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ABSTRACT 

 

Much research in the field of Foreign Language Teaching (FLT) demonstrates that using 

literature as a teaching material in the FL classroom can contribute significantly to 

learning the target language. In particular, in the field of teaching Greek as a Foreign 

Language (GFL), the importance of using literature as a supplementary teaching material 

in the Greek language classroom and the practical considerations involved have been the 

focus of a number of papers in the last few years. Nevertheless, there has not yet been an 

investigation on the use of an unabridged literary work, a novel in particular, as the core, 

not supplementary, material of instruction.  

The present study, drawing on the field of Language Teaching Research, was an attempt 

to examine one aspect of this topic by investigating whether adult GFL learners would 

find an unabridged Greek novel appropriate for the development of their language skills 

in Greek. In particular, this study attempted to investigate the feasibility and effectiveness 

of using a ‘novel-textbook’ as the main teaching material in the GFL classroom based on 

the learners’ opinions.  

In this context, the term ‘novel-textbook’ refers to the selected Greek novel together with 

its accompanying materials prepared by the teacher/researcher and used as the alternative 

textbook package of the course. 

The study was carried out in a classroom at the Dutch Association in Athens, Greece.  

Data was obtained from twelve (n=12) adult students of various nationalities who 

participated voluntarily.  

A quantitative approach was used for collecting and analysing data. A quasi-experimental 

one group pretest-posttest design that allowed the researcher to make inferences on the 

effect of the intervention was found to be particularly suitable for this project. In the 

present study, the intervention took the form of a Greek language course employing a 

‘novel-textbook’ in order to teach Greek as a foreign language to adults. 
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Quantitative data was gathered from the following sources: a) a numerical rating scale 

questionnaire on the participants’ opinions (pre-intervention and post-intervention) about 

using a ‘novel-textbook’ as the main teaching material to learn Greek, and b) a Likert 

scale course materials evaluation questionnaire.  

The findings revealed that the majority of the adult GFL learners in this study found that 

a ‘novel-textbook’ was appropriate for the development of their language skills in Greek. 

Moreover, the majority of the participants considered literature an essential part of 

learning Greek as a foreign language and stated that they would, thus, attend a Greek 

language course where a ‘novel-textbook’ was the main teaching material. Last but not 

least, the findings also revealed some issues relating to the preparation of the 

accompanying materials.  

The insights from this study confirm the feasibility and effectiveness of using a novel as 

the core material of instruction in the adult GFL classroom and provide empirical 

evidence for the recommendations concerning the implementation of the ‘novel-

textbook’ in GFL teaching. Thus, the present study suggests that, although traditional 

GFL textbooks are invaluable resources for teaching Greek, they are not the only choice 

for a given course. 
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CHAPTER 1 

Introduction to the Study 

 
 

1.1 Introduction 

This chapter offers an introduction to the present study. To this end, it has been divided 

into four parts in order to include the main aspects involved. In particular, Part A 

outlines: a) the background of the study, b) the statement of the problem, c) the study’s 

aim and the research questions, d) the research methodology employed, e) its significance 

and contribution, and f) the structure of the thesis. Part B presents the context of Greek as 

a Foreign Language (GFL) in Greece and abroad. Part C discusses some of the main 

issues involved in FL teaching and learning relevant to this study, and, finally, Part D 

focuses on FL teaching materials, their importance and development, and introduces the 

materials employed for the purposes of the present research.  

 

PART A: 

The Research Project 
 

1.2  Background of the Study 

Recently, there has been a growing interest in learning Greek not only by repatriated 

Greeks or Greeks in the diaspora, but also by foreigners. There are people who want to 

learn Greek because they wish to work, study or live in Greece, or because they want to 

get to know Greece and Greeks better (Antonopoulou, Tsangalidis & Moumtzi, 2002). 

Thus, the teaching of Greek as a foreign language (GFL) is a topic of great interest to 

scholars and educators in both Greece and Cyprus, where Greek is an official language 

(Pavlou & Christodoulou, 2001). 

In the case of Greece, there is a long tradition of GFL teaching. Courses of GFL are 

offered by all Greek universities and also by many state and private institutions in various 

parts of Greece. Such programs are also attended by Greek teachers from abroad who 

wish to improve their knowledge of Greek as well as to get informed on or trained in 
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modern methods of teaching Greek as a foreign language and on new teaching materials 

(Antonopoulou, Tsangalidis & Moumtzi 2002). The primary aim of these courses is to 

equip learners with the skills necessary to adequately understand and produce Greek in 

order to communicate effectively in everyday situations.   

