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                                                               Abstract 

 

Literature is widely recognized as a rich source of authentic material that can be used by language 

teachers at all learning levels and for several intents. Despite its potential, this resource is still 

relegated to oblivion in some educational settings, mainly in English as Foreign Language 

(henceforth, EFL) secondary school classrooms. Many researchers attribute the marginalization 

of the literary component in language classrooms to the scarcity of studies on its effectiveness. 

Accordingly, the present study seeks to investigate the incorporation of the literary component 

of the English language in the Algerian Secondary School education. More precisely, it aims to 

assess both the quantity and the quality of the literary texts within the secondary school English 

textbooks and to determine the theoretical orientations of the tasks accompanying these texts. 

Moreover, it seeks to gauge stakeholders’ perspectives towards integrating literature in the 

secondary school education. The study adopts the interpretive research paradigm, using three 

distinct research instruments, namely: textbooks analysis, questionnaires and interviews. For the 

analysis of results, a mixed methods approach was employed. 

The findings indicate that the literary component is underutilized in the secondary school 

education. This is evident from the limited number of the literary texts present in the three 

English textbooks, which feature outdated topics, restricted objectives, and stagnant language 

that do not align with the learners’ language aptitudes. Moreover, the majority of secondary 

school educators and inspectors hold positive perspectives towards the integration of the EFL 

literary component, signaling a consensus that supports moving forward with incorporating more 

literature. The study; therefore, suggests incorporating suitable literature into the curriculum, 

balanced with cognitive and affective learning goals, as a strategic bridge to more complex 

literary works at the university level.  

     Keywords: Algeria, EFL classroom, the literary component, perspectives, secondary 

education
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“Literature is a luxury; fiction is a necessity.” 

 

G.K. Chesterton



 

 

 

 

 
         

  General Introduction 
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Literature, recognized as a valuable resource for language learning and a significant 

didactic tool, began to stir anew welcomed in EFL classroom starting from the mid of the 

1980’s. The revalorisation and revitalisation of the role of literature in EFL classroom 

corresponded with the basic tenets and fundamental principles of the Communicative Approach 

(henceforth, CA), which began to see literary texts as the ideal way to achieve its core 

objectives. By the year 1990, interest in literature increased more than ever before, with many 

scholars such as; Lazar (1990), Carter and Long (1991), Parkinson and Thomas (2000), Duff 

and Maley (2007), Collie and Slater (2009) heralding its return to the EFL classroom. Hence, 

literary texts began to be considered as valuable authentic illustrations of language use. Despite 

advocating for the benefits of literature, many instructors and curriculum designers regrettably 

still ostracize this resource, especially with beginner-level learners. Moreover, many textbooks 

do include a wide range of authentic texts and short realia items such as news reports, 

commercials, newspaper articles, interviews, but not literature. Literature is very often 

excluded or rather reserved for advanced levels of proficiency.  

In some secondary education systems, such as those in Saudi Arabia and China, 

literature is often overlooked or rarely included in the textbooks. This is primarily due to a 

strong emphasis on standardized testing and limited classroom time. This idea has been brought 

into play by Pellicer Ortín et al. (2020) who contend that “in spite of the growing interest in 

literature as a powerful tool for the development of communicative and cultural competence in 

the English language, there is still some reticence to introduce this resource in the secondary 

school EFL classroom” (p. 9). Championing this idea, Kassem (2020), argues that Saudi 

secondary school curricula only include oversimplified and unrepresentative works of native 

male writers in pre-university schools. Thus, students initiate their university education with 

almost no idea about English literature.  
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 The researcher of the present study, as a secondary school teacher, initially perceived 

the existence of a problem with the use of the EFL literary component in the Algerian secondary 

school curricula. Upon browsing the literature, she has confirmed that there is a notable dearth 

of studies in this area. A great portion of the investigations have instead been conducted at the 

university level. This is probably due to the fact that emphasis at the secondary school level is 

predominantly placed on teaching English as a foreign language to achieve communicative 

competence. Literature, accordingly, is exclusively taught at university for those who choose 

to major in English language. Within this framework, Belal et al. (2021) argue that Algerian 

EFL students encounter significant challenges when engaging with literature for the first time 

at the university level. A key issue is that their initial exposure to literary texts is primarily 

through complex and archaic works, which often lead to disengagement and a negative 

perception of literature as a whole. This is reflected in the program of the first year (see 

appendix 1), demonstrating a discernible lack of continuity in literature between the secondary 

school and university.  

 The scarcity of research on teaching EFL literature in secondary schools has been 

highlighted internationally by several researchers and scholars, such as Paran (2008), Peasani 

(2011), Bobkina and Dominiguez (2014) and Bloemert et al. (2016).  

      The present study, therefore, aims to investigate the presence of the EFL literary 

component in the Algerian secondary education system as well as assess its suitability and 

alignment with the learners’ linguistic level and interest. It further seeks to gather perspectives 

of stakeholders (inspectors and teachers) regarding its inclusion at this educational stage. 

At its core, the study aims to address the following research questions: 

    1) What status does the literary component of the English language hold in the Algerian 

secondary school education?  
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    2) To what extent do the literary oriented texts on the current syllabus meet the students’ 

language aptitudes and interests?  

   3) What are the learning objectives of the tasks accompanying the literary texts on the 

textbooks? 

    4) What perspectives do EFL teachers hold towards the integration of the EFL literary 

component in secondary school education?  

    5) How do EFL inspectors perceive the integration of the EFL literary component in the 

secondary school?  

On the grounds of the above questions, it was hypothesized that:  

a- The EFL literary component is insufficiently incorporated into the Algerian secondary 

school curriculum and is given adequate attention from policy makers, syllabus designers and 

teachers. This, in turn, results in a lack of skills and knowledge in English literature among 

students. This deficiency persists even at the post-secondary school stage (at university).  

b- The literary oriented texts in the current textbooks are not always effective in meeting 

students’ interests and proficiency level due to factors such as difficult language, outdated or 

unfamiliar topics, and variations in students reading abilities and tastes. 

c-The learning objectives of the tasks accompanying the literary texts are mainly cognitive, 

aiming at answering comprehension questions or doing language activities. 

d- English teachers have mixed views and different perspectives towards incorporating the 

literary component. Stated differently, teachers are divided into two distinct camps: “the 

optimistic group”, who acknowledges the significance of this resource, and “the pessimistic 

group”, who expresses skepticism about literature practicality and relevance in secondary 

education for a number of reasons.  
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e- Inspectors as well have positive and negative perspectives towards the integration of the 

EFL literary component in the secondary school. 

     In an attempt to validate these hypotheses, the researcher employed three distinct 

methodologies: textbook content analysis (both quantitative and qualitative), the 

administration of an online questionnaire, and the conduction of both online and in-person 

interviews. 

   During the data analysis process, the researcher adopted the interpretive research 

paradigm. In this context, both quantitative and qualitative analyses were employed to examine 

the literary content within the textbooks. The findings from the questionnaire were analyzed 

using descriptive statistics and content analysis, while thematic analysis was selected as the 

strategy for analyzing the interviews.  

   The thesis is structured into four chapters. The first chapter provides a brief summary 

of prior research related to the teaching of literature in EFL settings, with a particular focus on 

the key variables involved in the study. A critical review and analysis of the literature related 

to the topic is an important step for identifying a significant knowledge gap. The second chapter 

is devoted to the data collection procedures. It is in fact a theoretical part that justifies opting 

for the interpretive research paradigm and the selected research tools. The third chapter 

discusses and analyzes the findings following a mixed methods approach. The researcher aims 

through this analysis to answer the main research question of the study, which relates to the 

status and the suitability of the literary component in the current syllabi. At a later stage, the 

researcher comes across the perceptions and perspectives of 200 EFL teachers and ten 

inspectors regarding the use EFL literature in the Algerian secondary education. Throughout 

the last chapter, the researcher seeks to provide working strategies and recommendations to 

help decision makers and secondary school teachers in utilize the literary component 

effectively.  



 

 

 

 

 

Chapter One 

Literature within EFL 

Classroom 
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1.1 Introduction 

 
There is no disagreement that the teaching of literature can be approached in two 

dissimilar contexts: literature classes and language classes. In the former, emphasis is directed 

to studying and analyzing literature for its own sake. In the latter, literature is utilized as an 

authentic resource. This chapter provides a comprehensive examination of the role of literature 

as an authentic resource and as a language means. Moreover, it aims to contextualize the study 

and synthesize existing knowledge about the use of literature in an EFL context. In this 

particular scenario, Creswell (2003) contends that the analysis of existing literature enables  

researchers to synthesize established  and well- defined knowledge pertaining to the research 

inquiry and its associated problem.”  

To elaborate, the chapter is initiated by exploring various definitions of literature, 

including the distinction between literature with capital “L” and literature with small “l”. This 

is followed by a discussion on the relationship between the two allies - language and literature- 

moving towards tracing the historical trajectory that marked the use of literature in EFL 

classrooms. Subsequently, a number of benefits associated with the incorporation of EFL 

literature in language learning environments have been outlined. Critiques and challenges 

related to the use of literature in EFL settings have also been addressed, thereby facilitating a 

discussion on the key criteria for selecting appropriate literary texts. Finally, the inclusion of 

EFL literature in textbooks was addressed, along with instructors’ perspectives toward 

literature. 
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1.2 Conceptualizing Literature 

 
One of the most challenging aspects of discussing literature is establishing a precise 

definition of the term itself. Therefore, seeking to encapsulate its essence in a single 

comprehensive definition proves nearly impossible, resulting in a multitude of divergent 

interpretations.  

The difficulty in defining literature stems from the fact that researchers tend to view and 

define the term based on their own perspectives and specific contexts. Commenting on this, 

Williams (1976) wrote, “literature is a difficult word, in part because its conventional 

contemporary meaning appears, at first sight, so simple” (p. 186). Meyer (1997) emphasized 

this claim by stating, “understanding exactly what is literature has always been a challenge, 

pinning down a definition has proven to be quite difficult” (p. 1). Eagelton (1996) on his part 

commented on the potentially misleading meaning of the term “literature” noting that, “some 

kinds of fiction are literature and some are not; some literature is fictional and some is not; 

some literature is verbally self- regarding, while some highly-wrought rhetoric is not literature” 

(p. 9). 

      Hence, literature is viewed from multiple perspectives. In its broader sense, Moody 

(1971) explained that “literature is like an umbrella term giving information on every business” 

(p. 1). Moody’s definition marks literature as a broad, overarching concept that encompasses a 

wide range of written works, providing insights and information on various subjects, including 

business.  

Conversely, some scholars such as Burgess, Baharuddin and Arafah consider literature 

as a subject or a discipline and, therefore, define it more restrictively. For them, a work of 

literature is an “art form”, whether written or oral, that holds imaginative and intellectual value. 

Burgess (1995), for example, regards literature as “an edutainment art” that exploits language 

for two main purposes, namely teaching important lessons and entertainment.  
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 Similarly, Baharuddin & Arafah (2021) define literature as an imaginative writing art that seeks 

to portray the author’s social and political circumstances. From this perspective, one can 

conclude that any work may be regarded as literature if it primarily deals with human emotions 

and thoughts. Conversely, writings from other fields- such as Physics, mathematics, law, 

geography, ethics, and similar disciplines- cannot be deemed literature. Other definitions draw 

a clear relationship between language and literature. Baird (1969) went even so far when 

describing literature as the use of language effectively in suitable conditions.  

Burges (2008) asserted that, “literature is an art which exploits language” (p. 9). The 

language utilized in literary texts is unique and distinctive, markedly different from the 

language that people tend to use in their daily interactions.  

      Showalter (2003) elaborated on the ongoing debate about formulating a single definition 

for literature, noting that, regrettably, numerous educators persistently struggle with the 

daunting challenge of defining literature and become entangled in semantic debates. Kheladi 

(2017) suggests the need to let go of these controversies and instead focus on the role of 

literature, particularly in foreign language education. 

          However, in a context where the term “literature” becomes more mysterious and with 

multiple interpretations, it becomes necessary to know what literature is and accurately define 

its type before incorporating it into the sacred realm of ELT. The wise and discerning instructor 

must first embark upon a profound quest to search for the meaning of literature and it is from 

here that the journey would begin for a purposeful and a true use of literature. 

       It is undeniable that a significant number of EFL teachers today still consider all sorts 

of literature as literature with a capital “L” and even fail to select a literary piece for their 

teaching. Therefore, it becomes crucial to define literature and delineate its genre in such cases.  
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Similarly, the researcher of the current study finds it imperative to define the term 

“literature”, as this will undoubtedly enhance instructors and serve the teaching/learning 

process in general. Therefore, she adopts Lazar’s definition of literature (1993), “it includes 

novels, short stories, plays and poems which are fictional and convey their message by paying 

considerable attention to language which is rich and multi-layered” (p. 4). 

1.2.1 Literature with Capital “L” 

 
   John McRae was adept at distinguishing and elaborating on two distinct types of 

literature. McRae (1994) puts that literature with a capital “L” (sometimes referred to as 

canonical literature, literary classics or great literature) represents the classical texts, e.g. 

Marlow, Shakespeare, Charles Dickens, Shaw and the like. Ainy (2022) on her part states that 

due to its capacity to transcend the constraints of time, literature with a capital “L” is deemed 

as a timeless masterpiece and a literary canon for all times. Maley (2001) adds that literature 

with a large or big “L” can be considered as a collection of esteemed works that represent the 

most significant classical writings produced within a particular language or society. These 

works, recognized by authoritative figures, are considered suitable for academic study and serve 

as benchmarks of literary excellence. It is important to note that when literature becomes the 

subject of study or when it is approached as an art form, greater emphasis is placed on its 

literariness rather than its language or style. Engaging with texts in this manner cultivates 

students’ literary competence and enhances their critical thinking abilities. Similarly, Lazar 

(1993) puts that the study of literature makes literature the content of a language course. 

    Edmondson (1997) makes an important point regarding the language in literature with 

capital “L”, acknowledging, “literature (with capital L) is commonly written with high 

structural complexity and lack of conformity to standard grammatical rules which brings 

linguistic difficulty to learners who need to learn grammar” (p. 26). Since grammar serves as 

the backbone of language and the cornerstone of the teaching and learning process in many 
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schools today, it is noteworthy that some EFL teachers express apprehension about using 

literature and often avoid it entirely. Arafah (2018) adds that this difficulty of language in 

literature with capital “L” makes many teachers reluctant to benefit from it. During their 

elaboration about the problems in teaching literature, Parkinson and Thomas (2000) mention 

that literary texts can be extremely challenging, unconventional or different in multiple aspects 

often leading to a lack of understanding among students or even requiring extensive use of 

dictionaries, which can be time-consuming and tiresome.  

     On the other side, Hall et al. (2001) and Zyngier (1994) highlight the inherent quality of 

language in literature, emphasizing its naturalness and easiness just as the language of everyday 

communication and that it just becomes poetic through the literary context. Arafah (2018) 

suggests to use this type of literature with high intermediate and advanced level students. 

1.2.2   Literature with Small “l” 
 

     Literature with small “l” stands in opposite direction to literature with big “L”. McRae 

(1994) proposed that “literature” with a small “l” represents a diverse collection of accessible, 

widely consumed texts, encompassing popular fiction, fables, and song lyrics that can be used 

by teachers with beginner or intermediate language learners. In this context, literature becomes 

a means to teach language learners. Chalikendy (2015) puts that in language teaching worlds, 

literature most often becomes a means or a learning material to enhance the language skills and 

systems just like any other language teaching tool.  

    Conversely, Avara (2021) argues that literature stands as one of the best sources of the 

social context, with its endless examples of language use for communicative purposes. In a 

similar vein with Chalikendy, Lazar (1993) calls this “the use” of literature wherein literary 

texts become a source to be used for promoting language activities. Nowadays many language 

teachers make use of a plethora of these popular and contemporary texts, short stories, young 

adult novels or any other accessible literary works. Arafah (2018) contends that, “the literature 
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suggested to be used in ELT nowadays is no longer restricted to “Literature”, but “literature” 

which includes the works of many writers from different background of countries and cultures 

using different forms of English such as short stories, poems, novels, plays as well as songs” 

(p. 26)  

McRae makes another distinction between referential and representational texts where he 

mentions literature with a small “l”. For him, referential language focuses solely on conveying 

information or handling social situations, while representational language (as the language of 

literature) taps into different aspects of the mind, including emotion and imagination.  

1.3 The Relationship Between Language and Literature  

 

  It is undeniable that literature and language are two human assets that go hand in hand. 

Many scholars, therefore, emphasize the profound interdependence between these two aspects. 

Brumfit and Carter (1986) put forth that literature is considered an ally of language. By the 

same token, Judan (1994) states, “literature is the nail that sticks the language categories 

together and gives language the real beauty.” (as cited in Areen, 2023, p. 201). Lazar (1993) 

adds that language and literature demonstrate a reciprocal dependence, acting as integral 

components of a single, cohesive entity. Other scholars went even far as to describe literature 

as language in discourse. Mckay (1982) puts that “literature presents language in discourse.” 

(p. 530). 

   Most of these scholars’ definitions of the term “literature” have included the word 

“language” within them, and made explicit mention of the intricate relationship between 

language and literature. Seldon (1989) confirms that, “literature is a special use of language 

which achieves its distinctiveness by deviating from and distorting practical language which is 

used for acts of communication.” (as cited in Kitanovska et al.,2021, p. 9-10). Language in this 

becomes the raw material tool and the medium through which literature describes life.  

 



12  

 

       It is perhaps the ongoing debate surrounding the inclusion of literature in language 

teaching classrooms that has created the notion that literature and language are two opposite 

entities. This resulted in an emphasis on either pure language learning or studying literature 

solely. However, there is no sharp line of demarcation between literature and language but a 

continuum.  

 Basnett & Grundy (1993) put that: 

We have encountered language teachers who think literature is irrelevant, who argue 

that what students need are texts that are ‘practical’ and rooted in everyday experience, 

not work of art and we have encountered literature teachers who look down on “mere 

language” work, as though literary texts were made from some ethereal matter and 

constructed out of language at all. (p. 1)  

  Conversely, Smith (1972) states, “No teacher of literature ignores linguistic problems 

and no language teacher really wants to leave his students speaking a sterile impoverished 

version of the language” (p. 275). Hence, it is important to acknowledge that this dichotomy 

does not exist. Carter and Long (1991), went so far as to describe language competence and 

literary competence as inseparable. According to these scholars, one must first consider the 

difficulties of the language used in a text in order to grasp its underlying significance. Stated 

differently, one can never experience or enjoy the richness and depth of a literary piece or 

appreciate it without having a deeper understanding of its language system first.  

      Among the scholars who laid a red carpet for this union and highlighted the possibilities 

for this integration are Tomlinson and Carter. Butler (2006) mentions that it is through two 

insightful articles under the shared heading of “language through literature” and “literature 

through language” that the two scholars have explained how these two dissimilar approaches 

work together. The current debates no longer focus on whether literature should be included in 

foreign language teaching, but rather on how these two components should be combined.  
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  Paran (2008) introduced a visual presentation (see figure 1.1 below) that illustrates the 

confluence of literature and language teaching. Paran’s diagram contains two axes (literature as 

a subject and literature as a resource) that sum up the relationship between language and 

literature in four groups. In the first group, literary texts are used to enhance both literary 

knowledge and language learning. The second group involves using literary texts solely as 

resources for language learning, without any focus on literary value. The third group puts much 

focus on discussing the literary value of texts, with no intention on language learning. Group 

four involves the practice of extensive reading in a relaxed, tension-free environment, without 

specifically targeting literary value or language learning methodologies. (as cited in Bloemert 

et al.,2019). 

 

Figure 1.1 

Paran ‘s (2008, p. 7) quadrant of the intersection of literature and language teaching. 

 

 
          

   Note. The quadrant categorizes the intersection of literature and language teaching based on 

the presence or absence of literary and language learning focus. 
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   Tomlinson (1985) argues in favour of using literature as a resource in the teaching of a 

language (language through literature). He claims, “poems, stories and extracts from plays, 

novels and autobiographies can involve students as individual human beings who can gain rich 

exposure to authentic English as well as opportunities to develop communication skills as a 

result of motivated interaction with texts and with their fellow students.” (p. 9). 

 Puspitasari (2016) on his part adds that literature- based approach is a real presentation to prove 

that literature and language are two connected entities. In its core, this approach uses literary 

works as poetry, novel, play and short story as its main tool to develop students’ language, their 

cognitive abilities as well as their emotional and affective skills. Carter and Long (1991), Lazar 

(1996), Maley and Duff (2007) contributed several works to promote this integration through 

including linguistic, cultural, and personal enrichment models. 

  Literature, in this context, becomes a source for providing authentic texts that make the 

task of learning language easier and even fun (Bloemert et al., 2019). Violetta-Irene (2015) 

posits that the utilization of literary texts can significantly enhance the dynamisms and 

motivational quality of language instruction.  Similarly, Krishna and Sandhya (2015) assert, 

“Short stories make the task easier for students to engage themselves in different activities such 

as group discussion, role play, criticism, and interpretation.” (p. 50). 

    In another insightful article titled “Teaching English through Literature”, Hismanoglu 

(2005) expresses a similar view where he emphasizes the efficacy of using literature as a 

popular technique for enhancing language skills (listening, speaking, reading and writing) and 

strengthening language areas (grammar, vocabulary, pronunciation) of students who are 

learning English as a foreign language.   

  Similarly, Carter (2007) argues that stylistic approach to literature, as explained by 

Widdowson (1975), focuses on the use of language in a literary text and therefore it is effective 

for teaching literature to non-native English-speaking undergraduate students. Through stylistic 
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approach, students will get into the depths of a certain literary passage by analyzing its 

discourse, grammar, pronunciation and vocabulary. Carter confidently concludes that students’ 

response to literature is influenced by their sensitivity to language use. Literature through 

language activities may include jigsaw puzzles, multiple-choice questions, cloze exercises and 

the like. Considering the full picture, there is a consensus that integrating language and literature 

has a positive impact on the teaching and learning of both components. 

     When one delves into the intricate relationship between language and literature, s/he 

cannot help but be compelled to consider, in a deliberate manner, the broader perspective of the 

ever-changing role of literature throughout the different historical language teaching 

approaches and methodologies. 

1.4  Literature in the EFL Classroom: Historical Phases 

 
    The examination of the relationship between language and literature requires a 

comprehension overview that takes into account the shifting dynamics and impacts of literature 

on language learning approaches over time. Doing so would undoubtedly enable us gain 

invaluable insights into the way language learning has been influenced and shaped over time 

through the incorporation of literature in educational practices. Hall (2005) put that the 

Kramsches (2000) discussed the whole functions of literature throughout the century. 

According to the Kramsches, the role of literature has evolved and has not remained static. Back 

to the 1910s, literature was used with very small groups of individuals mainly for aesthetic 

education. In the 1920s, much emphasis was put on moral and vocational development among 

quite larger audience. From 1930s to 1940s, literature started to be used for theoretical purposes. 

Later in 1950s, its focus shifted towards content related to humanism. During 1960s-1970s, 

literature was deemed as an authentic material that could be exploited in a language-teaching 

classroom. Ultimately, from the 1980s onwards, it became highly valued as authentic material 

for teaching languages. 
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       Durant (1995) divided the phases that have marked the use of literature in foreign 

language classrooms into three distinct phases: 

1.4.1 First Phase: The Power of Literature  

     This belongs to the traditional approaches according to Durant (1995), spanning from 

the 1840s to the 1940s. Within the traditional approaches, the study of literature was of utmost 

importance and literary texts dominated the field of education as essential vehicles of moral 

education. For many scholars, this period is considered the golden age for literature. The 

Kramsches (2000) for instance posited that “the study of language in those days meant the study 

of literature.” (p. 554). Furthermore, Howatt (1984) noted that “The core of the classical 

standpoint was accuracy.” (134). This view is in line with the Grammar Translation Method 

(henceforth GTM), first known as the “Prussian Method” (Richards & Rodgers 2001, p.5). 

GTM was the first method of teaching foreign language that lasted for the longest period of 

time in the history of language teaching. It dominated European as well as foreign language 

teaching during the period between 1840s and 1940s. Much emphasis was put on grammar 

teaching and vocabulary acquisition at that time. Historically, grammar was previously 

emphasized as the key to reading canonical texts of eminent renowned Greek and Latin writers. 

Students used to translate elevated samples of language in literary texts into their mother tongue 

to learn about syntax and style. Hall (2005) put that the main objective of the GTM was “to 

enable the students to read successfully the classic literature of language” (p.48). 

        During the eighteenth century, modern languages like English, French and Italian started 

to replace Latin as a result of some political changes that took place in Europe. These languages 

adopted the same dominant teaching methods that were previously used for Greek and Latin 

instruction. Textbooks contained classical literary texts for translation, grammar rules and a 

wide range of vocabulary lists. Much emphasis was directed to reading and writing while 

listening and speaking were given little to no attention at all. Speaking was reduced to an 
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absolute minimum, even limited to students reading aloud the translated sentences that had no 

connection with the language used in genuine communications. (Richards & Rodgers, 2001). 

As for writing, it was not done in the foreign language but was rather restricted to translating 

the mother tongue language to the target language following the teacher’s instruction. Students 

in that became vessels to be filled with knowledge, blocks of clay waiting to be molded into 

unique sculptures. Stated differently, teachers were the only source of knowledge whilst 

students turned to be passive receivers and consumers of that knowledge. By the mid of the 20th 

century, GTM was called into question for its inability to develop language skills and 

communicative competence and thus it fell in disuse. Duff and Maley (1990) claim that GTM 

prioritized the acquisition of grammatical structures and vocabulary , often neglecting the 

literary, aesthetic, and substantive dimensions of textual materials. 

1.4.2 Second Phase: The Exile of Literature 

     Within the second phase (known as functionalism, sometimes called the Prague School), 

spanning from the 1940s to the 1980s, “literature was downplayed and ergo discarded” (Khatib 

et al.,2011, p.201). Unlike GTM, functionalism put much focus on the semantic aspect of the 

language. This latter was treated and studied in a scientific manner, where the elements of a 

text (its lexis, semantics, phonology, morphology and syntax) were analyzed in details.  

  Carter (2007) states that during the mid- 20th century, specifically from the 1940s to the 

1960s, literature experienced a period of significant marginalization within language learning 

curricula. Widdowson (1982) puts that “this is how linguistics became the focal point of the 

language programs” (as cited in Bobkina &  Dominguez,2014, p.249). The teaching 

approaches during this time considered literary language to be distinct from practical, everyday 

language. In Seldon’s words (1989), he explains: 

   The formalists’ technical focus led them to treat literature as a special use of language 

which achieves its distinctiveness by deviating from and distorting practical language. 
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Practical language is used for acts of communication, while literary language has no 

practical functional at all and simply makes us see differently. (p. 9-10). 

 Lazar (2009) echoes this view and adds, “practical language was used for acts of 

communication, while literary language had no practical function at all” (p. 2). 

      Since functionalists focused on the practical aspect of language, literature was relegated 

to oblivion, losing by that its previously esteemed status in language learning classrooms. This 

in turn marked the beginning of a shameful era for literature. The new focus on spoken language 

and functional communication rather than closed structures was prevailing during that time, 

undermining by that the unquestioned significance of literature. 

    In the words of Cook (1999), “traditional views of literature as providing the language 

learner with access to the best language, to high culture, and to profound and accurate 

observations of life have been challenged in a number of ways this century” (p.205).  

New emphasis on spoken language and functional communication, together with a broader view 

of culture, have combined to detract from literature its unquestioned centrality. Gilroy and 

Parkinson (1996) remained skeptical to this assertion. For them, literature as a language tool 

had always been present and never went away from language teaching classrooms. 

1.4.3 Third Phase: The Resurrection of Literature 

    This third phase belongs to the discourse Stylistics Approach following Durant’s 

division, where language and literature are considered as two sides of the same coin. 

Commencing from the mid-1980s onwards, literature was resurrected again in the ELT 

classrooms. Kramsch (1985) has brought this idea into play by arguing that “In spite of the 

doubts about literature because of its notorious connection with Grammar Translation Method, 

literary works began to make a welcome comeback within a communication-oriented 

methodology”. (p.365). Scholars attributed this revival of interest in literature after a long 

period of exile to a welter of reasons. 
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    Collie and Slater (1987) for instance believed that there was a feeling of discomfort that 

arose from excluding literature from the syllabus. Hall (2005) put that the resurgence of this 

thought can be linked to the merging of two key influences: literary criticism and 

communicative language teaching. Silvia (2020) on her part contended that “already in the mid-

1980s, the reintegration of literature in EFL classrooms started to be considered as a result of 

the lack of basic content knowledge and skills that students of languages showed” (p. 13). 

According to these scholars, literature serves as an ideal source for authentic texts that can be 

an opportunity for language acquisition, the development of language proficiency and the 

training of critical thinking and problem solving. 

  Kramsch and Kramsch called this the “proficiency movement”. It is undeniable that 

proficiency is a key core element for smooth communication and interaction among students. 

Literary texts are rich and multi-layered and thus can help students achieve language 

proficiency and enhance communicative competence. Maley (1987) put that “literature is 

language in use and can therefore be exploited for language learning purposes” (as cited in 

Bobkina & Dominguez,2014, p. 249). 

        Other researchers have extensively delved into the matter and have boldly claimed that 

the assertion that language in literature tends to be deviant is often incorrect. Nash (1990) and 

Zyngier (1994) for instance believe that communicative language and literary language have 

no real difference. Endorsing this idea, Brumfit, Carter (1986) and Lazar (1993) think that the 

notion of deviant literary language is dismissed and argue that the language of literary texts is 

essentially a common shared language. For them, this language is only with heightened 

concentration of linguistic features. These features, however, are not exclusive to literary 

language as many proverbs, advertisement slogans, nursery rhymes may contain simile, 

metaphor and the like. 
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  By the same token, Vural (2013) notes that Carter (1999) and Hall (2001) ascertain that 

“literary language is often surprisingly ordinary, as ordinary language is often surprisingly 

poetic” (p. 17). Hence, the Communicative Language Teaching (CLT) paved the way for the 

resurgence of literature in the teaching context again. Though, in its early years, this approach 

prioritized the use of dialogues and conversations that mimicked the real-world situations, its 

advocates felt the need to incorporate other alternatives, including literature in later stages. 

Widdowson (1983) described the situation as follows: 

It is not easy to see how learners at any level can get interested in and therefore 

motivated by a dialogue about buying stamps at a post office. There is no plot, no 

mystery, there is no character, everything proceeds as if communication never created 

a problem. There is no misunderstanding, there is no possibility of any kind of 

interaction. What happens is that learners simply mouth the sentence of their parts, and 

you do not get them interested in what they are doing. (as cited in Daskalovska et al., 

2012).  

Literature created suspense in language teaching and increased motivation, and thus it needed 

to be resurrected.  

  Along with the development of the communicative approach, a re-evaluation of the role 

of literature in language teaching classrooms has been prompted and the need for incorporating 

both representational and referential texts has been highlighted. Based on this re-evaluation, the 

use of literature as an authentic material has been approached in diverse ways. Some 

educational settings tend to give literature a fair share within its curricula, while others tend to 

consider it as a supplementary material for entertaining purposes. In the words of Nazife (2013), 

he puts, “since then literature has commonly been considered to be a way of having access to 

authentic materials although the ways and frequency of using literature have shown a great 

range of variety. Some people view literature as supplementary material for entertainment and 
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motivation, some as central material.” (p. 36). 

     These diverse ways of approaching literature have also been described by Parkinson and 

Thomas (2000). In their book entitled, “Teaching Literature in Second Language” as they 

argued, “the final reason for teaching literature is convenience. This can be a good reason or a 

bad reason. It is a very bad reason indeed in some countries, where the EFL textbook consists 

only of extracts from classical literature, with no vocabulary or grammar, no exercises, no 

questions, nothing else at all” (p.11). While it may be a good reason if learners’ needs, 

objectives and methodology were respected. This implies that what matters is not only the 

inclusion of literature randomly, but rather taking the time to carefully select literary pieces, 

determining the appropriate methodology for analyzing the text, and above all, establishing the 

specific purposes for using it. Maley (1989) puts that “literature is back, but wearing different 

clothes”. (p. 59), this novelty is reflected in the ways literature is exploited by language teachers 

today. Pardede (2011) thinks that present day instructors no longer use literature for translation 

exercises but rather they have remolded it for the sake of enhancing students’ communicative 

skills.  

  On his part Bretz (1990) considers that literary texts function as a catalyst for the 

cultivation of critical thinking and the enhancement of aesthetic appreciation. (as cited in 

Abilasha, 2018). Amidst all these fluctuations and changes, numerous endeavors and efforts 

have emerged among researchers in an attempt to reintegrate literature. 

     Widdowson (1975), as one of the first pioneers in this field considered the fusion 

between   language and literature to be a gain and succeeded in making a significant contribution 

to the use of literature in language teaching classes. The researcher stressed the necessity of 

treating literature as a separate school subject with its unique educational objectives, and refuted 

all the claims that were in support for literary criticism or theoretical knowledge related to the 

literature history. What was worth studying, according to him, was the role of linguistic 
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elements in creating meaning and conveying messages in literary texts. This was later the key 

core principle of the “Stylistics Approach”. Following in the footsteps of Widdowson, many 

other researchers examined the merits of using literature in EFL classrooms. Some of these 

scholars have even developed new strategies and methods, and created models for incorporating 

literature in the language class. (section 1.5 and 1.6 deal with these theories and models of 

teaching literature in EFL settings). 

          Louis Rosenblatt (1982) on her part distinguished between two distinct ways to reading 

literature. These approaches are known as “efferent reading” and “aesthetic reading”. The 

former was concerned with extraction of knowledge of the plot, characters or literary devices 

in the text. The latter, was mainly focused on the reader’s personal engagement with what he 

or she read. This personal engagement in reading literature came later to be known as the 

“Reader Response Theory.” Within this approach, the reader is placed in the center. Modern 

approaches to FLT are in line with the Reader Response Approach since they have also 

foregrounded active methodologies and prioritized the role of the learner as an active participant 

during the teaching/ learning process. Hismanoglo (2005), Lazar (1993) and Sivasubramanian 

(2006) believe that literature facilitates learner agency in language acquisition, fostering 

individualized engagement and promoting self-directed learning. Following the same drift, 

Brumfit and Carter (1986) see that literary texts exemplify the comprehensive utilization of 

linguistic resources, positioning the reader in a dynamic, interactive capacity that necessitates 

engagement with and interpretation of the language employed.  

1.5 Theories of Teaching EFL Literature  

        In the book, “Teaching Literature to Adolescents”, Beach et al. (2011) assert that 

teaching in itself is a theoretical action, and that the theories we hold, whether consciously or 

subconsciously, have a significant impact on our actions, methods, and criteria for success. 

When exploring different theories of learning literature, it is beneficial to examine three theories 
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of learning. Beach et al. (2011) therefore advocate three main theories of literature teaching. 

These are, respectively, the “Transmission Theory”, the “Student-centered Theory”, and the 

“Socio-cultural Theory”. 

1.5.1 Transmission Theory  

      As the name suggests, transmission theory considers teaching as being transformative. 

Therefore, it mainly focuses on the teacher as the main authority. Students in that become empty 

vessels and passive recipients and containers to be filled with information. Ferire (1973) 

described this as the “banking model of education”. Carter and Long (1991) in their models of 

teaching literature refer to the transmissive model as the “cultural approach” within which the 

instructor is believed to provide the students, through means of lecturing, with knowledge about 

literary movements, social, historical and political background of the texts. Similarly, Lazar 

(1993) refers to this model of teaching as “literature as content”; an approach which lies much 

emphasis on a “knowing that” aspect of learning literature. Stated differently, content-based 

approach focuses on coverage of different literary periods, historical backgrounds, and 

biographical information about writers. 

       One of the limitations of the previously mentioned models is the passivity it creates 

inside classrooms, where the instructor takes a center stage as the primary and unique source of 

information, while the learner assumes the role of a passive recipient. 

1.5.2 Student- centered Theory 

         As opposed to the transmission theory, student-centered theory gives the learners a voice 

and a free choice to decide upon the text they will learn. Obviously enough, if students are 

allowed to make their own choices, they will be more motivated and engaged. According to 

Carter and Long (1991), the personal-growth model paves the way for students to share their 

own experiences with others at class. Lazar (1993) believes that for more involvement of 

students, literature for personal enrichment approach is the best choice the instructor can make. 
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This approach places the learner in an active role where he can share his feelings, thoughts, and 

personal experiences with his peers at class. 

    Therefore, the learner becomes emotionally and intellectually involved in learning 

English. Beach et al. (2011) opine that among the limitations of this theory is the total 

responsibility put on the shoulders of students. Teachers should be aware that learning is as 

well a social and participatory activity.  

1.5.3 Socio-cultural Theory 

  According to the socio-cultural theory, learning is primarily a social act. Considering 

this background, Lev Vygotsky (1978) argues that we develop proficiency in the application of 

specific practices and instruments that fulfill designated functions within social collectives or 

communities.  Literature teachers can foster a sense of belonging and interconnectedness among 

learners by creating a shared space dedicated to the exploration and appreciation of literature. 

To capture this idea, Beach et al. (2011) write, “as a literature teacher, you are socializing 

students into what could be called a literary community of practice reflected in the practices of 

a highly engaged literary book club” (p. 8). Most secondary school students are not familiar 

with this shared space of learning, adds Beach et al., (2011). Students therefore need to be given 

the opportunity to engage in group learning. 

1.6 Models of Teaching Literature 

  Undoubtedly, any teaching practice is supported by a theoretical framework or a 

structure aimed at achieving well-defined goals. In the context of teaching literature, Lazar 

(1993) writes that “pinpointing possible approaches can help us to select and design materials 

for classroom use, as well as to assess the suitability of published materials”. (p. 22). 

Accordingly, three prominent methods of teaching literature have been introduced by Carter 

and Long (1991); the Language-based Model, the Personal growth Model, and the Cultural 

Model. 
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1.6.1 The Language-based Model 

     Essentially, this model aims to strengthen students’ language skills and proficiency in 

English. The literary text is then considered as any other type of texts used for language study. 

Lazar (1993) writes that “literary texts are thus seen as a resource-one among many different 

types of texts -which provide stimulating language activities” (p.27). What distinguishes a 

literary text as unique according to Duff and Maley (1990) is its ability to provide a wide range 

of registers and styles, and its capacity to engage students with motivating and interesting topics 

to them. Teachers should therefore consider engaging students when using literary texts for 

language learning purposes. Otherwise, these texts would lose their distinctiveness, becoming 

similar to other types of texts and without contributing any unique value.   

1.6.2 The Personal Growth Model  

      The primary aim of this model is to engage students with literary texts and to encourage 

them to draw on their personal experiences, feelings and emotions. In this context, Lazar (1993) 

reports that within the personal growth model, literature helps students to “become more 

actively involved both intellectually and emotionally in learning English, and hence aids 

acquisition” (p.24). 

  Instead of viewing the text merely as an object of interest for linguistic purposes, this 

model positions literature as directly relevant to the students’ real-life worlds.  

In essence, the personal growth model seeks to maximize the personal enjoyment students 

derive from engaging with literature, promoting meaningful and active interaction with the text.  

1.6.3 The Cultural Model 

       Basically, this model is deemed the most conventional method for teaching literature. 

As outlined by Lazar (1993), “this is the most traditional approach, frequently used in tertiary 

education.” (p.  24). 
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   A strong emphasis is then put on the social, historical and political contexts of the 

literary text which gives the teacher more authority through lecturing. Similarly, Carter and 

Long (1991) opine that this model is marked by its teacher-centric nature, positioning him as 

the primary source of knowledge. 

 1.7 Claims for Value of Literature  

    The revival of literature in EFL classroom is primarily due to its numerous benefits and   

contributions to the development of the learner’s linguistic, emotional, motivational and 

cultural skills. Hence, the value of literature as a means for and a source of language learning 

has been emphasized by many scholars.  Lazar (1993), for instance, posits that literature serves 

a holistic educational function, encompassing the individual’s multifaceted development. In the 

following discussion, the researcher strives to uncover the multifaceted benefits that literature 

bestows upon learners. 

1.7.1 Authentic Material  

       It is common knowledge that teaching the grammatical rules of a certain language and 

training the learners to use that language appropriately in the multiple contexts of real life are 

quite dissimilar. Very often teachers struggle to make the classroom environment identical to 

what students face outside. Figuratively speaking, there is a gap between the theoretical 

knowledge of the language and the ability to use that language naturally and spontaneously. 

