i1 ndi

to thirk on the spot and respond under pressure.

4.7 Results oResearch question six: How do EFL students in private schools in
Cyprus view the involvement of literature, and more specifically novels, in ELT

courses?

In order to answer research questionsbhe frequency and percent
responses to itemsb69 o f the studentsd questionnaire
studentsé questionnaire Form 4, as wel |l as

considered.

4713 udentsb6 questionnaires:

As aforementioned, items$9 of the studentsd questionnai
as wel |l as item 11 from studentsd questio
mentioned that only the results from items 8, 11, 16, 18 and 19 from students
guestionnaire Fon 1 will be presented here in order to avoid repeating the results from

items 6 and 7 (which were preseahter also addressing RQ1, saebles 1 and 20,

10, 15and 17 (which were presented for also addressing RQ3, sesGalde 1] from
studaretssd omnaire Form 1 and item 11 from s

were presented for alsadressing RQ4 see Tables-19). However, all these items,
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including the ones presented for answering RQs1, 3 and 4 were considered in the

discussion of RQ& theDiscussiorchapter{Chapter 6)

Item 8: How interesting/enjoyable is learning English through literature? Please put a

tick in the box:

1=not at all []
2= a little []
3= quite a lot []

4= a very great ded| |

InordertoansweRQ6, the frequency and percentages
8 werecalculatedl abl e 31 examines the | evel of st u
learning English through literature. Four categories have been created in advance, with

the r esiptoemsae l6qtué taking the majority of r
(56. 3%). The response category 6a very gre
of student responses, with 31 students (21
[ it t | e étudemis (1K.4%2. Finally, seven students (4.9%) believe that learning

English through |literature is oO6not at all o

Table 31 Examining how interesting/enjoyable learning English throug

literature is
Valid Cumulative
Frequency Percent Percent Percent
Valid Not at all 7 4,9 4,9 4,9
A little 25 17,4 17,4 22,2
Quite a lot 81 56,3 56,3 78,5
A very great 31 21,5 21,5 100,0
deal

Total 144 100,0 100,0
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Chart for Item 8.

1007
80—
€ 607
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&)
401
20
Mot at all A little CQuite a lot Avery great deal
How interesting/enjoyable learning English through literature is?
Figure 32 Thefigurei | | ustrates the studentsdéd views oIl

learning English through literature is.

Item 11:What do you enjoy the most when reading a novel? Please circle (You

can circle more than one answer).

a. The language b. The characters c. The plot

Please explain why:

Item 11 aims to investigate what the learners enjoy the most when reading a novel.

Students were asked to select more than one option if it was applicable to them and this
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explains why three different tables and threféedent charts have been created since
each table and its chart account for only one of the categories offered to the students in
item 11. Table 32 examines whether the students enjoy the language of the novel. A
very high number of 113 students (78.5%ydnatated that it was not the language of
the novel that they enjoyed when they read a novel, while 30 students (20.8%) have
stated that the language of the novels was what they found enjoyable while reading.

One missing response (0.7%) was noted.

Table 3 examines whether students enjoy the characters of the novel while they are
reading it. Again, the majority and a total number of 92 (63.9%) students have said that
it was not the characters that they enjoyed the most, while 51 (35.4%) students said it
was the characters that they enjoyed the most when reading a novel. There was also one

missing response (0.7%).

Finally, Table 34 examines whether the students enjoyed the plot of the novel the most,
and this time the majority of the students (111 studema&jng up 77.1%) replied that

the plot was the most enjoyable aspect when reading a novel. 32 students (22.2%) stated
that the plot was not the most enjoyable feature when reading a novel. One missing

response was noted.

Table 32 Examining whether studenenjoy the language of novel

the most
Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 30 20,8 21,0 21,0
No 113 78,5 79,0 100,0
Total 143 99,3 100,0
Missing 99,00 1 v

Total 144 100,0
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Chartfor Item 11: The language
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Yes Ma Missing data

What you enjoy when reading a novel: The language

Figure 33 This figurellustrates whether students enjoy the language of the novel the
most.

Table 32 Examining whether students enjoy the characters of n

the most
Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 51 35,4 35,7 35,7
No 92 63,9 64,3 100,0
Total 143 99,3 100,0
Missing 99,00 1 v
Total 144 100,0

Chart for Item 11: The characters.
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Yes Ma Missing data

What you enjoy when reading a novel: The characters

Figure 34 This figure illustrates whether students enjoy the characters of the novel the
most.

Table 34 Examining whethes t udent s enj oy t

most
Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 111 77,1 77,6 77,6
No 32 22,2 224 100,0
Total 143 99,3 100,0
Missing 99,00 1 v
Total 144 100,0

Chart for Item 11: The plot.
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Yes Mo Missing data

What you enjoy when reading a novel: The plot

Figure 35. This figure illustrates whether students like the plot of the novel the most.

In the operended part of item 11, students were asked to explain the reason for the
choice, thus providing more details in relation to their view of the involvement of novels
in the ELT and the aspects of the novels they enjoy more when reading it. Gambeq

three hierarchical codes were outlined, as follows:

Characters

1 Interesting
1 Personal engagement
1 Relate to the characters
1 See things from different perspectives
1 Funny

1 Realistic
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1 Adventurous
1 Nice
i Other

Language

1 Linguistic engagement
1 Vocabularyenrichment
1 Variety
9 Dialect
1 Figurative language
1 Other
Plot
1 Interesting
1 Suspense of unravelling the plot
1 Other
1 Motivating
1 Engage imaginatively
1 Missing data
1 Comprehensible

1 Underlying messages

ltem 12:What skills have you improved with the use of novekhéclassroom? Please
circle (You can circle more than one answer).

a. Reading b. Listening c. Writing d. Speaking e. Spelling
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ltem 12 is important i n answering RQ6 sinc
skills they believed they improvedtw the use of novels. A table and a chart have been

created to examine each skill individually and since students had five options from

which they could select, five different tables and five charts were created representing

one for each of the skills @fed to the students.

Table 35 examines whether the students believe that their reading skills have been
improved with the use of novels in the classroom, with 86 students (59.7%) indicating
that they have improved it and 58 students (40.3%) not sajetts a skill they have

improved.

Table 36 measures whether students have improved their listening skills and 85 students
(59%) stated that they have not whereas 59 students (41%) believe that their listening

skills have been improved.

Table 37 examies whether students have improved their writing skills, with 86
students (59.7%) stating that they have and 58 students (40.3%) not indicating that their

writing skills have been improved.

Table 38 examines whether the students have improved their gpesiiis, and
interestingly, this language skill has received the most positive responses with 89
students (61.8) responding that their speaking skills have been improved with the use

of novels, while 55 students (38.2%) believe that they have not imptiosed

The final skill examined in Table 39 is spelling, gaining the most negative responses
since 100 students (69.4%) believe that their spelling skills have not been improved,
with only 44 students (30.6) considering their spelling skills to have ntetsome

kind of improvement.
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Table 35Examining whether students have improved their
reading skills

Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 86 59,7 59,7 59,7
No 58 40,3 40,3 100,0
Total 144 100,0 100,0

Chartfor Item 12: Reading
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20

fes Mo

What skills have you improved? Reading

Figure 36. This figure illustratesrhetherthe students have improved their reading
skills



Table 36. Examining whether students have improved their

listening skills
Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 59 41,0 41,0 41,0
No 85 59,0 59,0 100,0
Total 144  100,0 100,0

Chart for Item 12: Listening
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404

204

Yes

Mo

What skills have you improved? Listening

Figure 37. Thi s
skills.

Table 37 Examining whether students hawgproved their

writing skills
Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 86 59,7 59,7 59,7
No 58 40,3 40,3 100,0
Total 144 100,0 100,0

285

figure il lustrates

student
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Chart for Item 12: Writing.
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0
Yes Mo
What skills have you improved? Writing
Figure 38. Thi s fi gur e imprbvemest tofrtheit wrising st ud e nt
skills.

Table 38 Examining whether students have improved their
speaking skills

Valid Cumulative

Frequency Percent Percent Percent
Valid Yes 89 61,8 61,8 61,8
No 55 38,2 38,2 100,0

Total 144  100,0 100,0




Chart forltem 12: Speaking
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What skills have you improved? Speaking

Figure39 Thi s figure illustrat
of their speaking skills.

Table 39 Examining whether students have improved their
spelling skills

Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 44 30,6 30,6 30,6
No 100 69,4 69,4 100,0
Total 144  100,0 100,0

Chart for Item 12: Spelling.

287
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100
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Yes Mo

What skills have you improved? Spelling

Figure 4Q This figure illustrates studentso6 be
skills.

ltem 13:Do you believe that novels have helped you learn megabulary? Please
circle.

a. Yes b. No

Table 40 investigates the studentsé belief
vocabulary and the majority of the students, with a very high number of 135 responses
(93.8%) indicating that novels have helpbdr learn new lexical items, and only 9

students (6.3%) stating that they have not yet learned any new vocabulary.

Table 40 Examining whether novels have helped students lee
new vocabulary

Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 135 93,8 93,8 93,8
No 9 6,3 6,3 100,0

Total 144  100,0 100,0
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Chart for Iltem 13.
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Yes Mo
Do you believe that novels have helped you learn
new vocabulary?
Figure 41. This figure illustrates the

learning new vocabulary.

ltem 14:What do you usually do when you haveussknown word? Please circle (You

can circle more than one answer).

a. Guess the meaning b. Use a dittonary c. Ignore the word d.Ask someone

Item 14 examines how students deal with an unknown word when reading a novel is
involved and it is a multipleesponse question, enabling the students to select one or
more possible answers. Since the students had been given a selection of four possible
answers, four tables and four charts were designed, with each one of them representing

a given option.
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Table 41examined whether students guess the meaning of an unknown word. 84
students (58.3%) stated that they did, and 60 students (41.7%) said that they did not

guess the meaning of unknown vocabulary.

Table 42 considered whether students use a dictionary kaoum words: 88 students
(61.1%) stated not using dictionaries in such instances, and only 56 (38.9%) students

stated that they regularly used them for unknown words.

Table 43 presents the highest number of negative student responses, with 99 students
(68.8%) stating that they did not ignore an unknown word. Only 45 students (31.2%)

ignored them.

Table 44 received the highest number of positive responses, with 89 students (61.8%)
stating that when they have an unknown word they asked someone for itagnaadi
55 students (38.2%) said that they did not ask someone for the meaning of unknown

words.

Table 41 Examining whether students guess the meaning of
unknown words they find in novels

Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 84 58,3 58,3 58,3
No 60 41,7 41,7 100,0
Total 144  100,0 100,0

Chartfor Item 14: Guess the meaning



291

100

807

B0

Count

409

20

Yes Mo

What do you do when you have an unknown word?
Guess the meaning

Figure 42. This figure illustrates whether students guess the meaning of unknown words
they find in novels.

Table 42 Examining whethestudents use a dictionary for
unknown words they find in novels

Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 56 38,9 38,9 38,9
No 88 61,1 61,1 100,0
Total 144  100,0 100,0

Chart for Item 14: Use a dictionary.
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What do you do when you have an unknown word?
Use a dictionary

Figure 43. Thisfigure illustrates whether students use a dictionary for an unknown
word they find in a novel.

Table 43 Examining whether students ignore an unknown word when
reading a novel.

Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 45 31,3 31,3 31,3
No 99 68,8 68,8 100,0
Total 144  100,0 100,0

Chart for Item 14: Ignore the word
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What do you do when you have an unknown word
Ignore the word

Figure 44. This figure illustrates whether students ignore
unknown word they find in a novel.

Table 44 Examining whether students ask someone for the
meaning of unknown words they find in a novel.

Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 89 61,8 61,8 61,8
No 55 38,2 38,2 100,0
Total 144  100,0 100,0

Chart for Item 14: Ask someone.
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What do you do when you have an unknown word?
Ask someone

Figure 45. This figure illustrateshether students ask someone for the meaning of an
unknown word they find in a novel.

Item 16:What are the most common problems that you face when you are reading a
novel? Please circle (You can circle more than one answer).

a. Vocabulary b. Length c. Pbt

Item 16 is a question with multiple response sets, asking students to select one or more
possible options. It investigates the most common problems students encounter when

the reading of a novel is involved, thus providing data which are relevardweang

RQ6 which examines the studentd views on tF
schools in Cyprus. Therefore, a table and a chart with dichotomy questions are created

for each of the three available options (vocabulary, length and plot) astkihents to

delineate the most common problems when reading a novel.



295

The data from Table 45 show that the most common problem students have to deal with
is vocabulary with 96 students (66.7%) stating that it is the feature that causes the most
problems,making novels more difficult to read. Only 48 students (33.3%) state that

they do not consider vocabulary as problematic.

On the other hand, Table 46 indicates that the least common problem appears to be the
plot of the novels, with a very high numbel&4 students (93.1%) stating that it cannot

be regarded as a problem when reading a novel whatsoever, as opposed to only 10
students (6.9%) who believe that plot is the most common problem they face when

reading a novel.

Finally, Table 47 shows that legiloes not appear to be a problem for the majority of
the students since 88 students (61.1%) do not consider it as the most common problem,

as opposed to 56 students (38.9%) who consider it a problem when reading a novel

Table 45 Examining whethevocabulary is the most common
problem students face when reading a novel

Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 96 66,7 66,7 66,7
No 48 33,3 33,3 100,0
Total 144 100,0 100,0

Chart for Item 16: Vocabulary.
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What are the most common problems when you are
reading a novel? Vocabulary

Figure 46. Thisfigure illustrates whether vocabulary is the most common problem
students face when reading a novel.

Table 46 Examining whether the length of the novel is the mc
common problem students face when reading a novel

Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 56 38,9 38,9 38,9
No 88 61,1 61,1 100,0
Total 144  100,0 100,0

Chart for Item 16: Length
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What are the most common problems when you are
reading a novel? Length

Figure 47. This figure illustrates whether the length of the novel is the most common
problem students face when readingavel.

Table 47 Examining whether the difficulty of the plot of the no
is the most common problem students face when reading a n

Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 10 6,9 6,9 6,9
No 134 93,1 93,1 100,0
Total 144  100,0 100,0

Chart for Item 16: Plot.
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What are the most common problems when you are
reading a novel? Plot

Figure 48. This figure illustrates whether the difficulty of the plot of the novel is the
most common problem students face.

ltem 18:What do you prefer, reading a novel aloud or silently in the classroom? Please
circle.

a. Aloud b. Silently

Why?

Table 48 for item 18 considers the student
silently. The data show that the majority of the students with a number of 87 responses
(60.4%) prefer reading the novel aloud, as ggploto 57 students (39.6%) who prefer

reading a novel silently.
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Table 48 Examining whether students prefer to read a novel al

or silently
Valid Cumulative
Frequency Percent Percent Percent
Valid Aloud 87 60,4 60,4 60,4
Silently 57 39,6 39,6 100,0
Total 144  100,0 100,0

Chartfor ltem 18.
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What do you prefer, reading a novel aloud or silently
in the classroom?

Figure 49. This figure indicates whether students prefer reading a novel aloud or
silently in their classroom.

In the operended part of the question, the students have identified the reasthresrfor

preference in either reading a novel aloud or silently. The results are presented below:
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T Aloud
1 Better comprehension
1 Comprehension of the plot
1 Comprehension of meaning
1 Reading practice
1 Develop speaking skills
1 Accent
9 Pronunciation
1 Develop readingkills
1 Expressive reading
1 Other
1 Concentration
1 Increased attention span
1 Develop listening skills
1 Listen to myself
1 Enjoyable
1 Missing
T Ask teacherdés assistance/ corrections
1 Engage imaginatively
1 Silently
1 Better comprehension
1 Concentration
1 Missing
1 Emotionalinvolvement

1 Shy
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 Nervous

1 Embarrassed

1 Comfortable
1 Develop reading skills

1 Reading pace

1 Read faster

1 Expressive reading
1 Preference
1 Other

1 Engage imaginatively

It is particularly important to mention that identical results occur in both parent codes.
For example,Better comprehensioand Concentrationappear in bothAloud and
Silentlybut what differentiates the one from the other is the highly increased number
of reference that the first has accepted from the students as opposed to tienzdige.
imaginativelyalso appears in both parent codes but it has accepted equal reference rate

in both instances.