Textbooks are often written with classroom dialogue practices that are artificial and contrived, 

far from real life conversations. Gilmore (2007) posits that the textbook materials designed for 

language acquisition frequently impede the development of learner’s communicative 

competence. This is attributed to their reliance on a predetermined syllabus that sequences 

lexico-grammatical features based on an assumed hierarchy of difficulty. One possible way to 

help learners to bridge this gap and get them prepared for real life communication is to make 

use of authentic materials in class (Tamo, 2009). Ur (1996) attributes the students’ inability to 
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cope with texts outside classroom setting to the quality of the reading materials students use 

inside the class. She further puts that “we want our learners to be able to cope with the same 

kinds of reading that are encountered by native speakers of the target language” (p.150).  

          Gilmore (2007) declares that the concept of authenticity has become slippery and 

increasingly difficult to define as understanding of language and learning has greatly evolved. 

He considers Morrow’s definition (1997) as aligned with his own definition.  Both researchers 

agree that “an authentic text is a stretch of real language, produced by a real speaker or writer 

for a real audience and designed to convey a real message of some sort” (Gilmore, 2007).  This 

implies that authentic texts are genuine texts designed not for language students or pedagogical 

purposes, but originally for real -life use. Joy (2011) considers that, “the original context of 

authentic materials no more remains the same when it is used in a classroom because the text 

is recontextualized as a teaching text” (p.10) (as cited in Orooq et al., 2023). Therefore, 

achieving complete authenticity in classrooms seems highly challenging, if not impossible.  

       The use of authentic materials in foreign language classroom is not novel but rather has 

storied history of use. Herrington et al. (2014) see that authentic material as a pedagogical 

approach used for language learning “situates learning tasks in the context of real-life situations, 

and in so doing, provides opportunities for learning by allowing students to experience the same 

problem -solving challenge in the curriculum as they do in their daily endeavors”.  

  Oguz et al. (as cited in Juraeva & Abdukadirova, 2020) recognize that authentic 

materials can be grouped into four categories: listening and watching (like movies, cartoons, 

music, documentary films and quiz shows), visual (like pictures, photos, postcards, posters), 

real materials that can be used in a language class (as dolls, puppets, masks and the like). This 

third type fits to Cook’s claim (2000), who argues that the term “authentic” is often applied 

superficially, merely as a synonym for the word “real” and further suggests that examples which 

have once occurred in real life settings are often called authentic in educational contexts. The 



28  

 

last type is reading authentic materials.  

    Literature, in its different genres (novel, short story, play or poem), comes to play a 

major role in classes that utilize reading authentic materials as an alternative approach. 

Parkinson and Thomas (2000) put that literary texts have a special quality as they deal with 

matters that deeply interested the author enough to write about them. They further explain that 

literary texts maintain an authentic and genuine feel, a quality that is hard to be found elsewhere 

especially in other forms of language inputs, which often simplify experiences for the service 

of pedagogy. Additionally, authentic literary texts can serve as a powerful motivator for 

students when the themes are easily relatable to their personal lives and experiences.  

    Chalikendy (2015) explains that literature is “authentic” because it is not created for 

teaching purposes but for enjoyment and entertainment. Regardless of the real purpose of an 

authentic material outside educational settings, actually, it serves as a true support and an 

effective means for language learning. Sell (2005) contends that learners’ engagement with 

authentic linguistic resources is conductive to the facilitation of natural language acquisition 

processes.  Brumfit & Carter (1991) and Paran (2008) add, “as an authentic material in relation 

to language teaching, literary work can be exploited as a material in EFL classroom” (as cited 

in Nanda & Susanto, 2020, p. 1058).  As for Collie and Slater (1987),  

       Literature is a valuable complement to such materials, especially once the initial     

survival level has been passed. In reading literary texts, students have also to cope with 

language intended for native speakers and thus they gain additional familiarity with 

many different linguistic uses, forms and conventions of the written mode: with irony, 

exposition, argument, narration and so on. And it may not be confined within a specific 

social network in the same way that abuse ticket or an advertisement might be, 

literature can nonetheless incorporate a great deal of cultural information. (p. 6).  

 



29  

 

              Both Collie and Slater acknowledge that using literature with beginners and low-level 

learners may initially seem challenging; however, they do not completely oppose this idea. 

They actively encourage teachers to explore activities involving literature at all levels instead, 

and argue that introducing literature early in the learning journey will cultivate a love for 

reading. In their exact words, they write, “we whole heartedly encourage teachers to try them. 

In our view, the sooner learners can start to enjoy literature in their new language, the better”. 

(Collie & Slater, 1987, p. 5). 

     Following the same drift, Widdowson (1990) perceives no harm in using authentic 

materials with all students regardless of their language proficiency. In this context he states, “it 

has been traditionally supposed that the language presented to learners should be simplified in 

some way for easy access and acquisition. Nowadays there are recommendations that the 

language presented should be authentic” (p .67). 

     Maxim (2002) on his part writes, “the students’ limited linguistic competence did not 

short circuit their ability to read authentic text in class with the support of their classmates and 

instructor” (p.29). Nevertheless, it should be noted that the teacher’s help should be at minimum 

level, acting merely as a facilitator, otherwise students will turn to be passive listeners waiting 

for their teacher to provide assistance at every occasion. In other words, support should be at 

minimum but effective. Other scholars propose that literature is highly motivational and 

engaging for learners because it is authentic. Ghosn (2002) and Van (2009) argue that “literary 

texts are motivational for learners due to their authenticity and the meaningful context they 

provide.” (as cited in Shirzadi & Moheimany., 2018, p. 76). 

1.7.2 Motivational Material 

      Authenticity in literature makes it a powerful motivational material. Ghosn (2002) and 

Van (2009) have brought this idea into play by arguing that literary texts are highly motivating 

due to their authenticity and the significant contextual frameworks they offer.  
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  Motivation is undoubtedly a very crucial ingredient that can greatly benefit the whole 

language learning process. In the absence of motivation, the linguistic journey from 

unfamiliarity to fluency becomes a laborious trail, tangled with discouragement. With 

motivation, on the other hand, the classroom transforms into a dynamic fabric where every 

single learner is actively engaged in the learning process. Literature, with its authentic texts, 

can easily spark the students’ motivation and engage them at a higher level. 

      Lazar (1993) posits that literary texts introduce students to intricate thematic 

explorations and novel linguistic applications. The compelling nature of well-crafted narratives, 

such as novels and short stories, can particularly engage students through the cognitive 

processes involved in deciphering plot developments. This active engagement may prove to be 

a more captivating experience for learners compared to the often artificial narrative structures 

prevalent in textbooks. 

       Daskalosa and Ling (2006) report that Swedish students experience greater excitement 

while engaging with novels and believe they were gaining knowledge beyond just language 

skills. Krashen (1982) believes that in reading exciting literary texts, students focus on the 

message rather than the form. In his exact words he writes, “they even forget that the message 

is encoded in a foreign language” (p. 66), especially if the text is related to their personal 

experiences. This is also in line with Rew and Moon (2013) who confirm that literary materials 

are invaluable tools that can inspire students to engage in classroom discussions and connect 

the text to real life situations (as cited in Barzani et al.,2021). 

  Collie and Slater (1987) described this as “personal involvement” with literature and on 

their part, they state, “engaging imaginatively with literature enables learners to shift the focus 

of their attention beyond the more mechanical aspects of the foreign language system.” (p. 7). 

     As for motivation through short stories, Vural (2013) experimental study demonstrated 

that the experimental group who used short stories achieved better results in final exams and 
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overall performances compared to the control group who used unabridged simplified texts. 

Concluding that the use of short stories enhances learning and serves as a highly motivational 

tool in second/ foreign language. For the same reason, Pratiwi et al. (2020) explored the role of 

short stories in enhancing motivation and contended that short stories were a good media to 

motivate students and improve their reading abilities. The results of the research indicated that 

the students’ motivation and scores improved after using short stories in class.  

         In the Algerian context, Boureguig (2020) suggests using short stories in secondary 

education because they are engaging, concise and can be highly motivational for students. 

However, it is important to note that not all short stories are necessarily easy to understand. 

Hammadi et al. (2023) report that not all Algerian secondary school EFL teachers consider 

literary texts to be motivational tools and advocated for the use appropriate literary texts and 

methodologies to make the learning experience more exciting and motivational.  

    In the same vein, Yunus (2013) investigated EFL teachers’ perspectives regarding the 

efficiency of visual aids as a motivational tool to enhance students’ interest in reading literature. 

The researcher found out that visual aids (graphics, pictures, audio, video, illustrations and the 

like) are a less time-consuming strategy that increases students’ motivation. Endorsing this idea, 

Sharma et al. (2021) contended that by utilizing nonverbal methods such as audiovisual aids 

like Power Point presentation with visual representations, teachers can engage students, 

facilitate their learning, and increase their motivation.  

          In his study, Kasami (2021) confirmed that the digital storytelling assignment provided 

a supportive environment for students with limited English proficiency and confidence, 

fostering a sense of ease.  

     A recent study by Rustia et al. (2023) echoes this, confirming again that English and 

literature educators demonstrate a high level of motivation in incorporating digital storytelling 

as a pedagogical approach within the context of teaching literature. This integration aims to 
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stimulate students’ engagement in learning, while also enhancing their literary aptitude and 

proficiency in educational technology.  

    Other researchers explored the effectiveness of some teaching/learning strategies 

through the incorporation of literature. Avci (2019) and Rikha et al. (2021) proposed that 

literary circles as a strategy increase students’ motivation and are worth trying. Collie and Slater 

(1987) proposed to use predictive writing as another strategy to motivate students after reading 

or listening to literary passage.  For them, a teacher may request that students create a story, 

dialogue or letter based on the situation described in the first passage. The researchers further 

added that for students who are not as skilled, writing tasks should be simplified. 

1.7.3   Linguistic Tool: Language Skills Through Literature 

       Engaging with EFL literature can significantly enhance students’ language skills in 

listening, speaking, reading and writing. In this particular scenario, Povey (1972) claims that 

literary engagement is posited to foster comprehensive linguistic development across all skill 

domains. This enhancement stems from literature’s capacity to augment learners’ linguistic 

repertoire through exposure to a wide range of nuanced vocabulary application and intricate, 

precise syntactic structures.  

      Championing this idea, Brumfit and Carter (1986), Lazar (1993), and Babaeel and 

Yahya (2014) contends that by emphasizing grammar, vocabulary, and pronunciation, literature 

can aid in the development of reading, writing, listening and speaking skills. 

     In a similar line of inquiry, Khatib et al. (2011) persuasively assert that literature, for 

many scholars, is suitable for the development of the four macro skills because it is rich with 

numerous authentic samples of language. In order to generate much more praiseworthy 

outcomes and achieve communicative competence, these complementary skills should be 

integrated.  
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  The exploration of different literary genres helps EFL students to develop a strong 

foundation in the four essential language skills, infusing their language learning journey with 

creativity, motivation, and a deeper appreciation for the English language. The following 

sections explain how literature helps in the development of four primary language skills, which 

are respectively: reading, writing, listening, and speaking. 

 1.7.3.1 Literature and Reading  

         Reading is undoubtedly one of those essential skills for learners to perform effectively 

in any academic context. In line with this, Babayan (2019) confirms that any language can be 

learnt by reading which in turn helps students to become proficient in all facets of the English 

language (as cited in Ali et al., 2022).  

           Correspondingly, Nutall (1996) believes that the most effective way to learn a language 

is whether to pay a visit to the foreign country and get in touch with its native speakers or to 

read that language extensively (cited in Ali et al.,2022). Generally, the second option is the 

most common among EFL learners. Bakla (2020) identifies intensive reading (henceforth IR) 

and extensive reading (hereafter ER) as two main strategies used by a substantial number of 

teachers to develop the reading proficiency. 

      Renandya (2016) believes that both strategies are equally effective for raising students’ 

reading proficiency. However, most second language teachers prioritize IR in their teaching. 

To the best of the researcher’s knowledge, for an IR lesson to run smoothly, the teachers should 

carefully consider the type of the text being used. Khatib et al. (2011) ascertain that literature 

is beneficial for both extensive and intensive reading. 

1.7.3.1.1 Literature and Intensive Reading 

      Literary texts, when used for an intensive reading program, can generate praiseworthy 

outcomes. Before delving deeply to provide more insights about the benefits of EFL literature 

for an intensive reading program, it is safer to explain first what is meant by intensive reading. 
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As the name suggests, this type of reading involves carefully and thoroughly reading short texts 

in order to gain a deeper understanding. Bell (2001) clarifies that the main purpose of an 

intensive reading lesson is “to recycle and reinforce language items through intensive micro-

linguistic analysis of the text” (p. 3).  Brown (2000) calls this type of reading “narrow reading”. 

Several studies revealed that the benefits of using EFL literature for IR are plentiful. Rahimi 

(2014) for instance believes that short stories and poems are good opportunities for practicing 

IR with EFL students. Equally, Shazu (2014) consider poetry as a worth trying literary genre 

for IR and ER. In his exact words, he writes “poetry can provide good opportunities for 

extensive and intensive reading.” (p. 32). 

     IR is mainly devoted for language points and thus can be considered as a language lesson 

rather than a reading lesson. Khatib et al. (2011) through an insightful article under the title 

“Why and Why not Literature: A Task-Based Approach to Teaching Literature” demystified 

thoroughly how a task-based approach can be put into play by a teacher. These procedures are 

meant to achieve completely literary engagement and fit to be used in an intensive lesson.  

      Since IR is comprehensive in nature, it is widely used to promote reading 

comprehension skill. Students can practice skimming and scanning strategies while reading the 

literary text for comprehension. They identify themes, examine the characters’ motivations, 

evaluate the author’s attention and make connections with real-world situations. All these 

advantages make EFL literature a valuable resource for instructors if the students’ needs are 

taken into account. Brown (1989) explains that the current IR materials exhibit a misalignment 

with the requisite need and abilities of the students, thereby engendering pedagogical 

challenges. (as cited in Pratnyawati et al., 2022).  
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    1.7.3.1.2   Literature and Extensive Reading 

      Extensive reading is based on the idea that reading is the most appropriate strategy for 

people who aim to develop their reading skill. Krashen in his book “The Power of Reading” 

puts that extensive reading falls under the category of Free Voluntary Reading (FVR) 

approaches, which are characterized by independent and voluntary reading. He further adds that 

Sustained Silent Reading (SSR) and Self-Selected Reading (SSR) are other examples of FVR.  

A comprehensive definition of ER has also been suggested by Davis (1995) who wrote:  

An extensive reading program is a supplementary class library scheme, attached to an 

English course, in which pupils are given the time, encouragement and materials to read 

pleasurably, at their own level, as many books as they can, without the pressures of 

testing or marks. Thus, pupils are competing only against themselves, and it is up to the 

teacher to provide the motivation and monitoring to ensure that the maximum number 

of books is being read in the time available. The watch words are quantity and variety, 

rather than quality, so that books are selected for their attractiveness and relevance to 

the pupils’ lives rather than for literary merit. (p. 329). 

    Bamford (2004) outline several key characteristics for a successful extensive reading 

program. These characteristics include:  

 Utilizing reading material that is at an appropriate difficulty level; 

 Providing a wide range of topics to choose from, allowing students to choose what they 

want to read as much as they can; 

  Fostering a faster reading speed rather than a slower one; 

  Emphasizing the purpose of reading for pleasure, information and general 

understanding; 

  Facilitating individual and silent reading; 

  Promoting reading as a rewarding activity in itself; 
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  Guiding and orienting learners through the reading process, and serving as a role model 

of a reader. (cited in Trung 2014). 

 

      Daskalovska et al. (2012) believe that “reading authentic literary texts outside the 

classroom is highly desirable for foreign language learners.” (1185).  EFL literature can serve 

as one of the best authentic materials for an extensive reading program. Ghiabi (2014) examined 

the perceptions of 50 EFL Iranian college students on the use of novels for extensive reading. 

The findings indicated that there was a remarkable improvement in the learners’ confidence, 

attitudes and interest after reading the novel genre. Giving students a free hand to choose among 

a long list of short stories or novel titles will certainly empower them to take ownership of their 

learning process. This student-centered approach to literature not only enhances engagement 

but also promotes students’ autonomy and self-directed learning. Still teachers can offer 

guidance.  

  In line with this, Sinclair (1996) believes that pedagogical function of the teacher 

involves the progressive facilitation of students’ autonomy in the selection of English textual 

materials aligned with their individual preferences and intellectual curiosity. This role further 

encompasses the development of students’ competence in navigating and comprehending the 

linguistic features, discourse structures, stylistic nuances, formal conventions, and contextual 

frameworks inherent within these self- selected texts. (as cited in Daskalovska et al., 2012).  

On the other hand, students learn to cooperate with their peers if they take part in literary circles 

or engage in class discussions. 

     Choosing an appealing and an engaging literary work for extensive reading provides 

many opportunities for students to expand their vocabulary. Pigada and Schmitt (2006), in their 

case study on vocabulary acquisition through extensive reading, found out that reading 

extensively in the target language not only improves grammar and spelling, but also enhances 
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understanding of vocabulary meaning.  

      Abdu Hameed et al. (2023), in a recent experimental study with EFL students who have 

been studying English for at least six years, discovered out that the use of Children Literature 

as an extra-curricular and supplementary extensive reading material was highly motivational 

and effective which in turn led students to voice positive attitudes towards Children Literature. 

 Khatib et al. (2011) are on the same page and add that extensive engagement with reading 

materials is posited to yield a dual benefit for students: an accelerated rate of reading and the 

cultivation of inferential skills for deducing meaning within textual contexts. 

      Despite the reported benefits, very few learners seem to engage in ER today. The lack 

of practice in reading is a reality that teachers of literature must confront. Day et al. (1998) 

argue that ER is still a less travelled area due to a specific set of persistent challenges. (as cited 

in Ali et al., 2022). Similarly, the present study strives to uncover realities surrounding the use 

of EFL literature for extensive reading in the Algerian context. 

  Some of the ER challenges according to Brown (2009) are the financial implications 

associated with acquiring a substantial collection of reading materials, the temporal constraints 

faced by both teachers and students in dedicating sufficient time to reading, the complexities 

involved in systematically monitoring students’ reading progress and comprehension, the 

logistical demands of organizing and maintain a diverse library of books, and the persistent 

difficulty of cultivating and sustaining student engagement with reading tasks. (as cited in Ali 

et al., 2022). By addressing these challenges, teachers can harness the potential of ER to 

promote language learning outcomes and foster a lifelong love for reading among EFL students. 

To bridge the gap, the researcher in the current study supports the claim that blended IR and 

ER approach is very effective in EFL classrooms. An ideal reading program would combine 

both approaches.  
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1.7.3.2 Literature and Writing 

  In most schools, the students’ performance is assessed via writing tasks. Algeria also 

employs a written assessment method to evaluate students’ performance. Writing thus becomes 

an essential skill for students. The first approach for effective writing is to have a plethora of 

words. Without vocabulary, students will be unable to express themselves or develop a good 

writing style. In fact, good readers are good writers. Thus, the more students read, the better 

their writings will be. Incorporating literature into EFL classrooms can be a valuable approach 

for enhancing writing abilities. Stern (2001) believes that literature can be a rich and inspiring 

source for writing. 

  In the same vein, Hismanoglo (2005) maintains, “literature can be a powerful and 

motivating source for writing in EFL/ESL, both as a model and a subject matter. Literature as 

a model occurs when student writing becomes closely similar to the original work or clearly 

imitates its content, theme, organization and/or style.” (p. 57). 

        Although some instructors may oppose the use of literature to enhance the students’ 

writing skill, most of them acknowledge that engaging in reading literary works (poems, novels, 

short stories or plays) helps to increase vocabulary acquisition, gain a deeper understanding of 

different writing styles, expressions, sentence structure and punctuation. Learners with high 

linguistic intelligence can easily internalize the rules and imitate the writing style of literary 

works to produce writings that are more creative. In this context, Nation (2009) suggests that 

in order for a teacher to promote his students’ writing skills, he “has to get them to work on 

writing tasks that will take them beyond their present level of proficiency.” (p.95). This is in 

line with Krashen’s (1981) Input Theory which states that acquisition or learning occurs when 

the learners understand language slightly beyond their current level of knowledge or 

competence.   
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    In her study, Kounj (2014) explored the way poems promote language learners’ creative 

writing. The findings demonstrated that three stage writing model (presentation, exploration 

and follow up) is very effective to promote students’ creative writing of personal poems. This 

implies that writing necessitates a well-structured technique of presenting concepts in an orderly 

and planned manner (Hosseini et al., 2013 cited in Firman, 2022). 

    In a similar fashion, Oster (1989) states that literature helps students to write more 

creatively. Maley (2009) outlines the various advantages associated with creative writing and 

suggests that creative writing contributes to the development of language skills across different 

aspects, including grammar, vocabulary, phonology and discourse (cited in Bouzar, 2021). 

Murdoch (2002) and Pardede (2011) on their part contend that short story is so beneficial in 

teaching and learning different activities including writing.  

    According to Hassab et al. (2021), Sudanese secondary school teachers value the 

significance of enhancing creative writing skills and recommend to expose students to literature 

to develop a creative writing skill. (cited in Saeed Adam, 2015).  

Indeed, short stories are suitable pedagogical tools that can be used for writing tasks as the task 

of rewriting another end to a particular story. 

    Hismanoglo (2005) differentiated between three distinctive types of writing based on 

literature as a model.  

a) Controlled Writing: as rewriting passages or practicing some grammatical structures. 

b) Guided Writing: as its name suggests, through this type of writing, students are guided 

and assisted with questions to be able to write.  

c) Reproducing the Model: In this type of writing, students can paraphrase, summarize or 

adapt the literary text. 
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1.7.3.3 Literature and Listening  

          Listening to bedtime stories is a timeless tradition that has shaped individuals’ listening 

skills from a young age. As children, they would eagerly gather around their parents skillfully 

weaved tales of adventure and wonder. Not only did this practice encourage imagination to 

flourish, but it also honed the ability to actively listen and absorb the details of the story. Indeed, 

literature can be a valuable tool for enhancing the students’ listening skill. This is because 

literary texts often contain a rich variety of vocabulary and grammar. When students listen to 

literary texts, they do not only improve their listening comprehension but they enhance their 

overall language proficiency as well. Mckay (2014) states that when students actively listen to 

their teacher reading literary texts aloud or utilizing audio recordings on digital platforms, they 

have the opportunity to enhance their listening skills. (as cited in Okyar 2021). 

  Integrating the realms of literature and technology, by using audiobooks will certainly 

generate praiseworthy outcomes if the literary work meets the students’ level and needs. 

According to Hismanoglo (2005), utilizing ICT to have students engage in shared reading aloud 

of literature in the classroom is beneficial for enhancing their listening skills. Okyar (2021) 

believes that when students listen to audio recordings of a literary text, they can focus on various 

aspects such as pronunciation, intonation, linking, stress and emotional tone. 

 In a more confident tone, Hoag (1996) argues that engaging with literature cultivates in 

students an enhanced sensitivity to the aesthetic qualities of language, encompassing its 

rhythmic and sonic dimensions. Furthermore, the act of listening to literature fosters the 

capacity for mental imagery, enabling students to construct vivid representations of characters, 

settings, affective states, and narrative contexts. 
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1.7.3.4 Literature and Speaking 

       Speaking proficiency, despite its significance, is often undervalued in many EFL/ESL 

classrooms. Bygate (1987) explains that speaking is the vehicle ‘par excellence’ of social 

solidarity, of social making, of professional achievement and of business. “Yet, speaking is in 

many ways an undervalued skill” (p. 3) which deserves attention.   

Incorporating EFL literature can serve as a valuable tool for stimulating speaking. Indeed, 

authentic novels or short stories that explore captivating themes and subjects have the potential 

to enhance students’ speaking abilities. Considering this perspective, Collie and Slater (1987) 

reported that literary texts constitute a salient stimulus for oral discourse, owing to their inherent 

semantic density which engenders a multiplicity of interpretive possibilities through 

imaginative engagement and dialogic exchange. (cited in Rabb Khan, 2018). 

  Similarly, Lazar (1993) states that the use of literary texts for classroom discussions and 

group work can easily foster students’ speaking skill. Following the same drift, Maley and 

Moulding (1985) contend that a judicious selection of poetic texts holds the potential to unveil 

universally resonant themes, transcending cultural specificities. Consequently, such texts can 

serve as a potent catalyst for students’ introspective processes, thereby fostering more 

sophisticated and productive dialogic exchange within group settings. Naji et al. (2019) in this 

regard, proposes to use two types of speaking activities which are: “Reading aloud” (sometimes 

called “choral speaking”) and “digital remixing” which mixes music or images with the literary 

text to motivate students. (cited in Okyar, 2021). 

  In like manner, Sage (1987) believes that literary texts pave the way for students to share 

thoughts, express their opinions, judgements and beliefs regarding the text and thus they 

improve their speaking abilities. (Okyar, 2021). In the same vein, Sheikheldin et al. (2016) 

throughout their study on “The role of teaching literature in developing the oral skills of 

secondary school students” in Sudan contend that literature plays a vital role in enhancing the 
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students’ speaking skill. However, one should admit that the study lacks compelling evidence, 

substantive proof as well as statistical data. On the other hand, Ompusunggu (2018) study on 

the effectiveness of short story use on students’ speaking skill development was meticulously 

detailed, encompassing a comprehensive analysis that yielded robust evidence. The researcher 

made use of pre-test and post-test experimental design and SPSS to check reliability and thus, 

the data obtained regarding speaking skills can be deemed highly reliable. 

1.7.4 Literature and Language Areas 

      The inclusion of EFL literature in language learning classrooms brings numerous 

benefits to learners in terms of language areas (vocabulary, grammar and pronunciation). Povey 

(1972) opines that one of the most prominent reasons for incorporating literature in the EFL 

classroom is undoubtedly its contribution to expanding and enriching the learners’ knowledge 

of vocabulary and syntax. By the same token, Abbas Hussein et al. (2022) argue that the 

utilization of literary texts presents a significant avenue for the enhancement of students’ lexical 

competence. The more students read, the more words they will encounter and learn. As they 

come across new words in different contexts, their vocabulary repertoire will expand and their 

grammar knowledge will be reinforced. Students with high level of linguistic intelligence will 

be able to internalize grammar rules more naturally as they encounter them in the literature they 

read. Literature makes grammar in context and thus helps teachers to deal with grammar points 

in meaningful contexts, not in isolated sentences. In this context, Littlewood (1984) states that 

while the primary pedagogical value of such texts has historically been associated with the 

cultivation of reading proficiency, their potential extends to the facilitation of explicit 

grammatical instruction and the illustration of diverse linguistic registers. 

      Other scholars believe that literature can refine students’ pronunciation. Robertson 

(2009) argues that reading poetry aloud is a great way for learners to practice pronunciation and 

fluency. Similarly, Reilly (2012) highlights the impact of implementing poetry on 
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pronunciation in second language teaching. 

1.7.5 Literature and Critical Thinking  

  Critical thinking is considered the cornerstone of modern education as it contributes to 

preparing students to be effective individuals, who are able to cope with different situations and 

solve problems. One of the avenues through which students’ critical thinking can be enhanced 

in EFL classes is reading comprehension section. Of all reading materials, literature is viewed 

as the most effective type that boosts students’ interpretive abilities. Lazar (1993) argues that 

“literature is particularly good source for developing students’ abilities to infer meaning and to 

make interpretations.” (p.19). Langer (1997) echoes this view and posits, “literature permits 

students to reflect on their lives, learning, and language. Literature can open horizons of 

possibility, allowing students to question, interpret, connect and explore.” (p.607). 

     In his taxonomy of cognitive domain of learning, Bloom (1956) mentions six levels of 

learning. The classification was later readjusted by Anderson in 2001 (see figure 1.2). 

Instructors can promote lower order thinking skills (LOTs) with beginners using a short story 

or a poem by asking students to recall information or restate the characters’ names, as they 

might ask them to compare characters or exhibit their language comprehension proficiency 

through resolution of problems in literary texts. (Sultan et al., 2018). Higher order thinking 

skills (HOTs) might be promoted in later stages by asking learners to analyze events, synthesize 

or evaluate the reading text and make judgements. 

  While creativity, as higher order thinking skill, encourages the development of original 

ideas and imaginative works, many educators continue to prioritize the memorization of 

linguistic elements within the curriculum to prepare students for standardized examinations. 

Baghoussi (2021) argues that many Algerian secondary school teachers avoid using critical 

thinking strategies, as it is time consuming and may prevent them from completing the 

extensive English programs within the given period.  
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Figure 1.2 

Representation of Bloom’s Taxonomy of the Cognitive Domain 

 

 Note. Representation of Bloom ’s Taxonomy of the Cognitive Domain (1956) 

(Sideeg, 2016) 

   Inspired by this, the researcher suggests that rather than emphasizing cognitive learning 

objectives when incorporating literature into the EFL classroom, instructors should think of 

ways to include affective objectives too. Krathwohl’s learning objectives in the affective 

domain (see figure 1.3) should thus be reconsidered. The researcher explains how these two 

levels can be blended to teach EFL literature in the secondary school through the suggestions 

made in chapter four.  
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Figure 1.3 

Representation of Krathwohl’s Taxonomy of the Affective Domain 

 

 

    Note. Representation of Krathwohl ’s Taxonomy of the Affective Domain (1964) 

 

1.7.6 Literature and Emotional Intelligence 

      Engaging with EFL literature can greatly improve students’ emotional intelligence. By 

immersing themselves in literature, students come into contact with a large number of 

characters with different emotions, experiences and various feelings, helping them gain a deeper 

understanding of their personal emotions as well as others’ emotions, developing a sense of 

respect to the other, empathy and tolerance.  In this context, Ghosn (1998) argues, “high quality 

literature would seem to have the potential to provide, albeit vicariously, the much-needed 

experiences that will promote emotional intelligence.” To the researcher’s knowledge, 

incorporating teaching contents related to emotional aspects can be highly engaging for 

teenagers and may even help them to navigate their own feelings in real life. 
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  1.7.7   Literature and Affective Engagement 

     Literature can be used for affective learning goals in a language teaching classroom as 

literature basically deals with human feelings and emotions. Engaging students affectively 

through literature involves tapping into their emotions and values, fostering a deep, personal 

connection to the texts they read. This can significantly increase their motivation and enjoyment 

of literature.   

     Using literature with affective learning goals in mind can lead to positive emotional 

responses, especially for students encountering literary texts for the first time. Introducing 

literature in this manner can potentially create profound and enduring impact, fostering a 

lifelong appreciation and passion for reading. This aligns with the idea that values formed in 

adolescence often persists into adulthood, suggesting that cultivating a positive value system 

towards reading at this stage can lead to a lifelong love of literature.  Krathwohl (1964) argues 

that during the ontogenetic trajectory of individuals, particularly throughout the adolescent 

developmental stage, a framework of values is established that frequently exhibits temporal 

stability, persisting into adulthood. 

1.7.8 Literature and Cultural Awareness 

      Learning a language without understanding its culture is tasteless. One way to integrate 

the cultural component into foreign language teaching is through literature. This idea has been 

brought into play by Lazar (1993) as she wrote, “literature can provide students with access to 

the culture of the people whose language they are studying”. (p.16). Kramsch (1993) echoed 

this view when he explained that through literature, students are provided with access to a vast 

array of historical frameworks, values and attitudes that constitute a certain community’s 

cultural memory. However, much exposure to foreign culture through literature might lead to 

alienation. Holly (1990) posits that overexposure to target cultures, especially western culture, 

leads the learners to be alienated from their native culture. 
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   Bellit (2023), in a very insightful conference paper entitled “The Place of Translated 

Local Literature in the Algerian Secondary School English Textbooks” found that the literary 

content of the three secondary school English textbooks support the teaching of other cultures 

than the learners’ native culture. Accordingly, the study suggests to incorporate more translated 

local literature in order to strengthen the learners’ cultural and national identities. 

1.7 Critiques of Teaching Literature 

     The value of literature has not always been recognized. In fact, some adversaries sound 

various critiques of teaching literature. In what follows is a detailed account on the 

counterarguments against incorporating literature in the foreign language classroom. 

1.8.1   Language Complexity 

       The majority of scholars support using literary texts in the language class, while they 

list the linguistic challenges on top of the opposing arguments. Parkinson and Thomas (2000) 

consider difficult and odd language of literary texts as a unique challenge for readers, mainly 

EFL learners. By the same token, Bobkina and Dominguez (2014) state that “the most common 

problem is language itself, more specifically, syntax and vocabulary. Literary vocabulary and 

grammatical structures are often considered to be too complicated, making reading a highly 

demanding activity.” (p. 251). 

  Savvidou (2004) believes that both poetry and prose can creatively manipulate language 

by altering grammar and vocabulary to emphasize orthographic or phonological features of the 

language. Other scholars see the problem of language difficulty from another angle, which is 

the students’ low proficiency. 

  In this context, Isikli et al. (2017) conducted a study on the problems of English 

literature teaching to EFL secondary school students in Turkey with focus on language 

proficiency. The researchers highlighted the pressing need to revise the English literature 

curriculum, with a focus on accommodating students’ actual proficiency levels and placing 



48  

 

greater emphasis on developing linguistic competence.  

      As a solution to this, some scholars suggested the technique of “simplification” or 

elaboration to make the literary texts more accessible for low level learners. As its name 

suggests, simplification involves making complex or difficult text less dense and more 

digestible for readers. It typically involves simplifying sentence structure, vocabulary and 

overall language complexity, and sometimes deleting complex parts without compromising the 

core message or theme of the original text. In this context, Daskalos and Ling (2006, p.11) argue 

that a large number of textbooks use authentic texts that “may be subject to a certain level of 

adaptation”. (as cited in Covarino, 2019).  

  Scholars who advocate against the adaptation of literary texts offer several arguments. 

Grellet (1981), Johnson (1982), Clarke (1989), and Willis (1996), for example, argue that 

adapting literary texts may render the task of reading somewhat challenging by reducing the 

number of linguistic and extralinguistic cues (as cited in Gilmore, 2007). By the same token, 

Crossley et al. (2007) assert that “the removal of complex linguistic forms in favor of more 

simplified and frequent forms (…) inevitably denies learners the opportunity to learn natural 

forms of language.” (as cited in Covarino, 2017, p. 16). 

      Arguments against text modification is also supported by empirical evidence. A 

prominent study supporting arguments against text modification is that of Allen et al. (1988), 

who argue that despite teachers’ negative perspectives on authentic texts, EFL secondary school 

students demonstrated higher achievement with authentic texts compared to modified texts 

(Gilmore, 2007). Throughout the analysis of the selected literary texts in chapter 3, this 

technique has been scrutinized to determine whether these texts have been simplified and 

adapted. 

      Day and Bamford (1998) suggest to use children’s literature and young adult literature 

as they are written in a natural way that is understandable for their target audience. This 
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alternative suggested by Day and Bamford constitutes the basis of chapter four in the present 

study. 

 1.8.2   Cultural Load  

       Cultural references, idiomatic expressions, undesirable cultural connotations, and 

historical contexts embedded in literary texts may pose difficulties for EFL learners to 

understand texts and get fully engaged with them. This may be the case with non-contemporary 

literature. 

   McKay (1982) argues “to the extent that literary texts reflect a particular cultural 

perspective, they may be difficult for ESL students to read.” (p.531). McKay is with the opinion 

that literary texts are often culturally charged since they contain unfamiliar concepts and 

cultural references that may be distant from the students’ L1 culture. However, he does not 

deny its contribution to the students’ intercultural understanding and cultural tolerance. In the 

same vein, Collie and Slater (1987) explicate that literary texts may be challenging for learners 

when perceived as embodying unwelcome cultural referents and connotation. 

   Correspondingly, Parkinson and Thomas (2000) contend that literary texts can be 

historically, geographically, socially and in terms of life experiences remote from learners but 

still can be effective and enjoyable for EFL learners. They proceeded to say “we do not suggest, 

of course, that we can never enjoy stories from outside our own world.” (p. 11). 

      Different scholars suggest different solutions for using literature despite its cultural 

density. Tomlinson (2001) for instance proposes the idea of synchronizing the books and 

tailoring them to fit L1 topics and themes while Irem et al. (2022) suggest that by embracing 

hybridity in literature, instructors can introduce students from different cultures and 

backgrounds to diverse literary works. When non- western writers employ hybridity, they blend 

their own culture with western influences, making by this their works more accessible to the 

readers by embracing both cultures in a harmonious way. Alptekin (2006) on his part believes 
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that to overcome cultural barriers, nativization of literary elements makes texts more familiar 

to students. Carter and Long (1991) assert that to overcome this challenge, teachers should 

select appropriate texts for an appropriate group of students. (as cited in Khatib et al., 2011).  

1.8.3 The Issue of Text Selection  

   Another counterargument against literature stems from the difficulty of selecting 

appropriate texts. Indeed, it is too challenging for a teacher to come up with a suitable text that 

would fit the great majority of learners who come to class with various abilities, tastes and 

interests. Some instructors consider the task of looking for another literary text as time 

consuming and they rather prefer to keep the same texts on textbooks even if they neither meet 

with the students’ levels nor interests and tastes. 

  The choice of literary texts is typically made by material writers and curriculum 

designers. However, the preferences of these individuals may not align with the preferences of 

the students and their teachers. Additionally, they do not always succeed in selecting engaging 

and suitable texts for all learners. Collie and Slater (1987) suggest to let students decide for 

themselves through sharing their choices and interests in questionnaires. In their exact words 

they argue “it is therefore well worth the time spent in trying to achieve a good match between 

a particular group of learners and the literary work they will be asked to read. Questionnaires 

on tastes and interests can be useful.” (p.07).  

  Indeed, students’ tastes and personal interests play a crucial role in the process of text 

selection.  However, a number of other criteria should be taken into consideration by the 

teachers as well. In what follows a brief summary of these criteria that are necessary for text 

selection. 
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1.8 Criteria For Text Selection  

      Shifting the focus from debating the use of literature in foreign language classroom to 

the importance of text selection has been highlighted by many scholars. Mckay (1982) opines 

that “success in using literature greatly depends upon a selection of text that (…).” (p. 536). 

Criteria for literature selection generally involves two aspects: students and the text itself (see 

Lazar’s criteria in table 1). Some of these criteria were born in mind in the qualitative analysis 

of the selected texts in chapter 3.  

Table 1.1 

Text Selection Criteria  

 

Criteria                             Significance  

The students’ age  The age of the learners should be considered: they should     

not be too young or too old to enjoy the text. 

Intellectual maturity of 

students 

Intellectual maturity is also a significant factor that should be 

taken into account, as students should not be too immature to 

understand the text or too mature/developed intellectually to find 

the text challenging enough. 

Emotional understanding     

of students 

Emotional understanding of the students is also significant as 

they can be either too immature to relate to the text or too 

developed to find the text engaging. 

Linguistic proficiency of 

students 

Their linguistic level affects motivation as their linguistic 

proficiency could be too advanced to find the text challenging or 

their level may be too elementary to cope with the text. 

Literary background of 

students 

Their previous experience with literature might be too well- 

developed to find the text challenging or it could be insufficient 

to find the text engaging. 

Students’ interests/hobbies Students’ interests and hobbies might be far removed from 

themes/content of the text to find the text engaging, or vice versa- 

close enough to be engaged in it. 

Students’ cultural 

background 

Students’ cultural background might be too remote from the text 

to help comprehension or close enough to the text for easy 

comprehension. 

    Note. Text Selection Criteria (Adapted from Lazar (1993, p. 19) 
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1.9.1 Students’ Age  

 

   The fact that the student’s age greatly affects his learning has been highlighted by many 

scholars and psychologists. In FL/SL learning, Collie (1988) argues that successful language 

acquisition depends on the learner’s age. Lenneberg (1967) encompasses this idea in writing 

that language acquisition in post-adolescent period is quite difficult due to some biological 

factors. Seen from another angle, student’s age also relates to the teaching materials being used 

by their teachers. Hence, teachers ought to select materials and texts that are appropriate for the 

students’ age group. 

1.9.2 Students’ Interest 

     It is widely recognized that since the 1990s, there has been a growing interest in 

incorporating psychological elements into education. This development stemmed from the 

adoption of Communicative Language Teaching (CLT), which emphasized the importance of 

considering students’ needs, interests, and motivations to facilitate successful learning. 

Educators, therefore, must engage students actively and promote learner autonomy by ensuring 

that curricular content aligns with their needs and interests. Students perceive classroom 

activities as relevant when they can connect them to real-world experiences. Literature teachers 

are required to select literary texts that are contemporary and resonate with students’ 

preferences. Considering learners’ interest is essential for fostering a conducive learning 

environment that promotes enjoyment and academic success. According to Duff and Maley 

(1990), texts that are perceived as engaging are those that connect to immediate tasks, are easily 

accessible and, and incorporate vivid photographs and illustrations. texts that are connected to 

the tasks at hand, easily accessible to students and incorporate vivid photographs and 

illustrations. 