Item 19:Do you believe that novels have helped yourlgaw features/characteristics
of grammar? (For example: tenses, adjectives and adverbs, articles, prepositions).
Please circle.

a. Yes b. No

Please explain how:
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ltem 19 (Table 49) examines the studentso
helpingthem learn new features of grammar, thus providing more data to address

RQ6. The data show that the majority and a total number of 92 students (63.9%)

believe that novels have helped them learn new features of grammar, as opposed to 52
students (36.1%) whdo not find novels as helpful in learning new grammatical

features.

Table 49 Examining whether novels have helped students lei
new features or characteristics of grammar.

Valid Cumulative
Frequency Percent Percent Percent
Valid Yes 92 63,9 63,9 63,9
No 52 36,1 36,1 100,0
Total 144 100,0 100,0

Chartfor Iltem 19.
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Do you believe that novels have helped you learn
new features of grammar?

Figure 5Q Thi s figure il lustrates t he novel s
characteristics of grammar.
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In the operended part of the question, students have identified how they perceive
novels have contributed in learning new features and characteristics of grammar in the

in case they answerges to the question and their responses are presented below:

Yes

1 Improve grammar knowledge
i Learn new adjectives
I Improve tenses
9 Prepositions
1 Incidental grammar learning
9 Adverbs
1 Phrasal verbs
1 Vocabulary enrichment
1 Incidental vocabulary learning
1 Notetaking
1 Other
1 Missing
1 Exposure
1 Language/grammar in use
1 Writing skills
9 Descriptive writing
1 Creative writing
1 Increase language awareness

1 Reading comprehension
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fRead and retrieve

1 Exemplification

T Memorisation

1 Register
1 Colloquial language
1 Figurative language
I ldioms
1 Expression
1 Critical thinking
No
1 Missing data

1 Disregardgrammar

The striking feature of this question is undoubtedly in the number of Missing data |

have gathered mainly from the students who
creation of only two aggregated codes from that parent code where one ofdlsem

dedicated to the missing responses | collected from the students. This fact becomes

even more noticeable when a comparison is made between the aggregations that

occurred under the O0Yesd code as opposed t
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4.7.2 Classroormdbservations:

After presenting the results from the stuc
presentation of the data resulting from the classroom observations aims to provide a
more complete Apictureo of t braturesandurbrent sé vi
specifically novels in ELT in relation to the responses they have given in the interviews.

For example, the data resulting from the cl
the studentsd positive at tyihrougldrovels @emar ds | e
13, 93.8% of the students considered they have learnt new vocabulary) since many
techniques to increase new vocabulary were observed during the lessons (e.g., games,
guessing the meaning out of context, mimicry, synonyms, etc.)tiéudlily, the data

from classroom observations also reveal presentation and practice of grammatical items

by using novels and this may explain the s
new characteristics and features of grammar (item 18, 63,9%iyerwovels as helpful

in learning new characteristics of grammar). Importantly, the results from classroom
observations also reveal i nformation which
of novels noted in items 7, 8, 10, 11. The following resuttsifclassroom observations

should be considered:

1 Attitudes and engagement of class: Student responses

1 Competitive

1 High interest/participation
1 Motivated

1 Responsive/Active

T Minimal distractions
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1 Moderate studergtudent interaction
1 Mostly individual

1 Studentsare focused on tasks

1 Whole class discussions

9 Low interest

The hierarchical codAttitudes and engagement of class: Student resporefess to

the studentsd involvement during the | esso

engagement in using nosgelin the classroom for ELT and record their overall

interaction during the | esson. This was no
tasks assigned by the teacher and classroom interaction. As far as the amount of the
observation data is concernagproximately 1,400 words were written down per class.

The observed ten némi er ar c hi c al child codes were <cCr e
responses during the | esson and their over:
either positive or negae, were taken into account to result to an identification of their

overall involvement, interest and reaction to the lesson. This classification of their

attitudes and responses was indicative of their interest, participation, motivation and
response ahe time of the lessons. These aspects were not measured quantitatively but

they were gathered observationally and r ef
classroom behaviour. The codesmpetitiveand high interest/participationwere
judged by the nunbr of students expressing an inte

guestions, or their interest and participation rate in taking part in the language games
played in the classroom; this was arbitrated by measuring the number of students who

raised hands toggticipate in these activities.
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The codeMinimal distractions/students are focused ontasksgni f i es t he st 1
concentration levels and attention span during the lesson and how focused they were

from the beginning until the end based on the obsienel behavioural of the students.

This was measured by either observing their reactions during the tasks assigned by the
teachers or their willingness to participate and get involved in the lesson. | mainly

focused on possible distractions or a particuigpe of behaviour that might had

deviated from the desired involvement on the set tasks. TheModerate student

student interactionconcentrates on classroom interaction and codes the type of
interaction in the classroom 4 minutes of studerdtudentinteraction were recorded

andthis might suggest that the dominant interaction type was teatidsnt). The

code Mostly individuald enot es the studentsd i1 nvolvemert
demonstrates that there were very limited groupwork or pairexekcises. The code

whole class discussiaroncentrated on the types of discussion that took place in class

and include the way they were organised, initiated and controlled by the teacher. The

final codeLow interestrefers to the occasions in the lessamen the interest of the

students remained relatively low in contrast to the occasions where their interest was
relatively high (e.g., the students were more reluctant in providing an answer a

grammasbased question).

The results from the classroom obsgions presented here attempt to provide an

answer to RQ6 by examining them in relatior
in the studentsd6 questionnaires. Therefore
student sé6 beliefentsyYy Ireskiomg east itnh & hset wdi e s

to their attitudes and responses in the classroom.
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In this chapter, an emphasis was given on how the RQs were addressed by looking at

the findings resulting from the teachers
interviews and the classroom observations. In doing so, each RQ was addressed
separatelypresenting the results which were proportionate for each of the six questions.

In what follows, a discussion of the findings arising from the quantitative and
qualitative data in relation to the six research questions will be made, where the
implicationsof the findings of this study will be discussed in regards to the use on

|l iterature and specifically novels in ELT b

and attitudes.
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CHAPTER 5 DISCUSSION

5.1 Introduction

In this chapter, | will discuss the findings arising from the qualitative and quantitative
data amassed from the use of questionnaires, interviews and classroom observations. |
will also consider the implications of the results of this study for the usevas for

ELT purposes.

At this point, | would like to emphasise that the discussion in this chapter and the claims
hereafter presented are based on the findings of the study and the generalised responses
from the teachers and students who participated in this study by respooding
guestionnaires, participating in the interviews and being observed in their classrooms

while using literature.

The discussion will look at each research question separately, providing an answer
based on the findings and where applicable, relatioghe literature review presented

in Chapter Two.

5.2 Discussion of research question one
Is literature being used as a means of English language teaching in private ELT schools

in Cyprus?

Research question one aims to examine two things. Whistfer ornot private schools
in Cyprususe literature for ELT by including it in their curriculu®econd, and more

important, examinaevhether in the occasions where literature is used in private ELT
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schools in Cyprus or it is included in the curriculumit is used as a resource and not

as a discipline

Based on the resultbterature is explicitly being used for English language teaching in
private ELT schools Cyprus. During the writingip of the literature review in Chapter
Two, | noted the depolaasion of the fields of literature and language teaching during
the recent years. The integration of literature for language teaching purposes as
observed byCarter (2007) Lazar (1993)and Paran (2008)s very evident in the
language teaching context in @wus. This applies either in terms of tRereign
Language Curricula(seeappendixD) for secondary education in public schools in
Cyprus or, more importantly, in terms of the implementation of literature for language
teaching purposes at the privatdool where | did the classroom observatiansl the

students and teachersd responses in the

In the context of integrating language and literature in Cyprus, a key change that has
been observed in the approach of using literature fgulage teaching is the distinction
between the study of literature and the use of literature, as has been previously noted

by Carter and Long (1991) and Carter et al. (1989). That is, teachers in Cyprus do not

use | iterature in ohsl taed@emende awkderde nst

respond to literature critically by writing about literature as they should be doing in

literary studies. Rather, teachers have been using literature as a resource, an

acknowledgment that promotes language learnimgtas i ncr eases t he stud:¢

awareness and language development by employing EFL techniques and producing
studentcentred approaches (Carter, Walker, and Brumfit, 1989; Carter and Long, 1991,
Carter and McRae, 1996; Lazar, 1993). This can be dsirated by the general
approach to literature as it has been delineated in the interwigtvsthe code

d.anguage enrichmedt(p.17§ and noticed in the observations with the code
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d.inguistic developmeii(pp.177#178). The data collected and analy$ezin these two

codes in particular (withoutupexadtuidvintgi eostor
6devel op students6 interpretatnguageskigsbi | i ti e
were involvedwith an additional emphasis on receptive vocabuday pronunciation.

The students were asked to participate in language games (e.g. hotspot) and through

which they practised their grammar and used newly acquired vocabulary when asking

and answering questions. Additionally, the observations revealethéhelasses were

primarily studenicentred, with extremely limited use of the (then the teachers had

to explaindifficult, unknown vocabularyand a focus on increasing student talking time

through wholeclass discussions. However, the observationseldeip notice that there

was moderate studestudent interactiorf19 minutes) an occurrence that could be

resolved in order to increase participation, maximise practice time and promote

collaboration.

The use of literature as a means of language teashi@gprus can also be explicitly

seen by the teachers and studentsdé respons
of the teachers, a percentage of 84 @%ble 2) said that they had previously used

literature in their English language learning claesns. On the other hand, the majority

of the students, a percentage of 98.6Pable 1) stated that they had been taught

literature in their classrooms for language learning purposes.

The assimilation of language and literature can additionally be hoted t he t eacher
responses in the interviews, where five teachers said that they currently use or have
previously used various genres of literatunmeot to teach literature as a discipline, but

to teach the language. Most of the teachers stressed theangeoand the necessity of
incorporating novels for language teaching purposes, noting the benefits this would

have on the studentsoOo | anguage enri chment,
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The use of literature in the context of languagehe®mrcan also be confirmed by the
classroom observations madde classrooms observed used literature as a resource,
aiming to increase the studentsoO6 | anguage

students6é linguistic competence and perfor

Finally, the results from the data gathered from questionnaires, interviews and

classroom observations suggest the usgeavhture for language teaching.

5.3 Discussion of research question two

What is the role of literature in English language learning mpdementation in private

schools in Cyprus?

At this point, it has to be stressed that the discussion regarding the role of literature in
English language learning and implementation in Cyprus is based on the data collected
from classroom observations maatethe private school | visited, as well as from the

students6 and teachersd responses to the q

This research question comes as an extension of research question one, since it follows

the recognition of the use of literature for language teaching purposes in Cyprus. Since

| have already made a distinction between the study of literature and tfditesature

(Carter et al., 1989), it is therefore important to recognise that the role of literature in

the private school observéds centred around its oOexpl oite:é
purposes. In setting a distinction of the role of literatméiis context, it would be very
benefici al to |l ook at Carter and Longbés (1

roles of literaturé as a product and as a process.
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As they suggest, the approaches related to the study of literature are esgpeataty

centred and concentrated on the test as ¢
6sacrosanctdé. The problem with this is tha
an object of study, where students are requested to learn techniques whichidre ar ne d

by practice rather than in the manner of an apprentice in the company of the expert
practitionero (Carter and Long, 1991, p. XX
in the lines of a produatentred instrument is to have a prodogented and teacher

centred lesson which focuses more on the development of knowledge about literature,

instead of recognising literature as means for language learning.

As Carter and Long suggest (1991, p. xxii), the role of literature in this process is t

provide a resource for language development where the teacher is asked to step down
from the pedestal and stop treating literature as an object of proghtced study.

Rather, literature should be treated in a procesgred manner, where the focus of

attention shifts towards the direction of treating literary texts as linguistic resource.
Similarly, the resul ts Item®)ndicate that theadyc her s 6
89% of the teachers believe that literature should not be studied in isolatimut

relating to language teachir{@able 4) Additionally, in response titem 9 of the
teacher sbé6 the eacheis emphasised ¢hat literature is perceived to be
beneficial for English language learning and implementation and is descsbad a
technique which can be favourable and constructive for the learners, valuing in that way
itspotentialc ont r i buti on to the studentsd | anguage
from the categories in responseltem 9 indicate that none of the teachelisvalues

the beneficial properties of using literature for ELT purposes, and 92.4% of the teachers

consider literature as a positive addition to the ELT materials arSetae 5)
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Moreover, literary texts are treatedraaterialsto initiate studendliscussionsin order

to increase the student talking time by promoting student participation. This has been
particularlyevideni n cl assroom observations as it car
in classdéd where studentvserwe rree skpeopnts ihvieg tloy tn
guestions. They also demonstrated an increased interest for the lesson and participated

in the activities and games organised by the teacher retaining their interest throughout

the whole process.

The findings of this studghow that methodologically, the teaching of literature with
language learners in Cyprus agrees to the prduassd pedagogy that Carter and Long
have been referring to and that a more Otra

has been avoided.

Many of the activities and language learning techniques and strategies used with the
learners are directly transferred from the language learning classrooms and modified to

the use of literary texts. This can be explicitly demonstrated by considericgdbs
OFolklupowactivitiesd from the interviews ani
vocabul aryd from the <cl as s rtwocodessignfyean vat i on:¢
increasedreference to EFL activities, strategies and games adapted for the use of

literary texts such as, guessing the meaning of words out of contexplagl¢e.g.,

Ohot spotdé game), Vv oc ab u-filag exerapesnvecabulére . g . , h
elicitation techniques (e.g., finding/providing synonyms or antonyms) and quegtioni

techniques (e.g., comprehension questions, display questions, referential questions and

wh- questions).

Since many of the qualities and principles of the EFL classroom as indicated above are

applied with the use of literary texts, then the stuadented orientation should be
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mentioned as another variable which adds to the role of literature for language learning

in Cyprus. I n the teachersd questionnaire:s
6Benefits of Iliterature newelisn ilmnBluBgel a9
and the classroom observation code Ol ingui

their methodology of including studeo¢éntred and languadesed activities that have

as a purpose the improvement and practice of all fowgulage skills. Additionally,

there has been observed an effort to improve student interaction and engagement with
the literary texts (see codattitudes of clas8in classroom observations), a fact which

has led to an active involvement of the learnethénlanguage learning process.

In the literature review, | haveentionedVi ddowsonés (1978) ar gumen
difference found between the two distinct levels of linguistic competence, namely,
usageanduse where the former denotes knowing the linguistic rules, and the latter
signifies the knowledge of how the rules can be used to maintain an effective
communication. It was also noted that despite the fact that the role of literature as a
subject of study was traditionally to teach language usage, learners can benefit from the
redefinition of the function of literature and use it to develop language use. As it comes
out from the findings, the use of literature for language learning in Cyprus has also
embracd the role of the latter, since the integration of language and literature
encompasses the teaching of language and the teaching of literature as connected
educational aims which intend to achieve a linguistic development and competence of

the learner in sing the English language appropriately and effectively.

On the other hand, however, there also seems to be an agreement which results from
the findings examining both students as w
involvement of literaturé and the use of novels in particulaas central in providing

imperative literary experiences. These experiences are perceived to provide an
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educational, cultural and emotional engagement with the students. Moreover, students

are personally engaged and actively involved in the reception and construction of
meaningrelating to the experiences. This very fact can be substantiated by looking at

the findings and codes from all three datdemion methods since teachers belithat

|l iterary texts can help students O0ODevel op

ard in the interviewsteachershave suggested the wuse of no

students6 interpretive alemonstratethosy davelsSi mi | ar
can be used to O6Develop the studentsodé int
O0Delap studensabi | ities to make inferences fron
i mplications and assumptionsd®é and OFor mi nq

These interpretive abilities have allowed students to relate to the literary experiences

by identifying with the characters of the novel and engrossing their imaginative
involvement which intensifies their motivation in using novels for language and further
educational purposes. This can be shown in
Table 10 where 114 students (79.2%) have indicated that they like reading novels
attributing their decision to, mainly, the motivating features of novels (i.e. the plot and

the characters of the novel). These characteristics keep them motivated in using novels

for language learning purposes.

Consequently, these considerationight suggest h a t Aithe teaching of
the teaching of literature as language [should not be seen] as disconnected pedagogic

practiceso (Carter and McRae, 1996, p. xXxi"
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5.3.1Linking the Foreign Languages Curriculum with the level of the classes in the

study

The Foreign Languages Curriculum (FLC) was developed largely based on the
Common European Framework of Reference (CEFR), which aims to contribute
towards theghindivwei,dsalcy a¢ and emoti onal d
Appendix D). Forms 1 and 4 relate to the levels in this curriculum since based on the
thematic units of the curriculum, form 1 students should start becoming acquainted with
the literature and padry of the target language with some suggested activities proposed
in the curriculum matching the activities used in the classrooms in which the
observations took place (e.g. role playing, miming/pantomime, comparison and
illustration of tales from diffent classrooms, theatrical games and games of
communication and intercultural understanding, etc.). As far as form 4 students are
concerned, the introduction to the literature and poetry of the target language continues
to be a prevalent element in thergzulum, an aspect that matches with the actual use
and implementation of literature in the researched setting. Therefore, teachers of both
form 1 and form 4 are thought to be teaching to the curriculum, which stresses the need
for the inclusion of literatre. Additionally, the implications of this are far reaching for
settings without this kind of curriculum s
perceptions that concur to the belief that novels are a valuable source when learning a
language, thenhe inclusion of literature could benefit the learning of a foreign
language and may also have benefits for motivation. Therefore, instead of relying on
sporadic and infrequent uses of literature that will depend on the willingness of a few
teachers to inaporate it in their lessons, literature could be considered central to the
EFL curriculum and a useful supplementary material to be used with students at various

proficiency levels.
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5.4 Discussion of research question three

Are novels being used as apresentational vehicle of the culture of the English

language in private EFL classrooms in Cyprus?

Yes, int he student s 6 1d),uaemrhberooh stualents €116 (studemsn

80.6%) have noted the importance of novels in helping them learn moreabeu

cultures and lifestylegTable 6) Most importantly, these results indicate that students

seem to realise the imperative role that novels have to play in developing an awareness

of the culture of the English language in EFL classrooms in Cypruditidaklly, the
findings from the teachersd questionnaires
recognise and praise the role of culturgeneral and consider it as an indispensable

part of language learning. This can be specifically validatdddingat t he t eacher
responses in Items 19 and ZTables 7 and 8§ n t he teachersd quc
investigating firstly, the extent to which
other cultures and especially that of the target language, antbgaohether teachers

wouldever use novels as a vehicle for cultural representation of the target language. The

results show that the majority of the teachers (23 teachers, 88.4%) believe that novels

can increase student s6 easpedcallyetmed the tardget ot her
|l anguage, to a | arge extent. The teacher s
100%) as to whether they woulde novels as a vehicle for cultural representation of

the target languagmight suggest thatovelscan be us#to increasée he st udent s o

awareness of the culture of the English language.
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A major problem of teaching English as a second or foreign language has always been

the formation of an authentic situation for language, especially in relation to its culture,

and this problem has been specifically observed from personal experience and
observation as a language teacher in Cyprus. In practical terms, this means that very
frequently, language classrooms in Cyprus are very isolated from what Littlewood
referstoasit he cont ext of events and situati on:
(1986, p. 179)Harding (1937) suggests that many instances, the context of events

and settings which produce natural language are omnipresent in novels and require from

the students o t ake on the o6role of the onlooker

language, culture being one of them.

Teachers have expressed the opinion that novels not only provide students with a sense
of linguistic imaginatiorwhere words transcend their ginal definition but they also
empower students to immerse themselves into the whole contextual space where
language resides. Furthermore, the language used in novels could provide a vehicle for

communicatiorand intercultural learning.

Fromtheanalysi of t he teedadogbhsionssirotheguegionnaire (ltet

and 16), arepeatedr ef er ence to the <codes Ol ntercul
knowl edged has been noticed where teachers
using navebks[tbhebr] studentsd awareness o0n
culture as well as expose students to cul't

both raising discussion and working on writing tasks based on this topic.

On the other hand, he qual i tative analysis of the t
teachers perceiveovels as a representational vehicle of the culture of the English

language as well as of other cultures in EFL classroomsvate schools itCyprus.
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For example,thecodeCul t ur al knowl edged concentrates
related to how novels function as a catalyst in developing a cultural and intercultural

awareness, where OLanguage and culture are
6vivid cekenhunbal onseprehatuldam adi racwrag @ne ssrdo

awareness on diversewayd t hought anadd idCGuwbtyl edldeld see

p.199 .

A common feature in all five interviews was the recognition and appreciation of culture

asbeing a large part of language teaching, which in many occasions is seen to project

itself through novels and bridges the cultural gap. Teachers have also stressed the
importance of novels in introducing students to an array of mainly social and historica

events like feminism and oppression, racism, freedom of speech and cultural diversity

I phenomena which might scrutinise what Lazar describes as the contextualisation of

how a fAmember of a particular society migh
(1993, p.17) These phenomena also attest Duff and
the Asettings, characterizations, situati ol
of fer mani fold opportunities for raising a
tolerancead under standingo and it is in this se
culture. However, Lazar (1993) calls teachers to be very attentive and selective to the

way we want literary texts to reflect on the aspect of culture, since we need tefoé car

with what we want our students to do with the cultural elements found in novels and

which cultural definition we should give to them.

The teachersd reference to the iIimportance
classroom with the use of novedsalso validated by the classroom observations. The
observations have shown how cultural enrichment and an introduction into different

cultural aspects can be achieved with specific reference to the different dialects, as well
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as cultural representatiof@und in the novel that was used in the classroom at the time
(Bridge to Terabithia) More specifically, the focus of attention in relation to the
cultural elements found in the novel was set to the importance of dialects as a key to
accessing the cultuc# people whose language was studied. Consequently, the students
were in a position to discuss and work on tasks, and provide more information on
themes such as education, social class and financial background of the characters in the
novel based on theftkrent dialects they used. Romaine (2080ygests that dialects

are a great example of how language may be examined in order to reveal a lot of
information about boundaries of a social group that usually represents the differences
in social distinctionsvhere language can be representative of a given social class. As
such, dialects are an important aspect of cultural identification since they can
demonstrate the potential of social and cultural influences on language behaviour which

are usually associatedth dialects.

Some other findings from the teachersd int
refer to the evolution of culture and, as a result, the evolution of language to represent

that cultural evolution through the use of novels (a6 Qut ur al kpal®gwl ed ge 6
Teachers have focused on the way culture is seen to provide the contextual background

of a literary text, in this case novels, and as culture evolves so does the language used

in the novels, aiming to present the nuances of ithe around which a novel was

written. This reference, is also supported by angbeeceptiorwhich looks at novels

as once being the peoplesd television and 1

evolve (ibid.).

Finally, a very important reference imeitea c her s 6 1 nt eddsenmnoeclsor ( see c
cultural comparisorés p.197) suggests the use of novels for cultural comparisons, a

task that may promote language practice focusing on diverse language skills. This is,
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by itself, very important but itsivery interesting that the range of texts that teachers

have suggested to be used for crogisural learning and cultural comparisons are
predomi nant | yJang Eyreddard Tincesand Dévie Capperfielgl This

suggests that specific genres ntighe more appropriate for accessing cultural

information and intercultural learning (e.g. classics vs. science fiction). Even though

the novel is the Asupreme arbitrator, in th
2005, p. 20) yet, the above diimgs suggest that not all types of novels contribute to

cultural knowledge. Based on this argument, the novels to be selected in order to be

used with language learners should be culturally accessible and must transcend cultural
boundaries that may prevestudents from developing their cultural awareness, or
responding to it personally based on their cultural exposure. It is exactly for this reason

that we should aim to increase the teacher
difficulties of novds, or other literary texts, that may prove to be problematic for the

learners, or even culturally inaccessible (Lazar, 1993; Brumfit and Carter, 1986).

In discussing the role of literature in English language learning in section 2.1, | noted

E d mo n dappositidrsin using literature in the L2 classroom. His general attitude is

that literature has nothing to contribute in language learning and that other types of texts

can be used to promote L2 language learning, thus diminishing the role of litegature a
opposed to other material s. I'n his articl e,
views in relation to the role of literature in language teaching. He maintains that
Edmondsonds opinion was t hat cul tur al t e
introduct o n of ot her curriculum subjects ot he
elements and references in the language are not more important than other cultural
referenceso (Paran, 2008, p . 468) . Edmonds

reference andmportance in focusing exclusively on language and this results in what
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Paran calls Athe 1isolationist positiono, |
competence but nothing more is achieved in other levels (ibid.). In examining the role

of novels in rehtion to culture in EFL classrooms in Cyprus, | concluded based on the
aforementioned findings that the role of literature should not be examined only in

relation to its unquestionable contribution to language learning. Rather, it should also
embrace thetber educational goals (Bredella, 2000, p. 380) that are associated with it

T culture being one of them. Since the discussion in this section exclusively deals with

the role of novels in relation to culture of the target language, the other educational

roles will belater discussed in sections 6.6 and 6.7

5.5 Discussion of research question four

What are the students and teachersd percept

literature in the process of ELT in private schools in Cyprus?

| will first attempt to provide an answer to this question by reference to the data from

the quantitative and qualitative analysi s
followed by a similar type of discussion based on the analysis of the studlent
guestionnaires. The majority tife teachers have indicated inltén2 of t he t each
guestionnaire that novels are considered to be the most appropriate form of literature in

the process of using literature for language teaching purposes. Somm bithe even

designated specific genres that they consider as the most appropriate, with classics and
contemporary novels distinguished by far as the most suitable followed by science

fiction, mystery, adventure arndasedomence. T
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variety of reasons (as explained in Iteb? of teachers questionnaire and in the
interviews); firstly, novels are considered to be effective because of their readability

and studentso familiarity witdstudentearegenr e s
more familiar with this kind of genre than poetry, short stories or plays becauseef

extensiveexposure to novels in their L1.

Foll owing the teachersd selection of prefert
the students weralso asked to select the genfenovels they liked the most (Iteird

in Form 46s questionnaire). The genres whi
Adventure Table 16rated by 76% of students), Romantalfle 1263%) and Fantasy

(Table 19,59%). These results might have significant implications for the choice of

specific types of novels that could be used in the language classroom, an occurrence

which links to the discussion regarding the selection of text€hapter 2. More
specifically, the stdent s 6 preference in certain genre
Sl aterbés (1987) suggestion where they cons
personal involvement of the students as the primary factor based on which a selection
ofatextsholdl be made. Thus, the studentsd prefer
be negotiated, choosing the types which appeal to the students the most so that it results

in making the lesson a memorable and stimulating experience (Carter, 1991) in which

students will contribute and will have a positive inclination towards it.

On the other hand, student sdé preferences i
comparison and contrast to the types of novels mentioned by teachers, a fact that could

have furtherimplications for teaching and curriculum design. For example, we have

seen that students show preference in certain genres, answering that Adventure and
Romance are their most preferred types of novels, concentrating 76% and 63%

respectively. The selectio o f novels addressing the stud
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genres could be seen in comparison to the types of novels noted by the teachers to
devel op t he studentsbo cul tur al knowl edge.
considered Charles Dickens to be atev whose novels could be used for cultural

enrichment. Taking this into account, the teachers could use novels s@iivaas

Twist a book which has strong elements of adventure, exciting plot, clewe, sat

meaningful symbolism androvel that | hag personally used with my students and

have discovered that it enables them to identify with the characters and causes an
emotional engagement with them (especially the protagonist). Similarly, other types of

novels could be considered to cater for theletiis who demonstrate preference in

Romance novels, such dsne Eyre a novel by Charlotte Bronte which is also
considered by a number of teachers to deep
themes and offers a vivid context in which characters frany social backgrounds

can be depicted. Therefore, the teacherso
for cultural representation should not exclude the possibility of selection based on
studentsod6 preferences. eBasi$ditaaabilitytolthesexts houl d
to stimulate the personal involvement of the students, a fact which will subsequently

result in a positive disposition towards the text (Collie and Slater, 198Wever, the
teachersodo belief t h adt fit tBei leakners gredilactiosh foBr ont e
adventure and romance may not be initially seen by learners gsssuply because

they associate their preferred genres with more contemporary texts (e.g., novels by Dan

Brown or Susan Elisabeth Philips). Neverthelatss should not discourage the

teachers from using them with their learners but they may need to point out to learners

the adventure and romance elements in these authors, to motivate them to read Dickens

and Bronte.
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There seems to be a general conseasusng the teachersgarding the appropriacy

of novels as opposed to other gerireghich refers to theiappropriacybecause the
selection of topics and themes of the book
The findings also show that the students?o
language purposes is seriously taken into account when selecting agvitle most

appropriate genre since authors have always fascinated readers by relating to what they

read, sharing their experiences and general attitudes. The following description
provided by a teacher inresponsetoltt@ i n t he t e aepbrteaysshdE quest i

notion very successfully:

i A belnsesre possibly focusing on prose through teen literature landing topics and
issues from all around the world for lower school students and young adult literature
for upper school including classics, madsithe world a smaller place as well as giving
students the opportunity to express concerns and discuss ideas they, themselves, might

be facing. o

Additionally, the teachers have also said that introducing novel extracts which include
dialogues can comprideols for playing, generate ideas for writing and help critical

thinking always depending on the level of the students. The fact that novels are the most

generic form or, genre better, of literature allows students to grasp literature in many of

its pracices and techniqueBinally, a preference in the use of novels is also associated

with an abundance of stimulating words tha
extended practice of tenses and content and learning of expressions and figurative

languaye.

Thet e a ¢ h e ofaidvelsvas teevmost appropriate form of literature to be used with
English languagkearners inltem 12 can also be supported by the overall frequency of

use of novels with 18 teachers (70%) stating that they had previoudlpukave still
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been using novels for language development and for introducing linguistic features that

can be found in therfTable 3)

The fact that 77.1%f the studentsnjoyed the plot of the novels the m@Bable 34)

in contradistinction to theanguage and the characters, may have further implications

for the design of classroom materials. Unquestionably, novels may not come with
grammar charts or writing guidelines and they lack organized and systematical
presentation of curricular items, reqog the teacher for extra effort and planning

(Gareis et al., Tsai). However, even though novels do not present curricular items in a
particular sequence as textbooks do, they can nonetheless be used to support a set
curriculum (Gareis etal., 2009,p.245 Addi ti onally, the student
novels because of their plot may motivate the learners to read fuoyhstimulating

them to read for meaning and pay less attention to form. Lazar (1990, 1993) emphasizes
that a good heekf fiaddompbes Bituations an
particularly fascinating because students
the ploto. More i mportantly, the | earners
novels offer and may finthe complication of the plot particularly gripping especially

when they see their | ives take fAnarrative
Based on the studentsd6 results concerning
genres, the designf @lassroom materials should consider a range of activities by

selecting a novel which includes euepical universal themes such as social control,

human nature, violence and survival in conditions of adversity (Collie and Slater, 1987).
Moreover, classrom materials could focus on the plot for designing a range of
activities, exploiting the studentsé prefe
required from students to engage i maginat:i:

by asking thento imagine themselves in an identical situation as the one presented in
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the novel, or through a warop activity prior to reading which aims to build familiarity

with the setting and plot of the novel and

Further the selection of a novel should be done by choosing a literary work which is
neit herorfiiennstieddeor nor cul turally inaccessi bl
cultural or literary background knowledge (Collie and Slater, 1987, plg studerst 6

clear inclination to the novel so pl ot ma
characteristics of novels as opposed to other literary genres. For example, if the
studentsé |lives resemble the stories they
may dso relive and experience the same complications, adventure, suspense and sense

of purpose. For these reasons, novels may be more accessible and favored than other
literary genres since the students may find the narrative of the novels more closely
relatad to their own experieces and expectationShe second most popular answer

which referstothé e ac her s 6 nin& dpprepfiate foordf literatue in ELT

is short stories. In most cases, the distinction between short stories and novels was based

on the age and level of the learners. That is, teachers consider that short stories may be
more appropriate for younger learners (agelldp whereas novels will benore

beneficial for older learners (age-18) who already have the linguistic competence

and proficiency to deal with them. Teachers have also expressed their belief that short
stories are an introductory genre for novels that can be introduced toSgsioghe

familiarise the students with literature, but mostly, with the amount and difficulty of

new vocabulary. This could be done to avoid frightening the students with a literary

text of increased difficulty and immense unknown vocabulary. Additionahgyt

stories are more manageable, and can be used to introduce a greater variety of teaching
materials which do not require as extensive a preparation as novels, and can be read

systematically. The latter occurs because they are shorter in length arebjiney less
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time to read and be wused in the | anguage
development. Time restraints may sometimes prevent learners from reading a novel in

full and on time, and it will be practically impossible to give to the studentsad in

the span of, say, a week. On the other hand, short stories might be ideal to use for time
management purposes, especially since the teachers are continuously under pressure
from the school sd curricul um odentsrfosithea ge ment
exams, and this does not leave much time for the teachers to work with literary texts,

let alone read novels, which are much longer.