  When students are genuinely interested in the books or the texts they are reading, they 

are more likely to be engaged and actively participate in the classroom discussions. This idea 
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has been brought into play by Hidi (2001) who asserts that “interest seemed to motivate readers 

to go beyond the surface structure of the texts and focus on the main ideas and their underlying 

meaning” (p.196). Moreover, when students have a say in the selection process, their ownership 

and investment in their education are heightened. In this context, Lima (2010) states that “as 

far as possible, let your students choose the text they want to read” (p.111). Following the same 

drift, Collie and Slater (1987) state that “the criteria of suitability clearly depend ultimately on 

each particular group of students, their needs, interests, cultural background and language 

level.” (p. 6). 

1.9.3 Students’ Linguistic Proficiency 

     Generally speaking, language aptitude plays a fundamental role in FL/SL learning. 

Language aptitude has been defined by Lightbown and Spada (2006) as a combination of four 

factors: (1): the ability to identify new sounds, (2): the ability to understand the functions of 

words in sentence. (4) the ability to deduce grammatical rules from language samples. (4): the 

ability to memorize new words. Given this multifaceted nature of language aptitude and its 

significance in foreign language teaching, it becomes quite clear that such a foundation directly 

influences the proficiency necessary for comprehending literature in an EFL context.  

  There is no denying the fact that language proficiency of students is a significant 

criterion when it comes to introducing literature in an EFL context. Kapinja (as cited in 

Mwape,1984) conducted a study in which she reported her students’ anxiety when learning 

literature due to their insufficient command of English language.  Accordingly, the researcher 

suggests setting the mastery of English language itself as a condition to the study of English 

literature. 

  Following the same drift, Nation (2006) opines that a good reading passage should 

include around 95 % to 98% of familiar vocabulary. Collie and Slater (1987) echo the thought 

by arguing that it is much better to select literary works that are not too much above the students’ 
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normal reading proficiency. Conversely, Lima (2010) puts that the language of a text must not 

be too easy in order to challenge and motivate the learners. 

  Championing this idea, Lazar (1993) suggests that it is still possible to use a literary text 

with difficult vocabulary if a teacher complements this with a corresponding film. In her exact 

words, she wrote “even if the language of the text is extremely difficult, will students be 

motivated by other factors to study the text (e.g. students often enjoy studying a difficult short 

story if there is a film based on it which they also enjoyed”.  Mwape (1984) posits that less 

proficient L2 learners may derive greater benefit from literary engagement compared to their 

more proficient counterparts. It can be argued that if students possess a clear comprehension of 

the exact definitions within a literary work, they will be able to navigate the complex themes, 

nuances and symbols woven throughout the text with greater ease and insight. Therefore, it 

becomes imperative for educators to demonstrate their skillfulness in selecting texts that are 

suitable and apt for students’ linguistic level.  

1.9.4 Students’ Literary Background 

  The criterion of selecting EFL literary texts that are to the students’ literary background 

is so significant. Plainly enough, if the learners have little or no prior experience in reading 

literature in the target language, their outcomes may not be successful as they lack the essential 

skills to handle the complexities of literary discourse. 

  Considering this perspective, Lazar (1993) argues that “when choosing texts to use with 

students, therefore, we should look not only at the grading of the language in the text, but at its 

specific literary qualities and whether our students can navigate their own way through these.” 

In fact, students may possess linguistic competence which allows them to understand the 

meaning of each individual word on the page but may not be able to make sense of the literary 

meanings behind the text. Evidently enough, some texts seem linguistically appropriate, but 

hard to be literarily interpreted. In this particular scenario, Lazar discusses Ernest Hemingway’s 
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writings, which are characterized by a seemingly strait forward language that conceals deeper 

literary interpretations that may not be readily apparent. Lazar adds that sometimes even if 

students are familiar with some literature in their first language, they will remain unable to 

make sense of the literary meanings of the text. 

1.9.5  Students’ Cultural Background 

     It is widely acknowledged that learning a language without understanding its culture is 

tasteless. Therefore, culture plays a significant role in language classes particularly when 

selecting EFL literary texts. The criterion of students’ cultural background becomes crucial in 

this process. To this, Lazar (1993) posits that “the students’ cultural background and their social 

and political expectations will help or hinder their understanding of a text.” (p. 45). By choosing 

literary texts that reflect the students’ cultural experiences, educators can foster a stronger 

connection between texts and students. Ali (1994) who shares this perspective, argues that when 

reading literary texts which are culturally familiar to the students, past experiences, prior 

knowledge, social and cultural assumptions and surrounding circumstances significantly 

influence the interpretation of the text. (as cited in Mussa et al.,2020). Puspitasari (2016) opines 

that unfamiliar cultural concepts contribute to raising students’ cultural awareness if they are 

pre-taught and explained to the students via background information relevant for the text. 

        Conversely, when students are exposed to culturally remote literature, they may rely too 

much on their teacher ‘s interpretations instead of actively constructing their own knowledge. 

Within this framework, Lazar argues that even texts that are remote in time and place may still 

have appeal for students if they touch on themes that are relevant to them. In this sense, it would 

also be significant to choose literary texts that are written by ESL/EFL writers or select 

contemporary literary texts that are easy to relate to the learners’ personal experiences. 
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1.10 EFL Literature in Textbooks 

  In most foreign language curricula, the textbook is considered the only reference for 

both students and their instructors. Many novice teachers rely heavily on the cultural content 

provided in textbooks to compensate for their lack of knowledge and unfamiliarity with the 

target culture. More experienced teachers as well consider the textbook as a reliable source of 

information whose truth value often goes unquestioned because of time constraints. Skela 

(2014) argues that some EFL textbooks contain literary texts that are usually chosen to illustrate 

themes or values of the culture, as well as for their specific literary quality. In this context, 

literature is broadly defined to encompass popular fiction, folklore, folktales, ballads, nursery 

rhymes, children’s literature, and other works that shed light on the thoughts and life experience 

of the culture.  

  The author even suggests that if the textbook does not provide literary texts, teachers 

have the option to supplement it with resource books, readers, or anthologies that are designed 

to complement the course or syllabus requirements. However, incorporating literature in the 

classroom through supplementation requires additional effort and time from the part of the 

teachers.  

  These findings are similar to Shrouf and Dwaik (2013) who analysed the series of 

English for Palestine and concluded that literature is underrepresented in the secondary school 

textbooks, with only nine poems, one short story, one novel excerpt and one play. Teranishi 

(2015) on his part looked at the presence of literature across 28 textbooks in Japan. The 

researcher found out that only 12.3% of the textbooks use literary texts, which are very often 

treated as optional reading to be pursed during students’ free time. In the same vein, Tomlinson 

et al. (2001) posits that most current textbooks rarely make use of literary texts, when they do 

include literature, the approach tends to follow a traditional pattern: learners are expected to 

carefully read the text and answer the comprehension questions.  
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     In the Algerian context, Bourguig (2019) analysed the Algerian secondary education 

first year English textbook in respect to literature credit and concluded that the literary 

component presents only 20% of the whole content, which implies that Algerian policy makers 

and curriculum designers have not yet recognized the value of the literary component in the 

teaching of English. Furthermore, the researcher argues that the selection of the literary texts is 

not haphazard, but rather based on specific criteria. The reason for choosing certain literary 

texts is the use of simple and accessible vocabulary, allowing learners at this level to easily 

understand the content and be encouraged to engage with the teacher in discussions about the 

text. In another study entitled “Short Story: A Literary Text for EFL Teaching Algerian English 

Textbook. (year one of secondary education)”, Bourguig (2020) puts that short stories are the 

most suitable literary genres for secondary school students and thus it is urgent to revise the 

reformist program to restore the status of short stories in the foreign language syllabi. The 

researcher of the present study agrees with Bourguieg and calls for rethinking the place of all 

literary genres within the curriculum rather than only the short story genre.  

  Toubeida (2022) on his part confirms that literature content represents only 20% of the 

first-year textbook and is all compressed in one single unit entitled “Once Upon a Time”. He 

adds that the interviewed teachers in his study emphasize that the literary texts on this textbook 

are beyond the learners’ level and interest. Following the same drift, El Hag Abdellah et al. 

(2019), through assessing the suitability of literary texts at Sudanese basic schools, found out 

that the selection of the literature books does not meet the students’ needs, their language 

competence, age, and culture. Accordingly, the study recommends to consider the pupils’ needs 

and requirements when selecting reading texts. Al Faki (2014) in another study contends that 

the literature textbooks assigned to the Sudanese Secondary School students do not meet the 

students’ needs, L2 language competence, age, culture, literary background and therefore 

recommends to take all these factors into consideration when selecting literary texts to be used 
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with secondary school students. 

  In like manner, the current study seeks to assess the suitability of the literary content in 

Algerian secondary school textbooks. Success in selecting appropriate literary texts to be 

included in textbooks not only captivates students, but also fosters comfort and positivity among 

their teachers. 

  By engaging both students and teachers with relevant texts, a positive outlook will be 

created not just towards those specific texts, but also towards literature as a whole. 

1.11 Perceptions of EFL Literature among Secondary School Teachers 

  It is widely accepted now that perceptions play a crucial role in the teaching/ learning 

process. Of all perceptions, teachers’ perceptions tend to hold the most prominent place as these 

individuals are seen as the most vital contributing elements to the successful implementation of 

any school curriculum. In this context, Alsubaie (2016) puts that “without doubt, the most 

important person in the curriculum implementation process is the teacher. With their 

knowledge, experiences and competencies, teachers are central to any curriculum development 

effort.” (p.106).  

  The teachers’ positive views tend to affect their students’ learning and even facilitate it. 

Stated differently, perceptions are contagious. Therefore, if instructors hold a positive view 

towards a certain topic, they are more likely to transmit this to their students. Conversely, when 

teachers perceive something as negative, they will transmit the thought to their students. From 

the perspective of Parkinson and Thomas (2000), “when one perceives something as a problem 

the thought becomes the fact.” (p. 11). 

  Conversely, if instructors perceive the integration of EFL literature positively, they are 

more likely to convince students of its effectiveness and benefits. The value of the literary 

component thus lies on the way instructors perceive it.  

  In the Algerian context, Guerroudj (2015) examined the perspectives of 43 secondary 
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school teachers towards the literary works in textbooks. She concluded that many teachers see 

the introduction of EFL literature at the secondary school level as inappropriate and less 

motivating despite being aware of its importance and its place in learning English as a foreign 

language. In like manner, the researcher in the current study strives to examine Algerian 

secondary school teachers’ opinions towards literature, with a sample which can be considered 

quite representative with regard to the number of teachers who participated in the investigation. 

  Toubeida (2022) on his part interviewed ten Algerian secondary school teachers who 

contended that the literature-based unit “Once Upon a Time” included in the first year English 

coursebook is subject to slimming down and omission since it is the last unit to be taught. 

However, it should be noted that this unit started to be taught as the second unit in the literary 

classes starting from the school year 2021/2022 (this is illustrated in appendix 2 on page 242) 

following the unit under the title “Getting Through”, which indicates that literature is though 

given some kind of presumed value. 

  Similarly, Alfahal (2021) investigated the views of 30 EFL Sudanese secondary school 

teachers about using literature in EFL classrooms. The study revealed that the use of literature 

contributes greatly to enhancing the students’ linguistic competence and urges teachers to raise 

the students’ awareness about the importance of literature in improving their linguistic 

competence. 
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1.12 Conclusion 

     The present chapter has meticulously uncovered the critical dimensions and prevailing 

insights pertinent to the integration of EFL literature in an EFL context. It has become 

increasingly noticeable that there exists a substantial gap in the body of international research 

regarding the use of EFL literature in the secondary school level. Nationally, this paucity of 

data is even more pronounced, with only a limited number of studies attempting to explore the 

use of EFL literature in the first-year secondary school (SE1). Browsing the literature related 

to the use of EFL literature with non-native speakers has not only highlighted the significance 

of EFL literature in teaching but has also underscored the pressing requirement for empirical 

research to address contextual variations and intricate details that remain terra incognita. 

Henceforth, methodologically sound research initiatives are imperative to drive understanding 

of the use of EFL literature in the Algerian secondary school education to new frontiers, shape 

policy and inform practice through the selection of appropriate literature.  

The subsequent chapter presents the research design and methodology, encompassing research 

paradigm, participant selection, data collection, and analytical methods. 
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        Research Design and            

Methodology
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2.1 Introduction  

       This chapter focuses on the research methodology, including the different procedures 

and research instruments used to collect the required data. It starts by discussing the research 

design through identifying the research aims and research questions that guide the current study. 

It further justifies the choice of the research philosophy (i.e. the interpretive research paradigm) 

within which the study is situated. The chapter then provides information about the research 

type which in turn guides the selection of instruments, the participants involved in data 

collection, the sampling strategy, and the data collection method.  

2.2 Research Design  

    Simply put, a “research design” refers to the overall plan or strategy that guides the 

researcher throughout his journey to answer a specific question or set of questions. It outlines 

the study’s structure, the type of research, the data collection methods (quantitative, qualitative 

or a combination of both), the sampling strategy (probability or non- probability) and the time 

horizon (cross-sectional or longitudinal). Within this part, the research project’s objectives and 

the formulation of its research questions are discussed. Then, the project’s position within a 

research paradigm is elaborated, with a justification for choosing the interpretive perspective.  

    2.2.1 Research Aims and Research Questions   

      The overall aim of this research project is to examine both the status and quality of the 

literary component in English language education within Algerian secondary schools as 

reflected in the textbook. Notably, few studies have explored the significance of EFL literature 

in Algerian secondary education. Additionally, most of these studies have been conducted by 

researchers who are not directly involved in secondary school teaching, making them external 

to the context or, in other words, outsiders. 

     In this project, the researcher was more interested in the interpretation of the literary 

oriented texts found in the textbooks with which she is quite familiar as a secondary school 



63 

 

 

teacher. With this objective in mind, she opted for both qualitative and quantitative inquiry.  

To better assess the quality of literary texts and the extent to which they align with students’ 

interests and language proficiency, teachers’ perceptions were also examined. This approach 

allowed for cross-validation of the data and a deeper understanding of the realities surrounding 

the use of literature in Algerian EFL secondary school classrooms. Accordingly, the following 

research questions were formulated to explore the integration of EFL literature in Algerian 

secondary education:  

Q1: What status does the literary component of the English language hold in the Algerian 

secondary education?  

 Q2: To what extent do the literary oriented texts on the current syllabuses meet the students’ 

language aptitudes and interests? 

  Q3: What are the learning objectives of the tasks accompanying the literary texts on the 

textbooks? 

Q4: What perspectives do the teachers hold towards integrating EFL literature component in 

the secondary school education?  

Q5: How do EFL inspectors perceive the integration of EFL literature in the secondary school 

education? 

        It is common knowledge that developing a well-defined research question is essential 

for initiating a successful research endeavor, typically established at the beginning of the 

project. As such, a good research question serves as a compass that guides researchers, 

especially beginners throughout the research journey and helps them structure the entire 

research design, influencing the selection of appropriate research methods and data collection 

techniques. This idea has been brought into play by Agee (2009) and Lipowski (2008) who 

believe that well- crafted research questions result in high-quality research. Price et al. (2015) 

echo this view and put that “good research must begin with a good research question, yet 
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coming up with good research questions is something that novice researcher often find difficult 

and stressful” (p.31). In clinical domain, a FINER (F: feasible, I: interesting, N: novel, E: 

ethical, R: relevant) framework has been suggested by Cunning et al. (2007) and later adapted 

by Fandino (2019) to guide novice researchers. 

            In fact, formulating specific research questions and setting clear objectives have assisted 

the researcher in deciding upon the research paradigm, and accordingly the research 

instruments, the participants, and the data collection methods. This is in line with Richards 

(2003) who posits that “no researcher begins a project by deciding on a paradigm and working 

things out from this at increasing level of detail” (p.41). Rather, the researcher starts from a 

well- defined project and moves to decide upon his pragmatic orientation. 

      Furthermore, it is important to highlight that the researcher’s personal experience in the 

field of teaching, along with the pilot study she conducted, greatly contributed to the 

formulation of well-defined hypotheses for the study. Through direct observation and hands- 

on exploration, she gained valuable insights and collected preliminary data. This, in turn, 

equipped her with a deeper understanding of the subject matter and guided her towards 

formulating clear assumptions that address the research questions. This deeper insight allowed 

her to systematically analyze existing data and test the previously formulated hypotheses, 

following a primarily deductive approach. By adhering to this research methodology, the 

researcher was able to optimize time management and maintain a focused direction throughout 

the study without encountering significant challenges or requiring to change course. For 

instance, developing criteria for textbook content analysis was a deductive strategy that helped 

greatly during the interpretation and evaluation of the selected literary texts.  

Below is a table summarizing the research design which includes an overview of the research 

questions along with their rationale, the research instruments used and the data analysis methods 

employed. 



65 

 

 

Table 2.1 

 Research Design 

Research Questions Justification Research Tools Data Analysis 

RQ1: What status does the 

literary component of the 

English language hold in the 

Algerian secondary 

education? 

 

 

RQ2: To what extent do the 

literary oriented texts on the 

current syllabus meet with 

the students’ language 

aptitudes and interests?  

RQ3: What are the learning 

objectives of the tasks 

accompanying the literary 

texts on the textbooks? 

-This question is relevant because it 

aims to investigate the presence of 

the EFL literary component in the 

secondary school. Not only this, but 

it also seeks to assess the suitability 

of the texts based on predetermined 

criteria. 

 

- This question aims to assess the 

suitability of the literary texts 

within textbooks. 

 

-This question aims at determining 

theoretical orientations of the 

textbook writers. 

 -Locally               

published    

English     

textbooks:  

At the Crossroads 

SE1, Getting 

Through    SE2, New 

Prospects SE3 

-Evaluation Tools 

 

 

 

 

 

 

-Content 

analysis.  

 (Qualitative 

and 

quantitative 

content 

analysis).  

RQ4: What perspectives do 

the teachers hold towards 

integrating the EFL 

component in secondary 

school education?  

-The teachers’ perceptions and 

perspectives are crucial in the 

teaching and learning process since 

they greatly influence the students’ 

learning experiences. This is why it 

is important to consider their 

philosophies and experiences.  

-An Online 

Questionnaire 

Survey 

 

 

 

-Quantitative 

Descriptive 

analysis 

-Content 

analysis 

RQ5: How do inspectors 

perceive the integration 

of EFL literature in the 

secondary school? 

-Information provided by 

stakeholders is of paramount 

importance as these individuals 

play a key role in ensuring the 

quality and relevance of 

educational materials. By 

interviewing with them, the 

researcher can get insights into 

their perspectives towards EFL 

literature inclusion in the secondary 

school. 

 

-In person and online 

interview 

 

-Thematic   

analysis  

-Content 

Analysis 
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2.3 Research Paradigm 

     Every research involves answering questions. To systematically answer these questions, 

researchers should decide upon the most suitable research approach or methodology which in 

turn constitutes one part of the whole research paradigm. In this section, the essential elements 

of a research paradigm are explored and the justification of opting for the interpretive research 

paradigm is explained in details. Before delving deeply into this quest, it is safer to define the 

term “paradigm” itself. The word was first used by the American philosopher Thomas Kuhn 

(1962) to mean a philosophical way of thinking. In educational research context, Mackenzie 

and Knipe (2006) associate it with a researcher’s worldview. In other words, it is the lens 

through which a researcher looks at the world, it is his beliefs, perspectives and principles. Guba 

and Lincoln (1985), as leading authorities in the field consider a paradigm to be composed of 

four essential elements; these are: 

    2.3.1 Epistemology of a Paradigm  

      According to Schwandt (1997), epistemology is the study of the nature of knowledge 

and justification. Simply put, epistemology describes how one comes to know something or 

how one knows the truth. When addressing this question, a researcher may consider four distinct 

sources of knowledge. Salvin (1984) put that these sources are intuitive knowledge (when a 

researcher relies on his beliefs, intuition and faith for gathering data), rationalist epistemology 

(when a researcher mainly depends on reason and logic as the key core for knowledge), 

authoritative knowledge (when a researcher reference established theories or principles in the 

field of education) and empirical knowledge (it is based on direct observation, experience and 

data collection).  

The knowledge type that best suits to collect data in the present research is the empirical 

knowledge. This is because data is obtained directly from individuals (teachers and inspectors) 

who provide real- life experiences and perspectives. 
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   2.3.2 Ontology of a Paradigm 

      Ontology is a branch of philosophy which is concerned with the nature of being or 

existence. In the context of research, ontology refers to the researcher’s assumptions and beliefs 

about the nature of reality. Scott and Usher (2004) believe that ontology is so essential to a 

research paradigm as it helps to provide an understanding of what constitutes the world. In fact, 

understanding the underlying beliefs and assumptions about the integration of the EFL literature 

component in Algerian secondary education and examining the nature of reality has helped the 

researcher to gain valuable insights into the realities and perspectives regarding the topic and 

hence contributed to finding solutions that align with the overall aims of the research. 

  2.3.3 Axiology of a Paradigm  

          According to Finnis (1980), axiology pertains to the ethical concerns that must be taken 

into consideration when conducting research. Respecting participants’ privacy in collecting and 

analysing data was a top priority during this investigation. Throughout the data collection 

process, the researcher has ensured that the teachers’ and inspectors’ personal information and 

identities remain safeguarded. Additionally, throughout data analysis, the researcher upheld 

privacy by anonymizing any personally identifiable information. By adhering to these privacy 

measures, the participants’ rights and dignity were protected, guaranteeing the ethical and 

respectful practice of research axiology. 

   2.3.4 Methodology of a paradigm 

     Methodology is a comprehensive broad term used to describe the overall research 

design, methods, approaches, and procedures employed in an investigation. (Keeves,1997). It 

pertains to the systematic process of acquiring knowledge and evidence about a certain topic. 

When deliberating on research methodology, a researcher should enquire about the most 

efficient ways to collect data and contribute to the existing knowledge.  
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To answer the research questions, the researcher opted for the use of multiple 

instruments (textbook content analysis, a survey questionnaire and an interview). Section 2.4 

provides a detailed explanation of these research instruments. The combination of various 

research tools in an investigation is called “triangulation”. In this scenario, Berg (2001) argues 

that triangulation is “the use of multiple data-gathering techniques (usually three) to investigate 

the same phenomenon. This is interpreted as a means of mutual confirmation of measures and 

validation of findings” (p.5). In fact, adopting triangulation in the current research brought 

valuable benefits by amalgamating diverse perspectives, enhancing the robustness of the study, 

and improving the overall quality and validity of the results obtained.  

        In analyzing the data obtained, the researcher opted for a mixed method approach 

involving both quantitative and qualitative approaches. Incorporating quantitative methods, 

such as surveys or statistical analysis help researchers obtain numerical data to measure and 

quantify certain aspects of the research topic. 

    Concurrently, qualitative methods, such as interviews or document analysis enable 

researchers to delve deeply into the topic and gain a deeper understanding of the phenomenon 

under investigation. By combining both quantitative and qualitative methods, a degree of 

comprehensiveness can be achieved that neither approach, if used alone, can achieve.   

     The current research falls under the interpretivist (also called constructivist) research 

paradigm since reality is constructed by individuals. Bogdan and Bilken (1998) argue that one 

of the key tenets of the interpretivist paradigm is that reality is socially constructed. 

Championing this claim, Haverkamp and Young (2007) argue that interpretivists view reality 

as relative and knowledge as content dependent that emerges from social interactions. The main 

goal of the interpretivist research paradigm is to comprehend the personal and the subjective 

experience of human beings. (Guba & Lincoln ,1989). These experiences are not always the 

same and that is why reality is multilayered. Similarly, Feveraband (1975) considers it difficult 
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to identify right or wrong answers within the interpretivist research paradigm as everything 

goes. 

      In the realm of interpretive research, the researcher is frequently seen as a “social 

insider”. During certain phases of this investigation, the researcher found herself in the position 

of a social insider thanks to her identity as an Algerian secondary school teacher. This position 

enabled her to establish trust -based relationships with the participants who willingly 

participated in this project. 

     To sum up, the researcher adheres to the interpretive paradigm, which acknowledges 

that understanding of nature is shaped by social and situational factors. Knowledge is acquired 

by interpreting this reality, considering its context, and using research methods that do not 

isolate the researcher. In the context of this project, the reason for embracing an interpretivist 

paradigm is to investigate how the EFL literature component is incorporated within the 

curriculum and how it is viewed. The study’s findings emerge from ongoing interpretations. 

2.4 Research Instruments   

        As mentioned previously, the researcher made use of three research instruments during 

her investigation. This reliance on more than one research tool known as methodological 

triangulation or multi-method approach proved to be efficient. Denzin (1970) considers 

different types of triangulations. In what follows, a short description of these types of 

triangulations. 

- Methodological Triangulation: This method involves either the application of 

different methodologies to the same subject of study (also called between methods 

triangulation), or repeated use of the same methodology at different times (also called 

within methods triangulation) to enhance the depth and validity of the research.  

- Time Triangulation: this method of triangulation employs both cross sectional and 

longitudinal design when considering factors of change and process. Kirk and Miller 
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(1986) comment on this as synchronic reliability (which focuses on the comparability 

of data collected simultaneously) and diachronic reliability (which is concerned with 

the consistency of observations over time). 

- Space Triangulation: this method of triangulation seeks to address the narrow focus of 

studies limited to a single cross-cultural methodology, one single subculture or solely 

one country. 

- Theoretical Triangulation: this method incorporates leveraging a number of theories, 

rather than limiting the analysis to one single perspective.  

- Investigator Triangulation: this strategy incorporates the use of many researchers or 

observers rather than one single researcher or observer, each independently gathering 

data to ensure a broader and more objective collection of information. 

 

The validity and reliability of research greatly hinge on the suitability and the adequacy 

of the data collection tools. The careful selection of these instruments is indeed crucial as it 

significantly influences the study’s foundation and the achievement of its intended goals.  

      Some researchers suggest that relying on one single research instrument is 

unsatisfactory and potentially limiting. Hence, they consider the use of multiple and carefully 

selected tools particularly important for establishing a solid foundation for their projects. Lin 

(1976) argues that it is important for researchers to ensure that the data they gather are not 

merely by products of the particular method used for data collection. Furthermore, the 

researcher’s confidence increases whenever he uses contrastive methods.  

The current research makes use of the following research instruments: 

    2.4.1 Locally Published English Textbooks 

       It is crucial to understand classroom dynamics and the perspectives of both instructors 

and learners. Equally important is the analysis of teaching materials and textbooks to examine 

the presence of literature and the genres included. Various investigations have explored how 
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literature is presented in textbooks worldwide. Similarly, the researcher opts for textbooks 

content analysis throughout this investigation.   

     2.4.1.1 Objectives of Textbook Content Analysis   

     The study adopts the descriptive analytical research method using the content analysis 

technique for data collection. Content analysis has been used due to its cost effectiveness and 

reliability in determining the appropriateness of the literary texts within the examined 

textbooks. This research method involves a thorough examination and evaluation of elements 

or structure that could be a written document (as textbooks, written speeches or articles), visual 

(images and photographs) or oral (as public records, speeches and films). 

   Content analysis often entails determining the presence of certain themes or concepts in 

order to quantify or analyze them.  

     Contrary to other research techniques, content analysis does not collect data from people 

directly. It is rather the study of data that is already included in books, recorded in social media 

or any other physical or virtual forms. Textbook content analysis is a commonly used research 

tool in educational researches and investigations. It involves both quantitative and qualitative 

evaluation of its content. Within quantitative analysis, researchers are mainly concerned with 

measuring or counting the presence of themes, concepts and words.  

In line with this, Harwood (2010) explained that quantitative content analysis consists 

of “counting the number of references to a popular topic or item, or identifying content 

categories and calculating the percentage of space devoted to each category” (p.8). Within 

qualitative analysis, researchers focus on the quality of these words, concepts or themes.  

      The current investigation makes use of both types aiming at determining the quantity of 

literary texts (poem, short story, novel and play) found in the three textbooks and assessing its 

suitability to meet the learners’ interests and language aptitudes. As content analysis requires 

categorizing and coding of the different themes, concepts or words, the study puts forward some 
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categories and in order to assess the suitability of the literary texts and their alignment with the 

students’ interests and language aptitudes. These categories were inspired by the criteria 

established by Lazar (1993) in the first chapter and adapted by the researcher. 

2.4.1.2 Text Analysis Criteria  

     Drawing inspiration from Lazar (1993), the researcher has devised the following criteria 

for the qualitative analysis of the selected literary texts in order to answer the second research 

question “to what extent do the literary oriented texts on the current syllabus meet with the 

students’ language aptitudes and interests?” 

 Table 2.2 

 Criteria for Text Evaluation 

Criteria Description Evaluation Method 

Students’ 

language 

aptitudes 

 

 

 

 

 

-How well do the texts align with the students’ 

language abilities in terms of vocabulary and 

grammar complexity? 

-The evaluation is based on 

the language level of the 

text according to AEF and 

the linguistic capabilities of 

the students according to 

CEFR.1 

(see appendix 3 on page 

249 ). 

Students’ interests  

-Do the texts engage the students’ curiosity and 

align with their personal and cultural interests? 

-Are the texts suitable for the age of the 

students? 

-Can the texts be connected to real world issues? 

-Are the illustrations and images used within the 

text appealing and stimulating? 

-The evaluation is based 

on students’ interests 

according to their age.  

 

 

                                                      
1 CEFR: Common European Framework of Reference for Languages is a guideline that has been developed in 

2001, and is used to describe the achievements of EFL learners across Europe and other countries. Language 

proficiency according to CEFR is divided into six levels such as: A1, A2 (basic user), B1, B2 (independent user), 

C1, C2 (proficient user). 
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This technique, however, introduced an element of subjectivity. The researcher’s 

personal experiences with the textbooks in question unavoidably influenced her evaluation. 

In order to mitigate this and bring a broader viewpoint to the study, she incorporated 

some specific questions about the evaluation of the literary texts within the questionnaire and 

the interview to cross check data. 

2.4.1.3 Task Type Classification  

       Freeman (2010) and Fjellestad (2011) insights regarding the diverse task types were 

extremely helpful in formulating an analysis framework. Freeman (2010) developed a 

classification system of task types in order to evaluate the four global textbook series Headway, 

English File, Inside Out, and Cutting Edge. She came up with the following categories:  

A. Content questions 

 Textually explicit 

 Textually implicit 

 Inferential comprehension  

B. Language questions  

 Reorganization  

 Lexical 

 Form  

C. Affect questions  

 Personal Response 

 Evaluation  

     

Fjellestad (2011) in her evaluation of four Norwegian textbooks published for the 

secondary school classroom, established categories aimed at examining the alignment of task 

types with the theoretical positions of Reader Response or New Criticism. Thus, she classified 

tasks by their goals rather than by activity type.  
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Al-Btoush (2012) in his study analyzed the levels and types of questions available in 

the secondary stage textbooks of English language used in Jordan during 2011-2012. The 

purpose of his study was to determine the distribution of questions over the six levels of the 

cognitive domain as identified in Bloom’s taxonomy (remembering, understanding, applying, 

analyzing, evaluating and creating). All the three classification systems were helpful in 

developing another classification for the current research. (see table 2.3). 

      In another insightful study, Riazi and Mosalnejad (2010) investigated the types of 

learning objectives represented in Iranian senior high school and pre- university English 

language textbooks using Bloom’s taxonomy. The results revealed that in all grades lower-

order cognitive skills were more prevalent than higher-order ones. Meanwhile, pre-university 

textbook used some degrees of high-order learning objectives. 

     Informed by the methodologies employed in prior research, the researcher within the 

present study conducted an analysis of the tasks accompanying the literary texts adopting a 

similar strategic approach. Bloom’s revised taxonomy (2001) in the cognitive domain was 

employed as a fundamental framework. Complementarily, three levels within Krathwohl’s 

taxonomy (receiving, responding and valuing) were integrated with other affective dimensions. 

This classification was developed due to the fact that the researcher aimed at determining a 

theoretical orientation, thereby broadening the scope of the educational objectives assessed in 

the textbooks.  

     Both affective and cognitive goals are beneficial when using literature with EFL 

learners. In some case the teacher’s choice is guided by the learning objectives and the students’ 

level. Affective goals center around emotional and attitudinal aspects of learning. They can 

involve inculcating a love for reading, promoting tolerance and empathy. Moreover, they can 

enhance motivation and engage learners on a deeper level, especially those at lower proficiency 

levels. However, it should be noted that affective objectives can neither be achieved within a 

specific time frame nor assessed easily. Hence, textbook writers rarely make an explicit 

mention of them within the textbook tasks. In this regard, Dzara and Gooding (2023) report 
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that affect “is frequently omitted from learning objectives, often because educators have 

difficulty in teaching and assessing it”. Cognitive goals on the other hand, focus on developing 

cognitive skills such as remembering, understanding, discussing and applying, synthesizing 

and creating which in turn promote language acquisition.  

    To bridge the gap between these domains of learning, it is imperative to integrate both 

affective and cognitive objectives within the educational framework. However, initiating the 

learning with affective goals can be particularly rewarding.  

 Table 2.3  

Task Type Classification (Adapted from Bloom’s Taxonomy (1956) & Krathwohl Taxonomy (1964) 

Task type Definition Examples 

Cognitive 

Goals 

 Innovation and     

Creation 

-This type of creative tasks requires from students to design 

or produce a new pattern or structure. 

-Designing and producing a new 

beginning, middle, end to a story. 

-Creating a personal literary work (story, 

poem…etc.). 

Judgement and 

Evaluation  

-In these evaluative tasks, students assess opinions and 

make judgements. 

-To what extent do students agree with 

the writer?  

-Students provide justifications for 

agreeing or disagreeing.  

Critical Thinking and 

Analysis 

-Students distinguish between different parts, identify 

motives or causes and make inferences. 

-Comparing and contrasting characters 

in a story.  

Application and 

Implementation 

-In these practical tasks, students use knowledge in a new 

but similar situation. 

-Students solve problems, apply 

previously learnt rules. 

Comprehension and 

Interpretation 

-In these interpretive tasks, students explain the meaning of 

information. 

-Students paraphrase, summarize a 

literary work. 

-Students describe characters and 

discuss events. 

Knowledge acquisition 

and recall 
-It involves retrieval of facts and terms. 

-Students list, name or identify the 

characters in story. 

 

 

 

 

Affective 

Goals 

______________ 

 

Creative projects  

__________________________________________ 

 

-Students express their understanding of the literature 

through creative means. 

________________________________ 

 

-Drawings for example or writing poetry 

that relates to the themes or characters of 

the book. 

Role playing   
This means that students got engaged with the literature 

they read and take different roles. 

-Acting out scenes or creating 

monologues from a character’s 

perspective. 

Valuing  Seeing the worth of information and showing commitment.  

-Discussing moral dilemmas presented 

in the literature and relating this to 

one’s own values. 

 

Responding  

 

-Students participate and respond to a particular 

phenomenon through showing interest and motivation.  

 

-Students write personal responses to 

characters or themes. 

Receiving  
-Being sensitive to the existence of specific ideas and being 

willing to tolerate them. 

-Listening attentively to a story or a 

poem being read. 

Note. The affective goals classification was adopted from Krathwohl’s taxonomy. 
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The analysis of textbooks was conducted in four stages. The first stage involved 

skimming through the three books in order to examine the presence of the literary component 

in each. The texts were then categorized by types (short story, novel, poem or song, play), 

origins, dates of publication, and skills or competences targeted. The second stage consisted of 

a qualitative analysis of selected literary texts following predetermined criteria. The task types 

accompanying the literary texts were then analysed through the third stage of analysis (tasks 

with cognitive goals, tasks with affective goals). Finally, the percentages of task types per 

literary tasks were calculated.  

    This system has been developed after piloting the analysis with SE2 textbook. During 

the pilot stage, only texts were analysed. At a later stage, the researcher recognized the 

importance of analysing task types and developed a framework for analysis (see table 2.3).  

2.4. 2   Questionnaire   

      Throughout this study, the researcher opted for an online questionnaire. In what 

follows, an explanation about the purpose of using this type of questionnaire, the respondents 

to the questionnaire, its structure and layout, the steps undertaken during piloting and 

administration is provided. 

   2.4.2.1 Objectives of the Questionnaire 

                  The questionnaire is the second research tool employed in the present study. This 

research instrument is used for collecting numerical data and survey information about the 

teachers’ perceptions and perspectives towards EFL literature and to check if the literature 

component is used for extensive reading activities. Indeed, the use of an online questionnaire is 

so efficient in terms of time, cost and resources. It facilitates the process of data collection since 

it can be administered to a large number of participants simultaneously, reducing the need for 

extensive one-on- one interviews.  

            The researcher opted for an online questionnaire for a number of reasons: 
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 Geographic diversity of the respondents: Given that the respondents are dispersed 

across far regions and remote places, an online questionnaire would allow the researcher 

to reach a broader and more diverse group of teachers. 

 Large sample size: managing a large sample of participants is undoubtedly a 

demanding task if done in traditional in-person or paper survey. 

  Cost efficiency: using an online questionnaire can save both time and resources, while 

conducting in-person surveys has significant travel and administration expenses. 

  Accessibility and convenience: online questionnaires are accessible to participants 

24/7, allowing them to respond at their convenience.  

2.4.2.2 Respondents to the Questionnaire 

          The respondents to the online questionnaire are secondary school teachers of English in 

Algeria. These teachers represent diverse regions across the country. They encompass a range 

of ages, genders, years of teaching experience and educational qualifications, providing a varied 

perspective on the incorporation of the EFL literature component in the secondary education.   

2.4.2.3 Description of the Questionnaire 

           The present study makes use of a semi-structured questionnaire which consists of both 

closed-ended and open-ended questions and a combination of both quantitative and qualitative 

approach.  

      With regard to Wilson and Mc. Lean (1994), closed questions may include 

“dichotomous, multiple choice, constant sum, rank ordering and rating scales that are quick to 

complete and straightforward to code (e.g. for computer analysis), and do not discriminate 

unduly on the basis of how articulate respondents are” (p.21). 

          On the other hand, open-ended questions offer respondents more freedom in expressing 

their opinions and thoughts. Kumar (2011) adds that closed questions are highly effective for 

collecting factual information while open ended questions are valuable for exploring opinions, 
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attitudes and perceptions. Cohen et al. (2007) stress the importance of including both closed 

and open-ended questions in a questionnaire. In their exact words they write “if only closed 

items are used, the questionnaire will be subject to the weaknesses already discussed; if only 

open items are used, respondents may be unwilling to write their answers for one reason or 

another.” (p.352). 

      In designing the questionnaire, several key factors were prioritized. First, the researcher 

wanted to ensure that the questionnaire was easily usable by teachers. Additionally, she wanted 

to collect comprehensive data on the teachers’ perceptions, perspectives and practices regarding 

extensive reading of EFL literary works since she would not be directly interviewing the 

teachers.  

  The sample size, which ought to be representative of the entire community of teachers, was 

deemed crucial for the sake of generalization. 

   Furthermore, at the outset of designing the questionnaire, the researcher was hesitant 

over the structure of the Likert scale to choose, weighing between a five-point or a four-point 

scale. Eventually, a five-point scale was chosen to allow for a neutral response option. Opting 

for neutrality indicates that there is a potential lack of familiarity with the topic. This 

acknowledgment, in turn, guides the researcher to suggest effective strategies for the integration 

of the literary component in the last chapter.  

    The questionnaire in the present study consists of 38 questions divided into four rubrics 

as follows: 

Rubric One (Q1-Q7): The initial rubric contains four closed questions covering the teachers’ 

personal   information (gender, age range, educational background and teaching experience) 

and three open ended questions to elicit information regarding the teachers’ workplace 

(province) and the name of their secondary school to ensure variety in responses across various 

geographical locations. Question 7 aimed at understanding how teachers view literature.  
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  Cohen et al. (2007) contend that the funnelling process is indeed a good step for 

designing a reliable and valid questionnaire. Funnelling means to begin with general or easy 

questions (often demographic or personal questions) before delving into more complex ones. 

Consequently, straight forward questions are always positioned at the outset to make 

respondents feel more comfortable. 

Rubric Two (Q8-Q21): The second rubric includes 14 closed questions using five-point Likert 

scale to grab the teachers’ perceptions towards the benefits of EFL literature. It should be noted 

that the decision on the Likert scale range was deliberate. The researcher believes that the 

teachers’ choice of the “neutral” option stems from their lack of use and knowledge about 

literature. Hence, a five-point Likert scale was selected over a four-point scale.  

Rubric Three (Q22-Q31): The researcher has included 10 questions within this rubric, mainly 

used to investigate the teachers’ perceptions and perspectives towards the use of EFL literature 

in the Algerian secondary schools. The questions are a mixture of both closed and open-ended 

questions. Some of the questions were added to cross check the data obtained from the texts’ 

qualitative analysis. 

  Rubric Four (Q32-Q38): This rubric is designed to collect comprehensive information on the 

practice of extensive reading of EFL literature as the researcher would not use in-person 

interviews with the teachers. A complete version of the questionnaire can be found in Appendix 

4. 