The other genres were barely mentioned or even sometimes disregarded with the
teachers rejecting their usmainly because of their difficulty in terms of language,
structure and the st udéafacstitat mighttbeattibliteda r i t y

to the studentsd exposure to mainly novel s

In the very few ocasions in which teachers have mentionedtryoas potentially

beneficial (temL 2 i n teachersd questionnaire), poen
which allow for free interpretation and might be more suitable for adult learners. The

concerns that thieachers have raised relate mostly to the difficulty of the language that

is used in poems (e.g. vocabulary, sentence structure, and grammar in general) and not

so much about the creativity of language or the length.

Lastly, there was a very minimal reface to plays where their use was not sufficiently
substantiated with reasons for using them as a language teaching material and therefore,

no safe conclusions can be drawn regarding their use in the English language classroom.

These findings can also beroaborated by reference to the data from the quantitative
anal ysis of the studentsd questionnaires.

students were more interested in for learning the English language, novels were the
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student s6 pr e(dablen®) wahn?6 studéntsi(52.8%) showing their
preference over this genre, followed by short stories with 50 students (34.7%) stating

that they preferred short stories. The very low number of students demonstrating an
interest towards poems and playshnat total number of 9 students (6.3%) for each of
these two genres may explain the teacherséo
in the language classroom. Taking this assumption one step further, the high numbers

of students selecting novels te best and most preferred genre may also link and
reflect on the teachersdo views about findi
appropriate form of literature in the process of English language learning in Cyprus.

This suggestion can also be ligkeo the fact that 114 students (79.2) find reading

novels an enjoyable tagkable 10) and this fact may have also added to the dominance

of novels as the preferred genre by both the teachers as well as the students.

Furthermore, these findings may beaksated by considering and comparing the

available literature regarding attitudes and perceptions towards the use of literature and

novels and mainly, the discussion regardin;q
texts argued in chapter 2. For imst c e , the findings of Tsengo
similar results to the findings of the pr

attitude towards literary genres, with the students clearly showing preference in prose

fiction (novels and short st@s) as opposed to poetry and drama. Similar results were

al so demonstrated in Yilmazés (2012) study
literary genres were examined. The results of the study also indicated that the
overwhelming majority of the studenespondents liked short stories and novels the

most, adding to the appreciation towards prose fiction represented by these two genres.

In examining the various genres that are most commonly used in language classrooms

in Cyprus, the most preferable arevels and short stories, which receive the most
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responses. This might not be surprising if we look at the characteristics of these two

genres, since they share many features in common. Lazar maintains that novels and
short stories ilnvodyleermc d cdafr osmwe rotgs @ aand ar
of cause and effecto (Lazar, 1993, p. 89).
between the characteristics of novels and short stories may have played a role in
distinguishing these two genres #ghe most appropriate. Similarly, the distinctive

features of novels may advocate for the inclination towards the selection of novels as

the most appropriate genre. However, it would be extremely difficult, if not
inappropriate, to account for the speciatures of novels that make it a more suitable

option as opposed to the short stories since it is neither the focus of this study nor a

matter of comparison.

5.6 Discussion of research question five

How do the ELT teachers in private schools in Cyprus view the involvement of

literature, and more specifically novels, in ELT courses?

| have previously stressed in various parts of this study the marginal role that literature

held in relation to langage learning until relatively recent times. | have also pointed

out that the relationship between literature and second or foreign language learning has

now changed from what wused to be very peri|
t he pr ogr dowsoer d985, il&D) to what it is now, where literature is

extensively reconsidered for language teaching purposes. The data concentrated from
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the quantitative analysis of the teachersbo
since the majority ofhe teachers (88.5%) believe that literature should not be studied

in isolation without relating it to language learnirf@able 22) The findings

interestingly indicate that none of the teachers disvalue the beneficial properties of

using literature for ET purposes since there seems to be a general consensus by the

92% of the teachers in that using literature as another technique for ELT would be

beneficial for the learne(Jable 23)

5.6.1 Benefits from including literature in the English langukegening curriculum

5.6.1.1 Using novels as authentic materials

A significant point which values the inclusion of literature in general, and novels in
particular, in the English language learning curriculum is the appreciation and
recognition ofliterature as authentic mateffalThe teachers seem to appreciate novels

as a supplement for language learning and as a material that can complement the use of
course books. Teachers have expressed the importance of including novels in the
rotatitomemtfi dasstampl es of | anguagedé toget he
other authentic materials in order to diversify the repertoire of classroom materials. The

benefit of novels in this respect is that they can be used to expose the students to
Agenudnenainstorted | anguageod that can be i
(Collie and Slater, 1987, p. 3). Additionally, teachers seem to acknowledge the fact that

since novels are not intended for noative speakers, they can expose students to the

44 Authenticmaterialsare materialsvhich chave not been designed especially for language learners
YR gKAOK GKSNBEF2NBE R2 y2i KHaddg 200@gH.NA PSR 2NJ &A YLI A
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nuance®f the various linguistic styles and forms, gaining familiarity with what Collie

and Sl ater call the Awriting conventionso
that this type of content which fAgives voi
always present in other type of texts, and this is why novels can provide authentic and

unsi mplified contexts (1996, p . X X1 Vv). Per
in using novels to replace traditional teaching methodologies which have eveaisgone

far as to propose using novels as the main material for instruction. In the next part of

my study, I owi || be focusing mainly on the
novels in the language classroom that cannot be easily represented by tiomatadi

use of course books, as were noted by the teacher participants of this study. These

include many features of the studentsoé | i n

5.6.1.2 Linguistic development

Novels are used to introduce students to language learning congeragomell as
linguistic nuances that add to the positive outlook of the use of novels for language
learning purposes and are very difficult to introduce by using conventional language
teaching materials (e.g. course books). Betichers as well as studersuggest the
influence of novels on linguistic development and language enrichment. For example,
the teaches have stressed that nowadagwjdents need proof fahe benefits of
anything theyneed tdearn and for everything the teacher says. In théesdiof ELT,

a possiblevay to do thisis by looking at novels as a way to contextualise language
learning and provide palpable evidence of how language is used in context. This refers
to contextualising multiple language points ranging from vocabulajgctaes and

nouns, to figures of speech and tenses. Thereftwdentsare presented with the real
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communicative importance of language when it is presented in its actual context where

they can assess its effectiveness and efficiency.

A very significantbenefit that the teachers have noted is that of exposing students to
rhetorical and stylistic devices through which they can gain familiarity to various

linguistic clues. For example, students can learn the function of idioms and gain
familiarity with figurative language such as metaphors, similes, repetition, etc. This has

been very evident in the classroom observations where the novel used at the time
explicitly introduced students to many of
sweeter than a melteMar s Tmat aphor , ASwe-aherd TMukeoa K
simil e, i He h andt orte @f thie éastesttorenext ta the fassedt, but the

f a s ti eepdtition; Paterson, 2011p.p2, 5, 7). Collie and Slater emphasise the
importance of figurati e | anguage in that it Afyokes | e
previously distinct, casting new light on familiar sensations and opening up new

di mensions of perceptiono (1987, p. 5).

Another benefit in relation to the involvement of literature, and moeeifsgally

novels, in ELT courses as it comes out from questionnaires, observations and
interviews, isthat they can be used for tdevelopment and practice of all areas of
receptive and productive language skills; that is speaking, writing, reading and
listening. It is imperative that classroom materials should provide the opportunities for
development of all four language skills and language classes should incorporate
activities related to these skills. Based on the data gathered for this study, hieesteac
have indicated that reading is the skill that is developed and practised the most, since
the students are required to do some extensive reading in order to unfold the

development of the story and respond to practical language activities.
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Additionally, writing skills are also involved in that students are exposed to the features
of the written language by reading the text, but they are also required to reproduce these
features in writing by writing summaries, argumentative essays, and so on. The most
noted feature of writing skills as it comes out from the findings is creative writing,
where students are required to respond to a novel critically and creatively. However,
further information is needed to explain what this involves doing exactly, sinee the
are numerous features of creative writing, and no conclusion(s) should be drawn

regarding what is meant by responding to a novel creatively.

Moreover, teachers consider novels to be very beneficial in promoting extended
practice on tghesksitludse nstisnbc ewrtinteiyn hel p devel
write something back in response, based on what they have just read, and reflect on

their ideas in writing. Another language skill that has been observed to be involved

when using novels is speakifiggachers consider novels to be a very useful tool in that

they provide ample opportunities for speaking practice. This opinion was particularly
substantiated with the classroom observat:i
significantly more as oppode t o t he teachersd talking tim
speaking opportunities through wjuestions, games, discussion, debates, expression

of opinion and argumentation. Lastly, students can also develop and practice their
listening skills A surprising 466 of the teachers believed that reading a novel improved

the students6é | i st eni(hable 28kd4il% bfghe stwdénis| e une
believed the sam@able 36) These findings may interestingly correlate with the fact

that 60% of the students vald reading the novel aloud positively, a development

which may have resulted to having an increased number of teachers and students
relating it to the development and practice of listening sKilkble 48) It has been

generally argued that one of the ya#ing orthodoxies in ELT is that reading



336

comprehension should be done silently, and this contention makes the findings related
to the teachers and studentsodé beliefs conq

worthy of note.

Even though one suggesth woul d be to primarily devel op
|l i stening skills by |istening to the teach
will gain proper listening skills, one may still argue that the students can do this with

any teaching matei nonethelessConsequently, another very useful option that has

been mentioned in the findings is to help students develop and practice their listening

skills by using audiobooks. Audiobooks have a lot to offer as a learning tool as they

allow learnersto have access to the text version of what they are listening and
simultaneously practice their listening skills by placing particular emphasis on
pronunciation, pitch, stress and intonation. Thus, learners can later practice these
subskills through speaky and certain speaking activities (e.g. role play). Furthermore,
audiobooks could also be used in light of the above findings and contrary to the
dominant view in ELT which considers doing reading comprehension silently, an
occurrence which can be linkead the relatively large percentage of teachers and

students considering that reading aloud ca

The reference to language development and practice does not only involve the four
language skills since the teachers hd@monstrated equal attention to vocabulary and

grammairi two language features they argue to be particularly enhanced by the use of
novel s. First, it is recognised that the s
enriched by systematic exposupebvels, and the new vocabulary the students acquire

could be helpful for the development of their reading and writing skills. The
appreciation of the given importance of vocabulary in language learning in general and

its role with the use of novels ingigular can also be shown by the techniques that the
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teachers apply in order to increase the st

include helping the students conceptualise an unknown word visually when it is easier
than giving a written or @i description, providing solid definitions with examples for
new vocabulary items either in writing or orally, or even through demonstration by

asking the students to show or act out what a new word means.

Additionally, providing synonyms for unknown vatoulary as well as prompting the
students to guess the meaning out of context without the intervention of the teacher
were very popular vocabulary techniques among the teachers. However, it is also noted
that sometimes teacher intervention and explanatomecessary for unknown
vocabulary where the students are having an increased difficulty in interpretation. This
might be attributed to the idiosyncratic features of novels, where words take powerful
figurative meanings which go beyond their fixed deiims. Lastly, a technique the
teachers frequently applied and seemed to be very popular among the learners for
acquiring new vocabulary was through games, such as mimicry, hot spot, hangman, etc.
This technigue makes the sometimes demanding aspect ofulamgatearning a bit

more interesting and interactive and allows the students to have some fun while they
are learning.The role of the teacher in helping students understand unfamiliar
vocabulary becomes even more important considering the fact that 66 stéeents

statel that the most common problem which thegto deal with when reading a novel

is vocabularyTable 45) with 61% claiming that they ask somebody to explain a word

if it is unfamiliar (Table 44) These findings link to thabovediscussbn concerning

the importance of the teacher in helping students cope with unknown vocabulary.
Furthermore, the teachersé application of
vocabulary aims to accommodate the problems that may hinder the undietaf

the text, and the development of certain approaches (i.e. guessing the meaning out of

L

fal)



338

context) attempts to encourage autonomous, independent study limiting the dependence

on others for providing explanations of unfamiliar vocabulary as much aeoAll

of these techniques | have mentioned were
responses to questionnaires and interviews but, most importantly, through the

classroom observations.

5.6.1.3 Teaching new grammatical items

The secona@spect of language learning that the teachers have remarked to be practised
through novels is grammar. In the context of a novel, the language could be exploited
by focusing on grammar and especially on complicated grammatical forms, such as the
present pdect. Exposing the students to these types of grammatical functions helps
them conceptualise the grammar by seeing it in context. Added to that is the fact that
grammar | earning has been observedi by the
novels areseen as an exciting, and at the same time, a constructive tool for applying
and explaining grammar rules, helping in that way to keep the students interested and
motivated in dealing with them. Grammar is an aspect of language learning that
students oftefind difficult to comprehend and use, despite having good textbooks. By
using novels, students are able to see how tenses are used interchangeably to show a
sequence of events either innately or not and to see how different grammatical forms
are used thragh examples in the bookhis was particularly apparent in the classroom
observations, where teachers focused on getting the students to recognise grammatical
functions but without providing the rules: for example, the difference between
comparatives anduperlatives and the use of various adjectives for description of a

personbs appear ance, c hhaeseféndingeareinafreeménti ngs art
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with the findings in Yangés (2001) study, \
novels with adullearners. The participants of the study explicitly noted the grammar

learning benefits of using a novel in claswtingthat they were happy to see some of

the language structures taught in class used in the novels. Additionally, the students in

Y a nsg(8001, p.459) study said that they paid special attention to the use of
grammatical structures in the novel, theyead sentences, and importantly, compared

those sentences with the examples the teacher gave them in class.

Lastly, students were calldd ask questions and provide answers by using specific
grammar tenses (e.g. past simple) as in the example of a game they played in the

classroom, namely hot sp(@ee Appendix)!

5.6.1.4 Personal engagement and educational opportunities

In section2.3in the literature review, | stressed the importance of treating our students

as 6educational consumersé where the whol e
solely in acquiring competence in theiLth that, the role of literary texts is to pide

our students with certain Aeducational goa
who participated in this study and in resp
literature and novels in particular believe that students acquire an intdllectua
engagement and critical thinking, and they learn how to develop their argument skills

by using novels in the language classroom. The following example taken from

classroom ObservationyEllow part A(seeappendixE) is representative of this notion:

Teader: Why is whisky compared to drawing?

Student 1: People forget their problems with whisky as Jess does with drawing.
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Student 2: People are addicted to whisky as Jess to drawing.
Student 3: Jess cannot live without drawing as people who drink whisky.

As it can be seen from the above example, comparing whisky to drawing is not a topic

that students will very frequently be introduced to with the use of the conventional

course book. Even though course books are great core materials and what students often

expect to have with second or foreign language learning courses, they sometimes
include o6ésanitised© | anguage and di al ogue

development of critical thinking and argumentative skills.

Some additional features that thadkers have noted are that the students are very often

engaged imaginatively, and they are personally involved by identifying with the
characters and increasing their emotional awareness at the same time. The students have

an opportunityto be engagedma i nt el |l ectual devel opment by
world, where sometimes the themes of the novels become a mere representation of
timeless values and principles which are very similar to life experiences and they
resemble our daily reality. Moreovethe active involvement of the students by

reference to themes which are present in the novel may also give rise to their own
reflections of happenings and occurrences in their lives as in the ifujja@xample

from Observatiorl Orange part AseeappendixF):

T: What happens in chapter six? How does he feel about his sisters teasing him?
S1: Angry.

S2: Sad and unhappy.

T: How would you feel if you had to buy a present for your friend at Christmas?
S1: I wo ul dinwduld feet hagpy to leug sordang.

S2: I't woul dndét be something expensive, | u:
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S3: Because | know my friends, | would know what they like.

This example clearly demonstrates how students can use their own experiences and
reflections to participate in the discussion gatlactively involved by referencing their

real lives.

The teachers generally agree that the expression of ideas and emotions in the target

|l anguage attracts the studentsdé interest,
ideas or emotions which go beybtheir daily life and routine. Therefore, if this is the

case, then the students do have the option to be introduced, or even start using the
language which falls outside the spectrum of the language frequently seen in course

books (which is sometimesima hent i c). The reference to a
used in novels is associated with the teact
of the writers gives birth to some unconventional uses of language from which students

can highly benefitsince they will be introduced to the more unusubiit at the same

time1 genuine uses of language and stimulate their imagination. Thus, exposure to such

|l anguage uses is |ikely to not only increa
of ideasand emotions in the target language awareness) blso educate the students

as a whole.

5.6.1.5 Development of interpretative skills

The devel opment of the studentsd interpret:
the teachers who partpated in this study have pointed out to be particularly affected
by the use of novels for language teaching purposes. Lazar maintains that any learning

of a new language involves the students in forming hypotheses and inferences (Lazar,
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1993, p. 19). Theeachers believe that novels are an exceptional source for developing
an interpretative expertise for making meaning. This is mainly attributed to the fact that
novels are open to multiple interpretations which do not necessarily embrace a right or
wrong arswer, provided that an interpretation is given which is followed by appropriate
justification and explanation by the students. With the use of novels, the students can
develop their abilities to make inferences from linguistic clues which are baged on
but not limited toi grammatical points or even specific lexical items. The following is

an example from the classroom observations (Observdti@range part Bsee

Appendix G where the first extract is taken from the novel and is followed by the

teacherdés question and the studentsd respol

ifiHe had received a racing car set, which

one of those bigets that they advertised on TV, but it was electric, and he knew his
dad had put more money into it than he should have. But the silly cars kept falling off
at the curves until his father was cursing at them with impatience. Jess wanted it to be
OK. He wanted so much for his dad to be proud of his present, the way he, Jess, had
been proud of the puppy. o

(Bridge to TerabithiaPaterson, 2011, p. 69)

T: Is the word OK proper for an essay?

Ss: No.

T: Then why does the author use it in the novel?

S1: Itis a simple word for a simple wish.

S2: He only wanted his daddés | ove.

S3: He wanted his dad to be proud for the present like he was proud for the puppy.
The above example demonstrates how a simple word which may not be considered
appropriate for @me writing contexts can be used to initiate an interpretation. Apart
from this example, the teachers have also suggested the use of novels for discovering

implications and assumptions as well as forming hypotheses and making predictions.

h
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This assumptionmmt ches with Lazardés view in that I
active involvement by Ateasing out the wunst
(Lazar, 1993, p. 19). Developing the studert

novel is onsidered by the teachers to be very valuable in deciphering hidden messages
and help students develop technigi@sreading critically and (deliscovering new
meanings (e.g. by reading between the lines). This is particularly important for novels
where he writers use words which very often transcend their fixed definitions and have
more than one meaning that is often not the literal definition that is expected to be found

in the dictionary.

Based on the data gathered from qualitative and quantitatixgrgnit is observed that

the teachersé responses in relation to the
students6é interpretative abilities agree \
representational language learning and use of represemtiathaterials instead of

exclusively depend on referential materials. As they argue, language itself demands a

more representational approach to language learning since language expands its
meanings, making demands on its users and questions of intéopretad shades of

meaning are brought into play (Carter and McRae, 1996, p. 19). With representational

|l anguage | earning, the | earners are 6all ow
and the different uses of language in order to result to a maeasghnterface of what

Mc Rae calls fAan ongoing process of | anguag

p. 17).
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5.6.1.6 Using activities and games extracted from EFL classrooms

One of the aims of the teachers who are using literaturggatidularly, novels in the
language classroom, is to establish a number of language learning approaches which
will transform the literature class into a language learning experience. This is shown to
be done by using langua@pased approaches and a ranfEFL strategies that can be
extracted from the language learning classrooms and be applied to the use of novels for
language teaching. Some examples of the stucktted activities that teachers have
noted and | have personally observed in the classaaservations include prediction,
discussion, creative writing, role play, cloze, questioning techniques (e.g. directed
guestions), gafiill, and so on. Apart from the use of a variety of stuetmnritred
activities, the teachers prepared and organisece sggmes which were based on
language features, bearing in mind that this would make the lesson more interesting,
interactive and engaging. Such examples of games aspbftmimicry, drawing and

hangman.

The use of a range of languagased activities aooborates the existing literature in

regards to the importance of EFL procedures in involving the students with the text,
introducing the students to a wide range of styles and registers, as well as concentrating

on particul ar s t u dfie probdedationaecaskon largusagesskills N s p e «
(Carter and Long, 1991, B; Collie and Slater, 1987, p; Bazar, 1993, p. 27In other

words, novels are treated in a way in the language learning classroom by using EFL
strategies and approaches, which doappear to be very different from the way that

other texts are treated since they are manipulated to achieve the intended student

centeredness (Carter and McRae, 1996, p. xxii).
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5 6.1. 7 Teachersod beliefs aboutueL2 | earners

The beneficial aspects of using literature, and specifically novels, for language teaching
purposes have already been discussed with particular emphasis to the positive
evaluation and recognition of the implementation of novels in language cour$es by

majority of the teachers. A very important outcome of this study is the consideration of

the studentsdéd perception of |iterature as i
anal ysis of the data in theattifieeenttesultssd ques
are exhibitedwher e 57. 7% of the teachers feel t ha

interested in reading English literature and their interest in learning English as a second
language is also relatively low, as opposed to 42.3%aufhers who believe that the
students have a more positive disposition towards using literature to teach language
(Table 30) This has been attributed to a number of reasons, with the most important

and the most extensively debated being the L1 interéeren reading literature.

The teachers have expansively deliberated that exposure to literature, and mostly
novels, in the L1 affects the studentsod per
to the improper introduction of literature in the Which is associated with

conventional limitations regarding its use and reader involvement. The teachers of
Literature in the L1 have also received criticism from the participants of the study,

holding them responsible for setting limitations as to whaldcand what could not be

done with literature. The general notion behind literature and the way it is taught in

Cyprus depends on the duality of a right or wrong answer, an attitude which prevents

the students from providing their own interpretation amit$ their involvement with

the text. The participants have stressed the interpretative limitations that accompany the

use of |l iterature in the L1 and the teach:e
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forcing things and pretending to know all the aessv This prevailing treatment of
literature in the L1 is thought by the participants of this study to be inevitably
transferred in the use of literature in the L2, where students associate the use of literature
with teachercentred lessons which presuppobmited student involvement and
interaction. Thus, students expect to have a minimal personal involvement and a barrier

of interpretative limitations.

A good way to understand the aforementione
(1978) transaabnal theory, where reading literature is separated into two types of

reading: Efferent reading, where the focus of attention is on being able to recall the plot

and make character analysis and interpretations, and Aesthetic reading, where the
reader expéences the text, is personally engaged with it, and participates in its context.

Based on this distinction, Paran (2006) suggests that some texts are meant to be read
efferently and some others aesthetically.
schod i ngs, second | anguage | earners €& exper.i
sees it as having fixed meanings that the teacher needs to help learners to access or as
teaching fixed ways in reading. These learners are being socialised into viewing the
reading of literature as an efferent exercise and make no connection between what

happens in the |iterature classroom, be it

p. 5).

Therefore, the main suggestion for teachers of literature in the L2 would be t
encourage them to aim at hel ping the stud
previously exposed to and fireengageo them i
own reflections by facilitating the Oédsense
2006, p. 6). Based on this view, the relationship between the reader and the text is not

at all restricting and enforcing. Instead, the readers are exposed to an independence of
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thought and reaction to the text, through which they acquire interpi@itegmomy,
taking numerous elements and factors into account to create meaning and diminish the

gap between what they read as literature and its relevance with their lives.

Some of the teachers who participated in the study have also criticised thigenega

societal attitudes against the use of literature where reading or using literature is
nowadays not considered o6cool 6. The <caust
concentrate mainly on the way knowledge is generally treated, especially by the young
generations, and target the external influences that stimulate the recognition of lack of
intelligence as oOfashionabled. As a resul'¢t
6counterattackdéd these probl emsicdteseby fi rstl y
rejecting the perception that | iterature i s
on the pivotal role that the teachers have to play in creating a positive disposition

towards literature by using stimulating methods to increasetthe dent sé i nter

towards literature and novels.

A final factor which is seen to affect st uc
participants is the schoolsd inflexible I|a
very fixed and insufficientchedule and timérame for the use of novels, a fact which

does not allow for proper involvement of literature and leads to a very superficial type

of learning. Additionally, the teachers who participated in the study stressed that they

receive inadequatguidelines with regard to the use of literature in language learning

courses in Cyprus.
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5 6. 2. Teachersd beliefs by reference to th

The importance of following certain criteria of appropriateness concerning the
selections of a literary text has been noted in different parts in this study. In that, it has
been argued that the selection of novels should be done carefully so as td preven
demotivating the students by introducing a text which does not match to their
proficiency level, is linguistically and culturally difficyland inaccessible. In the fear

of using a novel which might seem daunting to the students who use it, somesscholar
argue that it is better to use novels with uppé&rmediate to advanced levels of
English (Gareis et al.; Hismanoglu, 2005; Kim, 2000). Interestingly, and contrary to the
prevailing orthodoxy that novels can only be used with students at advancex] level
53.8% of teachers who participated in this study believed that novels should be
introduced to Elementary levels, while 26.9% believed that novels should be introduced
to Intermediate levels and only 3.8% believed that student should start using trem at
Advanced leve(Table 20) These findings seem to suggest that teachers consider and
recommend the use of novels with students of lower proficiency levels, provided surely

that the novel is selected by following the aforementioned criteria of textisaelec

5.6.3 Challenging the prevailing orthodoxies of the value and methods for teaching

novels.

InChapter 2 of this study, |l have considered
and | have noted the possibilities it offers to students for vocabulary enrichment and
contextualization of grammatical functions. Additionally, 1 also mentioned the

Aitdriat i onal 06 values attributed to the use of

the opportunity for devel opment of the st
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However, contrary to the prevailing orthodoxies about the gains of the use and
implemertation of novels, the teachers perceive novels as a great tool for developing
and practicing the studentsoé | istening and

discussed earlier in this chapter, the latter needs to be discussed further.

The data frot he teachersé interviews reveal sign
value of novels in promoting speaking practice. For example, teachers believe that
novels can be used with shy students and th
that novelgrovide more topics to talk about and that they can raise discussions. These
arguments could be associated with the suggestion that literature can be helpful in the
learning process due to the personal involvement it fosters in students (Collie and

Slater1 987, p.5). Additionally, if based on th
tools which help (shy) students acquire the confidence to develop and express their own
response verbally, then this may have further implications on their personal
involvement and identification with the novel, a fact whiotay encouragethem

producetheir own responses and provide theith more speaking opportunities.

These claims can also be substantiated by

a material whichdeals with deeper meanings and provides the background for
contextual communication. Therefore, if novels achieve to provide opportunities for

further speaking practice, we might suggest that we have succeeded in one of the most
important principles whicliashions our approach to language learning, that of using

the target language. Similarly, another important finding which comes out from the
teachersd interviews is the belief that re
asitisconsideredtopmot e speaking practice, boost t he
the studentsd excitement and enjoyment of 1

thatsti mul ates the studentsd fluency and pr
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t eacher so6 Wetale toehe sinexpectedly diighrpercentage of students who
believed that reading a novel has increased both their speaking skills as well as their
listening skills concentrating 61.8% and 41% respectiv@ables 38 and 38)The
importance which is ascrddl in silent reading seems to challenge the predominant
tenets in ELT which consider that reading comprehension should be done silently.
These findings couldlsochallenge the belief that novels are materials which focus on

devel opi ng t heg and twitidgeskills,s since rthe dirdlings from the

examination of both teachers a sncreaset | as

involvement and development of both speaking as well as listening skills.

Furthermore, the results recommend thexamnation of the methods for teaching
novels since traditional views about how novels should be used in the classroom (i.e.
reading silently as opposed to reading aloud) seem to be challenged by both the teachers
and students who assign high value on the afseovels for promoting speaking

practice and they highlight the gains of reading a novel aloud in the classroom.

5.7. Discussion of research question six

How do EFL students in private schools in Cyprus view the involvement of literature,

and morespecifically novels, in ELT courses?

5. 7.1 Examining st udeinrelaiéntoarmguagedgarmingon o f

In the previous section, | have indicated the scepticism that teachers have towards the

student s6 i nt er es ¢condorfoteigndanguagetgroufhritgratiures h  a s

S 1

-

C
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Il n this context, the teachersd negative at
Firstly, they indicate the studentsodo rel at]
Secondly, students are noeseo have a high interest in learning the English language

through literature. However, despite their doubtful stance as to how appealing literature

appears to students, the teachers nevertheless stressed the beneficial outcomes of

literature for languagteaching purposes on multiple levels.

I n investigating the studentsd responses t
students (95%) believe that English literature has helped them in learning the English
language(Table 1b) What is even mor@énportant is the fact that, contrary to the
teachersé beliefs, 112 students (77. 8%) h
towards learning English through literature, considering it a very enjoyable and
interesting method for learning the langua@ade 10) These findings are in
agreement with Tsengébés (2010) study who re
of |iterature in an EFL c¢cl assroom. The st
positive attitude towards the literary texts used incthesroom. Similarly, Tsai (2012)
examined studentsdéd perceptions of wusing no
and the study yielded similar reasthéts to
students responded to the novel favorably, succéssful c at er i ng t he st ude

and developing their linguistic ability.

The findings suggest that students demonstrate a positive outlook of the constructive

role of literature in language learning by recognising its affirmative importance in

helping them learn English as a second language. The quantitative analysis of the
students6é questionnaires presents a contr
interesting literatures appears to the students and how enjoyable and stimulating it

actually is© t hem. Thus, the results indicate a
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perception of |l iterature and the teachers
opposition sees a higher percentage of students appreciating and identifying literature
as an importantomponent for language learning which contributes immensely to the

studentsé | anguage devel opment.