2.4.2.4   Piloting of the Questionnaire 

       It is common knowledge that pre-testing of a questionnaire prior to its administration is 

deemed effective to ensure both validity and reliability. The process of pre-testing the 

practicality of a questionnaire is called “piloting”. Oppenheim (1992) insists that “everything 

about the questionnaire should be piloted; nothing should be excluded even the type face or the 

quality of the paper” (p.48). 
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  Oppenheim (1992) and Morrison (1993) and Wilson & McLean (1994) listed several benefits 

for piloting a questionnaire such as:  

 Checking of the questionnaire’s clarity and layout; 

 Eliminating ambiguities and difficulties in wording; 

 Identifying non-completed and misunderstood items; 

 Checking whether the questionnaire is too short or too long; 

 Checking the required time to respond to the questions; 

 To gain feedback on the attractiveness and appearance of the questionnaire. 

      Cohen et al. (2007) add that there is a need to pilot questionnaires and refine their 

contents, wording, and length as appropriate for the sample being targeted.  

Accordingly, the researcher has tested the first version of the questionnaire with 20 teachers 

who work in the same region. The pre-testing was done following traditional paper 

questionnaire for the purpose of gaining a general sense of whether the questionnaire was too 

long. During the second stage, the questionnaire was revised and piloted by email with 10 

teachers outside the researcher’s province. Changes were then made after receiving some 

feedback from the ten participants. 

2.4.2.5 Administration of the Questionnaire 

      At the beginning of the process of collecting data from the teachers, the researcher 

shared the link of the questionnaire in various Facebook and WhatsApp groups of Algerian 

secondary school teachers in order to reach a convenient stratified random sample. 

Unfortunately, the teachers’ response rate was very low following this procedure. 

 In fact, in a contemporary milieu characterized by heightened activity and competing priorities, 

participants frequently neglect to respond to questionnaires.  

The researcher then shared the link of the questionnaire with teachers she knows along 

with follow up letters (see appendix 5). Hudson and Miller (1997) suggest executing several 
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follow up rounds and communications to solicit returns. The contacted teachers extended their 

support by transferring the questionnaire and the letters to their colleagues within the same 

institution.  

The use of initial data sources as the basis for finding additional data is called snow-ball 

sampling. Utilization of this technique for distributing the questionnaire proved to be the most 

appropriate for this research as it is too hard to have a comprehensive list of all secondary school 

teachers of English in Algeria. 

The researcher is aware of the inherent weaknesses of using this method of sampling 

and recognizes the potential for bias as the sample may not accurately represent the entire 

population. To mitigate these limitations, the researcher deliberately sent the questionnaire to 

50 teachers in various geographical locations of the country (north, south, east and west). This 

technique was employed as a way to capture a broader and more diverse range of perspectives, 

acknowledging that this geographic approach was the most feasible method under the 

circumstances to attempt representation across the different regions of Algeria.  

           It should also be noted that during her time at the national teacher training college of 

Bouzareah, Algiers, the researcher could build a valuable network across the eastern, western, 

southern and northern regions of Algeria. This in fact facilitated the distribution of the 

questionnaire to a broader range of 50 accessible teachers.  

2.4.3 Interview  

      The interview is a research method that is mainly used in qualitative research to collect 

in-depth data on a particular subject. Kvale (1996), as cited in Cohen et al. (2007) describes an 

interview as “an interchange of views between two or more people on a topic of mutual interest, 

sees the centrality of human interaction for knowledge production, and emphasizes the social 

situatedness of research data” (p.14). 

     This implies that knowledge can be the outcome of a planned and purposeful 
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conversation between individuals and through individuals rather than being external to them. 

In this regard, Laing (1967) suggests that “knowledge should be seen as constructed between 

participants, generating data, rather than capta”. (p.53). Kothari (2004) adds that an interview 

“involves the presentation of oral-verbal stimuli and reply in terms of oral-verbal responses” 

(p.97). 

     Hence, to generate praiseworthy outcomes through interviews, researchers should 

carefully plan and sequence their questions. However, it should be noted that in some cases 

they may pivot the direction of these questions, allowing for greater flexibility and adaptability. 

In line with this, Cohen et al. (2007) contend that “the order of the interview may be controlled 

while still giving space for spontaneity.” (p. 349). 

        In the realm of interview research, three primary types of interviews have been 

identified. These types are respectively: the unstructured interview, the semi-structured 

interview and the structured interview. Below is a concise explanation of each category. 

 The Unstructured Interview  

 As opposed to the standardized interview, the unstructured interview is more like a 

conversation than a formal interview. The interviewer, though has several topics in mind, 

permits the interview to flow naturally based on the participants responses.  

       In line with this thought, Kerlinger (1970) notes that while the objectives of the research 

determine the questions posed, the interviewer fully controls their content, phrasing and 

order. However, this does not mean that unstructured interviews are less formal or do not 

require a careful planning. 

 The Semi-Structured Interview 

 The semi-structured interview is a blend of both standardized and unstructured formats. 

In this type of interview, the researcher prepares a set of questions in advance as well as he 

can add other follow-up questions based on the interviewees’ responses.  
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   The Structured Interview  

Or else “the standardized interview”. This type of interview is composed of pre-prepared 

questions that are usually asked following the same order, sequence and wording with all 

the participants which obviously ensures consistency and fairness. Within the structured 

interview, the researcher should ensure that the questions are thoughtfully crafted and well 

prepared. Commenting on this, Hoyle and Judd (2002) state that these questions have “…. 

dual goals of motivating the respondent to give full and precise replies while avoiding 

biases stemming from social desirability, conformity, or other constructs of disinterest”. 

(p.144). 

    Nonetheless, using this type of interview may hinder the flow of other relevant 

information that emerges during the conversation. Cohen et al. (2007) describe this as being “a 

closed situation” (p. 355). The researcher needs to plan his interview carefully in order to gather 

the maximum data from the interviewees.   

  The present study makes use of this type of interview (see appendix 6 on page 256) 

mainly because the researcher is aware of what she does not know. Cohen et al. (2007) suggest 

that researchers opt for structured interviews mainly when they are aware of what they do not 

know. Additionally, using this type of interview makes the process of coding and data analysis 

more straightforward. Alshenqeeti (2014) adds that interviewing in qualitative investigations is 

usually semi-structured and often open ended, and encourages individuals to respond freely. 

(Kvale, 1996). They are more flexible to follow-up participants’ responses extensively. (Nurul 

Imtiaz Abd Gani et al., 2020). 

    2.4.3.1 Objectives of Using the Interview 

      Cohen et al. (2000) state that the objectives of an interview could be: 

 Evaluating or assessing a person in some respect; 

 Selecting or promoting an employee; 
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 Effecting therapeutic change, as in the psychiatric interview; 

 Testing or developing hypotheses; 

 Gathering data, as in survey or experimental situations; 

 Sampling respondents’ opinions, as in doorstep interviews. (Adapted from Cohen et 

al.,2007, p.268) 

    The interview within this study followed Cohen et al. (2000) in seeking to gather data 

about the inspectors’ perspectives towards incorporating the EFL literature component in the 

Algerian secondary school education. The researcher’s aim was to collect in-depth information 

about how EFL inspectors perceive the integration of EFL literature in the secondary school 

classroom in Algeria. She also hoped to gain insights into whether the teachers were skilled 

enough to use literature with secondary school learners.    

  2.4.3.2 Respondents to the Interview 

         The respondents in this study were ten Algerian inspectors of English language who are 

in charge of various districts across different provinces in the North, South, East and West of 

Algeria. Initially, the researcher held high expectations for a considerable number of 

respondents. In this scenario, Oppenheim (1992) suggests that “interviews have a higher 

response rate than questionnaire because respondents become more involved, and, hence, 

motivated”. (p.81-82). However, only ten interviewees were ultimately accessible. 

Bailey (1994), Cooper and Schindler (2001) highlight that people may refuse to be 

interviewed for several reasons, e.g. they may 

 Not express for their refusal; 

 Feel that surveys are a waste of time; 

 Express an immediate aversion towards the interviewer; 

 Claim that they are swamped;  

 Dislike the subject being discussed; 
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 Fear potential consequences of participating; 

 Feel inadequate or uncertain about providing the necessary details regarding the 

topic. (Adapted from Cohen et al.,2007, p. 364). 

  2.4.3.3 Description of the Interview 

         As previously mentioned, the current study opted for a structured interview which 

consists of 16 questions. Through the interview, the researcher aimed at understanding the 

inspectors’ perspectives towards integrating EFL literature in the secondary education.  

Therefore, the researcher has initiated her discussion with two general questions which 

focus on the inspectors’ identity and their years of experience.   

It is conventionally agreed that asking respondents demographic questions at the 

beginning of an interview is posited to foster a congenial atmosphere conductive to participant 

comfort and familiarity. However, Patton (1980) suggests that “the interview must keep 

boredom at bay, for example by keeping to a minimum demographic and background 

questions” (p.210).  

In fact, excessive solicitation of demographic information in an interview context may 

engender ennui, simultaneously posing potential risks for interviewees. Asking sensitive 

personal details, such as name, age, years of experience, and workplace, may precipitate 

discomfort, leading to an outright refusal to provide such data.   

       Questions 3,4,5,6,7,9,12 and 13 seek to uncover realities about EFL literature as observed 

by inspectors inside classrooms. These questions focus on the following six issues:  

 The value of literature within the curriculum; 

 The inspectors’ attendance of a literature lesson; 

 The students’ reactions towards the literary texts; 

 The teachers’ abilities to introduce literature to the students; 

 The source of the literary texts that the teachers use. (textbook or other sources); 
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 The teachers’ ability to involve the students through the use of literary texts; 

 The students’ linguistic proficiency and their ability to understand the literature in the 

textbooks. 

All the remaining six questions asked about the inspectors’ perspectives towards EFL 

literature focus on the following issues: 

 The benefits that EFL literature could bring to the secondary school students;  

 Evaluating the integration of EFL literature in the secondary school education; 

 The necessity to introduce literature to the students at this level;  

 The most suitable literary genre that would meet the students’ needs; 

 The strategies and the suggestions that could help the teachers to introduce literature 

effectively. 

    2.4.3.4 Piloting of the Interview  

      Piloting an interview as a research tool is of a great importance so as to ensure the 

success of the main study. Devaus (1993) advises researchers to conduct pilot studies 

prior to entering the field. In his exact words he writes, “Do not take the risk. Pilot test 

first”. (p.54). It is believed that carrying out a pilot study in qualitative research has many 

benefits. Some of the most frequently listed merits are: 

 Refining and developing research instruments (Berg,2004; Bickman & Rog, 2009; 

Kim,2010). 

 Collecting preliminary data (Janghorban et al., 2014). 

 Enhancing confidence in conducting qualitative research (Nunes et al.,2010). 

 Feasibility of recruitment protocols (Van Wijk & Horrison, 2013). 

      In the present study, piloting followed Berg (2004), Bickman and Rog (2009), and Kim 

(2010) in seeking to refine and develop the research instrument. Accordingly, the researcher 

has tried out the interview with two inspectors in order to evaluate its effectiveness for gathering 
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and analysing data as well as to offer the chance to participants to become familiar with the 

researcher and the research process. The results of piloting led the researcher to replace some 

words because of their ambiguity (an example of this is EFL literature which was substituted 

by the EFL literary component) and to delete one question related to the participants’ place of 

work as the researcher was aware of the importance of avoiding asking too many personal 

questions that may lead participants to feel demotivated.  

    2.4.3.5 Administration of the Interview 

     To ensure the conformity of the interview, it is essential to recognize that interviews 

serve as social encounters rather than frozen conversations and that interviewers acquire 

communication skills which enable them to delve deeper into the participants’ minds. Arksey 

and Knight (1999) outline certain qualities that interviewers should embody in order to conduct 

ideal interviews, e.g. they should 

 Appear to be interested; 

 Keep to the interview schedule in a structured interview; 

 Avoid giving signs of approval of disapproval of responses received; 

 Be prepared to repeat questions at the respondent’s request; 

 Be prepared to move on to another question without irritation, if the respondent indicates 

unwillingness or inability to answer the question. (adapted from Cohen et al.,2007, p.364). 

       Following the same drift, Field and Morse (1989) advise the researcher to steer clear the 

following: (a) distractions and interruptions from outside (e.g. telephone calls, people knocking 

on the door), (b) the risk of ‘stage fright’ in interviewees and interviewers, (c) asking 

embarrassing or awkward questions. (d) jumping from one topic to another, (e) giving advice 

or opinions rather than active listening.  

     In the present study, the intended interview was administered with consideration to the 

previous key elements. In this context, it should be noted that the researcher’s proficiency in 
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conducting successful interviews and utilizing them as a research tool was cultivated through 

prior personal experience gained during journalism trainings and workshops. This enabled her 

to adeptly navigate interviews and utilize them in research endeavours without encountering 

significant challenges. 

    Kvale (1996) argues that interview studies generally report on between five and 25 

interviews. Following this, the researcher planned to have more than five interviews. Due to the 

difficulty of reaching inspectors, the researcher personally contacted an inspector known to her. 

This inspector, responsible for an Eastern district, transferred follow-up letters (see appendix 

7) to other colleagues via email. Subsequently, the researcher was informed a week later that 

the inspectors had agreed to be interviewed. Ten participants out of 18 expressed their approval 

via email. The researcher promptly contacted the interviewees to arrange interview schedules. 

During the winter break of 2024, the researcher conducted in-person interviews with two 

participants, while the remaining eight opted for online interviews due to their busy schedules. 

Zoom meetings were organized throughout the same winter break period for online interviews. 

Each interview lasted for 45 minutes. Both in-person and online interviews were affected by 

several factors, influencing their quality.  

In-person interviews conducted in public garden, although secluded from crowds, suffered from 

noise interference. Online interviews on the other hand were also impacted by slow internet 

connectivity. 

    2.4.3.6 Transcription of the Interview 

      According to Bryman (2016), while quantitative research aims to explain and generalize 

patterns, qualitative research is more interested in understanding and interpreting the socially 

constructed world around us using documents, observations or interviews for collecting data. 

   In most qualitative research, researchers opt for transcription during the data analysis 

phase.   Transcription refers to the transformation of recorded audio (usually spoken word) into 
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a written form that can be used to analyse a particular event or phenomenon. (Duranti, 2006). 

    In this study, the researcher has initially employed the transcription process for two main 

reasons. Firstly, listening to and transcribing voice recordings allows the researcher to immerse 

herself deeply in the data. Secondly, the transcription provides a reliable and contextualized 

source that the researcher can refer back to as needed. Additionally, it should be noted that 

during the process of transcription, researchers have to make subjective decisions about what 

to include and what to exclude. While some researchers prefer to edit, omit or correct mistakes 

(this is referred to as intelligent verbatim), others prefer to keep utterances, mistakes, repetitions 

and all grammatical errors (this is referred to as full verbatim). (Bucholtz, 2000).  

     The researcher agrees with Lapadat (2000) who contends that non-verbal cues, such as 

laughter, tone of voice (sarcasm, frustration, emphasis) can drastically alter the meaning of what 

has been said. Hence, full verbatim, which was done manually, has been selected for the 

transcription of the interviews to ensure comprehensive analysis of the data collected. A sample 

of interview transcript can be found in appendix 8. 

     Transcription can also present ethical challenges and dilemmas. As Kvale (1996) notes, 

“Be mindful that the publication of incoherent and repetitive verbatim interview transcripts may 

involve an unethical stigmatization of specific persons or groups of people.” (p.172-173). Da 

Silva (2021) affirms this view when he states that the use of cloud -based AI transcription 

services raise potential ethical concerns about data protection and confidentiality. Hence, the 

researcher opted for manual transcription rather than using Computer Assisted Qualitative Data 

Analysis Software (CAQDAS). 

      Additionally, it has been argued that in some cases researchers prefer to send the 

completed transcripts to the interviewees for their approval in order to verify the accuracy of 

transcriptions. Conversely, Mero-Jaffe (2011) discovered that requesting interviewees to 

approve their transcripts sometimes increased their embarrassment with how their responses 
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were reported. This issue could be particularly problematic when opting for full verbatim 

transcription. In fact, the researcher obtained approval from eight participants, while two 

articulated their discomfort with the recording process. (see appendix 7) Consequently, note-

taking was employed as an alternative method to document their responses. Finished transcripts 

were sent to the eight interviewees to uphold fully informed consent.  

 2.5 Data Analysis Procedures 

     Opting for more than one research instrument often leads researchers to employ a 

mixed methods approach (i.e., quantitative and qualitative approaches) in analysing data. 

Johnson et al. (2024) argue that mixed methods research designs fall under two major types. 

Firstly, “mixed model which involves mixing qualitative and quantitative approaches within 

or across the stages of the research process”. Secondly, “mixed method which involves the 

inclusion of a quantitative phase and a qualitative phase in an overall research study”. Johnson 

et al add that mixing can occur at the level of objectives, methods of data collection, during 

data analysis, data interpretation, or research methods. In the current study, the researcher has 

employed mixing for both data collection and data analysis.  

        Commenting on the effectiveness of using mixed method approaches, Sechrest and 

Sidana (1995) note that the expansion of mixed methods offers a promising approach to 

overcome the limitations and weaknesses often encountered with single method approach. In 

fact, opting for this approach has facilitated the simultaneous application of both quantitative 

and qualitative strategies. Figure 2.1 below illustrates the data analysis procedures used within 

the present study.  
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Figure 2.1  

Data Analysis Procedures 

 

 

 

 

 

        

 

    

     Note: The diagram shows the methodology used by the researcher. It has been designed 

using Visily app. 

 2.5.1 Qualitative Analysis  

      A fundamental concept to consider in qualitative analysis is that this process is 

interpretive and subjective. Dornyei (2007) argues that “qualitative research is fundamentally 

interpretive, which means that this research outcome is ultimately the product of the 

researcher’s subjective interpretation of data” (p.38). Schurink et al. (2011) opine that the 

procedures for analysing interview data are not always the same, in the sense that each 

researcher has a unique way depending on the specific event designed.  

Accordingly, the qualitative analysis of the structured interview was conducted using 

content analysis, whereby each interview was summarized and coded to highlight different 

themes, which were later classified into categories. 

    Moreover, in analysing the quality and the suitability of the literary texts, the researcher 

opted for descriptive analytical method. For the analysis of open-ended questions in the 

questionnaire, coding methods were utilized, and frequency tables were compiled to consolidate 
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the data. 

    2.5.2 Quantitative Analysis  

      At its core, quantitative analysis involves employing quantitative data, including 

questionnaires, tests, and similar instruments. Dornyei (2007) contends that this type of analysis 

is generally more direct because it follows well-established procedures that adhere to globally 

recognized standards for addressing research questions. Using computer during quantitative 

analysis facilitates the complex mathematical computations, yielding reliable and 

comprehensive results. In the present study, the researcher employed quantitative analysis 

method, including quantitative descriptive analysis and statistical analysis. Quantitative 

descriptive analysis is presented in the form of numbers and percentages to systematically 

summarize and interpret the data set.  

To enhance the comprehensibility of the findings, multiple graphs and charts were 

integrated, serving as visual aids that facilitate the effective presentation of the quantitative 

data.  

     Descriptive statistical analysis was also employed during the analysis phase. As Dornyei 

(2010) notes, descriptive statistics offer a succinct method for presenting collected data. 

Nonetheless, these statistics are applicable only to the specific sample collected and cannot be 

generalized or extrapolated to a larger population. Given that the current study uses a 

convenience sample of teachers who volunteered, the researcher acknowledges that the findings 

may not be representative of the broader population of English secondary school teachers in 

Algeria. 
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2.6 Conclusion 

     To conclude, the present chapter has provided an in-depth examination of the research 

procedures and methodologies enacted to investigate the study’s central questions. The study, 

rooted in interpretivism, aimed to delve into the integration of the EFL literature component in 

secondary education. To achieve this, appropriate research methods (both qualitative and 

quantitative approaches) were selected. Henceforth, the application of these methodologies will 

promote a thorough exploration of the research topic, seeking to contribute valuable knowledge 

to the field.  

The following chapter operationalizes the research methods discussed herein, 

employing them in practical settings to collect and interpret data.    
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3.1 Introduction 

       Throughout this pivotal chapter, the researcher aims to examine the incorporation of the 

literary component within the Algerian secondary school education. The analysis starts with 

delineating the overarching aims of the curriculum, subsequently shifting to explain the various 

objectives within the syllabi. This is followed by a dissection of the three textbooks that are 

currently in use across three years of schooling. Through a methodical mixed evaluation 

(quantitative and qualitative) of the literary component, alongside the educational objectives 

they aim to achieve, the researcher delves into the heart of the curriculum’s intent. 

      Additionally, this exploration is further enriched by the vital information acquired from 

those at the educational frontline. The researcher communicates insights and interpretations 

from a bespoke questionnaire directed at instructors, whose intimate engagements with these 

textbooks offer a ground-level perception of their suitability and effectiveness. The perspective 

is broadened with an analysis of interviews conducted with inspectors of national education, 

whose evaluative lens captures the systematic implementation of the literary component. 

3.2 Overview of the English Curriculum in Algerian Secondary Schools 

     Recently, English has been given significance in Algeria. The primary schooling 

commences to include English as one of its subjects starting from the third grade. In a like 

manner, English is given much importance in the secondary school education, with the aim of 

developing learners who are able to interact, cooperate, tolerate with others and share ideas and 

experiences. Secondary school students who are required to finish three years of schooling 

before they enter university are expected to enhance their skills and competencies in English.  
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The Ministry of National Education (2005) has outlined the governments objectives for 

teaching and learning English as follows: 

 Nurturing the students’ skills and competencies; 

 Developing a keen awareness of interpersonal dynamics; 

 Cultivating the virtues of cooperation and sharing; 

 Engaging in cooperative learning which thrives on the exchange of ideas and 

thoughts (scientific, cultural and civilizational). Riche et al. (2006) elucidate this 

thought as follows: 

Learning is not conceived of as the transmission of predetermined knowledge and   know 

-how to be reproduced in-virto (i.e., only within the pages of the copybook or the walls 

of the classroom), but as a creative use of newly constructed knowledge through the 

process of social interaction with other learners.  (p.12). 

    Overall, the teaching of English in the secondary school as set by the MNE (2005) 

strives to cultivate proficient language users who are prepared to thrive in professional and 

academic setting, able to understand technology, science and universal culture while preserving 

their own identity. (text  translated from the original French). [En maitrisant un outil 

linguistique performant, chaque apprenant aura la possibilité d’accéder à la science, à la 

technologie et à la culture universelle tout en évitant l’écueil de l’acculturation. Ainsi, il 

s’épanouira dans un monde professionnel et académique de plus en plus exigeant et développera 

un esprit critique, de tolérance et d’ouverture.] (p.5). 

     Achieving these broader aims and goals hinges critically on the careful design of 

detailed and comprehensive syllabuses. 

 

 



97 

 

 

3.3 The Secondary School English Syllabuses 

     These serve as the blueprint for educational delivery and as a roadmap for instructors, 

meticulously outlining the scope and providing detailed plan and guidelines on what to teach in 

order to achieve the learning objectives. Under the secondary school syllabuses, the Ministry 

of National Education sets four main objectives for the teaching of English including: 

a) Linguistic and Communicative Objectives 

 To foster the students’ communicative competence through enhancing their listening, speaking, 

reading, and writing skills. 

b) Methodological and Technological Objectives 

     To develop students’ self-directed learning and critical thinking skills while employing 

technological tools to support learning. An example of technological objectives could be 

enabling students to create and exchange emails in SE1 (in unit 1). 

c) Cultural Objectives 

     To immerse the students in other cultures different from their own culture for the sake of 

enhancing their intercultural competencies and promoting the culture of tolerance.  

d) Socio-Professional Objectives 

   To equip students with language skills necessary for their future careers and social 

engagements. An example of this could be enabling students to write Curriculum vitae (CVs, 

job application letters in SE1).   

These objectives as set by syllabus designers are presented in three textbooks which translate 

them. However, it should be noted that the syllabus is not the textbook. In this regard, Riche et 

al. (2006) explained that “this does not mean, however, that the textbook is the syllabus itself. 

This is the reason why teachers and inspectors are well-advised to refer to the syllabus proper 

and to all the accompanying documents. This will help them understand the ways in which the 

book ‘translates’ the syllabus”. (p. 3). 
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3.4 Literature within the Textbooks 

      As previously mentioned, the researcher opted for textbooks content analysis as the 

primary source in her study since they serve as the cornerstone of the curriculum, providing a 

representative reflection of its content and objectives. In fact, textbooks are considered the main 

educational instrument for many teachers. According to Hamidi and Bouhass (2018), “for most 

teachers, textbooks provide the foundation for the content of lessons, the balance of the skills 

taught, as well as the kinds of language practice the students engage in during class activities 

and for the learners, the textbooks are considered as the major source of the contact they have 

with the language apart from the input provided by their teachers.” (p.407). 

     Another reason the researcher resorted to analysing textbooks is that Algerian 

secondary school EFL teachers; especially novice ones, depend on this resource for the 

delivery of their lessons as they are a mandatory part of the national curriculum. Accordingly, 

three textbooks are employed in the analysis phase. These are respectively: At the Crossroads 

SE1, Getting Through SE2, New Prospects SE3 (see figure 3.1 below).   

 Figure 3.1 

The three Algerian Secondary School English Textbooks 

At the Crossroads                              Getting Through                              New Prospects 

 

First Year Textbook Second Year Textbook Third Year Textbook 
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3.4.1 Literature within the First Year Textbook 

    Before delving deeply and providing more insights about the literary component within 

the first-year English textbook, it is safer to present some details about it.   

      3.4.1.1 Textbook Presentation 

      According to Riche et al. (2006), “At the Crossroads” textbook, as the name suggests, 

“places the learners at the crossroads of disciplines and cultures with the aim of establishing 

cross-curricular and cross-cultural linkages” (p. 04). In fact, at the end of SE1, students come 

at a ‘crossroads’ where they need to make decisions regarding their academic stream. 

       Moreover, this distinction is visually depicted on the textbook’s front and back cover, 

where imagery of two students is featured: the first engrossed in reading Shakespeare 

(symbolizing the literary pathway) and the second engaged with a telescope (symbolizing the 

scientific pathway).  

      The textbook has been designed in compliance with the National Curriculum Committee 

of the Ministry of National Education (MNE) and published for the first time in 2006. The 

primary goal of ‘At the Crossroads’ is to “consolidate and extend the competencies acquired at 

the Middle School level”. According to Riche et al. (2006), the syllabus describes these 

comprehensive skills and competencies as follows: 

 Interacting orally in English; 

 Interpreting oral and written texts; 

 Producing oral and written texts. (p. 4) 
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The table below shows essential data about the textbook  

Table 3.1 

 Comprehensive Profile of “At the Crossroads” Textbook. 

Name of the textbook     At the Crossroads 

Author (s) S.A. ARAB, B. Riche and H. HAMI 

Date of publication 2006 

Publisher The National Authority for School Publications 

ISBN 9947-20-440-5 

Language English 

Intended Audience First year secondary school students (aged 15 to 16) 

Link of e- Textbook https://eddirasa.com/book-english-1as-pdf/ 

Number of Pages 175 

 

             3.4.1.2 Structure of the Textbook 

    “At the Crossroads” comprises five units distributed on the basis of 20 hours’ teaching 

load per unit.    According to the textbook authors, each unit within the textbook focuses on a 

broad topic that has been selected for its widespread appeal to teenage audiences and the 

functional language it generates. 

   Unit one centres on communication, unit two on literature and the arts, unit three on 

journalism and reporting, unit four on science and technology while unit five turns around 

environmental issues. It should also be noted that one of the units is exclusively tailored for 

literary stream. (see table 3.2).  

https://eddirasa.com/book-english-1as-pdf/
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The textbook concludes with ten listening scripts that aim at enhancing the learners’ listening 

and speaking skills.                      

 Table 3.2 

First Year Programme “At the Crossroads Textbook” 

Unit 

number 
Theme Topic Time Stream 

01 
Getting 

Through 

Intercultural Exchanges 24 hours  

(6 weeks) 

Literary+ Scientific  

02 
Once Upon a 

Time  

Famous people  20 hours  

(5 weeks) 

Literary  

03 
Our Findings 

Show 

Communication: The 

Press 

20 hours 

(5 weeks) 

Literary+ Scientific 

04 

Back to 

Nature 

Environment, Pollution 

and the World of 

Animals 

20 hours  

(5 weeks) 

Literary+ Scientific 

05 

Eureka Innovation and 

Technology 

20 hours 

(5 weeks) 

Literary+ Scientific 

 

3.4.1.3 Unit organization 

      Naturally, the main focus across all five units within the textbook is on skills 

development. There are four sequences within the body of each unit in order to develop these 

skills. The first two sequences (listening and speaking / reading and writing) aim at enhancing 

the students’ four skills through producing oral and written discourses. Sequence three seeks to 

enable students to combine all the four skills in problem solving situations.  

The objective of the final sequence is to sharpen the students’ social skills and to 

improve their pronunciation. Within these sequences, there are rubrics that align with the 
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syllabus outcomes, which are expressed in terms of the learners’ practical abilities. (see figure 

3.2 below).                      

Figure 3.2  

Unit Organization in “At the Crossroad” Textbook 

 

 

 

 

 

 

 

 

3.4.1.4 Textbook Approach  

    “At the Crossroads” complies with the Competency-Based Approach (henceforth CBA) 

as defined in the syllabus. According to Riche et al. (2006), CBA is characterized by the 

following:  

a) Action-oriented Based  

This indicates that the approach emphasizes the use of tasks and activities that require 

the learner to take action in order to become competent language user in real life situations 

beyond the confines of the classroom.  
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b) Social-constructivist Based  

CBA considers learning as happening through social interaction with other people. 

Alternatively stated, learning is not conceived as the transmission of knowledge but as a 

creative use of newly-constructed knowledge through the process of social interaction with 

other students.  

c) Problem-solving based  

This implies that the approach makes use of tasks and activities that are deemed to 

develop the students’ problem solving and critical thinking abilities. Students are placed in 

situations where they test/ check their capacity to overcome challenges and obstacles.  

d) Bloom’s Taxonomy based  

The CBA is indebted to Bloom’s taxonomy of educational objectives (see figure 3.3). 

According to Bloom (1964), educational objectives can be classified as: 

 Cognitive Objectives, which focus mainly on developing the learners’ cognitive and 

intellectual skills. 

 Affective Objectives, which emphasize the development of aspects related to the 

learners’ emotions, attitudes and values. It also concerns the ways in which people 

deal with things emotionally.  (refer to chapter one, page 43 and 44 for more details 

about cognitive and affective taxonomies). 

       Psychomotor Objectives, which describe the ability to physically manipulate a tool 

or an instrument.  
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Figure 3.3  

Bloom’s Educational Objectives (Hoque, 2017, Three Domains of Learning: Cognitive, 

Affective, Psychomotor). 

 

   

 Note. Bloom’s Educational Objectives (Hoque, 2017, Three Domains of Learning: Cognitive, 

Affective, Psychomotor). 

 

3.4.1.5 Texts and Genres: Quantitative Analysis  

   As previously mentioned, the analysis phase entails a quantitative examination of the literary 

component within the textbooks. The literary component’s share within SE1 textbook is 

presented in the table below.  

Table 3.3  

Overview of texts in SE1 Textbook 

Literary texts  Non-Literary texts 

Number  Percentage  Number  Percentage  

11 20.37% 43 79.62% 
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     The table shows that there are 11 literary texts, which account for 20.37. % of the total 

texts analysed. These texts are exclusively used with literary streams. In stark contrast, there 

are 43 non-literary texts, making up 79.62 % of the total. This significant imbalance highlights 

a heavier emphasis or reliance on non-literary texts in the analysed set.           

 Table 3.4  

Literary Texts and Genres in SE1 Textbook  

Text 

Num 
Title Unit Page Author Origin Genre Year 

Skill/ 

competency 

targeted 

01 The Voyages of Sindbad 

the Sailor 

Once Upon a 

Time  

170 

171 

Anonymous Arabic 

literary 

tradition 

Short  

story  

8th C Listening and 

speaking  

02 Things Fall Apart  Once Upon a 

Time  

53 Chinua Achebe  African 

literary 

tradition  

Novel  1958 Reading and 

writing  

03 Hard Times  Once Upon a 

Time  

57 Charles Dickens  English  Novel  1854 Social skills  

04 Alice’s Adventures in 

Wonderland  

Once Upon a 

Time  

59 Lewis Carroll English  Novel  1865 Social skills 

05 The Lion  Once Upon a 

Time  

56 Unknown  Unknown  Short  

story  

Unknown  No skill 

targeted 

06 The Stork and the Pitcher  Once Upon a 

Time  

68 Jean de la 

Fontaine 

French  Short  

story 

1668 Problem 

solving 

07 The Oak Tree and the 

Reeds 

Once Upon a 

Time  

68 Jean de la 

Fontaine 

French  Short  

story  

1668 Solving 

problem 

08 My Country  Once Upon a 

Time  

69 Dorothea 

Mackellar 

Australian  Poem  1908 No skill 

targeted 

 

09 Gandhi: A Story of a Life Once Upon a 

Time 

70 Yogesh Chadha English Biography 1997 Comprehensi

on 

Language 

(grammar & 

Lexis). 

10 Grown Ups Say Things 

Like 

Our Findings 

Show 

90 Michael Rosen  English  Poem  1979 Writing  

Grammar 

practice 

11 Great Expectations Once Upon a 

Time 

72 Charles Dickens English novel 1861 writing 
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The representation of the literary component in “At the Crossroads” is quite low, with 

only 11 texts almost concentrated in one single unit (Once Upon a Time). This proportion could 

be inadequate to introduce literature to the secondary school students. Additionally, the content 

of SE1 textbook reflects a diverse cultural and literary selection, with a notable emphasis on 

European culture (6 texts, representing 54.54%. See figure 3.4). The collection involves two 

texts that represent Arab and African literary tradition, accounting for 18.18% for each. The 

remaining text is identified as being of Australian origin.            

Figure 3.4 

 Origins of the Literary texts in “At the Crossroads” Textbook 

               

 

   

   Note. Key to the Graph: 

     X-axis: Origin of literary texts 

    Y- axis: Number of texts 

   Bars: Represent counts for each origin (African, Arab, French, European, English, 

Australian). 
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   In terms of literary genres, 36.36% of the literary text present short stories, 36.36% 

present novel extracts, and 18.18% present poems. Biography accounts for 09.09% while no 

play is introduced to the First -year students. The texts were published in the old times (8th, 

17th, 19th and the 20th C), no contemporary literary work is introduced to the students.  

     In terms of the skills and competencies targeted, four texts were found to be aiming at 

developing writing skill, only one listening script is introduced to help foster learners’ listening 

and speaking skill, while four texts aim at enhancing problem solving and social skills, two 

literary passages are included without any skill or competency to develop. 

 3.4.1.6 Tasks and Activities   

 Table 3.5  

Task types accompanying literary texts in SE1 Textbook  

Task types Number/ Percentage 

Cognitive 

Innovation and creation  08 (10.66%) 

Judgement and evaluation  01 (1.33%) 

Critical thinking and analysis 09 (12%) 

Application and Implementation 14 (18.66%) 

Comprehension and interpretation  18 (24%) 

Knowledge acquisition and recall 08 (10.66%) 

Affective 

Role playing  00 (00%) 

Creative projects  00 (00%) 

Valuing  01 (1.33%) 

Responding  01 (1.33%) 

Receiving  15 (20%) 
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The analysis of the educational tasks accompanying literary texts in “At the Crossroads” 

textbook reveals a curriculum that predominantly emphasizes comprehension and 

understanding, comprising 18 of the activities. Application and implementation record 14 

instances, the category of receiving, which involves listening to or reading a literary text also 

shows a strong presence with 15 instances.  Creativity, critical thinking and analysis also mark 

presence, each with 8 and 9 respectively. On the other side, the areas of valuing, evaluation, 

responding, role playing, creative project and personal response writing are underrepresented. 

Overall, the statistics suggest that the tasks accompanying literary texts within “At the 

Crossroads” textbook place more emphasis on the cognitive aspect of learning. 

3.4.1.7 Objectives of the Literary Component in the First Year  

The MNE (2022) sets the following objectives for incorporating literary texts within the 

First-year syllabus. 

 Enhance the ability to attentively listen to and engage with a narrative; 

 Acquire and apply the critical techniques necessary for writing a good film or book 

review; 

 Write an analytical review of a selected book or film; 

 Analyse and articulate the significance of a book’s blurb in relation to its content and 

appeal; 

 Develop literary comprehension and interpretation skills through the analysis of a 

character’s sketch; 

 Describe people’s physical appearance and psychological traits in literature; 

 Demonstrate creative writing skills through developing beginnings, and middle 

sections of a story adhering to given guidelines; 

 Imagine and write an end to the same story; 

 Write a detailed biography of a renowned personality. 
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     It seems quite clear that there is an overemphasis on written production with five writing 

-based objectives. Reading, oral and aural -based objectives are overshadowed. Moreover, most 

of these objectives fall under the cognitive level.  

3.4.2 Literature within the Second Year Textbook  

   Before delving deeply and providing more details about the incorporation of the EFL 

literary component within SE2 textbook, it is safer to present some information about it. 

        3.4.2.1 SE2 Textbook Presentation  

    “Getting Through” is the textbook intended for second year secondary education 

classes. It implements the National Curriculum for English issued by the Ministry of Education 

in 2005. It has been published in 2006. 

     As its name suggests, “Getting Through” textbook signifies the phase during which 

students’ progress along the passageway toward their final year of studies, to be finished with 

the baccalaureate exam. Hence, it is a vital stage for the learners to strengthen their knowledge 

and reinforce their skills. The book opens with an introductory section formatted as an e-mail 

to the student, outlining the contents and objectives of each section. This is followed by another 

e-mail directed to the teacher. The table below shows details about the textbook.  

Table 3.6  

Comprehensive Profile of “Getting Through” Textbook 

Name of the textbook Getting Through 

Author(s) B. Riche, S.A. Arab M. Bensemmane, H. Ameziane and H. Hami  

Date of publication  2006 

Publisher  The National Authority for School Publications 

ISBN 9947-20-474 

Intended Audience  Second year students (aged 16 to 17) 
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Link for e-version of the 

textbook 

https://eddirasa.com/book-english-2as-pdf/ 

Number of Pages 207 

              

  3.4.2.2 Content of the Textbook 

       “Getting Through” is organized in eight didactic units which are meant to be completed 

in a maximum of 15 hours each. The units have been designed to accommodate the fact that 

second year students are specializing in different streams. Therefore, there are teaching units 

specifically addressed to the scientific and literary streams. The units are detailed in the 

following table. 

Table: 3.7  

Second Year Programme  

Number         Theme                        Topic           Stream  

01 Signs of the Time  Lifestyles  Literary stream 

02 Make Peace  Peace and Conflict 

Resolution  

Literary and Scientific 

stream  

03 Waste not, Want not  World Resources and 

Sustainable Development  

Scientific+ Literary stream  

04 Budding Scientist  Science and experiments  Literary +scientific  

05 News and Tales  Literature and the media  Literary  

06 No Man is an Island  Disasters and Solidarity  Literary +scientific  

07 Science or Fiction  Technology and the Arts  Literary  

08 Business is business  Management and 

Efficiency  

Scientific  

                               

https://eddirasa.com/book-english-2as-pdf/
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                Furthermore, the coursebook contains eight listening scripts which support 

“Listening and Speaking” lessons.  

   3.4.2.3 Unit Organization  

     There are three main rubrics within each unit. But prior to approaching each, the learner 

is required to deal with a Time to think section which provides key words and necessary 

vocabulary related to the unit. It also strives to activate the learner’s schemata and get them to 

tell what they know about a specific topic. Figure 3.5 shows the units organization in details.  

Figure 3.5 

Unit Organization in “Getting Through” Textbook 
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3.4.2.4 Textbook Approach  

“Getting Through” also keeps the procedures used in the first year “At the Crossroads”, 

relying as it does on the Competency -based Approach, which is both learner- centred and 

project -oriented. 

       Furthermore, textbook authors add that the methodology for the use of “Getting 

Through” in the classroom exhibits the following characteristics: 

 It is communicative: focusing on the learner’s practice of English and encourages active 

interaction. 

 It is task-based: the textbook involves a number of tasks and activities that are designed 

following Bloom’s taxonomy of higher order thinking skills (HOTS) and lower order 

thinking skills (LOTS). The learner is supposed to be able to integrate both types of 

skills during the realization of the final task (the project).  

 It uses authentic material: various authentic texts are included in the textbook. Some of 

which are translated from other languages or simplified in terms of syntactic structure 

and lexis to keep the learners motivated.  

 It encourages cooperative learning: learners are tasked to work in pairs or in groups in 

order to construct new knowledge.  