5.7.2 The prevailingccessibilityof novels

Student responses to the preferred genre have principally indicated novels as the most
desired for language dening purposes. In this respect, 114 students (79.2%) have
expressed their enjoyment in reading novels and these results are in line with the
teachersdé views who also consider novels a
with students for languagearning purpose¢Table 10) The findings resulting by
examining the studentsodé preferred genre of
agree with the findinggn Tseng (2010) and Ywherepaoge6s (201
fiction, and particularly novels, are valued as the most favored option to be used in the
language classroom. This certainly has some implication in regards to the selection of
materials to be used with language learners as the selection shoulshdédyl

considering the students O6needs, expectati:

In what follows, | will discuss the reasons the students have given in order to justify

their preference for novels.
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5 7.3 Novels: a key det emotvationant t hat enhanc

The dominant reason for reading novels appears to be their characteristic features which
enhance studentsdo motivation. These featu
language of the novel, the characters and the plot. The students wtipgtad in this

study have noted the enjoyment of deciphering the message of a complete book pattern

in English. They consider the novels a fl a
the standards of oneds usageinboohdeningpthe Engl i s
horizons of their general knowledge. As the story of the novel unfolds, they get to read
interesting facts taught only through literature, and this is by itself a considerable factor

which adds to their motivation in reading novels fomduage learning purposes. The

students have also stressed that reading novels in the language classroom is a way to
escape from reality, and the conventional language teaching practices which restrict the

use of imagination and critical thinking. They sewels as a vehicle to travel to new

places where the escalating plot raises the suspense of the reader and helps them be

introduced to a range of language uses which are not present in other materials (e.g.

past papers).

In asking students what theyjep most when reading a novel (Itelnl i n st udent s
Form 1questionnaire), the majoriyf7,1%)responded saying that the plot was what

attracted them into reading a whole b¢dkble 34) Some examples of their responses

were that the pa obtoowka si nitwehraets tmankgedss and t he
them goingodo when reading a novel Afadding
complete book in the second | anguageo. The

with novels because |l dfi nghde hiegs pd peamse amfd un
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pl ot as t he mo s t i mportant component i n

i maginativelyo with it and fAresolve the un

However, even though the students have indicated the importance of the gdalinyr
a novel, they did not disvalue the importance of the characters as well as the language

in what makes a novel interesting. That is, the students have noted that the characters

of the novel frequently get thetmeyfaner sonal
Arel ate with them, share the same feeling
circumstanceso. The result of this fact is
use Collie and Sl ateroés (19870pkwhazertray and t |

are eager to explore how the events unfold, feel close to the characters and share their
emotional responses. By doing so, the Al a
summons the whole person i nt o atedtsengagen wor | d
with literature where learning takes place either consciously but also subconsciously

(Collie and Slater, 1987, p.6).

The studentsdé views agree with Lazardds no
material, where literature can exposel gdte nt s t o Acompl ex t heme
unexpected uses of |l anguageo. Lazar goes
Aparticularly gripping in that it involves
[and] this involvement may be more absorbingdtudents than the pseudarratives
frequently found in coursebookso (Lazar, 1
emotional responses that the novels seem to elicit from students are also seen by the
studentsd6 recognit i amwide éducatibnalifunction.ald thi'e i n s
respect, the students have established that reading novels does not only offer
extraordinary linguistic opportunities for language development but it also exposes

them to other educational opportunities in learningerabout the world, developing
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their interpretative skills, allowing them to gain access to cultural elements and helping

them engage with literature both imaginatively as well as linguistically.

The studentsdéd positive view of novel s cat
observations, where the attitudes and engagement of the class have indicated a highly
motivated environment where students were actively involved in the learning process

with excess participation, high responsiveness and interest for tasks related to using the

novels for language learning purposes. Following the analysis of qualitative and
guantitative data, the results demonstrate that novels are renowned as a very beneficial

and constructive language material which serves so much more than the purely
conventional purpose of language teaching, which only restricts learners to merely
learning the language, but not about the language and the more uncommon uses of
language. Thiscareb s hown, for example, by the code
standard uses of | anguageo which emerged f
on the different levels of language presented in a novel (e.g., the effect of dialects and

their implications) Anot her exampl e are the codes i
|l anguage rangeo and fAwords take figurative
which also emerged from the classroom observations and refer to the endless
possibilities of language range using it in peculiar ways as well as introducing
students to the MAunconventional uses of I
construct meaning or achieve particular ef
and enrichment o0, invwbth qudlitativeaasd quaetitative enguiry
(questionnaires, interviews and observations), can also reveal more information about

how novels can have language related effects which transcend the conventional purpose

of language teaching. More specifically t he chi |l d code AExposure

| anguage restrictionso (from the parent co
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language practices can emerge from, construct, or dispute cultural beliefs, norms, or

social habitus.

It needs to be stresd once more that this study does not provide empirical support for

the claims of the theorists cited in the literature review regarding the possible benefits

of the use of literature for language learning. It does, however, provide substantial
evidence hat teachers and students consider novels a valuable resource in the process

of learning English as a second language. For example, the fact that teachers and
students concur on this point may have further implications and benefits for motivation.

The sigiificance and impact of motivation on language learning has been extensively
discussed both in this chapter as well as in the literature review, as it is often considered

as an aspect that hugely influences success in second or foreign language learning, an

it is widely recognised as a variable that distinguishes first language acquisition from
second | anguage acquisition (Ushioda, 2012
foreign language students to make effective use of the potential larigaagieg
materials that exi st around themd in orde
resources to be used with EFL students (Ryan, 1997, p. 215). Apart from the
characteristics of novels that students perceived as motivating in using them for
language purp@s in this study, there are also various other studies that have
investigated t he effect of usi ng novels 1
proficiency and motivation (Bacha, 2010; Kim, 2004; Yang, 2001; Yilmaz, 2012).

These studies have examinedthasd ent s® perceptions on the wu
classrooms, and they have resulted in interesting findings in relation to the benefits for
motivation. For instance, Yang (2001) found that the students felt very positive
regarding the learning oppartities that the novel offered them since they enjoyed the

story and were happy about the discussions and speaking opportunities that the reading
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of the novel provoked. Addi tionall vy, t he
believed that the discussiorts f the novel were more Osubs
answering grammar questions, and this could have further implications concerning how

the studentsd beliefs translate into effi«
resources that are motivating toetm . The studentsd perceptio
activities in class sounded like real conversations in daily life and that they were more
motivating than answering boring grammar questions or making sentences clearly have
implications on the value ofusilgovel s in the c¢classroom for
motivation. Lastl vy, the results from Yang:¢
students found the novetading experience highly rewarding and enjoyable

(especially because it enabled them to eggprtheir own thoughts and feelings); thus,

they were more motivated to spend more time on reading the novel and responding to

related activities than they might have been by doing other types of activities.

Similar results were found by Kim (2004), whovestigated literature discussions in

L2 learning by using fictional literary texts. Kim (2004, pp. (6&3) noted the pleasure

her students felt when reading literary texts, a fact that led to an enhanced motivation

and desire to read the texts. As a leghe findings of her study suggest that the

literature discussions helped the students emotionally and intellectually to engage with

the literary texts and generated genuine opportunities for enjoyable L2 reading
experiences. Additionally, and importany |, based on the studentsé
texts, Kim (2004, p . 145) suggested that
promoting the studentsd L2 communicative ¢
to produce ext end e the readingmiuthese,types nofdextd cowddr e f or e
also be translated into efficacious classroom practices because they were considered

motivating for the students and could have further implications for considering their
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use for language learning purposes. Tgkime above into consideration and relating

the results of the aforementioned studies to the findings of this study, it seems that both
teachersodo as well as studentso attitudes t°
suggest that literarytextsmpyr o mot e studentsdé motivation t
language and literary skills, and the fact that they provide interesting and motivating

topics that require a greater personal involvement and response endows opportunities

for classroom discussionspeaking opportunities and language practice.

On the other hand, it should be noted that the students who did not share the same
interest towards using novels for language learning purposes have indicated that they
main reason behind this is the lengffthe novels, which sometimes demotivates them

or discourages them from reading the whole book. In this case, what can be considered
is the selection of shorter novels which may eliminate the negative disposition that some
of the students demonstrate agsinovels. Ideally, this can be negotiated between the
teachers and the students themselves by asking for feedback regarding the length,
stimulation or appropriacy of the novels used in the classroom. Of course, it might be
impossible to satisfy all thewglents in the classroom but here the aim is to make novels
appealing to the majority of the students and aim to gradually get as many students as

possible involved in the language learning process.

5.7.4 Developing a growing language awareness by gragtall four language skills

This section aims to discuss the way in which noeeés perceived by students to

exposethem to many functions of all four language skills. The results from the
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guantitative and qualitative analysis of the data indicatesthdents consider all four
language skills to have improved and practised, even though there seems to be an order
of priority in which this applies. For example, and perhaps a bit surprisingly, speaking
appears as the most improved skills. The surprisiagent behind this findingald

be possiblyfound on the nature of novels which most commonly necessitates a focus
on reading, since it is the skill most commonly applied when using literature in the

classroom.

One of the major principles which fashions a langdaaged approach to literature is

that of using the language with the tasks set by the teacher. The students have stressed

in their responses titems1 0 and 11 iFRormtlduestiosnting Hosvavelss 6

can facilitate their motivation in reading literature for language learning but this also
increases their willingness to talk about literature; a fact which is also exemplified in

the classroom observations tliEogalgemeatc od:
classodo. These codes suggest that the stude]
the characters and unravelling the plot of the novel has dramatically increased their

talking time, responsiveness and participation. This engagemenal$@asled to

discussions and expression of ideas which are product of the emotional responses from

the students and are initiated because of the meaningfulness and relevance of novels to

their own lives and the world around them. The aforementioned haveréaarent

themes in both quantitative and qualitati
opportunitieso and APersonal engagement o0,

|l i fe experiences and are used tlhesamecr eas e
codes imply that the novel can help students engage imaginatively with the text by
identifying with the characters of the novel and increasing their emotional involvement,

an observation which results to the expression of ideas and emotidms iarget
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languageThese findings seem to be in agreement with the study by Kim (2004) who

examined how literary discussions could facilitate L2 development.

Similar to the findings of the present study, Kim (2004) discovered that literature
discussionsave the potential of involving students in meaningful responses to the text
when encouraged to respond to the text and that the students developed their
communicative competence as a consequence. Students were engaged in interpreting
the hidden meaningsfo | i terary texts and the fAvari ec
literature discussions indicated a dynamic emotional and intellectual interaction with
the textthat resulted in theactive involvement and participation. Similar to the results

of the presenstudy, Kim (2004) found that the potential that literary texts have in
developing the students speaking skills and communicative competence can be realized
best when students are encouraged to develop personal responses to literature (i.e. by
identifying and relating to the text) and share them with discussions either with the

teachersor with one anothef he devel opment of the student

using literary texts for | anguage purposes
where studest6 bel i efs indicated satisfaction wi
reading provoked. The students in Yangods (
inncl ass discussion of the novel was mor e

guest i on ssethe cnversatibres sainded like conversations in real life, these

initiated more speaking opportunities with the students.

Reading and writing skills are also seen to be particularly improved with novels, and

this might suggest that the one may ctangent the other. For example, Collie and

Sl ater (1986, p. 5) suggest that reading a
students gain familiarity with many featur

formation and function of sentences, thaigty of possible structures, the different
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ways of connecting 1ideas, whi ch broaden a
Additionally, the fact that students are exposed to a complete book pattern in the second
language also requires from them toemsively read the novel and decode meaning by
deciphering the language used in order to make inferences, discover implications and
assumptions as well as form hypotheses which are many times based on linguistic
indications. Students have also recogniseditmportance of novels in helping them

develop critical skills which in turn have helped them in writing creatively and

extensively.

Il n mentioning the studentsd devel opment of
mention their perception of vocdany improvement, which comes as a result of

extensive reading. The results have shown that an outstanding 93.8% of the students
consider that novels have helped them learn new vocabulary. This becomes even more
important if we reflect on the most commorolplem that the students face when

readinga novel, since 66.7% consider vocabulary as the element that increases the
difficulty of reading a nove(Table 45)These results are in agre
(2012) study which examofmusing a norebasamaindent s o
material in an EFL reading course. Specifically, her study provided insight into the
difficulties that the students have stated to encounter while reading a novel where,
learning new vocabulary items was ranked as the mostipedogains from reading a

novel, while grammar and vocabulary topped the other obstacles as the most

encountered difficulties.

There is no doubt that based on the codes resulting from qualitative and quantitative
enquiry (i.e., codes AVocabularyo in stude
i n i ntervi ews, and especially ATechniques

classoom observations), receptive vocabulary dramatically increases by reading novels
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for language learning. In most of the cases, the type of vocabulary the students are
introduced to cannot be found in the studert
supplement other teaching materials. Additionally, the students seem to deploy some
vocabulary learning techniques which may also be transferred to other types of
materials, such as guessing the meaning out of context, using a dictionary, asking
someone, oeven ignoring the word when it does not affect the process of making

meaning.

However, | do understand that there might be arguments regarding the appropriateness
of some words appearing in novels, especially of older literary works (e.g. Victorian
novek), and their frequency of use. Of course, this objection should not be a
superseding one but should definitely guide the teachers towards a proper novel
selection, which will exclude the possibility of discouraging the students because of
very complicatecind obscure vocabulary which may not be suitable for the target age

group and level.

5.7.5 Enriching the cultural knowledge

A large percentage of students have indicated that the novels have helped them learn
about new cultures and that they have enriched their cultural knowledge and
understanding of both the people as well as the language found in novels. Therefore,
this suggsts that novels can help students contextualise the cultural background of the
target language while also giving them access to cultural identities which are often
juxtaposed in novels, and are often not present in other referential materials. However,

attention needs to be drawn to the definition of culture and how valid the cultural
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representations found in novels really are. Culture receives many categorisations and
distinctions, so we need to be careful as to which of those we want our students to

interact with. For example, Lazar (1993) maintains that if we are to consider the degree

in which a literary work genuinely represents its culture, then we have to look at how

culture is defined. If the definition is going to be an anthropological one, theemecul

is defined as fithe values, tradiwhcbns and
are then revealed in the literary texto (L
define culture as the Adiscernmtaeaweland kno
educated, enlightened and cultivated natiywv
be very cautious when we suggest that nove.
of the English language since this could be ambiguous and problenrateq @etailed

account of the role of novels in cultural representation can be found in section 6.4).

576 L1 interference in studentsd perceptio

I have previously discussed the tadchersb
implementation of novels with language learners in their L2. The teachers considered

that the way | iterature is treated in the
and personal engagement restrictions applied by the teachers of litématioeel 1,

results into a similar treatment of Il it er s
interest and motivation for reading literary texts is reduced. However, the findings from

an investigation of how students in Cyprus view the involvemditecadture, and more

specifically novels, in English language learning courses do not suggest an analogous

concern. Moreover, students respond to the contribution of literature in language
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courses very favourably, considering it a valuable complementh&r linguistic,

educational and personal engagement and development.

This might suggest that the studentsd negsée
might be the result of exposure to literature in the L1, and the limitations that this
exposure dails is an occurrence that could develop at a later stage if the students
continued their studies in public schools, instead of an English speaking private school.

This proposition is linked to the fact that the teachers who participated in this study and
observed the L1 interference in the treatment of literature in the L2 and also demoted

the studentsd interest in | anguage | earnin
sector at the time of the research. A similar observation has not been recotted by

teachers who worked for the private sector. This suggestion might also imply a different
treatment and response to literature both in L1 and L2 with students in public schools,

where the underlying assumption runs counter to the interpretative fréleelsmdents

should have in order to enable them to engage with a literary text imaginatively and

emotionally; a manifestation that is observed in private schools.