 It aims at fostering self-assessment: In the rubric entitled “where do we go from here?”, 

students are supposed to engage in self-monitoring and assess their own learning to 

uncover areas that require remedial work. 
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      3.4.2.5 Texts and Genres: Quantitative Analysis     

       Below are the number of literary texts within SE2 textbook.     

Table 3.8  

Overview of “Getting Through” Textbook    

Literary Texts Non-Literary Texts 

Number Percentage Number Percentage 

12 17.14% 58 82.85% 

                

The table presents an overview of the distribution of literary and non-literary texts 

within “Getting Through” textbook, revealing a significant discrepancy between the two 

categories. Specifically, the textbook contains 12 literary texts and one literary listening script 

(Four Friends on page 183), accounting for only 17.14% of the total textual content. In 

contrast,58 classified as non-literary texts, constituting 82.85%. 

  Table 3.9    

Literary Texts and genres in “Getting Through” Textbook  

Number Title Unit Page Author Origin Genre 

Year of 

publication 

Competency/skill 

targeted 

01 No title Signs of 

the time  

19 Textbook 

authors  

Algeria Autobiography  Unknown  Grammar  

02 Traditional 

manners and 

changing 

manners  

Signs of 

the time  

32 Adapted 

from the 

internet  

Italy  Life story  Unknown  Non identified  
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03 Berber or 

Doctor? 

Signs of 

the Time  

33 Graham 

Reyndds  

England  Life story  Unknown  Non identified 

04 Hero  Make 

peace  

53 Mariah 

Carey  

USA Song  1993 Non identified 

05 A nation’s 

strength  

Make 

peace  

55 Ralph 

Waldo 

Emerson  

USA Poem  1847 Non identified  

06 American 

Friends  

Make 

peace  

57 Julia Stein  USA Poem  1992 Non identified 

07 Learning the 

Hard way  

News 

and tales  

114 Aesop Greece Story  Unknown  Non identified 

08 The little girl 

and the wolf  

News 

and tales  

114 James 

Thurber  

USA Story  1939 Non identified 

09 The Story of the 

Chest  

News 

and tales  

115 Taos  

Amrouche 

Algeria Story  Unknown 

 

Non identified 

10 The grateful 

friends  

News 

and tales  

116 Brothers 

Grimm 

German Story  1812 Non identified 

11 Street Scene News 

and tales  

117 Peter 

Suffolk 

Unknown  Poem Unknown  Non identified 

12 Frankenstein  Science 

or 

fiction? 

155 May 

Shelley  

British Novel extract  1818  Non identified 

 

Table 3.9 provides a detailed listing of diverse texts incorporated within “Getting 

Through” textbook across various origins and genres (see figure 3. 6 below). Notably, the 

incorporation of literary works that belong to various distinct cultures exemplifies an eclectic 

approach to content selection. However, the total absence of local culture and the lack of 

identified competencies and skills for many texts indicate that the literary component is neither 

well- chosen nor exploited for learning purposes.  
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Figure 3. 6  

Origins of Literary Texts in “Getting Through” Textbook 

 

3.4.2.6 Tasks and Activities  

Table 3.10  

Task types accompanying literary texts in SE2 Textbook 

Task Types Number /percentage 

Cognitive 

Innovation and creation  03 (15%) 

Judgement and evaluation  00 (00%) 

Critical thinking and analysis 01 (5%) 

Application and Implementation 03 (15%) 

Comprehension and interpretation  04 (20%) 

Knowledge acquisition and recall 02 (10%) 

Affective 

Role playing 00 (00%) 

Creative projects 00 (00%) 

Valuing  00 (00%) 

Responding  02 (10%) 

Receiving  05 (25%) 
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        The analysis of the educational tasks accompanying the literary texts in “Getting Through” 

textbook shows a clear emphasis on the cognitive aspect (with 13 tasks). The category of 

“comprehension and interpretation” shows presence with 4 instances, followed by “application” 

and “creation” with 03 instances each. The other cognitive tasks such as remembering, analysis 

and evaluation are underrepresented. 

Conversely, the relatively low scores in the affective domain, with only 07 tasks highlight a 

minimal focus on the learners’ feelings, emotions, attitudes and motivations.   

 

3.4.2.7 Objectives of Teaching Literature in the Second Year 

         The yearly progressions provided by the Ministry of National Education (2022) 

mentions the following objectives of exposing SE2 students to literature: 

 Recognize bias and prejudice and write a poem denouncing prejudice. An example of 

this could be asking students to write a poem for UNESCO competition to denounce 

prejudice. 

 Write a recite a poem; 

 Write an autobiography;  

 Reading a news story; 

 Listening to a folktale;  

 Writing a news story; 

 Writing a short story;  

It seems quite clear that literature is used for the sake of developing the students’ 

linguistic skills, mainly the writing skill. 
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3.4.3 Literature within the Third Year Textbook  

In this section, we put the literary component within SE3 textbook under investigation. 

      3.4.3.1 General Presentation of the Textbook  

     The textbook “New Prospects””, as noted by Arab et al. (2006) in the forward section, 

complies with the new English syllabus for SE3, established by the National Curriculum 

Committee of the Ministry of National Education in March 2006. It follows the same 

methodological framework as the textbooks “At the Crossroads” and “Getting Through”, 

adhering to the principles of   the Competency-based approach (CBA). As the authors 

emphasize, “Naturally, the overall approach remains basically competency-based, learner -

centred and project geared” (Arab et al., 2006, p. 4). 

    Within this textbook, language learning is viewed as a developmental process through 

which the learners make errors as a natural part of that process. Moreover, the mastery of 

grammar is regarded as the cornerstone of a good command of English and therefore, it is 

overemphasized. 

The textbook consists of: 

 Contents (pp.2-3) 

 Foreword (pp.4-7) 

 Book map (pp.8-13) 

 6 units (pp.14-195) 

 Listening scripts (pp.196-210). 

 Grammar reference (pp.211-238) 

 Resource portfolio (pp.240-270) 

 Acknowledgements. 
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3.4.3.2 Textbook Content  

       The textbook consists of six units, meant to be completed in 21 hours (7 weeks), each, 

except for unit six. (see table 3.11 below).                        

 Table 3.11  

Third year programme 

Number Unit Theme/ Topic Time Stream 

01 Ancient Civilizations  Exploring the Past  

7 weeks 

 (28 hours) 

Literary  

02 

Ill-gotten gains never 

prosper  

Ethics in business  7 weeks  

Scientific 

+Literary  

03 

Schools: Different 

and alike. 

Education in the World: 

comparing educational systems 

7 weeks  Literary  

04 Safety First  

Advertising, Consumers and 

Safety  

7 weeks  Scientific  

05 

It’s a Giant Leap for 

Mankind  

Astronomy and the Solar 

System  

7 weeks  Scientific  

06 We are a Family  Feelings and Emotions  5 weeks  

Scientific+ 

Literary  

                          

           3.4.3.3 Unit Organization  

         Each unit within the textbook is structured as follows: 

 Presentation of the project outcome  

 Two parts: each part involves two sequences, which are divided into sections and 

rubrics. 
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Sequence One: involves two sections: 

 Listen and Consider (also called interpretive listening) 

 Read and consider (also called interpretive reading). 

     These sections are rounded off with a section wherein students take a break before they 

start the following sequence. 

      Sequence Two: which involves: 

 Research and report;  

 Listening and speaking; 

 Reading and writing;  

 The main project and other alternatives; 

 Assessment.  

This is followed by another break entitled “Time for”. Students find relaxation in a song 

or a poem.  

3.4.3.4 Texts and Genres: Quantitative Analysis 

The literary texts that are included in SE3 textbook are counted and organized in the 

tables below. 

Table 3.12  

Overview of “New Prospects” Textbook 

Literary texts Non -literary texts 

Number Percentage Number Percentage 

12 13.33% 78 86.66% 
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      Table 3.12 provides a comparative quantitative analysis of literary texts and non-

literary texts. Specifically, the textbook contains 12 literary texts, accounting for 13.33% of 

the total number of texts, and 78 non-literary texts, constituting 86.66% of the total. It seems 

quite clear that the curriculum leans more towards non-literary content.   

 Table 3. 13 

 Literary Texts and Genres in “New Prospects” Textbook  

Num Title Unit Page Author Origin Genre 
Year of 

publication 

Competency

/skill 

Targeted 

1 Poems about the 

rise and fall of 

civilizations 

Ancient 

civilizations 

44 Percy 

Bysshe 

Shelley 

England Poem  1792-1822 Not 

identified   

2 Money, money, 

money  

Ethics in 

Business  

73 Abba Sweden Song  1976 Non 

identified  

3 What did you 

learn in school 

today? 

Schools: 

Different  

And alike 

105 Tom 

Paxton  

USA Song  1963 Non 

identified  

4 A song for eating Safety first  134 Unknown  Unknown  Song Unknown  Non 

identified   

5 Astronomy 

Domine  

Astronomy 

and the 

Solar 

System  

164 Pink 

Floyd 

England  Song 1967 Non 

identified   

6 The Unicorn in 

the Garden  

Feelings 

and 

emotions  

189 

190 

Adapted 

from 

James 

Turber  

USA  Story  1939 Reading and 

writing  

7 Love is all  Feelings 

and 

emotions  

195 Roger 

Glover 

and 

Guests  

England  Song  1974 Non 

identified 

8 Adventure Ahead  Schools: 

different 

and alike 

202 

203 

Adapted 

from Eva 

Meushaw 

USA  Story  1968 Listening 

and speaking  

 

09 

What I have lived 

for 

Feelings 

and 

Emotions 

186 Bertrand 

Russell 

UK   Writing 

10 Letter to my 

Nephew 

Feelings 

and 

Emotions  

265 James 

Baldwin 

US  1962 Extensive 

Reading  

11 Taking Bribe is 

Wrong 

Ethics in 

Business 

248-

249 

Chinua 

Achebe 

Nigeria novel 1960 No skill 

12 How Not to 

Educate Children 

(Hard Times). 

Schools: 

Different 

and Alike 

251- 

253 

Charles 

Dickens 

England novel  1854 Extensive 

reading 
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“New Prospects” textbook includes a diverse range of literary genres. The book has 12 

texts in total, of which one is a poem, two are stories, and five are songs. These texts span a 

broad spectrum of historical periods, reflecting multiple cultural contexts. (see figure 3.7 

below). 

 Figure 3.7 

 Origins of Literary Texts in “New Prospects” Textbook 

 

    By way of example, Percy Bysshe Shelley’s poem hails from the Romantic era of the 

late 18th century, while Tom Pixton song “what did you learn in school today?” from the mid-

20th century illustrate a chronological diversity. However, it is noteworthy that the great 

majority of this content is used as a break, under the title “Time for”, with no specific skills or 

competences to address. There are also three literary texts at the end of the textbook in 

“Resources Portfolio” section. It seems clear that these texts are meant to be used for extensive 

reading outside classroom. 
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3.4.3.5 Tasks and Activities  

 Table 3.14  

Task Types accompanying Literary Texts in SE3 Textbook 

Task types                                      Number/ percentage  

 

 

    

   Cognitive  

 

Innovation and creation  02 (6.06%)  

Judgement and evaluation  00 (00%) 

Critical thinking and analysis  04 (12.12%) 

Application and implementation  06 (18.18%) 

Comprehension and interpretation  07 (21.21%) 

Knowledge acquisition and recall   03 (9.09%) 

                                                  

     Affective 

Creative projects  00 (00%) 

Role playing  00 (00%) 

Valuing  00 (00%) 

Responding  08 (24.24%) 

Receiving  03 (9.09%) 

                        

      Table 3.14 indicates that the cognitive domain is more emphasized, making up 22 tasks. 

Activities categorized under “comprehension and interpretation” are the most prevalent (7 tasks), 

suggesting a strong emphasis on understanding and comprehension. Conversely, the total absence 

of tasks related to role playing, evaluation, valuing, and creative projects shows that the affective 

domain is less addressed when using the literary component. 

3.5 Qualitative Analysis of the Selected Literary Texts  

Four texts included in the three textbooks used in the secondary school were selected for 

the analysis. Two of which are extracts from novels in “At the Crossroads” textbook, a story 

and a poem in “Getting Through” textbook, and another story in “New Prospects” textbook.  

Two main considerations were taken into account during the selection of these texts. 

Firstly, the researcher wanted to include diverse literary genres to avoid prioritizing one genre 

over another. Secondly, she wanted to select texts that incorporate tasks which facilitate active 

engagement and practical application in order to provide understanding of how the literary 
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component is utilized and exploited for educational purposes. Hence, any text devoid of such 

tasks was excluded.  

The following table presents the selected texts for analysis. 

Table 3.15  

Texts Selected for Analysis 

Number Title /source Genre Textbook 

01 An extract from Hard Times  Novel  At the Crossroads  

02 An extract from Things Fall Apart  Novel  At the Crossroads  

03 Hints on Pronunciation for Foreigners Poem  Getting Through  

04 The Unicorn in the Garden  Story (fable) New Prospects  

 

Text 01: An extract from “Hard Times” novel  

      The classic novel “Hard Times” by Carles Dickens is set in the Victorian age (during the 

19th century), a novel with a welter of economic and social references to the English society. 

Understanding the novel’s content, therefore, requires an additional background knowledge from 

the part of the learner. The novel tackles themes such as industrialization, education and 

utilitarianism. The passage of the industrial city “Coke town” is included within SE1 textbook 

(see appendix 9 on page 261). 

Dickens through this imaginary narrative describes the town as being unnatural, polluted 

and full of chimneys and machinery. This fiction depicts how industrialization has negatively 

impacted the life of people, making of them machines without souls, without the right of having 

imagination and feelings (Ben and Kestler, 2016). It also describes the educational system of 

schools at that age and how students were exposed to only facts and deprived of imagination. 

Dickens believed that many school systems discouraged the development of children’s 

imaginations, training them as little parrots and small calculating machines (Albert,2016). 
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    The characteristics of a school system which emphasizes only factual information, while 

marginalizing imaginative content, could still be evident in some contemporary educational 

systems.  

 The Language and Style of the Text 

   Dicken’s writing is characterized by long sentences and advanced vocabulary. Hence, the 

text has been adapted for pedagogical purposes. Textbook writers used different strategies during 

the process of simplification. 

 Omission 

     Some expressions have been entirely deleted. Examples of these expressions are underlined 

in the following short extracts 

      “It was a town of red brick, or of brick that would have been red if the smoke and ashes 

had allowed it, but as matters stood, it was a town of unnatural red and black like the painted face 

of a savage”  (Dickens, 1854, p. 21). 

 “It had a black canal in it, and a river that ran purple with ill-smelling dye, and vast piles of 

building full of windows where there was a rattling2 and a trembling all day long” (Charles 

Dickens, 1854, p. 21).  

 Addition 

       Some expressions were added to the adapted text, an example of this is “…nor a public 

library where children could go”. (At the Crossroads, 2006, p.  57). 

 Change 

     Some expressions were changed and substituted by others, like “you saw nothing in 

Coke town but what was severely workful” (Dickens, 1854, p. 27) has been changed to “you 

saw nothing in Coke town but some rare facilities”. (Riche et al., 2005, p. 57). 

                                                      
2 The underlined expressions were deleted within the textbook’s passage. 
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      In spite of resorting to simplification, the text still contains difficult vocabulary, simile 

and    metaphors that are hard to grasp. Overall, “Hard Times” is hard for an EFL learner who 

is still grappling with even simple vocabulary.  

       The tasks that precede and follow the text mainly deal with reading comprehension 

(cognitive tasks) and lexis.  

The table below shows the different cognitive levels of the tasks. 

  Table 3.16   

 Tasks accompanying Dicken’s text  

Task 

number 

& page 

Task instruction 

Level within 

the cognitive 

domain 

Notes on application 

1 page 57 Look at the book cover below and answer 

these questions 

-Who is the author of the book? 

-What is its title? Do you expect the story 

to be cheerful or depressing? 

-What does the picture illustrate? Tick in 

the appropriate box. Justify your answer. 

     

 

 

Understanding 

Interpretation of the picture 

requires understanding and 

comprehension. 

2 page 57 Read the text below and check your 

answers to questions B and C above.  

 

Remembering 

Students recall previous answers to 

be able to check correctness. 

3page 58 Read the text on the previous page and 

answer the questions below. Give 

evidence from the text. 

Understanding Students need to understand the 

text to be able to answer the 

questions. 

4 page 58 Complete the sentences below with 

information from the text. 

Understanding Students need to understand the 

sentences to be able to complete 

them.  

5 page 58 How does the author convey the following 

ideas? 

Understanding  Students need to understand the 

vocabulary to be able to find the 

words that convey the meaning. 

6 page 58 Imagine you are a novelist. Set the first 

scene of your novel by writing a short 

description about an imaginary town or 

village. Use the text on the previous page 

as a model. 

 

 

Creating  

Students will create their scene of 

novel following the previous 

model. 
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Text 02: An extract from “Things Fall Apart” novel 

     Things Fall Apart is a classic novel that addresses themes such as colonialism, cultural 

clash and tradition versus change. “At the Crossroads” textbook includes a short- adapted 

passage of the novel (see appendix 10 on page 263). The passage is primarily a portrayal of the 

protagonist Okonkwo who is depicted as a hardworking, strong man, while Unoka (Okonkwo’s 

father) is depicted as lazy, romantic, improvident and less respected.  

      The text uses simple language and straightforward vocabulary but still contains cultural 

references that are unfamiliar to readers (the word Agbada: a type of Nigerian dress). In this 

context, Van (2009) explains “cultural references that are unknown to students may cause 

comprehension problems, making the student dependent on the teacher’s interpretation”. (p.3). 

      The text’s related tasks are language -centred. The first three tasks that precede the text 

aim at activating the learners’ schemata and checking their prediction skills, while the other 

tasks focus on reading comprehension and linguistic outcomes (lexis and grammar).  

The table below shows the different cognitive levels of the tasks. 
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  Table 3.17  

Tasks accompanying Achebe’s text  

Task 

number 

& page 

Task instruction 
Level within the 

cognitive domain 

Notes on 

application 

1 page 52 Look at the picture of the book 

cover below and answer these 

questions.  

Understanding Students are required 

to interpret the 

picture. This can be 

done through 

comprehension. 

2-page 52 Read the blurb again and guess 

how the novel will start. Circle the 

right answer A, B or C 

Understanding Students are required 

to interpret the blurb. 

This can be done 

through 

comprehension 

1 page 53 Read the text below and check 

your answer to exercise 2on the 

previous page. Did you guess right 

or wrong? Explain. 

Remembering Students need to 

recall previous data. 

2-page 53 Complete the table below with 

information from the text. 

Understanding Students need to 

understand the text to 

be able to complete 

the table.  

3 page 53 What tense is used in the text 

above? Why? 

Remembering Students need to 

recall the rule of the 

past tense to be able 

to answer.  

4 page 54 Find the synonyms, the antonyms 

and explanations of the following 

words and phrases from the same 

text. 

Understanding Students need to 

understand the 

meaning of the words 

to be able to answer.  

1 page 54 Rewrite sentence A and B from the 

text using the verbs “have” and 

“wear”. Make the necessary 

changes but keep the same 

meaning.  

Applying Students apply the 

rule of the past tense 

to be able to rewrite 

the sentences 

correctly. 

2 page 54 Join the pairs of sentences below 

with the prepositions “with and to” 

to form one meaningful sentence.   

Applying Students practise the 

use of prepositions. 
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Text 03: “Hints on Pronunciation for Foreigners” 

     The poem is included in “Getting Trough” textbook on page 164 (see appendix 11 on 

page 264). The text plays with the inconsistencies and complexities of English pronunciation 

and spelling, through the use of homophones (bird-beard, brother, bother, tough, bough, dough, 

hiccough). Students who are still grappling with basic language structures and pronunciation 

find the vocabulary as too advanced. The level of linguistic knowledge required to appreciate 

the humour and nuances of the poem presupposes a higher level of proficiency.  

      The tasks accompanying the poem merely focus on pronunciation. It challenges students 

to recognise patterns in language sounds and their appropriate spelling, which is a cognitive 

process. Table 3.18 explains the cognitive levels of the tasks.         

Table 3.18  

Tasks accompanying “Hints on Pronunciation for Foreigners” poem 

Number of 

task & page 
Task instruction Level/domain Notes on application 

3 p 164 Listen to your teacher as 

s/he reads the poem below. 

Then discuss with him/her 

the spelling sound links in 

English. Learn the poem by 

heart.  

Understanding  

 

 

Remembering  

Students need to 

recognize how the 

sounds are linked.  

Students are required to 

remember the words and 

lines in the poem when 

they learn it by heart. 
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Text 04: “The Unicorn in the Garden” 

      The text is an extract from “Fables of our Times” by James Thurber (see appendix 12 

on page 265). It is a fictional story titled “The Unicorn in the Garden”, which is a narrative 

about reality versus imagination and the conflicts that may arise from opposed beliefs about 

what is real. 

     The language used in the narrative is fairly simple but imaginative. The sentences 

moderately structured with some complexity in the construction (eg; the unicorn was still there, 

he was now browsing among the tulips, “here, Unicorn”, said the man, he pulled up a lily and 

gave it to him, with a high heart, because there was a unicorn in his garden, the man went 

upstairs and roused his wife again). (New Prospect, 2007, p. 189). 

       The questions that precede and follow the text are both cognitive and affective.  

 Cognitive Tasks 

Questions such as “how does James Thurber begin and end his story?” and “in what 

ways is the story different from fairy tales in characters, themes, languages …etc?” require 

students to recall specific details from the text and understand the structure and themes. The 

tasks that ask students to choose appropriate interpretation and to justify their choice, strongly 

engage cognitive skills. This includes comprehension, analysis, synthesis and evaluation.  

 Affective Tasks  

Questions like “do you like this story?”, “what makes you smile or laugh? Why?” “Do 

you agree with the author’s opinion about modern tales? Why?”, “what adjectives would you 

associate with the mood of this story?” are affective as they tap into students’ emotions, attitudes 

and personal experiences. 
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3. 6 Discussion and Interpretation 

     The textbooks content analysis, within the present study, was significantly important to 

come up with answers to the main research questions. In the initial phase, a preliminary 

investigation was undertaken to assess the presence of the literary component within the 

textbooks using a quantitative analytical approach. The findings from this analysis reveal that 

the literary component is systematically underrepresented and does not receive adequate 

emphasis across all three textbooks examined. This conclusion is in line with Bourguieg (2019) 

who found that the literary component in “At the Crossroads” textbook is marginalized and 

Shrouf and Dwaik (2013) who discovered that Palestinian secondary school textbooks contain 

far fewer literary texts. School programmes that adhere strictly to traditional methods, 

prioritizing rote learning and the dissemination of factual information over creativity and 

imaginative thinking often give the literary component little attention.  

    Throughout the second phase of analysis, the literary texts were evaluated to check 

whether they align with the students’ language aptitudes and interests. It was quite 

methodological to design a set of criteria for analysis in this case. The evaluation has overtly 

evidenced that the texts were simplified and adapted for pedagogical purposes. This echoes 

Dascalos & Ling (2006, p.11) who contend that many EFL textbooks use authentic texts that 

are very often adapted and simplified to meet the students’ proficiency.  

Although the process of simplification decreases linguistic complexity and makes the 

texts easier for the learners, it still poses some problems. Leow (1993) opines that simplification 

may result in something more complex than the original.  

In the same vein, Mountford (1976), Meisel (1980) and Long and Ross (1993), 

summarized by Crossley et al. (2007) contend that “the removal of complex linguistic forms in 

favour of more simplified and frequent forms (…) inevitably denies learners’ the opportunity 



131 

 

 

to learn the natural forms of language”. (p.16). Therefore, adapting literature for pedagogical 

purposes diminishes aesthetic value and distorts the beauty of the original text.  

    In fact, the adapted literary texts within the textbooks are classified as B1 proficiency 

level which may present certain linguistic challenges to many students, especially those with 

limited language proficiency. Moreover, the presence of cultural connotations within the 

literary texts, with notable absence of local culture, can also pose difficulties to students whose 

L1 culture is distant and dissimilar. Hence, the literary texts on the textbooks do not contribute 

to the development of the students’ language skills. 

       The students’ interest is another dimension through which the researcher evaluates the 

suitability of the literary texts in the textbooks. It has been evidenced that the great majority of 

the texts feature themes that are irrelevant for 21st century teens. According to Lazar (1990), if 

the text is meaningful and enjoyable, learners will try to overcome the linguistic obstacles 

enthusiastically. Duff and Maley (1990) described interesting texts as texts that are easily 

accessible to the learner, have colourful photographs and illustrations. The pictures that are used 

with some literary texts appear unappealing and uninteresting. In a world dominated by digital 

technology and AI tools, the use of such paper photographs is unlikely to capture the learners’ 

interest.  

    Regarding the tasks accompanying the literary texts in the textbooks, it is noticeable that 

some texts, mainly in the “New Prospects” textbook, are without any questions to answer. This 

is particularly evident in texts found on pages 44, 73, 105, 134, 164, 195 and 251. This echoes 

Parkinson and Thomas’ claim (2000) when complaining about the non-exploitability of 

literature, “the final reason for teaching literature is that of convenience. This can be a good 

reason or a bad reason. It is a very bad reason indeed in some countries, where the EFL textbook 

consists only of extracts from classical literature, with no vocabulary or grammar, no exercises, 

no questions, nothing else at all.” (p. 11). 
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     In other cases, literary texts are accompanied by tasks which focus on the cognitive 

aspects and deal with the topic of the text superficially, mainly to respond to comprehension 

questions without delving deeper into the writer’s intents. Texts which are selected for their 

artistic value or their representation of diverse cultures should be accompanied by pedagogical 

tasks that explore these cultural dimensions in depth. If the main purpose is to address basic 

comprehension questions which could be sufficiently achieved through non-literary texts, one 

must question the rationale behind these texts’ selection.  

     Most of the tasks do not engage students affectively nor connect with their feelings and 

emotions. If students are not affectively engaged with the literature they read, they will not 

typically display enthusiasm, this in turn, generates an aversion to reading literature, especially 

if the texts do not align with their interests. 

3.7  Reading English Literature for Pleasure in the Secondary School  

For the sake of encouraging reading among secondary school students, the Algerian 

Ministry of Education initiated a program aimed at promoting reading and increasing students’ 

interest in reading (mainly reading for pleasure) on July 15th, 2013. The publication number 

310 stated the following: 

    In order to establish reading traditions and spread them among students in general and 

in the   secondary school students in particular, we provide you with some guidelines. 

1/ Programming the reading activity: Reading thus should be programmed as a pedagogical 

activity in the teaching of both Arabic module and foreign languages (French and English), for 

both the first and the second year. About five to ten minutes during each session can be devoted 

to briefly review what the students have read and to check their progress in reading. This is 

called “The Reading Moment” or “The Reading Minute”.  

2/ Identifying the number of books: Every student can read about four books a year, two 

books in Arabic, and two other books in one of the foreign languages (French or English).  
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3/ Selecting some books for reading: Orientation meetings and education councils bear the 

responsibility of suggesting some book titles (about 20 books at least to choose from) and that 

are easy to find and read. Teachers play a vital role in guiding the students throughout this 

experience. 

 4/ Helping needy students: School administrations can organize this through donations, 

exchanging books among students or by providing access to e-libraries to allow students to 

download free versions of appropriate books. School libraries can even offer a book to students 

to encourage them to read more. 

5/ Preparing a book review: Students write a summary for every book they finish reading 

using a sample of book review card to guide them and facilitate the task. (a guide to this is the 

pedagogical decree N. 308 dated 10/07/ 2013). This technique helps students and guides them 

throughout their reading journey and trains them to conduct research, summarize books, provide 

illustrations, make decisions, enhance their linguistic abilities and overall knowledge. 

6/ Engaging in Debates: Students will learn to present the general ideas of the book and answer 

their classmates’ questions, they will also learn to defend their arguments and express their ideas 

through engaging in debates. (a guide to this is the pedagogical decree N. 307 dated 

10/07/2013).  

Debates aim at enhancing the students’ linguistic skills; mainly speaking skills. 

7/ Appreciating Reading: In order to encourage the students to engage in more reading, 

teachers can award extra marks. These marks will be added to the students’ general scores. (See 

appendix 13 on page 268). 

8/ Using Portfolio: The reading summary card will be kept in the students’ portfolio. Portfolios 

are valuable and helpful tools for assessing students. (a guide to this is the pedagogical decree 

N. 377). 
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9/ Organizing Reading Clubs: Every student in the secondary school has the right to be a 

member in this club where he/she is tasked to read a certain book of his choice and summarize 

it to his mates. 

10/ Enriching the School’s Library: This can be done annually through devoting part of the 

school’ s budget to purchasing some famous and bestseller literary works. (text translated from 

Arabic version, see appendix 14 on page 269). 

 

3.8  The Teachers’ Questionnaire  

The questionnaire which was directed at 200 teachers across Algeria aimed mainly at 

investigating the teachers’ perspectives towards integrating the EFL literary component in the 

teaching of English to the secondary school learners. In what follows we explain and discuss 

its main findings. 

3.8.1 Findings of the Teachers’ Questionnaire  

       In what follows are the results obtained from the teachers’ questionnaire. As previously 

mentioned, the results of closed questions will be analysed using numbers, percentages and 

descriptive statistics, while data from open-ended questions will be analysed following the 

content analysis tradition.  

 The Teachers’ Profile 

   The results obtained from the first five questions in rubric one generated the following 

demographic data. 

          Gender: 152 (76%) were female and 48 (24%) were male.  
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Figure 3.8 

Gender Distribution 

 

           Note: An excerpt from the online survey showing the teachers’ gender. 

 

      The majority of the respondents are female, representing 76% of the total number. 

Though the results cannot be generalized within the present study, it can be stated that the 

teaching profession in Algeria is female dominated.   

 Age Range Distribution 

 Under 25: 20 teachers (accounting for 10%) 

 25-35: 105 teachers (accounting for (52.5%) 

 35-45: 52 teachers (making up 26%) 

 45-55: 19 teachers (representing 9.5%) 

 55 and above: 4 teachers (accounting for 2%). 
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 Figure 3.9 

 Age Range Distribution  

 

        Note. An excerpt from the online survey showing the teachers’ age range. 

 

            The largest age group (25-35) includes early to mid-career teachers who are gaining 

experience and developing their teaching practices. The smallest age group on the other hand, 

includes experienced teachers, with 55 years old and above, who are potentially nearing 

retirement.  

 Educational Background 

 PH.D. degree: 5(2.5%) 

 Master Degree: 125(62.5%) 

 Bachelor degree: 40(20%) 

 Other: 38(17.5%). 
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Figure 3.10  

Educational Background Distribution 

 

      Note. An excerpt from the online survey showing the teachers’ educational background. 

 

     The educational background of the respondents indicates a well-educated workforce, 

with the majority holding Master degree (62.5%). Although the number of respondents to this 

question is 200, there seems to be more than 200 responses. It is possible that some of the 

respondents are with various educational backgrounds or that they interpreted this question 

differently.  

 Teaching Experience  

 Less than 5 years: 72 (36%) 

 5-10 years: 51 (25.5%) 

 10-15 years: 46 (23%) 

 15-20 years: 15 (7.5%) 

 More than 20 years: 16 (8%).    
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Figure 3.11  

Teaching Experience  

 

    Note. An excerpt from the online survey showing the teachers’ years of experience.  

 

     The distribution of teaching experience among the participants indicates a significant 

proportion of novice teachers, with a balanced representation of mid-career instructors. This 

diversity in experience serves to generate wide range of possible views and thoughts. 

 Teachers’ Provinces 

200 educators who teach in 50 provinces participated in the survey questionnaire. The map 

below illustrates the provinces in which these teachers are employed.  
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Figure 3.12    

The Teachers’ Secondary Schools 

 

 

 

 

 

 

 

 

 

 

 

 

        

 

            Note. The map shows the teachers’ place of work, ranging from the north to the south and   

from the west to the east. 

 

 

     A significant proportion of schools is mentioned only once, indicating a wide 

distribution of participants across many various schools. This, in turn, suggests a broad 

representation of experiences and perspectives from different educational environments.  

    Conversely, the multiple mentions of certain schools indicate high engagement levels in 

the survey from these schools.  
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 Definitions of Literature  

       The last question within rubric one aims to assess the teachers’ understanding of the 

term “literature” (How would you define the word “literature”?). The objective is to find out 

whether the teachers are aware of the type of literature, distinguished as either literature 

(literature with small “l”) or literature (literature with big “L”), they can employ in their 

teaching practices. Five categories of definitions emerged: literature as an artistic expression, 

literature as an interpretation of human experience and emotion, literature as an educational 

tool, literature as a way for cultural and societal reflection, and literature as a path for personal 

enjoyment and escape. 

 Literature as an Artistic Expression 

 Multiple responses (41 teachers) emphasized the artistic and creative qualities of literature: 

 “It is an art” 

 “It refers to written works of imaginative or artistic value” 

 “It is an art that an eye enjoys to read and an ear enjoys to listen” 

 “Literature is an art that very few people can understand” 

 Human Experience and Emotion  

Human experience and emotions were the most recurrent terms that teachers associated with 

literature.61 of the teachers highlight the role of literature in expressing human experiences, 

feelings and emotions. 

 “The interpretation of feelings, ideas, dreams, and everything that gives me a 

sense of humanity and reality” 

 “A mirror that reflects the complexities of life, offering insights, empathy, and 

a deeper understanding of ourselves and the world around us” 

 “The written expression of human experiences, emotions and ideas” 
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 Educational Tool  

 According to 41 educators, literature can serve as a means for language learning and 

cognitive development: 

 “One of the key tools for the progress of any language learning process” 

 “A tool that enriches students’ vocabulary and lexical knowledge” 

 “A very important domain in language teaching and learning” 

 Cultural and Societal Reflection  

16 teachers viewed literature as a means for transmitting culture and social values: 

 “A body of work that transmits culture” 

 “It often reflects the culture, ideas and experiences of a society” 

 “Literature is a body of work that transmits culture” 

 Personal Enjoyment and Escape  

40 teachers highlight the role of literature in entertaining people: 

 “It is like stepping into different worlds, exploring new ideas, perspectives, 

cultures and connecting with characters” 

 “A world of adventure” 

 “It provides escapism and stimulates imagination” 

 General Perceptions Towards EFL Literature  

Questions 8-21 ask the respondents about their perceptions towards the benefits of 

incorporating literature in an EFL classroom. The questions within this rubric followed 

Sulieman et al. (2021) who asked similar questions to Sudanese EFL teachers in their survey. 

As explained in section 2.3.2.3, respondents within this rubric were provided with a five-point 

Likert scale with which to respond to the statements. One was labelled “strongly agree” and 

five was labelled “strongly disagree”. 
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     For questions 8-13, respondents were asked whether literature enhances the four skills 

(listening speaking, reading and writing). For questions 14-16, respondents were asked whether 

literature strengthens language areas (grammar, vocabulary and pronunciation). Questions 17-

21 asked about other benefits of literature that relate to communicative competence, critical 

thinking, cultural competence, motivation and emotional intelligence. Tables 3.19, 3.20, 3.21 

record the responses to questions 8-21 regarding the benefits of incorporating literature in EFL 

classroom.  

Table 3.19  

Perceptions towards the role of EFL literature in enhancing the four skills 

Statements Mean(st.dev) Median 

8. EFL literature enhances students’ listening skills 3.85(0.92) 3.95 

9. EFL literature stimulates speaking 3.99(0.79) 4.05 

10. EFL literature promotes students’ reading skills 4.68(0.61) 4.73 

11. EFL literature inculcates reading habits in students 4.36(0.65) 4.40 

12. EFL literature enhances reading comprehension skills 4.56(0.60) 4.60 

13. EFL literature inspires writing 4.59(0.64) 4.64 

        

      Table 3.19 shows views towards the role of EFL literature in enhancing students’ 

linguistic skills. The data indicates a moderate positive perception towards EFL literature 

enhancing listening skills, with a mean close to 4, indicating general agreement but with some 

variability (St. dev=0.92). The table records slightly higher agreement on the positive impact 

of EFL literature on students’ speaking skills, evidences by a median and a mean above 4, 

suggesting a stronger consensus among teachers. The table shows a strong agreement regarding 

the role of EFL literature in improving reading skills and inculcating reading habits with both 
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categories having means exceeding 4. Enhancement of the reading comprehension skill and 

writing through literature record means above 4.  

The agreement is consistent with lower standard deviations which are respectively (0.60) and 

(0.64), suggesting that most respondents strongly believe in the effectiveness of EFL literature 

for these skills.  

 Questions 14-16 provided statements about the perceptions towards EFL literature 

strengthening language areas.  

Table 3.20 

 Perceptions towards the role of EFL literature in strengthening language areas 

Statements  Mean (st.dev) Median  

14. EFL literature enriches students’ vocabulary 4.82(0.42) 4.83 

15. EFL literature improves use and knowledge of 

grammar  

4.08(0.82) 4.15 

16. EFL literature improves students’ pronunciation  3.79(0.97) 3.86 

  

 Table 3.20 shows the role of EFL literature in developing language areas. The highest 

level of agreement is observed in enriching students’ vocabulary, with a mean above 4. The 

median of 4.83 indicates that the great majority of the respondents consistently agree or strongly 

agree with this view. Similarly, there is a strong agreement on the positive impact of EFL 

literature on improving knowledge and use of grammar, as reflected by a mean of 4.08 and a 

median of 4.15. A moderate variability in responses is indicated through the standard deviation 

of 0.82. This, in turn, suggests that there are some differing opinions while most agree. 

    The perception of EFL literature’s role in improving students’ pronunciation is more 

varied, with a mean of 3.79 and a higher standard deviation of 0.97. While there is general 
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agreement, there is also significant variability in how strongly respondents feel about this view. 

This is indicated by a median of 3.86. 

    Statements 17-21 provided perceptions towards the role of literature in enhancing 

communicative skills, boosting critical thinking, developing cultural competence, increasing 

motivation and promoting emotional intelligence.  

Table 3.21  

Perceptions towards other benefits of EFL literature 

                              Statements  Mean (s.dev) Median  

17. EFL literature enhances students’ communicative skills 4.02(0.82) 4.09 

18. EFL literature boosts students’ critical thinking  4.41(0.71) 4.47 

19. EFL literature develops students’ cultural competence  4.58(0.68) 4.64 

20. EFL literature increases students’ motivation and 

engagement 

4.04(0.78) 4.09 

21. EFL literature promotes emotional intelligence 4.23(0.75) 4.29 

       

 Table 3.22 shows, the teachers feel very strongly that, EFL literature enhances students’ 

communicative skills. While the mean and the median are above 4, the standard deviation is 

0.82, suggesting a moderate variability in the responses. Critical thinking is also seen as one of 

the merits of literature, evidenced by a mean of 4.41 and a median of 4.47. The standard 

deviation of 0.71 indicates that there is a consistent support for this view among teachers.  

     The perception of EFL literature impact on developing the learners’ cultural competence 

is very high, with the highest mean (0.58) and median (4.64). The lower standard deviation of 

0.68 suggests a high level of agreement for this view among teachers. Quite similar to the 

responses related to the impact of literature on the students’ communicative skills, increasing 
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students’ motivation and engagement scored the same median of 4.09 and a mean of 4.04. The 

standard deviation of 0.78 indicates that while there is general agreement, there is also 

significant variability in the teachers’ views. 

      Finally, it has been evidenced that there is strong agreement among respondents on the 

role of EFL literature in promoting students’ emotional intelligence, with a mean of 4.23 and a 

median of 4.29. The standard deviation of 0.75 suggests moderate variability, but overall, 

teachers tend to agree on its positive impact.  

 Familiarity with EFL Literature 

    It is of a great importance to know whether the teachers have a good understanding and 

familiarity with EFL literature. Figure 3.11 shows to what extent are the teachers familiar with 

EFL literature. 

Figure 3.13  

Familiarity with EFL Literature 

 

      Note: An excerpt from the online survey showing the teachers’ extent of familiarity with 

literature. 
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A considerable number of the respondents (35%) are quite familiar, suggesting that they have 

some knowledge but may not be deeply engaged with EFL literature. In opposition to that, only 

15% reported being very familiar. A further 29.5% described their familiarity as somewhat 

adequate. Conversely, 16% admitted not being very familiar, and a minority of 4.5% declared 

no familiarity at all.  

 Perceived Importance of Incorporating EFL Literature in the Secondary School 

    The intent of this question (What is the perceived importance of incorporating EFL 

literature in the secondary school curriculum according to you?) is to find out whether the 

teachers are for or against incorporating the literary component in the secondary school 

curriculum. Answering this question, a total of 42% of the respondents labelled the literary 

component as being important and 31.5% as being very important. This data reveals that a 

majority of the teachers recognize the significance of EFL literature. On the other hand, a 

notable portion (accounting for 19.5%) was found to view literature as a supplementary material 

or not important at all (7%). 