5 7.7 Utilizing the studentsd preference in

Exploringthe materials thattudents considered as theshinteresting and enjoyable
(Item 15, Table 1), the data showed that most students prefer internet materials
(39.6%) over other types of materials, with the novels being the third most favoured
option (26.4%). These resultsay have further implications in the involvement of
computerassisted language learning (CALL) or comptatssisted literature teaching
(CALT) in using literary texts in the language classroom by considenstead of
excluding the literature resources the internet. This could be seen in comparison to

Yilmazdés (2012) study, who concentrated on
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where the results showed a positive attitude on behalf of the students in using
supplementary internet materials aider media performances of the literary works as
aids in teaching literature for language purposes. For instance, mewviadeels could

be introduced with the students in order to arouse their interest, recorded live
performances could be shown taidgnts to engage them both visually as well as
auditory, and audiobooks (as discussed earlier in this chapter) could complement
literature teaching. Similar ressifivere found by Tsai (2012) where students in her
study considered that the supplementaryemalts utilized in the classroom (e.g.,
PowerPoint, film, the web, etc.) helped the students familiarize with the plot of the
novel and its language but also provided cultural and other useful knowledge extended

from the reading.

In what follows, the mia conclusions drawn from this study will be presented by
emphasising the findings which resulted from an examination of the students and
teachersé perceptions on the wuse oif 1

which was the main objective tifis study.

tera
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CHAPTER 6 CONCLUSION

In this study | have tried to provide a broad description of the current state of literature
in second language classrooaigrivate schoolsn Cyprus with a particular focus on
students and t e atkelugerosnovelp ferrintegratead ilangnage anch
culture teaching and learninghe study focused on the
perceptions and subjective opinions concerning the value of using literature in the
languageclassroom as well as the manifold roles of literature in English language
learning and implementationhich were observeth private schools in Cyprus. The
participants identified literature as a powerful tool for the language teaching arsenal
which can beaused to diversify and complement the repertoire of classroom materials.
This research about the use of literature with language learners in Cyprus has shown
that both the teachers as well as the students are very awargefdbigedoeneficial
outcomes related to its use, where the most indicative reasoning for their

implementation in language courses lies in the observation that literature not only can

(S

be used for | anguage enrichment aybdt i ncrea:

it can also trascend the mere practice of language skills. In what follows, | will present
the major findings by taking each research question separately and providing an

overview of the most important outcomes.
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6.1 Research question one

Yes, literature is currently being used as a means of language teaching in Cyprus.
However, this question, was never primarily aimed to examine whether or not literature
was used with language learners in the classroom in the first place; this coulth@asily
noticed by | ooking at the schoolsé curricu
requirement regarding the implementation of literature in language programmes.
Rather, this question focuses on whether literature is being used for study or agresour

for language teaching iprivate schools inCyprus (Carter and Long, 1991). The
findings show that teachers in Cyprus do not use literature exclusively in its
institutionalised sensie where students are required to respond to literature critically

by writing about literaturé a condition which is the primary focus in the literary
studies. Rather, teachers have been using literature as a resource in order to increase the

studentso6 |l anguage development and skill s.

6.2 Research question two

The answeto this question can be considered in the context of the answer provided in
research question one. Literature and language are not, by any means, perceived as
polarised entities; the findings show that there are many arguments in favour of
languagebased pproaches where the importance of stuamemtred and procedmsed
methodologies is highly valued in the context of English language learning and
implementation in schools in Cyprus. However, the eminent contribution of literature,

with a particular emplsas on the implementation of novels, in exposing students to
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literary experiences is highly recognised by both teachers and students as an important
consideration which contributes to the
In this respect, lérature can be appreciated as a mainstay of language teaching in that
it Il ntensifies the studentso6é6 efforts t

educational, emotional, and cultural engagement it nurtures with the learners.

6.3. Research questidhree

Yes, the findings have shown that novels are currently being used by language teachers
as a means for accessing the culture of the target language, and the studesitsemte

to a deep appreciation of 't he waneootted s 0
cultural background. Novels are perceived as a representation of the culture around
which they were written, even though this should not be seen as a purely factual
documentation of the cultural elements of that time (Lazar, 1993). Additipnally
teachers have demonstrated that novels
understanding of other cultures, and the cultural diversity depicted in novels can be
exploited for language purposes since they offer manifold opportunities for language
practice, discussions and writing tasks. In this view, novels are one of the few authentic
materials that can be used for integrated language and culture teaching and learning. At
the same time, they can provide an indirect route to understand and appodugat

cultural backgrounds and contexts.

stu

o] I

con
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6.4 Research question four

The findings have shown that novelee perceived by the participards the most

appropriate fornof literature in ELTin Cyprus, followed by short stories. Poetry and

plays do not @an much popularity in terms of their use and implementation mainly

because teachers do not believe that students demonstrate the same interest in them as
they do for novel s. The study has shown
preference in usingtérature for language learning purposes, since they also agreed that

novels were considered to be the best option, again followed by short stories. The main
explanation behind such a selection can be
to novels n their L1 and their familiarity with the genre. Additionally, the variety of
topics and themes expounded in novels cor
per sonal engagement, an occurrence which j
The selectin of novels and short stories as the most popular and appropriate forms of
literature should not be surprising, since it can be attributed to the characteristics and

features that these two genres share in common.

6.5 Research question five

Teachers are seen to be explicitly in favour of the involvement of literature, and novels
in particular, for language teaching purposes. They consider novels an invaluable and
constructive authentic material in the sense that is not fashioned for lartgaelgeg
purposes, and it can therefore offer abundant authentic samples of language in use.

Students are exposed to genuine language and they can use novels to contextualise
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language learning by gaining familiarity with many features of the written laegua

the grammar of the target language and the stylistic and rhetorical devices. Based on

both the qualitative as well as the quantitative data | have gathered for this study,
teacherdelieve that novels can be usedfohe st udent soé Itandgui sti c
| anguage enrichment which can provide exte
productive and receptive skills. Additionally, extensive reading and systematic
exposure to novels is considered to enric
introduce them to vocabulary learning techniqes. guessing the meaning out of
context)which can be employed without the intervention of the teacher in setting out

the meaning of unknown words. Moreover, a wide range of lango@asgd activities

and gamesan be directly extracted from the language classroom and adapted to meet

the studentsod needs.

Teachers also believe that students can be greatly benefited by the exposure to the wider
educational functions of novels which allow them to engage imagihatwel get

personally involved in the learning process by identifying with the characters and
increasing their emotional awareness. This not only keeps them motivated in learning

the language, but they also enjoy the educational and linguistic journetherfuore,

the devel opment of studentsdé interpretativ
teachers have pointed out has been achieved by using novels for language teaching

purposes.

Lastly, the teacher so bel usiedfliterat@eirothett2 t he st
imply that students do not demonstrate a particularly high interest for the involvement
of literature in language learning courses; this is mainly attributed to the application of

restri ct i on sonstructiomofimeanisgtand thempretatidn, wherdréghto
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answer should always be forthcoming in the

their L1.

6.6 Research question six: How do students in Cyprus view the involvement of

literature, and more specifically noveils English language learning courses?

Contrary to the teachersodo beliefs regarding
examination of the studentsodo vVviews on t h
specifically novels, has demonstratedeavarenessin their use for language purposes.

The studentsd negative experiences resul ti
not been a recurring issue in the student s¢
by the teachers. This suggests tha& & phenomenon which may occur primarily with

students who study in public schools, and where literdtared novels in particuldr

are treated in a different manner applying some sort of interpretative limitations and

restrictions that damage thestnde s 6 mot i vati on.

The principal reason for the studentsd chc
characteristic features which enhance stud:
are not limited to, the language, the characters and the plat abvels. Similar to the
teachersd beliefs, novels are considered a
literature to be used for language learning. The findings have also demonstrated an
increased awareness on behalf of the students regarditigghistic engagement and

language practice of all four language skills that is achieved by the implementation of
novels in | anguage cour ses. Lastl vy, studen
in contextualising the cultural background, acknowiedgat the same time their

importance in creating the conditions for a vivid representation of cultural experiences
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which results in enriching their cultural knowledge and understanding of the people and

the language of novels.

6.7 The implications of theForeign Language Curricula and the educational

gualifications of teachers for other contexts.

Thisstudy eports on the teachers and studentso
the second language learning classroom in a private school in Cyprus and it presents

their attitudes towards literature in general and novels in particular. The results of the

study yield some pedagogical implications in terms of Vitertatureto teach and how

toteachtf ocusing, among other aspects, on the

and the studentsd | inguistic gains. The s

(

results of the participantsd responses off e

texts and they provide further implications for the integration of literature in ELT.

Some important considerations which result from the present study apedsible
insinuations it has for the incorporation of literature in ELT in other countries or
contexts. For instance, the possible influence of the educational qualifications of the
teachers who participated i n titdlestowardsdy on
the inclusion of literary texts in the Foreign/Second Language Curricula should be
considered for other contexts. The positive attitude that the teachers held towards the
use and implementation of literary texts may result from their eidnedgualifications

since we have seen that 31% of the teachers have BAs in Language and Literature and
this may imply that teachers are predisposed to regard literature as a useful tool in
promoting language acquisitigfigure 21) Moreover, a high peentage of teachers

have MAs related to TESOL, ELT, TEFL and Applied Linguistics (60%) and this may

suggest a well trained workfor{leigure 22) These results can be considered in relation
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to Parands (2008, p.40) sugodssutapowerfut hat t h:
message that | iterature is not something tF
who want t o use l' i terature i s their teac

wher e ab o u tdedo lackeof kdowledgeoand training

Wehaves een t hat the teachersd role in promot.|
centr al in facilitating the students6é 1invo
meaningful discussions that will endorse student contribution and can affect the

s t u d eerceépsods rgparding the role of literature in relation to language learning

(Kim, 2004). Therefore, this may suggest that if the teachers fall back on teaching

literary textehe waythey were taught (that is teaching literature as a discipline by using

traditional methods where the lesson is largely based on teaabed input)they

perpetuate teacheentred approaches (Kim, 2008jcRae, 1996;Paran, 2008).
Consequently, this may suggest that the more academically qualified the teachers are

and the mag involved they are in the literatul@guage interface in terms of training,

the more likely it is that the students will be able to develop positive perceptions and

attitudes in learning the English language through literature by being introduced to
studentcentred approaches and having a more active involvement in the learning

process. Thus, the educational qualifications of the teachers who formed part of the
study may have influenced the findings and

and gerceptions on the constructive benefits of using literary texts for ELT.

Another point thatould be seen as a factor that has influenced the findings and may
also have implications for other contexssthe existence of a Foreign Languages
Curricula whichemphasises the need to include literature. It has been previously
demonstrated in the discussion chapter that the teachers are teaching to the curriculum

and the inclusion of literature in the curriculum generally provides useful guidelines to
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the teachey on how to use literature in the language classrooms, a fact which could also
affect the studentsodé attitude towards the
positively. Hall (2015, p.200) emphasizes that a key question in teaching literadure as
second language has always been which texts to study, the order in which they should

be taught and the rationale for implementing literature in language courses. Having a
curriculum which specifies the learning outcomes and aims following the inclusion o
literature can at least give a teacher some guidance, can always be revised and may be

a starting point for action research (ibid.).

The inclusion of literature in the foreign languages curriculum in other contexts and in
settings without this curricuin seems necessary for letting teachers know what to do
with literature and how to do it, and it and it may also provide guidance to teachers who
receive no training in using literary texts in the classroom in the first place. However,
the foreign languageurricula which incorporate literary texts tend to be vague,
conservative, ovespecified in terms of excessive reading loads of prescribed canonical
work, but undesspecified in terms of educational aims and lack empirical evidence to
back them (Hall, 208, p.207). Therefore, having an informative and properly
organized curriculum, which provides thotighrough justification of the language
benefits of the use and implementation of literature may influence both the teachers as
wel | as t he tiomd anddattitndesstawargseahe inatupion of literature in the

language syllabus.
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6.8 Weaknesses of this study

6.8.1 Applying the principles of Grounded theory

| believe that one weakness that has to do with Grounded theory is that even though |
have attempted to support this partly as a qualitative research, yet some of the principles
that relate to qualitative theory, and by extension to grounded theory, stexeptied.

For example, the data gathering was carried out in only one round for each of the stages
of the research. Glaser and Strauss (1967) suggest that grounded theory methodology
should comprise of the gathering of data in order to generate hypottinegewill
ultimately direct the researcher to reproductive questions that will then help the
researcher engage in the next round of data gathering. In this study, | have partially
applied the tenets of grounded theory in that | have used intuitions tliem
guestionnaires as the basis for my folop interviews, and | have used the insights
from both the questionnaires as well as the interviews as the main source for my

classroom observations.

However, | believe that the hypotheses and intuitions froth the interviews as well

as the questionnaires could have allowed for more specific and detailed data gathering
through additional interviews and questionnaires. This, however, was not applied
firstly, because of time constraints for completing the dati@ction and progressing

with data analysis, and secondly, because the school as well as the teachers had an
inflexible time schedule because of exam preparations which did not allow me to
organise followup questionnaires or interviews. | would defilyiteish to have applied

all the principles of grounded theory, and with more time and financial sughp®rt

could have been achieved.
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6.8 2 Studentsd interviews

An additional weakness which came to light was that the interview technique was
exclusivelybased on teachersédé interviews. Even t
interviews were sufficient for proceeding with the data analysis and findings, yet |

believe that the application of the interview methodology with students would have
benefited thetsdy enormously if both scopes could have been examined. This would

have all owed for more richness of data as
responses in the questionndira fact that would have provided more explanation and

detailed descriptins of some of their answers in the questionnaire. Even though this

was my initial plan, the delay that was observed on the part of the school before they
allowed me to proceed with the data collection resulted in conducting the data very
closetothestwint sé preparation for final exams. C

time to interview a sufficient number of students, as was originally planned.

6.8.3 Classroom observations

A further weakness that needs to be mentioned refers to the classteenaations |

did, and can be separated into two parts:

a) In the empirical data gathering of this study there was a deficiency of teacher
observationsEven though | have observed the teachers in the classroom setting, yet |
feel that this was only dorpartially and on a small scale, with two observations of four
teachers. If the administration of the school had agreed for more observations, which
was also what | initially planned, this would have allowed me for more scrutiny of the

use of novels in thelassroom. However, | believe that a longer series of classroom
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observations, such as a term or even a whole year, would cover all the stages of the use

of novels and would provide deeper and more waiging results.

b) The original intention in regards classroom observations was to organise three

more classroom observations of a more advanced level of students. This was initially

planned in order to allow me to explore and identify the evolution of the use of novels

in the classroom from the first e students in secondary school to the first year

students in high school. Additionally, these observations would have allowed me to
compare and contrast the techniques used f
and insights, and the activities impiented based on novels and various other matters

that exclusively relate to the application of methodological aspects. However, this was

not possible since even though the observe
Head of English department informe that instead of using novels as was originally

planned, the teachers would use short stories.

6.9 Implications for further research

This study has considered the main outcomes of the use of literature, and novels in
particular, in L2 settings and it is one of the few empirical studies which was not
conducted based on university settings. However, | strongly feel that a further
systemadt enquiry into the views of the learners regarding their perceptions on the use
literature and specifically novels is necessary since the data | have collected from
students were exclusively based on questionnaires, and | subsequently believe that there
was a lack of richness of data that could be remedied by the use of fllmterviews

and further classroom observations.
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| also believe that more empirical studies are needed to put the differences arising in

terms of perception, use and functionadit literature with language learners of private

schoolsi as opposed to language learners of public schools under scrutiny. This may

be examined by taking, as a point of refer
the treatment of literature inglL1 and the interference of this treatment in the use of

literature in the L2 for language learning purposes.

One very important issue that definitely needs to be investigated by an extended
systematic evaluation of language learning courses which imatepthe use and

implementation of novels is the area of testing.

Finally, another area which would be very important to observe is using technology to
encourage student engagement with literature for language purposes. This should be
particularly examing in light of the preference students demonstrate for internet
materials and the important technological advancements which have led to more recent
manifestations of applications and approaches to teaching and learning a second or
foreign language (e.g. @A). Film adaptations and audio books should also be
considered and examined to make sure that the use of novels is more approachable and
accessible to the learners, while also complementing the use of literature for language

learning purposes.
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APPENDICES

Appendix A

Teached guestionnaire

Notethat the first teacher Questionnairattachedis blankand isfollowed bysix

completedeaches Questionnaires
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A questionnaire for the use of novels in EFL and ESL classrooms in Cyprus

I would like to thank you for your contribution and participation in my research by
filling out this questionnaire. Please complete the questionnaire and return it back to
me as soon as possible. My research focuses on the use and implementation of
literature and essentially novels in the English Language Teaching (ELT) classroom. I
am predominantly interested in the way teachers deal with novels not as part of a
literature course but as a language learning technique. As part of this research, I
would be grateful if you could reflect on your own beliefs regarding using literature
and specifically novels as a component for ELT in Cyprus. All the information you
provide will remain anonymous and confidential.

Personal details (Please circle or state the appropriate answer)

1. Gender: Male Female

2. Age: 21-30 31-40 41-50 51-60 61-70

3. Nationality:

4. First language(s) (L1):

5. Academic Qualifications:

6. Years of English language teaching experience:

7. Have you ever used literature in your own English language teaching classrooms?

Please circle.

Yes No



8. Do you believe that literature should only be studied in isolation without relating it

to language learning? If yes, please state why.

9. Please complete the following by placing a tick in one space only, as follows:
I=strongly disagree
2=disagree
3=neither agree nor disagree
4=agree

S=strongly agree

Using literature as another technique for ELT would be beneficial for the learners

SR T SR TR 1 P |

10. What are in your opinion the most important advantages of including literature in

the English language learning curriculum?

11. How interested do you think that learners are in English literature? Please put a

tick in the box.

1=not at all []
2= a little [1]
3= quite a lot []

4=avery great deal []
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12. What genre of literature is in your opinion the most effective in terms of

accompanying the textbook used in the classroom and why?

13. At what level should learners be introduced into the use of novels in ELT? Please

circle.

a. Beginner b. Elementary c. Intermediate d. Advanced

14. Have you ever used novels in your classroom to teach language? Please circle.

Yes No

15. Do you think that the learners could benefit from the use of novels in the language

classroom? Please circle.

Yes No

16. If you have answered yes to the previous question, what is in your opinion the

most beneficial aspect of using novels in the language classroom?



17. What skills can learners improve with the use of novels in the classroom? Please

circle. (Note that you can circle more than one answer)

a.Readin; b.Listening c¢.Writing d.Speaking
g

18. How interested are the learners in learning the language through literature? Please

put a tick in the box.

1= not at all [1]
2= a little []
3= quite a lot []

4=avery great deal [ ]

19. If culture is an indispensable part of language learning, to what extent do you
believe that novels can increase students’ awareness of other cultures and especially

that of the target language? Please put a tick in the box.

1= not at all []
2= a little []
3= quite a lot []

“d=a very great deal [ ]

20. Would you ever use novels as a vehicle for cultural representation of the target

language? Please circle.

Yes 2 No
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A questionnaire for the use of novels in EFL and ESL classrooms in Cyprus

1 would like to thank you for your contribution and participation in my research by
filling out this questionnaire. Please complete the questionnaire and return it back to

me as soon as possible. My research focuses on the use and implementation of

literature and essentially novels in the English Language Teaching (ELT) classroom. I
am predominantly interested on the way teachers deal with novels not as part of a

literature course but as a language learning technique. As part of this research, I

would be grateful if you could reflect on your own beliefs regarding using literature
and specifically novels as a component for ELT in Cyprus. All the information you

provide will remain anonymous and confidential.

Personal details (Please circle or state the appropriate answer)

1. Gender: Male @

2. Age: 31-40 41-50 51-60

3. Nationality: C W \') A 05‘
4. First language(s) (L1): C A
5. Academic Qualifications: %(x \C A L y

6. Years of English language teaching experience: &

7. Have you ever used literature in your own English language teaching classrooms?

Please circle.

Yes No

61-70
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8. Do you believe that literature should only be studied in isolation without relating it

to language learning? If yes, please state why.

|
\\e}

9. Please complete the following by placing a tick in one space only, as follows:
1=strongly disagree
2=disagree
3=neither agree nor disagree
4=agree

S=strongly agree

Using literature as another technique for ELT would be beneficial for the learners

[ S S

10. What are in your opinion the most important advantages of including literature in

the English language learning curriculum? \
W Mo W Neones o e e A N o«
&\"»L M O \z, ’\(3\!\ (LSL &\)\’Wfﬁ \ een X DSy
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11. How interested do you think that learners are in English literature? Please put a

e

tick in the box.

1=not at all [l
2=alittle []
3= quite a lot [

4=a very great deal []



12. What genre of literature is in your opinion the most effective in terms of

accompanying the textbook used in the classroom and why?

{4 Ae U\cls on Are \e"@\ G"\C\ aqe oJ Eofﬂt"fg
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\eorness Wnereas \’\U\f&\lk w\\\ e ool \QJ\Q-D\(\\?

Ndgs \Qec(ﬂﬂg w\f\@ Yoy vt m\ﬁmte 3

13. At what levé\ %d learners be introduced into the use of novels in ELT? Please

circle.

L e
a. Beginner ('b. Elementary) c. Intermediate d. Advanced

14. Have you ever used novels in your classroom to teach language? Please circle.

Yes No

15. Do you think that the learners could benefit from the use of novels in the language

classroom? Please circle.

6’? No

16. If you have answered yes to the previous question, what is in your opinion the
most beneficial aspect of using novels in the language classroom?

s SR ' \
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17. What skills can learners improve with the use of novels in the classroom? Please

circle. (Note that you can circle more than one answer)

T B S == ’/_\
w o

18. How interested are the learners in learning the language through literature? Please

put a tick in the box.

1=not at all []
2=alittle []
3= quite a lot ¥

4= avery great deal []

19. If culture is an indispensable part of language learning, to what extent do you
believe that novels can increase students” awareness of other cultures and especially

that of the target language? Please put a tick in the box.

1=not at all Il
2=alittle [1
3= quite a lot [1

4=a very great deal [/]

20. Would you ever use novels as a vehicle for cultural representation of the target

language? Please circle.

/ N
( Yes/ No
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A questionnaire for the use of novels in EFL and ESL classrooms in Cyprus

I would like to thank you for your contribution and participation in my research by
filling out this questionnaire. Please complete the questionnaire and return it back to
me as soon as possible. My research focuses on the use and implementation of
literature and essentially novels in the English Language Teaching (ELT) classroom. I
am predominantly interested on the way teachers deal with novels not as part of a
literature course but as a language learning technique. As part of this research, I
would be grateful if you could reflect on your own beliefs regarding using literature
and specifically novels as a component for ELT in Cyprus. All the information you
provide will remain anonymous and confidential.

Personal details (Please circle or state the appropriate answer)

1. Gender:  Male @

2. Age: 21-30 31-4 41-50 51-60 61-70
3. Nationality: QY P @1 OT

4. First language(s) (L1): ~ Cireers

5. Academic Qualifications: = .4- £ s Ll T3
Mt Lopeapad DAL == i

Pace. Evglsh~
6. Years of English language teaching experience: [{

7. Have you ever used literature in your own English language teaching classrooms?

Please circle.

' ‘Yes No
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8. Do you believe that literature should only be studied in isolation without relating it

to language learning? If yes, please state why.
= is o~ F’SSJ:.Q(B ) =SPecizu, | [rrm @Rl
Yo lake ate cennlesodronl ek Aozl
fo’b/'j ok 5%»&)6@4 p=inds e PW’C’&W"
(>3 :5 i(\pl e s
9. Please complete the following by placing a tick in onpe spai?on y, as follows: f e Elaoi o).

1=strongly disagree and g e s
2=disagree

3=neither agree nor disagree

4=agree

S=strongly agree

Using literature as another technique for ELT would be beneficial for the learners

B0 O Ho

10. What are in your opinion the most important advantages of including literature in
the English language learning curriculum?
Deak oprent  and AP el TN Ex pression
s eles  esposeie to Liffercodd emiinous
e tes , peRorgtities ard_ 2 s whic— e 4

A o'ﬁ,\,o_‘(‘w:y&/ SQF_DVC_/\ d\[‘eﬁ ik }'— to (.r"w¢°SYib(& <
11. How interested do you think that learners are in English literature? Please put a .43

tick in the box. B ltated]
1=not at all []
2=alittle []
3= quite a lot []

4= a very great deal | {
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12. What genre of literature is in your opinion the most effective in terms of

0
accompanying the textbook used in the classroom and why p 5’/\;§ e PO 4w ‘JS
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13. At what level should learners be introduced into the use of nove s 1n T? Please

circle.

a. Beginner @lementary c. Intermediate d. Advanced

14. Have you ever used novels in your classroom to teach language? Please circle.

Yes No

15. Do you think that the learners could benefit from the use of novels in the language

classroom? Please circle.

Yes No

16. If you have answered yes to the previous question, what is in your opinion the

most beneficial aspect of using novels in the language classroom?

studands +o AfAfelend cophres aund_

Expeosing *
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17. What skills can learners improve with the use of novels in the classroom? Please

circle. (Note that you can circle more than one answer)

a.Reading b.Listening ¢.Writing d.Speaking
Al o F Y~ aloov

18. How interested are the learners in learning the language through literature? Please

put a tick in the box.

1= not at all [1
2=2a little []
3= quite a lot []

-
4= avery great deal ]

19. If culture is an indispensable part of language learning, to what extend do you
believe that novels can increase students’ awareness of other cultures and especially

that of the target language? Please put a tick in the box.

1= not at all []

2= a little []

3= quite a lot [1
i

4= a very great deal ]

20. Would you ever use novels as a vehicle for cultural representation of the target
language? Please circle.

/ ;[es\\_ No

.
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A questionnaire for the use of novels in EFL and ESL classrooms in Cyprus

1 would like to thank you for your contribution and participation in my research by
filling out this questionnaire. Please complete the questionnaire and return it back to
me as soon as possible. My research focuses on the use and implementation of
literature and essentially novels in the English Langnage Teaching (ELT) classroom. I
am predominantly interested on the way teachers deal with novels not as part of a
literature course but as a language learning technique. As part of this research, I
would be grateful if you could reflect on your own beliefs regarding using literature
and specifically novels as a component for ELT in Cyprus. All the information you
provide will remain anonymous and confidential.

Personal details (Please circle or state the appropriate answer)

1. Gender: Male Female
2. Age: 21-30 3140 41-50 51-60 61-70
3. Nationality: Soutin Afcican.-Cuy = 0t

4. First language(s) (L1): €2

—

A A y -
5. Academic Qualifications: = /7 7 /T R

6. Years of English language teaching experience:

7. Have you ever used literature in your own English language teaching classrooms?
Please circle.

-

Yeé\, No
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8. Do you believe that literature should only be studied in isolation without relating it

to language learning? If yes, please state why.

—-— I s l -3 "... l’\ .J‘.. § 3
L strongls\ disageee Wit~ N
o 5

clnove, e

9. Please complete the following by placing a tick in one space only, as follows:

@

{

{

{

\

{

—
1

1=strongly disagree
2=disagree

3=neither agree nor disagree
4=agree

S=strongly agree

Using literature as another technique for ELT would be beneficial for the learners

1 2 3 4 5

(1 1 13 i M/

10. What are in your opinion the most important advantages of including literature in

the English language learning curriculum? 3 (-\.’:;'..C Seowr heleve that +her
, | : )

care be only advantages bu  1nd it
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11. How interested do you think that learners are in English literature? Pleasé Iput a

P
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tick in the box. Yirdiuad e - e Uit
1=not at all [1] ) etas
2=a little [\{}/":v‘ ‘:

3= quite a lot []

4= avery greatdeal []
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17. What skills can learners improve with the use of novels in the classroom? Please

circle. (Note that you can circle more than one answer)

O At
>3 Zl €
. \ S /1 S\ KAY : ' \ .
{_/> i \: CuAe 1O -V VO ade
5 Aoy : iR o g
aReading (Bliséning  (Siting (@Speaking w
C L_/L Ny Aenend s \F dise
Jean skt |
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18. How interested are the learners in learning the language through literature? Please
put a tick in the box.
1=not at all [1 I care wot ait. on ~ ol
2= a little N ot s, E: ud cadle  be a little
3=quite a lot [1 w 1 h ad O spec

4=avery greatdeal []

19. If culture is an indispensable part of language learning, to what extent do you
believe that novels can increase students’ awareness of other cultures and especially

that of the target language? Please put a tick in the box.

1= not at all Il
2= a little [
3= quite a lot [1

4= a very great deal [\‘}//

20. Would you ever use novels as a vehicle for cultural representation of the target

language? Please circle.

(Yes " No
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A questionnaire for the use of novels in EFL and ESL classrooms in Cyprus

I would like to thank you for your contribution and participation in my research by
filling out this questionnaire. Please complete the questionnaire and return it back to

me as soon as possible. My research focuses on the use and implementation of

literature and essentially novels in the English Language Teaching (ELT) classroom. I
am predominantly interested on the way teachers deal with novels not as part of a

literature course but as a language learning technique. As part of this research, I

would be grateful if you could reflect on your own beliefs regarding using literature
and specifically novels as a component for ELT in Cyprus. All the information you

provide will remain anonymous and confidential.

Personal details (Please circle or state the appropriate answer)

1. Gender: Female
2. Age: 21-30 41-50 51-60

3. Nationality: L Wi e
7]
ro
4. First language(s) (L1): (S /2.4

bon
T /\‘
5. Academic Qualifications: {;} /'\ e /f e

o S . . f
6. Years of English language teaching experience: )

7. Have you ever used literature in your own English language teaching classrooms?

Please circle.

61-70

406



407

8. Do you believe that literature should only be studied in isolation without relating it

to language learning? If yes, please state why. /t/ N

9. Please complete the following by placing a tick in one space only, as follows:
I=strongly disagree
2=disagree
3=neither agree nor disagree
4=agree

S=strongly agree

Using literature as another technique for ELT would be beneficial for the learners

10. What are in your opinion the most important advantages of including lilter?ture in

=
S

4
A

. ; ; e ad - [ wof (A
the English language learning curriculum? = /i "Tu,"m;”‘/;‘i {(\7_ 3(;{[’(24& L $ @ 0t
5 : =] 14
i 1] N5 i § 7.0
oval [ .,ny{f,ﬁ/. gy {-\-(! M"‘éﬂ; /1’/6
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11. How interested do you think that learners are in English literature? Please put a

tick in the box.

1= not at all [1 ,
/
73
2=alittle [
3= quite a lot []

4= a very great deal [ ]
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12. What genre of literature is in your opinion the most effective in terms of

A
accompanying the textbook used in the classroom and why? / Mg {/ 2104 Z(/{ oA fut €

Jill 2 gm,/, ey Vacrbulaiy

13. At what level should learners be introduced into the use of novels in ELT? Please
circle.

S
@ b. Elementary c. Intermediate d. Advanced

\\\

14. Have you ever used novels in your classroom to teach language? Please circle.

i Yes No

15. Do you think that the learners could benefit from the use of novels in the language

classroom? Please circle.

6(:52:\ No

16. If you have answered yes to the previous question, what is in your opinion the

most beneficial aspect of using novels in the language classroom? c s
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17. What skills can learners improve with the use of novels in the classroom? Please

circle. (Note that you can circle more than one answer)

c.Writing d.Speaking

N

.

\—/'v

18. How interested are the learners in learning the language through literature? Please

put a tick in the box.

1= not at all I
2= a little [\1/
3= quite a lot []

4=avery great deal []

19. If culture is an indispensable part of language learning, to what extent do you
believe that novels can increase students’ awareness of other cultures and especially

that of the target language? Please put a tick in the box.

1= not at all L)
2= alittle []
3= quite a lot [

4= avery great deal []

20. Would you ever use novels as a vehicle for cultural representation of the target

language? Please circle.

Yes ) ) No



410