 

 

 

 

 

 

 

 



147 

 

 

Figure 3.14 

Perceived Importance of EFL Literature 

 

Note. An excerpt from the online survey showing the perceived importance of EFL 

literature according to the teachers.  

 The Status of the Literary Component  

In order to cross-check data and get a clear picture on the status of the literary component, the 

teachers were asked whether the secondary school curricula give literature a fair share (does the 

Algerian secondary school curriculum give EFL literature a fair share?). Responses to this 

question confirm the findings obtained from content analysis of the three textbooks. This is 

evidenced by the responses of 170 (accounting for 85%) who validated the claim that EFL 

literature is not given a fair share within the curriculum, while only 15% of the total consider 

that it is given more room.  
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Figure 3.15 

Views about the Status of the EFL Literary Component  

 

 Note. An excerpt from the online survey showing the teachers’ views about the status of 

the EFL literary component in the Algerian secondary school curriculum. 

 Relevance of Literature Oriented texts  

    Teachers were asked whether the literary oriented texts on the textbooks resonate with 

students’ interests and preferences. In response to this, a significant majority of respondents 

(81.5%) believe that the literary texts are unengaging and irrelevant to the students’ interests. 

Only 18.5% indicated that these texts are relevant and engaging. The responses to this question 

echo the findings of the evaluation of the selected literary texts in the textbooks.  
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Figure 3.16 

Engagement and Relevance of Literature Oriented Texts 

 

Note. An excerpt from the online survey showing the teachers’ views about the suitability 

of the literary texts in the textbooks. 

 Matching the Students’ Linguistic Level  

 It is common knowledge that the students’ linguistic level in a foreign language class is 

of paramount importance. The success of any teaching course, therefore, rests upon the 

students’ ability to understand the meaning of words they encounter.  

 That is why it seemed very important to enquire about the teachers’ views regarding the 

suitability of the literary texts in relation to the students’ linguistic proficiency. With regard to 

this issue, a majority of 74% of the respondents feel that the literary texts in the textbooks are 

too challenging and complex, suggesting a disconnect between the curriculum content and the 

students’ language aptitudes. Only 26% of the teachers find that these texts appropriate for the 

students’ linguistic level.   
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Figure 3.17 

Suitability of the texts to the Students Linguistic Level  

 

Note. An excerpt from the online survey showing the suitability of the language of the 

literary texts in the textbooks. 

 

  Literature Texts as Breaks 

 Content analysis has revealed that all three textbooks contain sections of literature as 

optional content, intended to provide break at the end of some units and sequences. Accordingly, 

it is essential to verify whether educators use these texts or disregard them. A slight majority of 

the teachers (67.7%) do not use these texts with their students, while only 32.3% do utilize 

them.     
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Figure 3.18 

Using Literature Texts as Breaks 

 

Note. An excerpt from the online survey clarifying whether the teachers make use of literature 

texts as breaks with their students.  

 Reasons for Avoiding Literature Text as Breaks 

  146 teachers (73%) cite numerous reasons for not using literature texts as breaks with 

their students. These reasons are categorized thematically in the table below. 

Table 3. 22 

Reasons for Avoiding Literature Texts as Breaks  

Reasons behind Avoidance 
Number of 

Respondents 

Percentage of 

respondents (N=146) 

Relevance and Interest  63 43.15% 

Linguistic Level  25 17.12% 

Curriculum and Exam Focus  16 10.95% 

Time Constraints  32 21.91% 

Content Quality and Outdated Materials  10 6.84% 
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Most responses focused on reasons related to relevance and interest, although there were 

also many comments about time constraints and students’ linguistic level. Comments about 

relevance and interest account for 43.15%. Respondent number 33 and number 120 illustrate 

this group. Respondent number 33 claims that the texts are boring and are not attractive at all.  

 Respondent 120 says that the texts seem to be very long and not catchy, the way they are written    

makes the reader feels bored and this is why it is preferable to use other texts that match the 

students’ real- life experiences.  

  This interviewee writes, “I tried to direct students to read them to get some ideas for the 

written expression task. However, I do not usually use them since they seem too long and not 

catchy, the way they are written makes the reader feel quickly bored. I prefer to use new texts 

that match the real -life situations students live”. 

  Comments about limited time account for 21.91% of all responses. The extensive and 

overloaded programmes leave little room for additional literature that is not directly related to 

exam preparation or core learning objectives. Therefore, the use of literature texts as breaks at 

the end of some units and sequences seems to be challenging. Respondents 99 and 135 illustrate 

this group when they write, “these texts are not instructed neither by inspectors or by the 

progressions”, R99. Respondent 135 adds, “these texts are not found in the yearly distributions. 

Why should I teach them? I am struggling to finish the official program itself. I sometimes do 

a unit assessment in the end of the units.” 

  The third largest group of responses, making 17.12% of the total, address the linguistic 

level. Respondent 136 explains that the low linguistic proficiency of the learners renders the 

application of these literary oriented texts challenging, thereby requiring the introduction of 

other alternatives. In his exact words he writes, “Because they are mostly classics with a 

sophisticated diction that does not meet the level of learners. I usually select short stories that 
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they are familiar with or excerpts from famous novels that have been adapted into movie or 

series”.  

 The fourth group, accounting for 10.95%, addresses reasons related to curriculum and 

exam focus. In fact, secondary school teachers are provided with a specific curriculum to adhere 

to, which is implemented through annual progressions. These last do not include provisions for 

the use of these texts.  

 Respondent 69 writes, “we follow the progressions given by the Ministry of Education, 

in secondary school the focus is on preparing for exams rather than on broader literary 

appreciation”. Respondent 112 adds, “According to our syllabus and the teaching methods, we 

have noticed that the main focus is unfortunately on grammar”. Respondent 137 echoes this by 

writing “Because they need things like grammar for the baccalaureate examination. These texts 

are not the ones students encounter in exams. Thus, I prefer familiarizing my students with texts 

they will deal with in examinations”.  

 Other responses, accounting for 6.84% discussed the reason of content quality and 

outdated materials. Respondent 46 illustrates this group when he writes “honestly speaking, I 

do not use the textbook at all, I design my own worksheets according to my learners’ needs. 

Besides, I find the textbook too old, since 2008, too many things have changed”.  

 Criteria for Bringing New Literary Texts to the Classroom  

       Undisputably, not all texts within the textbooks adequately cater to the various tastes, 

needs and language aptitudes of the learners. Therefore, teachers very often introduce new texts 

to their students following a number of criteria. In this respect, an overwhelming majority of 

the respondents (corresponding to 79.5%) declared that respect for the learning objectives is 

the most important criterion, while 62% considered the students’ linguistic background as a 

pivotal standard. 60% viewed the students’ cultural background as a key criterion, and only 

34% regarded the students’ literary background as a critical measure. Other respondents 
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associated these criteria with the length of the text (58%) and the availability of the text (22%). 

Ultimately, 10% of the total considered that there are other criteria rather than the previously 

mentioned ones.  

Figure 3.19 

Criteria for Selecting New Literary Text 

 

 

   Note. An excerpt from the online survey showing the teachers’ criteria for selecting 

new literary texts.  

 

 Additional Criteria for Selecting Literary Texts  

43 teachers (21.5%) responded to this question. Their responses have been categorized 

in the table below. 
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Table 3.23 

Additional Criteria for Selecting Literary Texts 

Additional Criteria  Number of respondents Percentage of respondents 

Students’ Interests and 

Preferences 

20 41.51% 

Contemporary and updated texts  07 16.27% 

Motivation and Engagement  04 9.30% 

Relevance to the Theme of the 

Unit  

06 13.95% 

Language skills and Development  02 4.65% 

Cultural and Moral Values 02 4.65% 

Practical Considerations  02 4.65% 

 

     The most common recorded response is related to students’ interest and preferences.  

A significant majority of respondents (46.51%) that considering what students find interesting 

and motivating can make the learning experience more enjoyable. A total of 16.27% indicated 

that opting for contemporary and updated texts that address current themes and issues help 

maintain students’ interest and relevance. Only 13.95% regarded the texts’ relevance to the theme 

of the teaching unit as key criterion. Respondent 32 writes that texts should relate to the units. In 

his exact words he writes, “Texts should be relevant to the themes being taught in the 

curriculum”.  
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 Suggestions for an Efficient Implementation of an EFL Literature  

    167 teachers (83.5%) responded to this question. Their responses have been categorized 

and are presented in table 3.24.  

                 

Table 3.24  

Suggestions for an Efficient Implementation of EFL Literature 

 

Suggestions 
Number of 

respondents 

Percentage of respondents 

(N=168) 

Text Selection  55 32.73% 

Integration of ICTs  23 13.69% 

Curriculum Updates  40 23.80% 

Interactive and Engaging Tasks  14 8.33% 

Teacher Support and Resources  12 7.14% 

Encouraging Reading Habits  12 7.14% 

Gradual Implementation  12  7.14% 

              

A significant proportion of teachers (32.73%) focused on selecting appropriate literary 

texts that are engaging, age-appropriate, and relevant to students’ interests and language level. 

Respondents 9 and 51 illustrate this group when claiming,  

- R9: “I suggest introducing literature that would suit students’ linguistic and cultural 

level”.  

- R51: “I suggest selecting interesting literature which meets the students’ needs”.  

- Comments about curriculum updates accounted for 23.80%. These educators suggest 

including modern, relevant literary texts that resonate with students’ lives and 

experiences. Respondent 91 and 167 illustrate this group. Respondent 91 claims that the 

curriculum should be updated for a better implementation of EFL literature in the 

secondary school. Respondent 167 says that the curriculum should give the literary 
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component a fair share.  

- R91: “In order to do that, all the curriculum has to be renewed and updated”.  

- R167: “I suggest to add more literature in the textbook and to choose good texts and 

attractive images for teens”.  

The third largest group of responses accounting for 13.69% of the total, address the use 

of ICTs in order to enhance the teaching and learning of EFL literature. Respondents 47, 73 and 

76 illustrate this group. Respondent 47 suggests the implementation of ICTs since they facilitate 

comprehension of the literary component. She writes, “I suggest using ICTs. These fascinating 

facilitating tools make stories clear and vivid. As students see pictures, hear voices and watch 

videos, they undoubtedly get immersed in the narrative and this helps them understand events”.  

Respondent 73 writes, “I suggest using ICTs. With the huge progress in AI, using more 

ICTs will ease the task of teaching literature, sum up long stories, create short versions of 

stories, animate the stories, translate real life stories from our community and animate them”.  

Finally, respondent 76 echoes the previous claims and stresses the effectiveness of using ICTs 

when he claims, “Implementing EFL literature in secondary school education would definitely 

be engaging and enriching. My suggestions would be as follow: first, consider incorporating 

tools like data projects for dynamic presentations and videos, integrating speakers for 

immersive audio experiences, utilizing visual story telling techniques, and incorporating online 

games to make the learning process interactive and engaging”.  

      The fourth group, accounting for 8.33% of the total, call for incorporating interactive 

tasks such as group discussions, collaborative projects, and creative assignments. Respondent 

70 illustrates this group when she writes, “There are various strategies to integrate literature. 

We can use interactive discussions, group activities, and create projects to engage students. 

They may also analyse poems, novels or plays together, encouraging them to express their 

thoughts and interpretations. It is all about making it fun and meaningful for the students. 
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Literature can be used at any age and in any language”. Other responses put forward other 

suggestions, from providing educators with support and resources (7.14%), to encouraging 

reading habits (7.14%) among students and scaffolding the teaching tasks.  

 Assigning Students to Read Literature for Pleasure  

      This question aims to reveal a very sensitive issue related to the incorporation of the 

EFL literary component in the secondary school. It seeks to determine whether the students 

are assigned to read EFL literature for pleasure and whether educators encourage reading 

habits among their students or not. Surprisingly, the findings reveal that a significant 

proportion of educators (accounting for 83%) assign pleasure reading. Only 17% reported that 

they never ask students to read.  

Figure 3.20 

Encouraging Students to read EFL Literature 

 

 

Note. An excerpt from the online survey showing whether teachers assign students to read 

EFL literature for pleasure. 
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 Genres Assigned for Pleasure Reading 

    The very concern of this question to have an idea about the type of literature assigned 

for pleasure reading. In this question, the teachers were allowed to select more than one option. 

The results obtained showed that short stories are significantly preferred for pleasure reading 

assignments, with a substantial majority of 90.7%, followed by novels (making 37.1%), plays 

(17.5%), and poems (16.5%).  

Figure 3.21 

Genres Assigned for Pleasure Reading  

 

Note. An excerpt from the online survey showing the genres recommended for 

extensive reading. 

 Reading Presentations  

        Seeking to determine techniques for literature presentation, educators were asked how 

learners present their readings. The results obtained from this area of investigation revealed that 

a substantial majority of the teachers (53%) leave the floor to their students to make oral 

presentations, while 34.5% receive their book reviews and evaluate them. Only 12.5% highlight 

other ways of reading presentations. 
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 Figure 3.22 

Techniques of Literature Presentation 

 

Note. An excerpt from the online survey showing the techniques used by the students to 

present their readings. 

 

 Other Ways of Reading Presentations 

Only 39 educators (14%) provided answers to this question. Their responses are 

categorized in the table below. Note that some respondents mentioned more than one way.  

  Table 3.25 

 Additional Ways of Reading Presentations 

Other Ways of Reading 

Presentations 

Number of respondents  Percentage (N=29) 

Summaries  19 65.51% 

Group Projects  09 31.03% 

Creative writing Assignments  04 13.79% 
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A significant majority of educators (65.51%) report that their students summarize the 

content of the literary work in their own words. This traditional method remains popular among 

teachers to assess the reading comprehension. The second most frequent strategy is group 

projects. This strategy is reported by 31.03% of the respondents. Teacher 39 illustrates this 

group when she writes, “I sometimes have them to come to the stage, get dressed like characters 

or very often wear facemasks with names of characters on them. This works best in foreign 

language class”. Only 13.79% report presenting through creative writing assignments. 

Respondents 20 and 35 illustrate this group when they write that sometimes students are 

creative in their presentations. Respondent 20 writes, “Sometimes students write response to 

the writer’s view and react to the characters’ acts”. Similarly, respondent 35 writes, “Students 

imagine other alternative endings and present them to the class”. 

 Techniques to Encourage Students to Read more EFL Literature  

It goes without saying that leisure reading has a welter of benefits, and ideally teachers 

should inspire students to explore a variety of genres during their free time to foster a lifelong 

love of learning. With this vein of thought, the teachers were asked about the different strategies 

they often use to encourage pleasure reading among their students. In response to this question, 

73% mentioned adding extra marks, while 32% indicated giving presents, and 26% suggest 

giving books for free. The remaining respondents (8%) referred to other alternative methods, 

which suggests that there is no one-size-fits-all approach to encourage reading.  
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Figure 3.23 

Strategies to Encourage Extensive Reading of EFL Literature  

 

Note. An excerpt from the online survey showing the teachers’ strategies to encourage 

extensive reading of EFL literature in their classes.  

 

 Extensive Reading Challenges  

    Extensive reading activity was found to be facing some challenges. These 

challenges are categorized in the table below. 

Table 3.26  

Extensive Reading Challenges 

Challenges  Number of respondents  Percentage (N=181) 

Time Constraints  45 24.86% 

Students Language Proficiency  72 39.77% 

Lack of Motivation and Interest  58 32.04% 

Difficulty of Texts  28 15.46% 

Resource Limitations  44 24.30% 
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Seeking to uncover more realities about extensive reading of EFL literature among 

secondary school students as assigned by the Ministry of National Education, educators were 

asked about challenges they face when assigning students to read. The most frequent challenge 

mentioned by respondents was “students’ language proficiency”, with 72 responses (accounting 

for 39.77%). The second largest group of responses highlighted accounting for 32.04% of the 

total highlighted lack of motivation and interest among students as a major obstacle. 

Respondent 61 the low level of motivation to digital distraction. He writes, “Reading is in fact 

so underrated that nobody believes it actually helps, particularly in the age of books summaries 

and audio books. Many students now are addicted to social media and that is why they do not 

engage in the task of reading literature, even in their native language”. Respondent 116 echoes 

this when claiming that students now rely heavily on ready summaries found in the internet. 

She writes, “Students are not motivated to read paper books. The only thing they do is to copy-

paste what they find through websites without making any efforts”.  

The third group, accounting for 24.86% of the total considered time constraints as a 

major obstacle. Educators in this group explained that the overloaded programs significantly 

impede students’ ability to engage in voluntary reading of literary works. Respondent 91 

illustrates this group when she writes that the limited time makes it hard to engage students in 

voluntary reading.  

R91: “Time restriction (a program to finish)”, while 15.46% indicated that the difficulty 

of the language in literary works constitutes a major obstacle. Other educators (making 24.30%) 

complained about the scarcity of appropriate and sufficient books in school libraries.  

     In line with this, respondent 66 writes, “lack of adequate resources poses a significant 

challenge for us, as our school currently does not have a library. This limitation restricts access 

to diverse literary resources, impacting the breadth and depth of literature integration into our 

teaching methods”. 
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 Ironically, respondent 105 writes; “the ABSENCE of resources and materials is remarkable. 

You find only some bilingual dictionaries for a 5-10 years old kid. The library is always closed, 

it is never open”.  

 Suggested Books for Extensive Reading  

173 educators (86.5%) responded to this question. The responses suggest a wide range of 

book titles, including classics, modern novels, short stories, and young adult fiction. Figure 3.22   

below shows the types of books that have been mentioned by the respondents.  

The largest group of respondents (41.61%) recommend classic literature. Titles by authors 

such as Charles Dickens, Mark Twain, Shakespeare, Jane Austen were frequently mentioned. 

Respondent 17 suggests “The Secret Library”, respondent 131 suggests Shakespeare’s Hamlet. 25 

educators, accounting for 14.45% suggest reading modern contemporary literature as “Harry 

Potter” and “Hunger Games”. About 13.29% consider short stories as the most appropriate 

literature for extensive reading programs. However, many of these respondents made no mention 

of specific titles of short stories. This is quite clear in respondent’s 33 response when writing “I 

cannot suggest random titles from a personal point of view, literature is vast and has its benefits 

and also its drawbacks. I would go for simple short stories as a start and suggest books that spread 

positivity to not contaminate the learners’ minds at such an age”. 

Another group of teachers making up 8.67% suggest young adult fiction books as 

“Wonder” by R.J. Palacio, “The Giver” by Lois Lowry, and Percy Jackson and the Olympians 

series by Rick Riordan”. While 5.78% recommend fairy tales and children’s literature books, such 

as “Little Red Riding Hood”, and “Alice in Wonderlands”, only 2.89% recommend non-fiction 

and motivational books or science fiction books.  
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 Figure 3.24 

 Suggested Types of Books 

                

 

3. 8.2 Interpretation of the Teachers’ Questionnaire  

    The questionnaire submitted to the teachers as part of this study was crucial in 

addressing very sensitive issues related to the use of the EFL literary component in secondary 

school education. Initially, an attempt was made to check the teachers’ understanding of the 

term “literature”. The findings indicate that not many teachers define literature as an educational 

tool or literature with small “l”. This is probably due to the fact these educators were taught 

literature as a module at university by focusing on the writers’ biographies, literary movement 

and related topics. Literature was taught in traditional, boring ways that did not seem to engage 

them.  

    Before addressing the teachers’ perspectives towards integrating the EFL literary 

component in secondary school education, it was logically prudent to first investigate its actual 

status within the curriculum. In this regard, the vast majority of the teachers identified their 

positions unequivocally and articulated their perceptions distinctly towards the benefits of 
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literature in an EFL context.  

Only a minority opted for the ‘neutral’ choice, indicating that most educators possess well 

informed opinions on the benefits of the literary component.  

Additionally, the statement “EFL literature enriches students’ vocabulary” received the 

highest level of strong agreement among respondents, followed by the statement “EFL literature 

promotes students’ reading skills”, reflecting the respondents’ recognition of literature as a 

comprehensive tool for language development. In fact, literature is used for linguistic purposes 

in the three textbooks, with the aim of developing the students’ four skills and strengthening 

their language areas (grammar, vocabulary and pronunciation). This likely influence the 

teachers’ perceptions and agreement with statements related to the matter but stands in direct 

contradiction to the previously mentioned definitions which diminish the role of literature as an 

educational tool.   On the other side of the spectrum, this view does not preclude a large number 

of respondents from strongly agreeing with the statement “EFL literature develops students’ 

cultural competence”. This in turn suggests that the role of literature in enhancing cultural 

understanding should be reconsidered in the secondary school. Moreover, literary texts should 

be exploited at maximum rather than for solely linguistic purposes which can be achieved even 

through using non- literary texts.  

   The teachers have confirmed the scarcity and the unsuitability of the literary texts within 

the three secondary school English textbooks. The unsuitability of the texts even created disgust 

among the great majority of the teachers, leading them to avoid using these texts, especially 

those used as breaks, or changing them with other texts that align with the learners’ linguistic 

aptitudes and tastes. Here again the teachers highlighted the importance of selecting texts that 

meet with the students’ linguistic backgrounds, emphasizing the function of literary texts as 

merely linguistic tools. 
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    Another very interesting point in examining the status of status of the literary component 

concerns the implementation of the provisions of the Ministerial decree number 310 which calls 

for encouraging extensive reading in both native and foreign languages among secondary 

school students. The results suggest that the great majority of English teachers assign students 

to read literature, mainly reading short stories. However, this does not ensure that all students 

engage in reading, especially given the fact that this task is optional. Many students present 

their readings in forms of book reports which are generally copied from the internet. 

     Notably, there seems to be a contradiction in the teachers’ responses. Initially, a great 

majority of them complain about the lack of time and the impossibility to engage in extensive 

reading. However, a significant number subsequently report that their students engage in 

extensive reading tasks and oral presentations at class which is time consuming.  

      In addition to this, many educators highlight a number of challenges that render the task 

of extensive reading too demanding. Primarily these difficulties stem from the students’ low 

linguistic proficiency and a pronounced lack of motivation.  

In fact, students do not engage in reading for pleasure even in their native language. Therefore, 

decision makers and educators should think of ways to encourage this activity among students. 

     Ultimately, a significant number of teachers consider the incorporation of literature in 

secondary school education as either important or very important. Hence, curriculum designers 

ought to take the teachers’ views into account when designing school programmes as these 

individuals have a close understanding of learners’ needs, interests and tastes.  

     Regarding educators’ perspectives towards a better implementation of literature, it is 

fair to say that a great majority of them feel very optimistic, this is reflected in the suggestions 

they put forward. Some of them went even to suggest some titles of books for an extensive 

reading programme. A significant number advocate for the inclusion of classic literature. 
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However, this preference presents a notable contradiction when juxtaposed with their 

concerns regarding students’ linguistic proficiency. This also suggests that educators may lack 

proficiency in text selection, indicating a need for professional development on selecting and 

effectively utilizing appropriate texts.  

3.9 The Inspectors’ Interview 

In the following section, we present an analysis of the interview findings conducted as 

part of this thesis.  

       3.9.1 Findings of the Interview  

 Interviewee Profiles 

   As previously mentioned, the researcher has initiated the discussions by asking some 

personal questions (name, years of experience, place of work) in order to foster a sense of 

comfort and establish rapport, thereby creating an atmosphere of intimacy conductive to the 

interview process. However, it should be noted that not all interviewees felt comfortable with 

such kind of questions. Accordingly, their names were coded as Insp1, Insp2, Insp3 …. Insp10. 

Below is a table that presents these personal details.      
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Table 3.27 

Interviewee Profiles  

Interviewee Number Years of experience 

Insp 1 14 years 

Insp 2 08 years 

Insp 3 14 years 

Insp 4 06 years 

Insp 5 14 years 

Insp 6 01 year 

Insp 7 08 years 

Insp 8 01 year 

Insp 9 08 years 

Insp 10 08 years 

 

 Status and Value of the Literary Component in Secondary Education  

There is a consensus among inspectors that the literary component is undervalued in the 

current curriculum. This is quite evident in Insp 7 response, “literature is completely neglected”, 

echoing this view, Insp 10 adds, “literature is seen as an extra material, not essential”. Insp 9 

and Insp 4 mention that “literature appears in only one chapter of each of the three books as 

much emphasis is on scientific topics while Insp 1 expressed an optimistic view, stating “the 

integration of literature into teaching is still pending. We are waiting for the introduction of this 

valuable resource in teaching”. This statement reflects a hopeful anticipation for the inclusion 

of more literary texts in the curriculum. 

 Teacher Skill and Training  

Most inspectors agree that teachers are not skilled enough in introducing the literary 

component to their students and that more training is needed in this area. Insp 7 for instance 

explained, “teachers need additional training”, following the same drift of thought, Insp 4 
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stated, “teachers lack mastery and need adaptation skills”. Insp 1 attributed this to the traditional 

methods employed by a great majority of the teachers. In his exact words he stated, 

“unfortunately, many teachers still follow traditional methods”. These impressions formed in 

the minds of the inspectors stem from their regular field visits to classrooms which they 

organize periodically in order to identify and address deficiencies as well as to recognize 

strengths and appreciate them. 

 Student Reactions and Engagement  

Most inspectors agree that students show positive reactions if the texts are engaging. 

This is reported by Insp 4 who claims, “students show readiness and interest despite 

difficulties”, Insp6 explains, “students show great interest in fairy tales and short stories” and 

Insp7 posits, “I noted that students enjoyed the story and remained motivated throughout the 

session and this underscores the potential for literature to engage and captivate students”. On 

the other side of the spectrum, the remaining inspectors explain that reactions vary widely. 

While some learners seem to be highly engaged and motivated, others show negative reactions 

or no reactions at all”. Insp 5 reports, “to be frank, no clear response was noted” Whie Insp 1 

mentions, “students’ reactions are simple”.  

 Textbook Content and Supplementary Materials 

Most inspectors report that not many teachers bring other alternatives and that the great 

majority stick to the literary texts that are included in the textbooks. Insp6 reports, 

“unfortunately, most teachers just follow the textbook slavishly because they are reticent and 

prefer to stay in their comfort zone”. In a similar fashion, Insp8 explains that teachers are 

hesitant to innovate or introduce new material due to the scarcity of the texts that align with the 

curriculum objectives. From a different perspective, Insp 5 reports that the teachers are granted 

the freedom to choose other texts that align with their students’ levels and tastes. In his exact 

words he says, “in my district, teachers are granted the freedom to choose texts from other 
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resources than the textbooks provided that they are age appropriate, interesting and help them 

achieve the learning objectives”.  Insp 9 echoes this view stating that teachers are allowed to 

SARS (Select, Adapt, Reject, Replace and Supplement) the textbook. They are encouraged to 

use other texts so long as they keep the same themes.  

 Benefits of EFL Literature 

     The benefits of the literary component are widely acknowledged among inspectors. The 

majority of them highlight its linguistic and cultural benefits for secondary school learners. Insp 

4 mentions that the literary component nurtures reading, speaking, writing skills and also 

broadens imagination and critical thinking. Insp 2 stresses the linguistic benefit, stating that it 

also increases vocabulary and helps in mastering the English language.  Acknowledging its 

cultural benefit, Insp 7 states, “the literary component provides access to the target culture”, 

Insp 10 declares, “it has linguistic and cultural benefits”, Insp 5 posits, “it promotes openness 

to the world and tolerance with others. In addition to this, when producing or writing, our 

students develop and promote their national identity and their citizenship, you see?” Insp 1, 

Insp3 mention that the literary component has further a motivational benefit. Insp1 for instance 

states, “the literary component motivates students and makes them more responsible for their 

learning”.  

 Integration of the Literary Component in the Curriculum  

According to the inspectors’ responses, there seems to be a general support for 

integrating the literary component into the curriculum. Insp1 states, “really a good initiative”. 

Similarly, Insp5 explains that the integration of the EFL literary component in the secondary 

school constitutes a vital step for preparing students to more complicated works at university. 

Insp 7 mentions, “I would be glad if it happens”. Only Insp 8 seem to be against, she ironically 

answers, “the literary component? You mean literature? this is it?  Oh NO! no, no. I see that 

this would be only a superficial addition, and it does not play a substantive role in the overall 
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learning experience”. 

 Strategies to Make Literature Beneficial for Students 

Inspectors provided a number of suggestions for improving the integration of the literary 

component. These suggestions will be beneficial but only if curriculum designers transform 

them from theory to practice. These suggestions, as documented verbatim through recordings, 

are detailed below. 

 “Teachers can introduce short passages from different genres, starting from the first year 

till the third year where they may teach longer passages. They may even use translated 

excerpts from passages they study in Arabic. They can also teach passages from 

universal literary masterpieces. More importantly, they should also use passages which 

are in accordance with leaners’ taste and interest”. 

 “Teachers can make literature more beneficial for students by creating interactive 

discussions and integrating creative activities that foster critical thinking and deepen 

comprehension”.  

 “Teachers can make literature more beneficial for pupils by fostering a supportive and 

interactive learning environment. This includes encouraging open-discussions, 

connecting literature to real world issues, incorporating diverse authors and perspectives 

and integrating creative assignments that allow students to express their interpretations”. 

 “Adapt it to the level of students”.  

 “Teachers are implementing curricula. So, they have to achieve educational goals. 

However, at the local level, they may choose the texts, vary the strategies, induce 

reading and encourage learners to become creative”.  

 “In my opinion, teachers themselves should be interested in literature so that they can 

motivate the learners for literature”.  

 “Teachers should do a lot to motivate their students to love literature. This can be done 



173 

 

 

by bringing interesting literary texts and genres to the class”.  

 “To make literature more beneficial for students, teachers should enjoy teaching it and 

excel in engaging learners to use all their senses while reading, immersing them in the 

genre being taught. Thorough lesson preparation is also crucial to ensure engagement, 

interaction and productivity”.  

 “I will be truly pleased if I meet a teacher who himself or herself reads literature. We 

need to enrich our school libraries with interesting books which are linguistically and 

culturally relevant. One more thing, teachers can create a readers’ club, pupils should 

be taught how to write book reviews and reports”.  

 “This can be done by simply making literature more enjoyable, you know today’s 

learners (laugh)”.  

 Additional Comments  

  In the end of the discussion, inspectors were given the opportunity to offer additional 

suggestions and comments. Insp 9 states, “a reform was launched years ago with the 

participation of the British Council”. These reforms should not remain an ink on paper and 

serious steps should be taken in order to introduce literature to EFL secondary school learners. 

Insp 1 on his part expanded the idea to a broader horizon through his proposal, stressing the 

necessity of appointing a specialized body or committee whose mission will be a deep study on 

how to integrate literature into secondary school education. Insp 10 calls for the importance of 

teacher training and professional development. According to him, workshops and training 

sessions can enhance educators’ skills and confidence in teaching literary texts. Insp9 suggests 

to discuss themes such as extensive reading, literature in the classroom, storytelling, book 

reports, receptive and productive skills through using the literature component in seminars to 

help teachers in navigating the teaching of English through the literary component”.  
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Insp 5 posits that the phrase “teaching literature” is misleading. In his comment to this 

he states, “as far as I am concerned, in secondary school education, literary texts cannot be 

tackled the same way they are at the university. They are used as teaching materials. They are 

used as means not as an end. Students are just initiated to literature because there is an exit 

profile. They may deepen their knowledge of EFL literature when they reach university and 

study English. On the other side, if we want to change things, educators at the university should 

collaborate with the National board of curricula”.  

Insp 6 suggests to make the EFL literary component an integral part of the Algerian EFL 

syllabus of all streams.  

3.9.2 Interpretation and Discussion of the Interview Findings  

      The interview conducted with inspectors was so fruitful and informative that it revealed 

many issues related to the use of the EFL literary component in secondary school education.  

       Initially, an attempt was made to enable inspectors to provide a brief account of 

themselves and identify their years of experience. It should be noted that some inspectors 

selecting not to disclose their identity is respected and acceptable as they may raise sensitive 

issues, provide secret information or criticize school practices and materials. This in turn creates 

some concerns for those who prefer to be mentioned as anonyms informants.  

    The second focal point of the interview centred on classroom practices. In doing so 

many issues were raised. Starting with the place of the EFL literary component and its value 

for secondary school learners. In this regard, stakeholders explained that the EFL literary 

component is undervalued.  During their visits, they have noticed that many teachers stick to 

the textbook content. Only a minority of them make efforts to bring other texts. This fact may 

carry a lot in terms of the incorporation of the EFL literary component in the secondary school. 

Respect for the learning objectives as set by the ministry of national education is appreciated. 

 However, educators are not merely meant to be passive deliverers of textbook content, but 



175 

 

 

should be innovators and creative agents in order to reach those teaching objectives.  

    In connection to this, lack of training among the teachers was tackled. Since literature 

is overlooked within the secondary school programmes, only a minority of inspectors organize 

seminars and workshops that aim at providing teachers with guidelines on how to deal with 

literature. Teachers, therefore, lack the necessary skills and knowledge about how to make the 

literature lesson more enjoyable and engaging. Hence, the literary texts are dealt with 

superficially, mainly to attain the learning objectives. Very few teachers would go beyond these 

texts to tackle cultural issues for instance. On these grounds, it is fair to say that a lot is still to 

be done to exploit literature in the secondary school.  

      In the last part of the interview, the focus was directed towards the inspectors’ 

perspectives towards the incorporation of the EFL literature component in the secondary school. 

In this respect, it was clearly depicted that the majority of them feel optimistic about literature. 

Such perspectives, articulated by important agents and powerful individuals should be 

operationalized into actionable teaching strategies within educational settings in order to enrich 

the curriculum. 

3.10 Conclusion 

      The present chapter, was concerned with the analysis and interpretation of the data 

collected from the three research instruments employed, namely, the document analysis, the 

teachers’ questionnaire and the inspectors’ interview.  

     The analysis of the findings has revealed that the EFL literary component is, to a large 

extent, marginalized and underrepresented though it meets the curriculum objectives. 

Moreover, the literary texts within the secondary school textbooks exhibit a discrepancy with 

the linguistic proficiency of the students and do not align with their areas of interest nor with 

their cultural background. Under these circumstances, stakeholders, including inspectors and 

educators, call for change.  



 

 

 

 

 

 

 

 

Chapter Four 

Towards a Wise Integration 

of EFL Literature in 

Secondary School Education: 

Strategies for Change 
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4.1 Introduction  

    Throughout this chapter, the researcher provides some strategies for change. The 

intention is to rethink the place of the EFL literary component in the secondary school as it 

meets the syllabus objectives (linguistic, cultural, methodological, cognitive and affective) as 

well as the adopted teaching approach. Moreover, due attention is directed at incorporating 

appropriate literature that would meet with the students’ linguistic level, tastes, and cultural 

background. To this end, lesson plans are designed using children’s literature, young adult 

literature and translated literature. Other practical suggestions and recommendations are 

provided within this chapter. 

 

4.2 Rethinking the Place of Literature within the Curriculum 

     The present study has clearly revealed that the literary component is, to a large extent, 

marginalized in the secondary school education. On the other hand, functional or non-literary 

texts are foregrounded. Therefore, the place of the literary component needs to be rethought to 

make it more engaging and effective for learners. Curriculum designers should give literature 

its fair share by incorporating more literary texts into the different textbook units. This, in turn, 

can help contextualize language learning and make it more relevant to the students’ lives.  

     In the context of the Algerian secondary school education, incorporating content which 

is relevant to the students’ real lives is extremely rewarding. Stated differently, teaching in the 

secondary school mainly follows the Competency- based approach principles. An approach 

which stresses the importance of building competencies. In defining competencies Jack C. 

Richards (2011) writes that “competencies consist of a description of the essential skills, 

knowledge, attitudes and behaviours required for effective performance of a real-world task or 

activity. These activities may be related to any domain of life though have typically been linked 

to the field of the work and to social survival in new environment”. 
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      What is more, this suggestion is also set in conformity with another principle of the 

Competency-based approach and which calls for incorporating authentic texts in teaching.  

In this very specific context, Cruz (2010) contends that literature constitutes a substantive 

repository of authentic textual resources. This resource which reflects and resonates with the 

lives of students will certainly foster empathy and help them navigate the complexities of their 

own lives.  

    Additionally, literature is often given limited time in the curriculum, which leads to a 

focus on covering content rather than developing appreciation for literature. The majority of 

the literary texts within the textbooks are used as breaks, with the intention of making students 

read only for pleasure (extensive reading). Teachers who complain about obsession with 

covering content often fail to find more time to be devoted for literature as a break. In response 

to this unpromising situation, our suggestion is to call on curriculum designers to incorporate 

more literary texts and on decision makers to allocate sufficient class time for literature as a 

core component and not only as a supplementary or optional element. For instance, literary texts 

can be incorporated within several lessons to reinforce the four skills (listening, speaking, 

reading and writing). Below are three samples of lesson plans using literature as an authentic 

source. Using literary texts in this way (i.e to teach the linguistic skills) will certainly give them 

more place and a greater value. 
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4.2.1 A Suggested Lesson Plan for the First Year Literary Stream   
 

 

Sequence: Listening and speaking/ let’s write                   Time allowance: 1 hour/30 min 

Competencies: Interact- interpret – produce                                                                   

Materials:  Pictures / whiteboard/Laptop, speakers, data-show 

 Learning Objectives: 

 By the end of this lesson, learners will be able to (WBAT) recycle the forms and the 

characteristic of the language of narration and restore chronological order of an event, 

they WBAT engage with the text to analyze its themes, characters, and moral implications 

through various tasks. 

 Recall previous Knowledge 

 Interact orally. 

 Be exposed to a listening audio clip; understand it and answer its tasks. 

 Listen and respond to a fairytale. 

 Identifying the elements of any fairytale. 
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      Lesson Steps 

stage Procedures / Correction  objectives 

warm 

up 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 Teacher greets and welcomes learners. 

 Teacher shows students pictures and asks them to interpret 

it. 

 She/He distributes the handout and asks learners to look at 

them so as to answer the questions:  

 

 

 

1/ What do the pictures represent? 

2/ Name the following tales: 

3/ Match the characters with their tools: 

 

 

  To introduce 

the topic and 

make students 

focus their 

attention on 

information 

about the story 

and to introduce 

new words 

related to the 

story. 

 

 

Remember 
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Pre- 

listening  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Characters                                                          Tools  

Pinocchio                                                      magic lantern  

The beauty and the Beast                              glass      

                                                                      Shoes/dress                                                                                            

Aladdin                                                          donkey    

Snow white                                                    elf  

Joha                                                                the frog 

                                                                        palace 

Robinhood                                                      the strange  

Cinderella                                                    bow and arrow                                                                      

Little red riding hood                                     wolf  

4/ State other fairy tales you know?  

…………………………………………………… 

1/ Have a quick look at pictures (A-F) , then choose the correct 

answer: 

Pictures (A-F) represent scenes from the famous tale of:     

1.  Cinderella                        2. Alice in Wonderland                                      

3. Little Riding Hood                                            

The following pictures are not in order. Re-order them to get a 

coherent picture story.    

 

 

 

 

 

 

 

 

 

 

 

 

 

To enable 

learners to 

detect 

information 

about the event. 

 

Remember 
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While 

listening  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Task 1:  

Listen to the story of “Little Riding Hood”, and check your 

answers to the previous task: 

https://youtube.com/watch?v=ivg_Yc-

YDYo&feature=shared 

Task 2:  

 

Listen to the fairy Tale and choose the letter (a, b or c) that 

best completes the sentences:  

1) Little red riding hood’s mother prepared a nice basket of 

…………for the grandma.  

a) Clothes.                                   

b) Food.                                   

c) Biscuits.  

2) Little red riding hood’s mother told her not to talk to 

……………………… 

a) Strangers.                                 

b) The police.                           

c) The grandma. 

3) The girl met a ……………on her way.  

a) Zebra. 

b) Lion. 

c) A wolf 

Task 3:  

Listen again to the script and say whether the following 

statements are true or false according to the script: 

a. The mother asked Little Riding Hood to visit 

her uncle.            

b.  The wolf wanted to help Little Riding Hood. 

c.  A brave hunter rescued the little girl and her 

grandma.   

 

 

 

 

 

 

 

 

 

Understand  

 

 

 

 

 

 

 

At the end of 

this activity, 

students should 

have more 

details about the 

story. 

 

 

 

 

 

 

 

 

 

 

 

 

 

https://youtube.com/watch?v=ivg_Yc-YDYo&feature=shared
https://youtube.com/watch?v=ivg_Yc-YDYo&feature=shared
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After  

listening  

Task 4:  

Reorder the following ideas according to the script:    

a. The rescue of Little Riding Hood. 

b. Sending Little Riding Hood to her grandma. 

c. The death of the wolf and rewarding the hunter. 

d. Meeting the bad wolf. 

e. Introducing Little Riding Hood. 

f. Eating the grandma by the wolf. 

g. The shock of Little Riding Hood in her grandma’s 

house. 

Task 1:  

Classify the event ideas of Little Riding Hood story (that you 

have already reordered) in the following plan chart (story 

guidline): 

 Story Guidline: 

1.Beginning 2. Middle  

(chanllenge(s)+problem

(s) 

3. 

Problem 

solved 

4.End 

 

 

  

 

 

 

 

 

 

 

 

Task2: Turn the event ideas into coherent sentences. Then, 

 retell the story of Little Riding Hood using your own style and say 

what lesson have you learnt from this story? 

 

 

 

 

 

 

 

 

 

 

To recognize the 

fairy tale and the 

main events of 

the tale. 

 

Understand  

Analyze 

 

 

 

 

 

 

 

To evaluate sts 

understanding of 

the story. 

 

evaluate 
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. Follow the story guidline. Use  

at first, first of all, next, then, afterwards, after that, in the end, 

finally ,soon ,suddenly 

 Begenning:  Once upon a time ……….. (introduce 

the lead character(s) +where they live) 

………………………………………………………… 

 Middle:  

………….(challenge(s)+problem(s)/Climax………

………… 

Problem solved (resolution): 

………………………………………… 

End: ……………….………………………………                         

  

Task 2: Animate the story of Little Rie Ridinghood (students 

pass to the board in groups to act out the story , they may be 

given more time at home toget ready) .  

The purpose of this task is to enhance speaking skills. 

 

 

 

 

 

 

 

 

 

 

 

 

To reinvest what 

has been learnt 

so far and to 

encourage 

learners to 

speak. 

 

Create  
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  Recognise bias and prejudice and identify ways for conflicts resolution. 

 Write a poem denouncing prejudice. 

 

4.2.2 A Suggested Lesson Plan for the Second Year FL Stream  

 

Lesson Plan                               Level:  2nd Year FL                                                                      

Unit 1: Make Peace                                                                Theme: Peace and Conflict Resolution 

  Sequence 1: Discovering the Language                                Rubric: Write it Right 

  Targeted Competencies: Interact – Interpret – Produce                     

 

 

 

 

 

 

   Assumptions: students are likely to be engaged in discussions about prejudice in society and 

around the world. 

Anticipated Problems: students may struggle with resolving conflicts and comprehending both the 

structure and content of a poem. 

 

 

Suggested Solutions: Illustrated Conflicts Solutions / Supplied Poem Structure / Model 

Poem for production.  

 Core Values: To acknowledge the significance of employing peaceful methods for conflict 

resolution. 

 

  Materials:  Pictures, Worksheets, White board                                 Time Allotted: 1 H 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Learning Objectives: by the end of this lesson, SWBAT: 
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Stage Competency Procedures Objectives timing 

 

 

 

 

 

 

 

 
Warm 

Up 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Interact 

Interpret 

 

 

 

 

Interact 

Interpret 

 

 

 

 

 

 

 

Interact 

Interpret 

 

 

 

 

 

Interact 

Interpret 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

-Teacher (T) greets students (STS), checks attendance and sets 

the class layout. 

-T asks STS to name the pictures using the following words: 

Mediation- Resistance Poetry (literature) – Military Intervention  

Community Service 

 

               

                                                                   
 

 

                 

   

 

 

 

Key: 1-Military Intervention / 2- Mediation/  

3- Community Service / 4- Resistance Poetry 

 

-T asks sts “What do these things represent / What do we use 

them for?” 

 

-T encourages sts to classify these solutions from the most 

peaceful to the least, then justify their own 

 

 

 

 

 

 

 

 

 

 

To introduce 

different ways 

to solve 

conflicts 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

To categorise 

conflicts on a 

scale 

according to 

their level of 

peacefulness  

 

 

 

To identify 

prejudice and 

bias and 

propose 

solutions for 

various 

conflicts 

 

 

 

 

 

 

 

 

 

 

 

To activate 

sts prior 

knowledge 

about the 

topic and 

stimulate a 

discussion  

 

 

 

 

 

 

 

 

2 

Mns 

 

 

 

 

 

 

 

 

3 

Mns 

 

 

 

 

 

 

 

 

2 

Mns 

 

 

 

 

 

 

 

 

3 

Mns 

 

 

 

 

 

 

 

 

 

 

 

 

2 1 

4 3 
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Pre 

Writing 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Interact 

Interpret 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Interact 

Interpret 

 

 

 

 

 

 

Interact 

Interpret 

 

 

 

 

 

 

 

 

 

 

 

Interact 

Interpret 

 

 

 

 

 

STS possible answers: 

1- Resistance Poetry is the most peaceful as it uses words 

to express opposition without direct action or harm. 

Community Service follows, promoting social good but 

involving active participation. Mediation comes next, as 

it seeks resolution through dialogue but may involve 

tense negotiations. Military intervention is the least 

peaceful option since it relies on force and armed 

conflict. 

 

-T clarifies that ‘Prejudice’ means ‘Bias’ 

-T instructs STS to complete the table with previously provided 

conflict resolution terms and then encourages them to add their 

own. 

 

Colonialism Prejudice Bullying 

-Resistance 

poetry (literature) 

-Military 

Intervention 

-Cultural 

assimilation 

-Economic 

Exploitation 

 

-Resistance 

poetry (literature) 

-Mediation 

- Discriminatory 

laws 

-Community 

Service 

- Mediation 

- Anti- bullying 

campaigns 

-T guides STS to discuss the questions in pairs and share answers 

▪ What are the common methods for solving conflicts in 

your community and country? 

▪ Have you ever faced discrimination or unfair treatment? 

If so, how did you respond to it? 

▪ Can resistance poetry be an effective tool in combating 

prejudice? If so, in what ways? 

▪ Do you know any local or international famous poets, 

who used their work to resist oppression? 

 

Sts possible answers: 

 In my society, conflicts are typically resolved through 

verbal discussions or legal actions. In my nation’s 

history, military intervention and resistance literature 

were employed to combat colonialism and achieve 

independence.  

 Yes, I have. Once, I was in a different city for tourism 

and felt excluded because of my background and 

different accent. 

 Absolutely! it is feasible to address prejudice through 

resistance poetry, writing songs, poems or books. 

 

 

 

 

 

 

 

 

 

 

 

 

To interpret 

a poem that 

denounces 

racial 

prejudice 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

To retrieve 

general 

information 

from the 

poem 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

To interpret 

the poem and 

identify its 

different 

components 

 

 

 

 

To highlight 

the 

characteristic 

of a poem 

 

 

 

 

 

 

 

 

 

3 

Mns 

 

 

 

 

 

 

 

 

 

 

 

 

2 

Mns 

 

 

 

 

 

 

 

5 

Mns 

 

 

 

 

 

 

 

 

 

 

     5 

Mns 
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While 

Writing 

 

 

 

 

 

 

 

Produce 

 This can bring awareness to social issues and influence public 

opinion. 

 Yes, I do. Moufdi Zakaria was a renowned political poet, 

while Mouloud Feraoun was a socio-political poet who 

wrote about social classes and politics. Ahlam 

Mosteghanemi is a socio-political poet who explored 

themes of identity, conflict, social justice and resistance. 

Pre-writing 

-T invites sts to read carefully the poem about fighting prejudice 

Task 1: Read carefully the poem about fighting prejudice 

 

       “And Still I Rise”- Maya Angelou 

We have lived a painful history            

 you know the shameful past,          Maya Angelou(1928-2014) 

 but I keep on marching forward,  

 and you keep on coming last.  

 Equality, and I will be free. 

                                                                                                                      

Take the blinders from my vision 

Take the padding from my ears, 

and confess you've heard me crying,  

and admit you've seen my tears. 

 

Hear the tempo so compelling. 

Hear the blood throb in my veins.     

Yes, my drums are beating nightly, 

and the rhythms never change. 

Equality and I will be free 

Equality and I will be free. 

 

-Teacher directs students to work on the questions in pairs and 

share answers 

▪ What type of prejudice is the poem about? 

▪ Who is Maya Angelou defending in this poem? 

▪ What message do you think the poet wants to convey 

about equality? 

Ls possible answers: 

 The about is about fighting racism. 

 In this poem, Maya Angelou is defending people of the 

black race in all parts of the word. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

To write a 

poem that 

denounces 

prejudice 

using the 

given model 

as well as 

words of 

their own 

 

 

 

 

 

25 

Mns 
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 The poet wants to emphasize that equality is necessary 

for true freedom and justice. She encourages resilience in 

the fight against discrimination.   

-T invites sts to read the poem again and fill in the table  

Poet Identity Main 

message 

Target 

Audience 

Figurative 

language 

A Black 

African 

Leader / 

 A resistance 

writer 

Equality is 

necessary 

for true 

freedom; 

racism must 

be 

confronted 

and 

overcome. 

Racist 

individuals 

and 

oppressed 

people 

worldwide 

“Hear the 

blood throb 

in my veins” 

(expressing 

passion and 

urgency). 

 

-T guides STS to read the reminder about poems and their 

characteristics. 

 

Reminder 

A poem is a piece of writing which expresses feelings with a 

great intensity. It has its own unique characteristics. 

 
-T directs STS to write a poem that denounces religious prejudice 

 

Task 2:  You visited France last summer and faced 

discrimination because you are a Muslim. Some people treated 

you unfairly, judged your clothing, and made you feel 

unwelcome. Write a poem that denounces prejudice using the 

given model and the words below:  

 

 

 

 

In a world so vast, let’s clearly see,  

Diversity is strength, yet they silenced me. 

Judged for my scarf, for how I  ____________, 

Still, I stand tall, won’t turn _____________ 

 

 

Stay- away– chains – flow –  pains – astray – pray- 

sway 
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Prejudice blinds, let’s break those __________, 

Erase the fear, release the  _______.  

For faith like love is meant to ________, 

No hate can ever make me  __________ 

 

With open hearts, let’s learn and grow, 

Together in justice, let kindness ____________,  

For understanding lights the way,  

And breaks the walls that lead __________ . 

 

Key:                                 

In a world so vast, let’s clearly see,  

Diversity is strength, yet they silenced me. 

Judged for my scarf, for how I pray, 

Still, I stand tall, won’t turn away 

 

Prejudice blinds, let’s break those chains, 

Erase the fear, release the pains  

For faith like love is meant to stay, 

No hate can ever make me sway 

 

With open hearts, let’s learn and grow, 

Together in justice, let kindness flow,  

For understanding lights the way,  

And breaks the walls that lead astray. 

 

The Drafting Stage 

  

- T divides STS to work into groups and assigns parts of the 

poem 

 

The Reviewing Stage  

 

- T asks STS to exchange draft to check relevance of ideas, 

cohesion, coherence and use of stanza, metaphors and repetition 

 

The Editing Stage 

 

T asks STS to re-read their parts and correct errors in grammar 

and mechanics (T can help STS identify their mistakes/Word 

order s.v- spelling –Punctuation- capitalization) 

 

The Publishing Stage  

 

-T directs STS to write their poem parts in the class paper to be 

read by the representative of class 
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- Explore the concept of ethics in business through short story.  

- They will learn how honesty, trust and ethical behaviour are crucial in business 

environments, just as in personal life.  

 

Classroom Assessment: Self-evaluation Grid. 

    Assigned Homework: Refining, editing and publishing the final draft of the poem. 

4.2.3 A Suggested Lesson Plan for the Third Year Classes                               

 

  Level:  3rd Year Sc / Lit Streams                                                                       

 Unit 1: Ill-gotten Gains Never Prosper                                                           

 Theme: Ethics in Business  

 Sequence 1: Listen and Consider                                                         Rubric: Getting Started 

Targeted Competencies: Interact – Interpret – Produce                      

 

 

 

 

 

Assumptions: Students(sts) may easily recall the notion of bribery / sts may be excited to talk about 

it in  

their country/ sts may easily guess the topic of the reading passage. 

Anticipated Problems: Sts may not be knowledgeable about bribery in business/ sts may struggle 

with the vocabulary when narrating the story in the silent video. 

 

 

Suggested Solutions: Informative video / Projector/ The Boy Who Cried Wolf by Aesop (Text 

Provided). 

  Core Values: To develop a sense of active citizenship (the pupil as a conscious consumer).  

 

Materials:  Pictures, Worksheets, Video 

(https://youtube.com/watch?v=WNWZLldPfDU&si=jxwlx4Um37eOnLCE).     

                                                                                                                                      Time Allotted: 1 H 

Stage Competency Procedures Objectives Timing 

 

 

 

 

 

Warm 

Up 

 

 

 

 

 

 

 

 

 

 

 

 

Interact 

Interpret 

 

 

 

 

 

 

 

-Teacher (T) greets sts, checks presence list and sets the class 

layout. 

-T directs sts to watch the video and guess the topic.  

 

 What is the story about? 

 Do you think that giving and receiving bribe is 

acceptable? Why? 

 Could you narrate the silent story in the video in your 

own words? 

Ls possible answers: 

 The story is about bribe. 

 I think that giving and receiving bribe is unacceptable. 

Justification: this is against religion/ it has many 

negative effects. 

 

To introduce 

the topic and 

predict the 

content of the 

video and the 

text 

 

 

 

 

 

To retrieve 

information 

from the 

 

 

10 

Mns 

 

 

 

 

 

 

 

 

 

Learning Objectives: by the end of this lesson, students will: 
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Pre 

Reading 

 

 

 

 

 

 

 

While 

Reading 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Post 

Reading 

 

 

 

Interact 

Interpret 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Interact 

Interpret 

 

 

 

 

 

 

 

 

Interact 

Interpret 

 

 

 

 

 

 

Interact 

Intepret 

 

 

 

 

 

 

 

 

 

 

 

Interact 

Interpret 

 

 Different possible answers. 

 Have you ever heard someone lying? 

 How does lying affect relationships and trust? 

 Guess what will be the topic of the reading passage. 

 

 

-T divides sts into groups and invites them to read the text and 

highlight difficult words and expressions to be elicited 

-T directs sts to read the text loudly and check previous answers.  

 

Task 1: (Guided Discussion): Storytelling 

1-Why the villagers stopped believing the boy? 

2-What would happen if a business repeatedly lied to its 

customers? Would people continue to trust that company? 

3- What ethical values were broken in the story? 

4-How does trust impact the way we interact with others? 

Whether in business or personal life? 

Key:  

1- Because he was not saying the truth. 

2- It would lose their trust and confidence. They will no 

longer trust it. 

3- Confidence / trust  

4- It strengthens our relations and spreads peace. 

 

Task 2: (Group Work) 

T divides the class into small groups. T gives each group a 

scenario based on real life business ethics cases (misleading 

adverts, corporate fraud, false accounting, money laundering 

…etc) and ask them to identify parallels between the scenarios 

and “The Boy Who Cried Wolf”. 

 Sample Scenario:  

 A company claims its product is eco-friendly, but it is later 

discovered that the product harms the environment. Customers 

find out the truth and boycott the products of the company. 

What consequences does the company face? How does this 

relate to the story that you have just read?  

 

Linking to the Unit:  

T explains that the story is a metaphor for the importance of 

ethics in business. Just like the boy lost trust by lying, business 

lose credibility if they behave unethically. 

 

Preview the Unit:  

 T explains that the next few lessons will focus on real- 

world examples of businesses that succeeded or failed 

based on their ethical choices.  

 T mentions topics such as environmental ethics, 

corporate social responsibility.   

 

Post Reading 

Write a short paragraph reflecting on the story and explaining 

how you think ethical behavior can influence the success or 

failure of a business. 

 

video about 

bribery 

 

 

 

 

 

 

 

 

To extract 

general 

information 

from the text 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

To engage 

students in a 

discussion  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

5 

Mns 

 

 

 

 

 

 

 

 

 

 

 

5 

Mns 

 

 

 

 

 

5 

Mns 

 

 

 

 

 

 

 

 

 

10 

Mns 

 

 

 

 

 

 

       10 

Mns 
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Produce 

 

 

 

 

 

 

 

 

 

 

To write a 

short 

paragraph 

about the 

importance of 

ethical 

behaviors. 

 

 

 

 

 

 

 

 

15 

Mns 

 

 

    Classroom Assessment: Exit tickets. 

   Assigned Homework: None 

 

    Moreover, it is imperative that literary texts are consistently paired with tasks that make 

learning purposeful. Within the analysed textbooks, mainly SE3 textbook, the majority of the 

literary texts were found to be used without any associated tasks or activities, mainly for the 

sake of entertainment. This would undoubtedly undermine the significance of literature for both 

students and their instructors. Additionally, designing appropriate tasks for these texts requires 

concerted efforts from the part of the teachers. The majority of this latter lack the necessary 

skills to adeptly use these texts and optimally exploit them. Rangachi (1996) emphasizes the 

importance of scaffolding of the tasks and structured engagement with any literary text. Within 

this framework, it is posited that scaffolding mechanisms are conductive to the the development 

of robust problem -solving strategies among students. Subsequently, as students demonstrate 

advancement toward a suitable level of competence, the teacher can progressively withdraw his 

support. 
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4.3 A Plea for Integrating Suitable Literature within the Curriculum: Young Adult 

Literature as an Alternative  

    The present study has clearly demonstrated that the literary texts which are included in 

the textbooks are to a large extent unsuitable.  

    To begin with, the texts selected for analysis were found to be entirely inappropriate for 

teenagers. Mckay (2001) argue that the learner reads and enjoys a text if its subject matter is 

relevant to his/her life experience and interests. Hence, texts that are not within the learners’ 

tastes fail to capture his/her attention, especially teens. Literature that tackles topics and themes 

that are alien or different from the reader’s environment or deals with outdated topics will 

inevitably cause the learner to disengage from this content.  

Michael Cart (2008) adds that teenagers exhibit a critical exigency for literary works 

that resonate with their specific affective, cognitive, and maturational requirements. Such texts 

foster a sense of shared experience and reciprocal comprehension, thereby facilitating the 

integration of marginalized individuals into the broader social collective.   

    In response to this, we suggest the inclusion of young adult literature (henceforth, YAL), 

which also goes with the labels “adolescent fiction” or “teen fiction” or “problem novels”.  

YAL, as the name suggests, is a genre of literature written for and about young adults (Bull, 

2011; Glaus, 2014). More precisely, Nilsen and Donelson (2005) as cited in Mukundan et al. 

(2013) define YAL as “Anything that readers between the approximate ages of 12 and 18 would 

choose to read”. The most common features that make YAL a unique type, different from all 

other literary genres is its themes that depict a young adult protagonist who is usually mature, 

sensitive, intelligent, perceptive and independent. Brozo and Simpson (1995) suggest that YAL 

includes issues that are relevant to the period of young adulthood and discusses themes that are 

contemporary and meaningful to them. Paul Zindel (as cited in Beckman, 1991) on his part lists 

several criteria of a good young adult literature work such as,  
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 Stories should be connected to teens’ school environment as this is the place where 

they spend most of their time; 

 Stories should be short and told by teen characters;  

 Language in the stories should be contemporary; 

 Parents should be in the background since teens prefer to be distant from their 

guardians; 

 Teens like adventure, rebellion and suspense and hate to be governed by adult 

society. (Zindel as cited in Beckman, 1991, p. 342-343). 

   Following the same drift of thought, Cart (2016) opines that YAL mainly includes the 

search of self, identity and role models they can identify with.  

It is likely that young adults in our secondary schools would independently choose to 

read books that are meaningful reflections of their own thoughts about growing up. Based on 

the characteristics outlined previously, we suggest that YAL be included in our secondary 

school curriculum. Below is an extract from the young adult novel entitled “Does My Head 

Look Big in This?” which can be used with secondary school students.  

The novel “Does My Head Look Big in This?” by Randa Abdel-Fattah depicts the life 

of a 16- years old Australian-Palestinian girl named “Amal”. Amal is represented as 

autonomous, smart and courageous in taking decisions. The most important decision she made 

is wearing hidjab. Through this, a presupposed identity is set upon her as hidjabi, an identity 

that she strives to dismantle within Australian-society to demonstrate her true self.  

The reasons behind our selection of this work: 

 The novel addresses teenage struggles which make it a powerful tool for both 

language learning and personal reflection; 

 The novel offers opportunity to learn new vocabulary and cultural references in 

context; 
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 It encourages empathy and critical thinking, allowing the learners to reflect on their 

own experiences and those of others;  

 For students with good command of English (Foreign Language classrooms), the 

book offers rich opportunities to learn and understand language in context.  

Below is a short extract from the novel that teachers can use with their students for an 

intensive reading course 

The passage:  

   “When I first started at Hidaya I hated wearing the hidjab. I found it itchy and absolutely 

despised wearing it during sport. I also thought it looked daggy on me and in the first two weeks 

I was always styling my fringe and letting it out at the front so that everybody knew I had nice 

hair. Talk about being a love -me-do. But then I got to know the other kids and it no longer felt 

awkward. I got used to it and I met girls who were wearing it full-time outside of school, like, 

voluntarily, and I started to really respect their courage. I was even a bit jealous because there I 

would be ripping it off as soon as I was off school property and there they would be, calmly and 

proudly stepping on to a train filled with students from schools all over without so much as a hint 

of fear or doubt. They looked so at peace with their identity and everybody got to know and 

respect them on their own terms.  

      I hate the fact that I had to leave Hidaya. But it only goes up to Year Ten because it does not 

have enough funding to offer Year Eleven and Year Twelve. My best friends, Leila Okulgen and 

Yasmeen Khan, moved on to a public high school close to Coburg, where they lived. 

 I begged my parents to let me go with them but Mum and Dad insisted that I go to a private 

school. I tried everything.                                         

                                                                                         From: Randa Abdel-Fattah, 2005                          

 

Teachers can design several tasks in order to maximize the exploitation of the text. Some 

of the questions that can be asked are: 

 Warm-up: Title Discussion  

This can be done through displaying the title of the novel and by asking students to 

predict the themes and issues discussed in the book.  
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 Context Setting:  

This can be done through providing a short background about the protagonist “A young 

Muslim girl who lives in a foreign country, facing challenges related to her identity, 

culture and religion, mainly focusing on her decision to wear hidjab in the secondary 

school”. This in turn would pave the way to a vivid discussion of the challenges girls 

face during adolescence.  

 Visual Prompts:  

By showing students some pictures or videos depicting life in a multicultural context. 

While Reading: 

 Asking them how conflicts shape Amal’s identity and experiences.  

 Asking them to analyse the protagonist’s feelings about wearing the hidjab.  

 Asking them to compare the protagonist’s experiences with their own.  

 Encouraging students to develop empathy by putting themselves in the protagonist’s 

shoes.  

 Do you think her parents will allow her to go to the same school as her friends? 

(this can lead students to engage in extensive reading).  

4.4 The Significance of Language Adequacy 

     As shown in the present study, the literary texts within the present curriculum do not 

meet with the students’ linguistic proficiency. Although textbook writers employed 

“Simplification” as a strategy to render the language of the texts more accessible and easier 

to understand, a large number of students still encounter difficulties with challenging 

vocabulary.  

     According to Krashen’s Input Hypothesis (1982), students should be exposed to 

vocabulary that is slightly beyond their current level, referred to as “i+1”. Alternatively, the 

input should not be so simple as to kill reader’s interest, nor so difficult as to hinder their 
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understanding. While we concur with this pedagogical approach, its successful 

implementation depends, to a great extent, on the evaluation of the learners’ actual linguistic 

level. Therefore, prior to introducing any literary text, textbook writers and even teachers are 

required to assess the students’ linguistic proficiency following the Common European 

Framework of Reference for Languages (CEFR). This framework aims at improving the 

students’ English proficiency so that they can compete globally. Clarifying this idea, Abidin 

and Hashim (2021) state that integrating CEFR into the education system can produce students 

who can master English well and efficiently. Measuring the students’ linguistic proficiency is 

a vital step that ensures the selected literary texts are in accordance with the students’ linguistic 

level, which in turn facilitates comprehension and engagement of all students. Vardell, 

Hadway and Young (2006) write that literary text, be it fiction, non-fiction or poems need to 

be selected according to their language accessibility i.e; is the language of the book simple 

and direct? (cited in Khatib et al., 2011). Hence, our suggestion is to introduce students to 

authentic literature that meets with their language aptitudes rather than graded readers that use 

artificial simplified language. Children’s literature can be very effective for students with 

limited linguistic proficiency in this case. 

 

     4.4.1 Towards Integrating Children’s Literature in the Curriculum 

     Before going any further, it seems wise to wonder what children’s literature is. 

According to Hancock (2000), children’s literature is “a literature that appeals to the interests, 

needs, and reading preferences of children and captivates children as its major audience” 

(p.05). Broadly speaking, Chang (2007) suggests that children’s literature can be assigned to 

three broad categories: intended audience (children), purpose (entertainment, information, 

empathy), style/quality. John Newbery is identified as the founder of children’s literature (as 

cited in Malu, 2013). Although this type of literature is primarily directed at children, it can 
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serve as an effective tool for EFL adult learners. In this context, Ghosn (1998) reminds us that 

children learning EFL/ESL benefit from carefully selected children’s literature, equally, older 

students will also benefit from these books. Similarly, Smallwood (1992) claims “children’s 

literature can be one of the most effective teaching materials available for students of all ages. 

Using it to develop literacy is a well-documented approach for students, both native and non-

native speakers. It is newer, but increasingly popular, with adult ESL learners, especially in 

ESL family literacy programs” (p.3). 

    Secondary school students in Algeria, especially those with low linguistic proficiency 

will greatly benefit from this resource which:  

 Is written in a simple and easy language.  

 Deals with universal themes. 

 Includes interesting illustrations and colourful pictures.  

 It is widely available at school, libraries and online.  

 Presents appealing and sometimes mature stories that learners of all ages can 

appreciate.    (Galeano, 1983 ; Wu, 2009). 

  Marlina (2013) adds that what makes children’s literature suitable for EFL/ESL adults 

is the fact that its motivational benefit and contribution to linguistic and cultural enrichment. 

In what follows is a suggested lesson plan using the famous short kid’s story “Cinderella”. 

Marlina (2013) contends that short story is the most appropriate children’s literature for the 

intermediate level at secondary schools. Tseng (2010) adds that short story can improve the 

students’ vocabulary and can be used with all levels (from beginner to advance level) and with 

all ages (from young learners to adults). 
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4.4.1.1 A suggested lesson plan 

Level: 2nd Year 

                                                                                                                         

Materials: textbook / whiteboard 

                                                                                             Approximate time:  1 hour/30 min 

Sequence: Reading and writing  

 

Competencies: Interact, interpret and produce 

 

 

Learning Objective: By the end of this lesson learners will be able to understand the story through 

structured activities that develop their analytical skills, deepen their understanding of characters, 

and encourage personal reflection and creative expression. By integrating these tasks, students will 

not only comprehend the story better but also create and produce different ending. 
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                                                                 Lesson Plan 

Tasks                                                         Procedures    

Objectives 

Time 

 

 

 

 

 

Before 

you read 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

As you 

read 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Teacher greets and welcomes learners. 

The teacher starts by asking the learners what their favourite tale is… 

 

Procedures:  

- The teacher distributes the worksheets. 

- She/ he asks them to read the instruction of the task given. 

- She explains the task and any ambiguous words.  

- Oral discussion followed by the correction. 

Task 1: label the following pictures with the characters’ names below. 

       A-the stepsisters.  B- the prince    C- Cinderella    

        D- the stepmother.   E- the fairy godmother 

 
 

Procedures:  

- The teacher distributes the copies of the story (one per two 

learners). 

- The teacher asks learners to read the instruction of task 1. 

- She explains the task and difficult words. 

- She asks them to read the first part of the tale/story and do the 

task. 

- After the correction of the first task, she asks them to move to the 

second and the third one. 

 

Task 1: Read the first chapter of the story to complete the table below. 

 

Main character  Time  Place  

………………

…………… 

……………

………… 

………………………

.. 

 

Task 2: Read the second chapter to say whether the statements are True 

or False. 

 

 

To engage 

the learners 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

To 

introduce 

the main 

characters 

of the story 

 

 

 

 

 

 

 

 

 

 

 

 

To look for 

specific 

details of 

the tale 

 

 

 

 

               

 

 

 

 

15Mn 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

10Mn 

 

 

 

 

 

 

 

 

 

 

15Mn 
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After 

you read 

  

a. Cinderella went to the party with her stepmother and stepsisters. 

………. 

b. The fairy godmother helped Cinderella become beautiful for the 

party. ………. 

c. Cinderella had to leave the party before midnight. ……… 

d. The prince did not meet Cinderella at the party. ……………. 

 

Task 3: Read the third chapter to answer the following questions.  

a. When did Cinderella remember the fairy godmother’s warning? 

b. Did Cinderella leave both of her glass slippers behind? 

c. Why did the prince go to every house in town? 

d. According to the text, did the tale of Cinderella end?  

 

 

 

Procedures:  

 

- The teacher distributes the booklets to learners. 

- She asks them to read the instruction and discuss the pictures 

orally.  

- Students start producing (they may ask the teacher if they need 

help). 

 

Task 1: Cinderella’s story has not ended. As an aspiring future writer, 

write an end to her story using the following notes and pictures given. 

 

- Cinderella/ unlock/ door/ go/ prince 

- She/ try/ glass slippers/ fit/ perfectly 

- Evil/ stepmother/ stepsisters/ shocked 

- Prince/ ask Cinderella / marry 

 

 

              Start like this,  

     On the next morning, the prince decided to look for the mysterious 

girl in every house in town. The prince made all the girls tr y the glass 

slipper on, but it did not fit any of them. Finally, he arrived to 

Cinderella’s 

house…………………………………………………………………  

 

Task 2:  

 

creative writing task focusing on alternative endings. What if Prince 

Charming hadn't bothered to search the entire kingdom for the owner of 

the glass slipper? What would have become of Cinderella?  And if you 

can change any part of the story of Cinderella which will you change? 

Write a paragraph in which you try to answer one of those questions.  

 

(For the text, see appendix 15 ). 

 

 

 

 

 

To make 

students 

understand 

the 

interactions 

between the 

characters 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

To reinvest 

what has 

been learnt 

through 

imagining 

different 

endings 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

15Mn 

 

 

 

 

 

 

 

 

 

 

 

 

25Mn 
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4.5 Literature for Vocabulary Enrichment 

   The present study has clearly revealed that a great portion of the teachers consider the 

use of the literary component during this learning stage primarily effective for vocabulary 

enrichment.  

    It goes without saying that teaching vocabulary in an EFL classroom is fundamental for 

several reasons. To begin, vocabulary is a key element of language proficiency and directly 

affects the ability to communicate with others. Indeed, learners cannot communicate, 

understand others or negotiate ideas without a sufficient vocabulary. Cahyono and Widiati 

(2015) argue that vocabulary, in the ELL field, is the most important component for receiving 

the English curriculum. 

     In order to acquire a good knowledge of vocabulary, Gibson (2016) suggests applying 

either intensive or extensive reading of the literary works. In fact, literature provides rich and 

meaningful contexts for vocabulary learning. Contextual learning through stories, poems or 

novels supports better retention and recall. Ferey and Brown (2004) is of the opinion that 

literature is an excellent resource that consists of numerous types of vocabulary from everyday 

words to academic words. We therefore recommend that teachers integrate literature into their 

instruction to enhance students’ vocabulary acquisition. 

4.6 Literature for Cultural Enrichment 

     The present study has clearly revealed that the literary component within the secondary 

school curriculum serves primarily as a tool for linguistic development. While literature 

carries rich cultural significance and deeper layers of meaning, it is underutilized in the context 

of Algerian secondary education, with texts focusing on linguistic elements or comprehension 

rather than engaging the students with cultural, historical and thematic contexts that literature 

offers. Brown (2000) asserts that any attempt to separate language from its cultural context 

leads it to lose its significance. (p.177). We therefore consider the integration of the literary 
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component for enhancing the students’ cultural awareness very effective. The Ministry of 

National Education (2005) stresses the importance of acquiring the needed cultural knowledge 

to get integrated into one’s own society and to be aware of others’ cultures. However, before 

introducing students to others’ cultures, it is safer to expose them to their local culture. 

Translated local literature comes to play a great role in this context. However, using translated 

local literature does not mean to exclude literature of foreign cultures. 

    It is well-known that Arabic literature is rich with outstanding works. From this 

perspective, translated native culture literary texts can be used for enhancing the students’ 

cultural awareness in an EFL classroom. Although these works are written by non-natives, 

they can still attract learners because of their strong connection to their local culture. Below 

is a lesson plan using a translated local literary text from “Al-Nazart” book by Al-Manfalouti 

that can be used with Arabic EFL students. A story that reminds us of the novel “The Old Man 

and the Sea” and which will be studied later in advanced levels. 
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4.6.1 A Suggested Lesson Plan  

 

 

 

 

 

 

 

 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Time Stage objectives Procedure Materials Students’ Task 

 

 

 

 

 

 

10 

min 

 

 

 

 

 

 

 

 

 

 

 

Stage 01: 

Pre- Reading 

 

*This stage 

aims at 

introducing 

the topic of 

the reading 

passage and 

to get the 

students 

involved in 

the lesson 

smoothly. 

 

 

 

Warming up: 

 

1* The teacher interprets pictures of Arabic 

writers and poets and asks the learners the 

following questions: 

a* What do the pictures show? 

b*Are these people ordinary or famous? 

c*Do you know their names? 

d*Do you know their contributions in the 

Arabic literature? 

 

2*Then, the teacher interacts with her 

learners by drawing their attention with some 

books and asks them the following question: 

*Now try to match each figure with its name 

and book: 

*Projector 

*PC. 

*Pictures. 

 

*The 

White-

board 

Pens 

 

 

 

 

1*Students 

interpret the 

pictures, 

interact then 

answer the 

questions 

orally and 

accordingly. 

 

2*Students 

interpret the 

books and 

the writers, 

interact then 

match them 

with their 

titles. 

Level: 2nd ES Stream

Reading And Writing 

Targeted Competencies: Interacting, interpreting and 

producing 

Domain: Oral / written (both) 

   Format: PDP 

Materials: Whiteboard /visual aids / 

handouts 

The final aim: By the end of this lesson, learners will be able to 

write an educative short story and express their ideas in a literary 

form 

 

  Sub-Learning Objective(s): 

  Student will be able to read for gist (general information). 

 Student will be able to read for details (specific information). 
 Student will be able to look for synonyms to enrich their vocabulary. 
 Student will be able to develop their writing skills identifying the main 

characteristics of educative stories and strategies of persuasion. 
 

Core Value(s): 

 Students will know that Arab literature is rich and focuses on ethics and values. 
 We will read more books to educate ourselves. 
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10 

min 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

10 

min 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Stage 02: 

 

*This stage 

aims at 

checking out 

students’ 

understandin

g of the 

reading 

passage. 

 

 

 

*This task 

aims at 

enabling the 

student to 

read for gist 

(To get 

general  

information). 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
   

       Gibran Khalil Gibran-    Mouloud Feraoun 

-       Mustafa Lutfi El-Manfalouti 

 

 

   Al-Nazarat – The poor man’s son – The 

Prophet 

 

*The teacher opens a discussion with 

students about literature and explains to 

them some words related to this topic. 

(translation/ novels/ short stories/ poems/ 

plays) 

 

While-reading: 

the teacher starts with a brief introduction of 

the author… 
Mustafa Lutfi El-Manfalouti (born Dec. 
30, 1876, Egypt—died July 25, 1924, Cairo) 
was an essayist, short-story writer, and 
pioneer of modern Arabic prose.His books 
and short stories were largely adapted or 
translated to French, English and other 
languages. 

 

*The teacher distributes the handouts.  

*She explains the instruction of the first  

task. 

 

Task 01: 

 

*The teacher asks her learners to read the 

text then say whether the statements are true 

or false. 

 

a-The old man considers himself unlucky and 

resentful.  →  ……… 

 

b- According to the old man, happiness is found 

through inner peace and contentment...→…….. 

 

 

Handouts 

The White-

board. 

Pens. 

 

 

 

 

 

 

 

 

 
 

 

Handout 

The 

White-

board. 

*Pens. 

 

 

 

 

 

 

*Handout 

 

*Pens 

 

*White- 

board 

 

 

 

 

 

 

 

 

 

 

 

 

 

*Students 

read the text 

then say 

whether the 

statements 

are true or 

false. 
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10 

min 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

*This task 

aims at 

enabling the 

student to 

read for 

details (to get 

specific 

information)  

 

 

 

 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

c-The great amount of pain sustained by 

people is caused by the reality of their lives→ 

……… 

 

d-The narrator finally got convinced by the 

fisherman’s perspective →…………. 

 

 

*The teacher asks her learners to copy down 

the correction on their handouts. 

Task 02: 

 

*The teacher asks her learners to read the 

text again then answer the following 

questions: 

 

A-Who was the main character in the story? 

why? 

……………………………………………………

………………………………………………… 

b-What did the narrator think about 

happiness? 

...................................................................... 

 

c-Was the fisherman happy with his life or 

not? Justify. 

 

..........................................................................

.......................................................................... 

d-The speaker used some techniques to 

persuade/convince people about his 

perspective. According to the text, what are 

those techniques? 

..........................................................................

.......................................................................... 

 

*The teacher asks her learners to copy down 

the correction on their handouts. 

 

 

Task 03: 

 

*The teacher asks her learners and in pairs 

to read the text again to look for the 

synonyms of the following words: 

Calmness  ……………… 

Surprised  ………………. 

Misery  ……………… 

 

*Students 

read the text 

again then 

answer the 

questions. 

 

 

 

 

*Students do 

the task, 

interact and 

copy down 

the 

correction on 

their 

handouts. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

*Students 

express their 

ideas orally 

and learn 

how to 

debate by 

exchanging 

ideas and 

thoughts.  
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min 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Stage 03: 

 

*This stage 

aims at 

enabling the 

students to 

develop their 

writing skills 

and also 

debating 

ones. 

*The teacher asks her learners to copy down 

the correction on their copybooks. 

Task 04: The story is rich with cultural values 

that are essential for understanding 

traditional Arab and Islamic perspectives. 

What are these values? Explain with 

illustrations from the text. 

 

Post -reading: 

1- For the fisherman, the true happiness is 

independent of external circumstances and 

lies within one's own perspective and 

spiritual understanding, what about you? 

how can you define happiness? write a 

short paragraph in which you talk about 

your philosophy in life, then share it with 

your classmates and discuss your ideas with 

them in form of debate. 

Answering the following questions: 

- Do you have a specific philosophy in your 

life?  

- What are your beliefs about this life?  

-Can you name some of your values and 

morals which you follow in your 

relationships for example?             

 

2-Then, the teacher divides her learners into 

groups, puts them in the situation below and 

asks them to use the answers above to 

choose one of the following topics: 

 

 

Topic:  

     1/ Imagine a continuation of the story 

where the narrator learns more about the 

fisherman's life and experiences. Write a short 

story or dialogue that explores this further.   

2/ write a short story about one of the values 

that you believe in, imitating the story of the 

fisherman, you can use short dialogues 

between the characters of your story, don’t 

forget to use the past simple tense and some 

 

 

 

2*In groups 

and   by 

using the 

story and the 

tasks above, 

the students 

will be able 

to write an 

educative 

story 

 

*Students 

work   

collaborative

ly and write 

an end to the 

story to use 

their 

imagination.  
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techniques of persuasion like the fisherman 

did.  

*Students do the work cooperatively, 

interact and copy down the correction on 

their handouts. 

 

The text:  

The Fisherman Story: 

     One of my friends narrated the following 

story to me. While I was sitting at my house 

in the morning, a fisherman carrying a big 

fish in his net approached. He offered me the 

fish and I accepted his offer without debating 

the price. Instead, I paid the amount he 

requested. 

  He joyfully took the money and said, “This 

is the first time I have sold something for the 

price I demanded. May Allah grant you 

happiness of soul and peace of mind in the 

same way he made your money a source of 

your happiness.” 

  I was pleased with his supplication and 

wished to accept it from Allah. I was really 

astonished and wondered how one of the 

common people could realize a fact known to 

very few persons: that happiness of soul and 

peace of mind are more important than 

financial ones. 

   I replied to him, “O Old Man, are there any 

types of happiness other than the one that 

results from wealth and money?” he smiled 

quietly and said, “Yes, there is another one. If 

money was the only source of happiness, I 

would have been the most miserable and 

unfortunate person on the earth since I am the 

poorest one.” 

   I said, “Do you consider yourself a happy 

man?” He said, “Yes, since I am established 

in my livelihood and pleased with my life. 

   I replied, “Don’t you feel aggrieved when 

you see rich people enjoying their luxurious 

life? Don’t you get very sad for such a great 

difference between your life and theirs?” 
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  He answered, “If I manage to catch a good 

number of fish for my day, I return and sell 

them in markets or in front of doors. When 

the day departs and the night comes, I go 

home to find my son waiting for me with hugs 

and my wife with cheerful smiles. After 

satisfying my child’s needs by working hard 

and my God’s rights by doing prayers, I go to 

my bed full of tranquility and peace of mind 

which is for me more comfortable than 

sleeping in beds with silky sheets. How can I 

consider myself a miserable person when I am 

the most comfortable one, even if I am the 

poorest? 

   I was astonished with the steadiness of the 

mind of the old fisherman. I hold such a 

man in high esteem, and I felt jealous of him 

for being satisfied with his life. 

   I said to him, “O old Man, most people 

lament not being happy. They search for 

happiness and joy but in vain, which forces 

them to think that the misery is one of life’s 

necessities and that it never ceases. How do 

you regard this world a joyful one despite 

being swamped with pains and sorrows?” 

  “The great amount of sorrow and pain 

sustained by people is caused by their 

negative thoughts, not by the reality of their 

lives. “Whoever wants to be happy, must seek 

such happiness inside his virtuous soul 

otherwise he will be the most miserable 

person - even if he possesses the whole world. 

   The narrator said “When the fisherman had 

said such words, he got up and picked his 

stick up and said, “I commend you to Allah’s 

keeping Sir and I shall pray for you with the 

same supplication I prefer for myself. ‘May 

Allah grant you happiness of soul and peace 

of mind in the same way he made your money 

a source of your happiness’. Peace be upon 

you Sir.” Translated from: Elnazarat Vol1,   

Fisherman (El-Manfalouti). 

Vo 
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4.7 Literature for Affective Learning Goals 

     In most EFL classrooms, literature is exploited for cognitive learning goals. Stated 

differently, teachers in these classes focus on comprehension of the text as the main goal and 

do not engage students through affective questions. The tasks accompanying the literary texts 

within the present study show this fact. However, using literature solely for comprehension or 

purely cognitive learning goals make students feel bored. In light of this discouraging situation, 

we suggest to ask affective questions to encourage students to connect with the emotions of the 

characters and themes of the text. Krathwohl (1964) attributes the emphasis on the cognitive 

rather than the affective learning goals to several reasons. According to him, teachers feel more 

comfortable when dealing with facts because they were themselves instructed in that way. 

Secondly, it is easier to assess the outcomes of cognitive learning goals than it is to evaluate the 

outcomes of affective goals. Finally, cognitive goals are more traditional and have been clearly 

defined within the educational systems.  

    Therefore, reconsideration of affective learning goals when dealing with literature 

becomes crucial and questions that relate to the learners’ feelings, emotions, motivations, 

attitudes, values and personal connections need to be integrated. Some examples of these 

questions can be: 

 Which character do you relate to the most? Why? 

 Have you ever been in a situation similar to the one described in the story? How 

did you feel? 

 What part of the story resonated with you emotionally? Why? 

 How would you feel if you were in the protagonists’ position? What would you 

do differently? 

 What values or beliefs do you think the writer is promoting in the text? Do you 

agree with them?  
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 How did the story make you feel?  

 What is the main lesson you took away from the text? How does it apply to your 

life?  

 Did this story remind you from anything from your own culture or background?  

   Such questions would help students to engage with the text on a deeper emotional and 

personal level, which in turn makes the learning experience more meaningful and memorable. 

 4.8 Readers’ Theatre & Dramatic Reading of Literary Texts: A Strategy to Enhance 

Pronunciation and Speaking Skills 

    Readers’ Theatre (RT) is an effective method in EFL classrooms. It emphasizes reading 

and performing literature with minimal resources. RT can be very effective because it: 

 Makes students happy and relaxed when speaking; 

 Increases interaction among students as they work together in group; 

 Improves pronunciation through repeated reading and rehearsals; 

 Motivates students to speak properly and correctly; 

 It enhances public speaking skills.  (Shanthi et al.,2018). 

Through implementing RT in English literature lesson, learners create a more learner-

centred class where they are encouraged to participate actively in the class. Hence, teachers 

have to try this strategy with their students. They can either choose the traditional or the 

developed model. Shepard (1993) distinguished between the two models, indicating that within 

the former model, reading literary works happens in the fix order and that very minimal props 

are used in their performance. Within the latter model, students are still reading aloud but they 

are allowed to move around.  

Khing (2020) adds that readers theatre involves all of four English skills (listening, 

speaking, reading and writing) in an integrated manner, making an ideal strategy of teaching 

English in EFL/ESL classroom setting. 



213 

 

 

Dramatic reading (DR) is another strategy that teachers can implement in an EFL 

literature classrooms. It involves a single reader or a few readers delivering a piece of literature, 

such as poetry or prose with dramatic expression. Performers focus on conveying emotions 

through voice and facial expressions. Dramatic reading helps in immersing students in role play 

activities that mimic real-life communication scenarios. By engaging with literary text through 

performance, students practice authentic dialogues, emotional expression and contextually 

appropriate language use. In clarifying this idea, Robbins (1988) writes that “dramatic activities 

help students investigate a subject while finding its relationship to themselves and society, 

moreover, they make students counter with performance of social roles they had never 

experienced before, with corresponding language and communicative styles”. (p.1-2). For 

Carreira (2005), playing roles in dramatic performance leads the students to experience a deeper 

sense of sympathy towards each other. This experience rarely develops from mere passive 

viewing and surveying the text. Hence, we emphasize the necessity of employing these strategies 

in Algerian secondary education through the use of literary texts.   

4.9 From Intensive to Extensive Reading 

EFL secondary school teachers should be clever in selecting appropriate literary texts 

for an intensive reading course as this will certainly maintain the students’ interest. Moreover, 

they should acquire the necessary skills to introduce these texts in an interesting and an effective 

way. Gradually, they can shift to extensive reading.  

Extensive reading of literary works proved to be highly effective, especially in EFL 

classes since it enriches the students’ vocabulary, helps them to be fluent and fosters a love for 

reading.  

Below are some tips that can guide teachers when they use extensive reading with secondary 

school students. 
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        4.9.1 Creating Readers’ Clubs 

Creating readers’ clubs for extensive reading of literature in the secondary school can 

be a powerful way to foster a love for reading, enhance language skills and build a sense of 

community among students. Alvarez-Alvarez (2016) has clearly explained that “book clubs 

develop a taste for reading, improves discussion on story-based personal experiences and 

provides academic skill learning” (as cited in Ermerawati et al., 2023, p. 87). When creating 

such clubs, teachers should make sure that in every reader club, there are students of different 

abilities, ranging from advanced to weak. Involving students of mixed abilities in group work 

ensures that they learn from each other. Teachers can even assign roles for the students like 

president, secretary, and discussion leader. They can also schedule time for the club’s meetings. 

During meetings, students can be given the chance to present book reviews, debate and share 

opinions about what they have read. These strategies will make the readers’ club a vibrant space 

for language learning and social skills enhancement.  

 

4.9.2 Enriching School Libraries with Books 

A huge number of the teachers who participated in the current study complained about 

the scarcity of interesting books in most of the Algerian secondary school libraries. In fact, the 

libraries are in poor condition and are not used to facilitate reading skills promotion. This in 

turn presents a significant challenge to engaging students in extensive reading. Hence, we call 

for providing schools with interesting books and diverse collection of books (especially short 

stories, novellas, novels) to make the task of extensive reading a reality. Apeji (1990) states that 

a school library is “the powerhouse of the school” (p.1).  

The 2013 ministerial decree outlined a list of Arabic and French books recommended for 

extensive reading but did not include any English titles. In response to this gap, and based on 

our initiative, we suggest the following list of books for extensive reading in an English class:    
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                 Figure 4.1  

Suggested Books for Extensive Reading 

Number                     Title               Author  

01 The Lion and the Mouse  Aesop’s Fables  

02 The Wise Old Man  Pieter Middelkoop 

03 The Kings Decision  Rania Al- Mazrouei 

04 Animal Farm  George Orwell 

05 Harry Potter  J. K Rowling  

06 The Happy Prince  Oscar Wilde 

07 The Farmer and his sons  Aesop’s Fables  

08 The Ant and the Grasshopper  Aesop’s Fables  

09 The Honest Woodcutter Aesop’s Fables 

10 Ali and the Merchant  Aesop’s Fables  

11 The Giver Lois Lowry 

12 
The Arabian Nights (One Thousand and One 

Nights) 

Pleasant DeSpain 

13 The Strangers Rabah Kheddouci 

14 The Honest Trader  Jawad Amer 

15 Wonder  R.J. Palacio  

16 The Little Prince  Antoine de Saint -Exupéry  

17 The Call of the Wild  Jack London  

18 Charlotte’s Web  E.B White  

19 Season of Migration to the North Tayeb Salih 

20 The Days Taha Hussein  

 

Note. The selected books feature simple language, suitable for both beginner and intermediate 

level, universal and culturally relevant themes. Some of them are internationally recognized 

bestsellers. 
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4.9.3 Promoting the Culture of Extensive Reading  

It is common knowledge that today’s students rarely read books for pleasure, in their 

native language, let alone reading in a foreign language like English. Despite all the benefits of 

extensive reading, students keep reluctant and prefer to watch movies or get ready book reviews 

when they are assigned to read books. Teachers therefore should encourage them to read outside 

classroom. However, encouraging reading is not the responsibility of teachers only. School 

librarians, family, parents, and all school authorities should bear this responsibility.  

 Parents and Family: parents who read regularly can be a role model and inspire their 

children to develop a love for books. They can give them books as gifts to spark their 

interest in reading.  

 Teachers: teachers can introduce books related to the students’ interests. They can 

even set up friendly reading competitions to motivate students to read more.  

 School Librarians: they can help students discover stories they might not find on their 

own. Furthermore, they can host book clubs to make reading more enjoyable.   

4.10 Making a Place for Technology in Teaching Literature: Using ICTs 

The present study has clearly revealed that the literary texts within the textbooks fail to 

engage students effectively due to the inclusion of uninspiring visuals and the reliance on 

traditional teaching methods. Hence, we find it essential to advocate for the integration of ICT 

tools when dealing with the literary component. Using ICTs proved to be highly effective in FL 

teaching classrooms. Today’s generation would like their teachers to use digital platforms and 

multimedia resources such as audiobooks, podcasts, and video adaptations at class as they are 

living in the decade of multimedia and the Millennium of the Internet and the world wide web 

(Yunus, Lubis & Lin, 2009). Incorporating such technological facilities makes the educational 

journey fun and more motivational for both teachers and learners. According to Volman and 

Eck (2001) as cited by Singh and Chan (2014), ICT is able to transform the teaching and 
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learning process in such a way that it presents knowledge in an active, self-directed and 

constructive way. 

When incorporating the literary component into foreign language teaching, teachers 

should always consider the use of technology. Stories and novels will spark students’ attention 

if they are complemented with film adaptations. Some learners are visual  others are auditory 

or kinesthetic. Using ICT tools in the classroom will certainly help all of these learners, 

regardless of their learning style, to grasp the story or the novel events, plot and characters. 

Some of these ICT tools could be: 

 Audiobooks: platforms like “Epic”, “Oxford Reading Tree” and “Audible” offer 

interesting literary works with interactive features such as annotations and highlighting.  

 Digital Story Telling: Applications as “Book Creator”, “Adobe Spark” and “Story bird” 

allow students to create visual and written narratives enhancing their creativity in 

literature.  

 Video-Based Learning Platforms: Tools such as “Youtube”, “Edpuzzle” and Flipped 

Classroom” models can introduce students to literature through engaging visual 

adaptations, dramatizations of literary texts and animated stories. Students may watch a 

part of the video and predict the rest of the story. They may also watch the video with 

the sound off to predict the events and retell the story on their own.  

 Language Learning Apps: “Memrise” and “Duolingo stories” provide bite-sized stories 

that are appropriate for EFL beginners, combining vocabulary learning with the literary 

component.  

 Gamified Reading Tools: Like “Quizlet”, “Kahoot” or “Literacy Planet”. These tools 

help teachers to incorporate games and quizzes based on literary texts, making learning 

more enjoyable and engaging.  
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4.11 Teachers’ Professional Development (TPD) 

     The success of the literary component in secondary education largely depends on the 

teachers’ proficiency in effectively integrating with students. Yet, prior to engaging in an in-

depth discussion on professional development strategies, it is wiser to first clarify the 

significance of the term itself as well as its importance for language teachers. Day (1999) states 

that:  

Professional development consists of all natural learning experiences and those 

conscious and planned activities which are intended to be of direct or indirect benefit 

to the individual, group, or school, which contribute through those, to the quality of 

education in the classroom. It is the process, by which, alone and with others, teachers 

review, renew and extend their commitment as change agents to the moral purposes of 

teaching, and by which they acquire and develop critically the knowledge, skills and 

emotional intelligence essential to good professional thinking, planning and practice 

with children, young people and colleagues throughout each phase of their teaching 

lives. (p.04).  

Professional development by this becomes an essential part of being a teacher since;  

 It allows for a balance between the needs of the individual, the needs of the school, 

and the national needs; 

 It aims for the promotion of knowledge, skills and values; 

 It improves the teachers’ capacity to function as effective professionals by having 

them learn new knowledge, skills and attitudes. (Adapted from Ungar,2016) 

    Most teachers in the current study appear to lack the necessary skills to manage the 

literary component. For instance, most of them struggle to select suitable literary texts for 

intensive or extensive reading program. Therefore, professional development is essential to 

maximize the benefits of the literary component. This is possible through regular seminars 
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and workshops.  

Inspectors should organize seminars showing teachers how to benefit from literary texts 

for linguistic, cultural and methodological purposes. Teachers should be aware of the 

specifities of the literary texts and the need to approach them in a distinct didactical manner. 

    In clarifying the models, forms and methods of professional development of teachers, 

Mukan et al. (2019) mentions the following:  

 Professional development school.  

 School network/teachers’ network.  

 Collegial development.  

 Case-based study.  

 Reflective practice.  

 Project -based model.  

 Teachers’ narratives.  

 Self-directed development.  

 Seminars, workshops, summer institutes, conferences, courses.  

 Observation of excellent practice.  

 Teachers’ participations in new roles.  

 Portfolio.  

 Action research.  

 Inter-institutional collaboration.  

 Supervision, coaching, mentoring.  

    These models and forms can be adopted to enrich teachers’ experiences in engaging 

with the literary component. Teachers who acquire advanced professional skills not only 

improve their instructional practices but can also contribute meaningfully to curriculum design 

processes. Therefore, their attitudes and perspectives should be reconsidered as integral 



220 

 

 

components in shaping and refining the curriculum.  

4.12 Conclusion    

      Seeking to find out working strategies and to identify effective methods for integrating 

the literary component into secondary school education, the researcher dedicated the final 

chapter to offering some suggestions and recommendations. 

          These suggestions and recommendations aimed at supporting both teachers and textbook 

writers in designing and implementing a curriculum that gives the literary component its fair 

share as it meets the syllabus objectives.  

        Despite our best efforts in offering these suggestions, we believe that much more needs to 

be done by the ministry of education in this area. Furthermore, the suggestions provided will 

remain merely theoretical unless they are implemented in practice.   

 

 



 

 

 

 

 

 

 

  General Conclusion 
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General Conclusion  

     The present study has put the literary component of the English language in the Algerian 

secondary school education under scrutiny. This involved a systematic examination of the value 

of literature within EFL classrooms. In fact, integrating literature into the teaching of a foreign 

language has been underscored by many scholars due to its numerous benefits. Employing 

literature in an EFL classroom provides a rich medium for enhancing the students’ linguistic 

proficiency during their early years of learning that language, especially if the literary texts are 

well selected. Authentic literary texts that have not been adapted or simplifies can serve an 

efficient vehicle to enhance reading, listening, speaking and writing skills.  

    Moreover, the pedagogical value of literature lies in its ability to engage students 

cognitively and affectively, raising by this their motivation to learn. Engaging students and 

immersing them in what they learn not only ensures deeper understanding and retention of 

knowledge but also fosters a life-long love for learning.  

      Literature also contributes to enhancing students’ cultural awareness. By reading literary 

texts, students learn more about cultural norms and differences. They also deepen their 

knowledge about their local culture and learn to accept and respect other cultures.  

    Given the multiple merits of literature in an EFL classroom, the study has undergone an 

investigation into the EFL literary component into the secondary school education in Algeria. 

Prior to providing a relevant account on the benefits of the literary component in an EFL 

classroom, a detailed explanation of the changes of the value of literature over history was 

provided. It is within this area of research that the value of literature in today’s EFL classrooms 

has been questioned. Many scholars and researchers argue that very few studies have been 

conducted to investigate the integration of the EFL literary component in the secondary school 

education. Nearly all of these studies have been done at the level of college. 
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     However, literature with small “l”, referred to as “the literary component” within the 

present study, has a lot to offer to a secondary school student. Literature can be effectively 

utilized with learners of all proficiency levels, regardless of their current stage (beginner, 

intermediate or advanced).  The efficacy of utilizing literature is contingent upon the selection 

of suitable texts and the implementation of pedagogically sound methodologies.   

    The present study aimed to examine the value of the literary component within the 

Algerian secondary school education and to assess the suitability of the literary texts within the 

present curriculum. The data was collected using three distinct research instruments (local 

textbooks, a questionnaire and an interview).  

    The literary component of the English language, as it has been evidenced within the 

present study, is not given a fair share in the Algerian secondary school education.  Very few 

texts are included in the local published textbooks. These texts are randomly selected, without 

taking into consideration the students’ linguistic proficiency, their cultural and literary 

background, or their interests and tastes.  

    What is more, these texts are not well -exploited. This seems quite clear in the questions 

accompanying the literary texts. Nearly, all of these questions and tasks focus on cognitive 

objectives such as: recalling, understanding, applying, analysing, synthesizing and creating. No 

questions tap into the learners’ affective side, making by this the learning journey less 

enjoyable. Literary texts can serve an efficient vehicle for enhancing both cognitive and 

affective skills as well as for empowering the four linguistic skills if they are carefully selected.  

Unfortunately, this rich resource is not used properly to reach the curriculum objectives 

(linguistic, cultural, methodological and technological objectives) that are set by the Ministry 

of national education.  
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    In spite of the fact that a considerable number of the teachers and inspectors consider 

the incorporation of more literary texts into the curriculum a good initiative, no efforts have 

been made to support this claim. Teachers and inspectors do not have the authoritative power 

that allows them to include or exclude whatever they wish as long as teaching follows a “top 

down” policy.  

    As a response to this situation, the study proposes a set of recommendations and 

practical suggestions aimed at fostering a reconsideration of the role of literature within the 

secondary school education. First, we suggest rethinking the place of literature within the 

educational framework to ensure that it is valued. Integrating more literary texts within the 

curriculum will certainly make students familiar with this type of texts. Texts which will benefit 

them linguistically, culturally and methodologically. In this context, some lesson plans were 

designed to show instructors how a literary text could be exploited for linguistic purposes.  

    Secondly, we call for integrating suitable literary texts that align with the students’ 

linguistic age and proficiency. Some practical illustrative examples were given in this area. 

Young Adult Literature is seen as a suitable genre that would meet secondary school students’ 

interests and age. Children’s literature, on the other hand, is considered the most appropriate 

choice for students with low linguistic proficiency. 

     Thirdly, there seems an urgent need to go beyond cognitive learning. Literary texts, as 

it has been evidenced within the present study, are used for cognitive learning goals. However, 

overemphasis on cognitive tasks can render the literary text monotonous, underutilized and 

undistinguishable from other types of texts. This approach risks reducing literature to a mere 

language exercise, devoid of its unique potential to engage students on a deeper personal level. 

    Hence, we call for integrating affective learning goals, which involve the attitudes of 

emotions and values of the learners, to maximize the pedagogical value of literary texts. By 

engaging with literature affectively, students can see their identities and own experiences 
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reflected in the texts, thereby creating meaningful connections between the classroom and their 

real-world contexts. What is more, such learning goals can significantly contribute to fostering 

a positive attitude towards reading and promoting extensive reading among the students. 

     Extensive reading of literature should be encouraged by teachers who themselves need 

to receive a good training on how to select appropriate literary texts and use them as teaching 

means. To sum up, these suggestions have clearly articulated, emphasized and underscored the 

integration of the literary component into secondary school education. 

          While the present study offers valuable insights into the integration of the EFL literary 

component within the Algerian secondary school context, it is important to acknowledge certain 

limitations. Firstly, the analysis of the selected literary texts may have been influenced by 

inherent subjective interpretations, potentially affecting the generalizability of findings. 

Secondly, the quality of responses obtained from both the questionnaire and interviews could 

have been impacted by participant biases or variations in comprehension, thereby limiting the 

scope of quantifiable data. Specifically, in- person interviews were susceptible to environmental 

noise disruptions, while in-person interviews were occasionally hindered by slow or unreliable 

internet connectivity, affecting the flow and depth of discussion. 
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Appendix 1: The First Year Literature Syllabus 

 The First Year Literature Syllabus of the 

L.M.D System 

 

Faculté des Langues Etrangères 

 Département: Anglais  

 Feuille Pédagogique : Programme par matière  

 Matière : Etude de textes littéraires 

 « Study of Literary Texts » 

 

Contenu de la 
matière 

Semestre 1 

Week 1. Introduction to literature 

 The notion of literature: meaning of literature, its purpose and importance….genres 

(fiction/nonfiction, prose/verse/drama)… 

Week 2. Introduction to literature (continued) 

 The notion of literature: what shapes it? Influence of gender/race; Religion and mythology; 

impact of wars…etc. 

Week 3The elements of fiction (The 6 major elements in 

selected texts) 

 Week 4. Characters / Plot 

Week 5. Setting / Point of 

view Week 6. Theme / Style 

Week 7. Test 

Week 8. Introduction to figurative 

language  

Week 9. Interpreting figures of speech in 

context Week 10. Metaphor/ Simile 

Week 11. Hyperbole/understatement/ 

Oxymoron Week 12. Metonomy / 

Synecdoche/ Personification 

 Week 13. Irony/ Humor/ Personification 

Week 14. Exam 

 

 

 
Week 1. Development of English/ Emergence of movements (an overview) 

     Week 2. Old English Literature (450 AD-1066) : a historical survey 

Week 3. Selected Texts/ e.g. Beowulf, Caedmon’s Hymn, The Wanderer… 

and others.  

Week 4. Middle English Literature (12th century-1485) : a historical survey 

Week 5. Selected Texts/ e.g. Chaucer’s The Prologue, Sir Gawain and the Green knight, 
Everyman: A Morality Play, and others. 

Week 6. The Elizabethan Period/ Renaissance and Reformation (1485-1603): a 

historical survey 

Week 7. Selected Texts: Shakespeare (and others). 

Week 8. The golden age of drama/ Selected plays: The Merchant of Venice, 

Othello, and others. 

Week 9. Test 

Week 10. The Seventeenth Century: a 

survey Selected Texts / The 

Metaphysical School 

Week 11. Introduction to Restoration and the 18th century: Neoclassicism and Satire 

Week 12. Selected texts/ e.g. John Gay’s Trivia, Pope’s The Rape of the Lock, Essay on Man, 

Dryden’s Epigram on Milton, 

and others.  

Week 13. The rise of the novel 

(1700’s) 

Selected texts:/ e.g. Defoe’s Robinson Crusoe, Samuel Richardson, and others. 

 

Semestre 2 
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Appendix 2: The First Year English Program 
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Appendix 3 : Algerian English Framework  
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Appendix 4 : The Online Questionnaire (Google Forms) 
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Appendix 5: Letters for the Secondary School Teachers 

 

Subject: Invitation to Participate in a Research Study on the EFL Literary Component  

Dear Colleague, 

   I hope this message finds you well. I am currently conducting a PH. D project at Hassiba 

Benbouali university of Chlef entitled “An Investigation into the Integration of the EFL 

Literary Component in the Algerian Secondary School Education: Realities and 

Perspectives”.  

As part of my study, I am seeking the perspectives of secondary school EFL teachers regarding 

the use of literary texts in the classroom. To gather valuable insights, I have prepared an 

anonymous questionnaire, and I would be sincerely grateful for your participation. Your 

responses will contribute significantly to understanding the current status of the EFL literary 

component in the Algerian secondary school education and informing potential improvements 

in teaching practices. 

If you are willing to participate, please find the questionnaire at the following link: 

https://docs.google.com/forms/d/e/1FAIpQLScstcIM1ebtuUI4nhZdp4WJzo9UW2gtm0JlJeT8VfIZ2Ye

nWw/viewform 

Additionally, I would greatly appreciate it if you could share this message with other colleagues who 

may be interested.  

Thank you in advance for your time and support. 

Best Regards,  

Somia Hammadi  

Ph. D Candidate 

Hassiba Benbouali University of Chlef 

 

 

 

 

https://docs.google.com/forms/d/e/1FAIpQLScstcIM1ebtuUI4nhZdp4WJzo9UW2gtm0JlJeT8VfIZ2YenWw/viewform
https://docs.google.com/forms/d/e/1FAIpQLScstcIM1ebtuUI4nhZdp4WJzo9UW2gtm0JlJeT8VfIZ2YenWw/viewform
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Appendix 6: The Inspectors’ Interview Guide 

The Interview Guide 

Dear inspectors, 

I would be extremely appreciative if you could respond to my inquiries regarding the 

inclusion of the EFL literary component in the Algerian high school curricula. Please accept 

my sincere gratitude for your assistance. 

 

Q1. Do you mind introducing yourself? 

 

Q2. How long have you been in the position of an Inspector of National Education? 

 

Q3. Would you please tell me about the status or value of literature in the Algerian secondary 

school education? 

 

Q4. Have you ever attended lessons where teachers used literary texts? 

 

Q5. What reactions did pupils show towards the texts they were introduced to? 

 

Q6. Do you find teachers skilled enough in introducing to pupils such texts?    

     

Q7. Do teachers strictly stick to the texts in the textbook(s) or they bring in other alternative 

texts? 

 

Q8. What are the key benefits that you believe EFL literature brings to the overall English 

language learning experience for pupils? 

 

Q9. Do teachers make the best use of the literary texts in the textbooks? Are the texts exploited 

enough to involve students? 

Q10. How would you qualify the integration of the literary component in the curriculum?  

Q11. Do you think that it is necessary to introduce literary texts to all pupils regardless of their 

streams? 

Q12. Do you find the texts in the textbooks suitable for the pupils at this level?  

 

Q13. Which genre would best meet pupils’ needs at this level?  

 

Q14. In your opinion, what can teachers do to make literature more beneficial for pupils?  

 

Q15. Please add any other comments or suggestions regarding the integration of literature in 

the Algerian EFL secondary school classroom?  

 

 

   

                                                           Thank you! 
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Appendix 7: Letters to the Secondary School Inspectors 

Appendix: Contest Form for the Use of Recorded Responses 

Title of the Study: An Investigation into the Integration of the EFL Literary Component in 

the Algerian Secondary School Education: Realities and Perspectives.  

 

This study is undertaken by Somia Hammadi, a PHD candidate at Hassiba Benbouali 

University of Chlef.  

This research aims at examining the status of the EFL literary component in the Algerian 

secondary school education. It also seeks to investigate stakeholders’ perspectives as well as 

their attitudes towards integrating literature in the secondary school.  

I, ___________, grant my consent for my recorded responses to be utilized as part of the 

doctoral thesis entitled “An Investigation into the Integration of the EFL Literary Component 

in the Algerian Secondary School Education: Realities and Perspectives.” 

I have been informed by Miss. Hammadi Somia that the recording will be securely stored in a 

private device and will never be shared with anyone else under any circumstances.  

Additionally, I understand that the transcript of this interview may be included in the thesis 

appendix with my identity anonymized to maintain confidentiality. By signing this document, 

I acknowledge and authorize the use of my responses for academic research purposes.  

Participant’s Name: _____________ 

Signature: _________ 

Date: _____________ 

Note: If you are interested in receiving a copy of the transcript, please contact me via this 

email address: hammadi021alger@gmail.com 
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Appendix 8: A Sample of Interview Transcript  

Q1. Do you mind introducing yourself? 

 INSP 04: Emm, I am an inspector of the English language and I hope I can help and answer 

all your questions. 

Q2. How long have you been in the position of an inspector of the national education? 

INSP 04: Yes. I have been in this position for six years. 

Q3. Would you please tell me about the status or value of literature in the secondary school 

education? 

INSP 04: Well, you mean the value of literary texts, this is it? Yeah. 

The integration of literature or fiction genre in secondary education is insignificant as it is not valued 

compared to other genres. There are few literary texts included in the secondary syllabi. For instance, 

before 2012, the teachers used to teach two entire units, including the literary fiction genre “Once 

Upon a Time” and “News and Tales” for the literary and foreign languages classes. Since then, the 

Ministry of Education has removed the unit “News and Tales”, which I think is an engrossing file 

helping both the teacher and the learner to be immersed in the world of literature.  

Q4. Have you ever attended lessons where teachers used literary texts? 

INSP 04: Yes. 

Q5. What reactions did pupils show towards the texts they were introduced to? 

INSP 04: As I observed, the students demonstrated readiness and interest, though they found 

difficulties in decoding the texts they were set to read. 

Q6. Do you find teachers skilled enough in introducing to pupils such texts?        

INSP 04: Well, it depends (silence). But let me tell you that many teachers do not know how 

to work with these texts. Yes, simply most of them are not creative. 

Q7. Do teachers strictly stick to the texts in the textbook(s) or they bring in other alternative 

texts? 

INSP 04: Most of the teachers adopt the texts of textbooks. Few of them use adaptation tools 

(SARSing﴿. The reason is that having fixed mindsets or reluctance is justified in their lack of 

mastery of such topics. Adding to this, using the adaptation pedagogy (SARSing﴿ requires skills 

of adaptation, time, teaching experience and research skills. 

Q8. What are the key benefits that you believe EFL literature brings to the overall English 

language learning experience for pupils? 

INSP 04: The benefits of exposing the students to diverse literary genres:  

 It nurtures the learner’s reading, speaking and writing skills. 

 It develops their range of vocabulary, writing styles and narrative techniques. 
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 It inspires students to become poets, storytellers or novelists (producing original literary works). 

 It broadens the student's imagination and develops their analysis, evaluation and critical  

thinking. 

 It enables them to make use of the cultural background in communication. 

 It develops their language fluency. 

 It develops positive attitudes and moral values. 

Q9. Do teachers make the best use of the literary texts in the textbooks? Are texts exploited 

enough to involve students? 

INSP 04: I believe that most teachers teach the textbook literary genres within the reading skill 

framework as if they were testing their students’ abilities. They focus much on the 

comprehension side rather than on the values and the cultural aspects. 

Q10. How would you qualify the integration of the literary component in the curriculum?  

INSP 04: Yes. It is worth teaching such literary genres (novel, storytelling and poetry﴿ 

Q11. Do you think that it is necessary to introduce literary texts to all pupils regardless of their 

streams? 

INSP 04: I DO recommend the Ministry of Education to incorporate literary genres to all the 

students regardless of their streams.  

Q12. Do you find the texts in the textbooks suitable for the pupils at this level?  

INSP 04: Not all the texts and not all the literary genres. For instance, the poetry genre needs 

reconsidering to make it more engaging and accessible to the learner. 

Q13. Which genre would best meet pupils’ needs at this level?  

INSP 04: The storytelling and poetry, but the selected resources need adaptation. 

Q14. In your opinion, what can teachers do to make literature more beneficial for pupils?  

INSP 04:  Integrating literature in secondary education is not an easy task. It requires skills and 

teaching experience. So, to make literature more beneficial for the learner at this stage, the 

teachers should use adaptation pedagogy to render it more engaging and accessible to all the 

students. It means they have to adapt the selected texts and activities in the textbooks to meet 

the learner's needs, interests, and levels. Adding to this, the teachers are appealed to integrate 

the ICTs to plan literary genre lessons to make them funnier and more engaging to the learner. 

Another substantial element that can help the learner appreciate the literary genres is valuing 

the four skills (speaking, listening, reading, writing and viewing﴿. Literature should not be 

taught in a dry way, just for the sake of enabling the learner to comprehend texts and respond 
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mechanically to provided activities. Specifically, the teachers should exploit the literary genres 

in-depth, including the core values and the cultural dimensions. 

Q15. Please add any other further comments or suggestions regarding the integration of 

literature in the Algerian EFL secondary school context?  

INSP 04: Teaching the literary genres in the Algerian EFL secondary school context should be 

reconsidered. The vision of the integration of literary genres is too narrow. Much attention 

should be directed to its good usage as a communication tool, enabling the learner to learn more 

about other peoples’ cultures while demonstrating awareness of the importance of their mother 

culture. Then, the topics selected for this genre should target universality that vehicle the core 

values: citizenship, national conscience, national identity, and openness to the world.  

The researcher: Thanks warmly for your help respectful inspector! 

INSP 4: With pleasure miss. I wish you a good luck with your research. 

The researcher: Thanks warmly sir! 
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Appendix 9: Charles Dickens’ Text            
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Appendix 10 : Achebe’ s Text 
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Appendix 11: Hints on Pronunciation for Foreigners 
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Appendix 12: The Unicorn in the Garden 
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Appendix 13:  The Student’ s Grade Report 
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Appendix 14: The Decree about Appreciating Extensive Reading in the Secondary  

School (Arabic version). 
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Thesis: An Investigation into the Integration of the EFL Literary Component in the Algerian 

Secondary School Education: Realities and Perspectives. 

 

Author: Hammadi Somia                                                                Supervisor: Chaal Houaria 

  

Abstract  

 

Literature is widely recognized as a rich source of authentic material that can be used by language 

teachers at all learning levels and for several intents. Despite its potential, this resource is still 

relegated to oblivion in some educational settings, mainly in English as Foreign Language 

(henceforth, EFL) secondary school classrooms. Many researchers attribute the marginalization 

of the literary component in language classrooms to the scarcity of studies on its effectiveness. 

Accordingly, the present study seeks to investigate the incorporation of the literary component 

of the English language in the Algerian secondary school education. More precisely, it aims to 

assess both the quantity and the quality of the literary texts within the secondary school English 

textbooks and to determine the theoretical orientations of the tasks accompanying these texts. 

Moreover, it seeks to gauge stakeholders’ perspectives towards integrating literature in the 

secondary school education. The study adopts an interpretive research paradigm, using three 

distinct research instruments, namely: textbooks, questionnaires and interviews. For the analysis 

of results, a mixed methods approach was employed. 

The study’s findings indicate that the literary component is underutilized in the secondary school 

education. This is evident from the limited number of the literary texts present in the three 

textbooks, which feature outdated topics, restricted objectives, and stagnant language that do not 

align with the learners’ language aptitudes. Moreover, the majority of secondary school 

educators and inspectors hold positive perspectives towards the integration of the EFL literary 

component, signaling a consensus that supports moving forward with incorporating more 

literature. The study; therefore, suggests incorporating suitable literature into the curriculum, 

balanced with cognitive and affective learning goals, as a strategic bridge to more complex 

literary works at university.  

       Keywords: Algeria, EFL classroom, the literary component, perspectives, secondary 

education   
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Thèse : Une Enquète sur l’Intégration du Composant Littéraire en Anglais Langue étrangère 

dans l’Enseignement Secondaire Algérien : Realités et perspectives. 

 

Auteur : Hammadi Somia                                                         Encadrante : Chaal Houaria 

Résumé 

La littérature est reconnue comme une source riche de textes authentiques et de qualité, que les 

enseignants de langue peuvent utiliser à différents stades de l'enseignement à diverses fins. 

Malgré ses vertus, elle reste peu utilisée et souvent négligée dans certains contextes éducatifs, 

comme dans les sections d'enseignement de l'anglais en tant que langue étrangère au niveau 

secondaire. De nombreux chercheurs dans ce contexte considèrent que la principale raison de 

cette faible utilisation de la littérature en tant qu'outil pédagogique est le manque d'études et de 

recherches sur son importance et les bénéfices qu'elle procure aux apprenants. Par conséquent, 

la présente étude vise à examiner l'utilisation de la littérature dans l'enseignement secondaire 

en Algérie. De façon plus rigoureuse, elle cherche à évaluer quantitativement et qualitativement 

les textes littéraires inclus dans les manuels d'anglais, à analyser les orientations théoriques des 

exercices qui les accompagnent et à recueillir les points de vue sur l'utilisation de la littérature 

au niveau secondaire. L'étude a adopté une approche de recherche interprétative en utilisant 

trois outils de recherche : des manuels scolaires, des questionnaires et des entretiens personnels. 

De plus, la méthode mixte a été adoptée pour analyser les résultats. Les résultats de l'étude 

montrent que les textes littéraires sont sous-représentés par rapport aux autres types de textes 

utilisés dans l'enseignement secondaire. Cela se manifeste clairement par le nombre limité de 

textes littéraires inclus dans les programmes. En outre, ces textes traitent de sujets peu attrayants 

et dépassés pour les apprenants, et ne correspondent pas à leur niveau linguistique. L'étude 

révèle également que la littérature n'est pas exploitée de manière adéquate, car elle est abordée 

de manière très élémentaire et superficielle. Enfin, l'étude conclut qu'un grand nombre 

d'enseignants et d'inspecteurs à ce niveau ont une attitude positive envers les textes littéraires 

et encouragent une augmentation du nombre de textes littéraires dans l'enseignement 

secondaire. Sur cette base, l'étude propose d'inclure un genre littéraire en adéquation avec l'âge 

et le niveau linguistique de l'apprenant, accompagné de questions visant à développer les 

compétences affectives et cognitives, afin de tirer pleinement parti de la littérature à ce stade, 

en préparation à des textes plus complexes au niveau universitaire. 

   Mots Clés : Algérie, classe d’anglais langue étrangère, composant littéraire, perspectives, 

enseignement secondaire  
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        :طروحةعنوان ال 

اقع   : في التعليم الثانوي الجزائري تحقيق حول دمج المكون الدبي لتعليم اللغة الإنجليزية كلغة أجنبية    آو   فاق  و

شعال هوارية  الدكتورة :ؤطرةحمادي سمية                                                                                   المالطالبة  :المؤلف       

 ملخص 

 للنصوص الأصيلة وذات الجودة، 
ً
 ثريا

ً
التي بإمكان مدرس ي اللغة استخدامها في أي مرحلة من المراحل التعليمية يعرف الأدب بكونه مصدرا

ي بعض ف الاستغلاليتمتع به هذا المصدر من مزايا ومحاسن، إلا أنه يبقى مستبعدا وغير مستغل حق  المختلفة لأغراض متباينة. ورغم ما

 .ة الثانويةالوسائط التعليمية كأقسام تدريس اللغة الإنجليزية كلغة أجنبية بالمرحل

رة الدراسات أساسا إلى ند زى داة تعليمية يعأالأدبي ك مكون يرى عديد الباحثين والدارسين في هذا السياق أن السبب الرئيس ي لعدم استخدام ال

هذا ستخدام اوالأبحاث التي تناولت أهميته والفوائد التي يعود بها على المتعلم. وعليه، فإن الدراسة الحالية تهدف إلى التقص ي حول مدى 

 .الجزائربالتعليم الثانوي مرحلة في  المكون 

وبصفة أعمق، ترمي هذه الدراسة إلى إجراء تقييم كمي وكيفي للنصوص الأدبية المدرجة في الكتب المدرسية للغة الإنجليزية والوقوف على 

 .الثانوي تعليم حول استخدام الأدب في اللتمارين المصاحبة لهذه النصوص فضلا عن قياس وجهات النظر عبر االتوجهات النظرية 

كما تم  .تبنت الدراسة المنهج البحثي التفسيري باستخدام ثلاث أدوات بحثية تمثلت في كتب مدرسية، استبانات وكذا مقابلات شخصية

 .حليل النتائجفي تاعتماد المنهج المختلط  

الأدبي لم ينل حظا وافرا ينصفه مقارنة ببقية أنواع النصوص المستخدمة في مرحلة التعليم الثانوي. يظهر  مكون تشير نتائج الدراسة إلى أن ال

. وعلاوة على ذلك فإن هذه النصوص تتناول مواضيع كتب المدرسيةهذا جليا من خلال العدد المحدود للنصوص الأدبية التي تتضمنها ال

 .لا تتماش ى ومستواهم اللغوي مستهلكة وغير جذابة للمتعلمين، كما أنها 

 .، إذ يتم التعامل معه بشكل بدائي وسطحي جداالاستغلالاتضح كذلك من خلال الدراسة بأن العنصر الأدبي غير مستغل حق 

على  النص الأدبي ويشجعون  اتجاهوختاما، خلصت الدراسة إلى أن عددا كبيرا من الأساتذة والمفتشين في هذا الطور يحملون توجها إيجابيا 

مضاعفة عدد النصوص الأدبية في التعليم الثانوي. وبناء على هذا، تقترح الدراسة إدراج لون أدبي مناسب لسن المتعلم ومستواه اللغوي، 

 
ً
رحلة في الممصحوبا بأسئلة ذات أهداف وجدانية وعقلية حتى تتحقق الاستفادة من الأدب في هذا الطور تمهيدا لنصوص أكثر تعقيدا

 .الجامعية

 

 . ي نو الثاالتعليم  -فاقآ  -  يالأدبالمكون   -قسم تدريس اللغة الانجليزية كلغة أجنبية  -   رالجزائ  :فتاحية مكلمات 

 

 

 

 