To this end, a large number of GFL teaching materials has been produced with the GFL 

textbook forming the central focus of instruction. Also, in the field of GFL research a 

number of papers regarding materials have been published in the last few years. In some 

of these, the important role of literature as a teaching material in the Greek language 

classroom is significantly emphasized. 

Nevertheless, the number of texts of Modern Greek literature appearing in GFL textbooks 

for adult learners is very limited (Kokkinidou, 2011). One of the main reasons may be the 

misconception that texts referring to specific communicative situations are more suitable 

for a FL course which sets communicative competence as its primary goal. Thus, the 

form, frequency and extent to which literature is employed in the GFL classroom depends 

mainly on the teachers, many of which, given the important role of literature in FL 

teaching and learning, choose to use either complete literary works or extracts to 

supplement textbooks. 

In this context, the idea for the present research originated from the interest and 

enthusiasm my adult students exhibited every time we used Modern Greek literature, 

especially short stories, as a supplementary material in the classroom. These literary 

texts, all of which were intended for native speakers of Greek, were accompanied by a 

number of teacher-prepared materials which helped students to explore the texts further. 

The students’ active engagement with these texts prompted the inquiry relevant to this 

research project which was an attempt to investigate whether adult upper-

intermediate/B21 GFδ learners would find a ‘novel-textbook’, used as the course’s core 

material of instruction, appropriate for the development of their language skills in Greek.  

                                                           
1 It corresponds to level B2 of the official levels of the Common European Framework of Reference 

for Languages (CEFR). 
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In doing so, the importance of traditional GFL textbooks was by no means undermined; 

however, it is suggested that they are not the only choice for a given course. Thus, in the 

context of the present study, the term ‘novel-textbook’ has been used to refer to the 

selected novel together with its accompanying materials prepared by the 

teacher/researcher and used as the alternative textbook package of the particular GFL 

course. 

 

1.3  Statement of the Problem 

Much research in the field of FLT demonstrates that using literature as a teaching 

material in the FL classroom can contribute significantly to learning the target language. 

As McRae states, “[t]the language/literature interface is probably the richest vein of 

learning potential for learners at all levels of language…” (1996, p.23). In the relevant 

literature some of the most common arguments in favour of employing literary texts in 

the FL classroom are: a) literature provides valuable authentic input for language learning 

(Collie & Slater, 1987), b) it creates authentic conditions for the learners to learn and 

practice the target language (Ghosn, 2002), c) it assists learners in the development of all 

language skills as it allows for extensive reading, writing, listening (e.g., books on tape) 

and speaking (e.g., oral presentations, discussions, role-plays) (Gareis, Allard & Saindon, 

2009ν δazar, 1993ν Povey, 1972), d) it increases learners’ motivation and stimulates their 

imagination by providing narrative, “plot, character development, the context of settings, 

suspense, conflict, and resolution…” (Gareis, Allard & Saindon, 2009, p.145), e) it 

fosters personal involvement as learners participate emotionally in the process of learning 

the target language and relate what they read to the real world (Collie & Slater, 1987; 

Duff & Maley, 1990), providing a more involving source for pedagogic activities (Lazar, 

1993), f) it “actively promotes a process of interpretation … and negotiation of its 

meanings” (Carter & McRae, 1996, p.12) assisting learners to develop particular sense-

making procedures for interpreting  language use in any discourse context (Widdowson, 

1984), g) it bridges the cultural gap as it increases the learners’ insight into the society of 

the target language (Collie & Slater, 1987; Gareis, Allard & Saindon, 2009).  
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In the field of GFL teaching, the importance of using literature as a supplementary 

teaching material in the GFL/GSL classroom and the practical considerations involved 

have been the focus of some papers in the last few years (see Sapiridou & Fotiadou, 

2000; Apostolidou, Paschalidis & Hondolidou, 2002; Natsina, 2006; Lukashvili, 2009; 

Agathos, Giannakou, Dimopoulou, Roubis & Tsotsorou, 2011; Agathos, Tsotsorou, 

Giannakou, Dimopoulou, Roubis & Montzoli, 2011; Kokkinidou, 2011; Agathos, 

Giannakou, Dimopoulou, Montzoli, Roubis & Tsotsorou, 2012; Kokkinidou, 2012; Villar 

Lecumberri, 2012, 2013; Roubis, 2015).     

Nevertheless, there has not yet been an investigation on the use of an unabridged literary 

work, an unabridged novel in particular, as the core, not supplementary, material of 

instruction. The present study is an attempt to investigate exactly this area.  

However, it should be pointed out that this is by no means an exhaustive investigation on 

the particular topic as the areas of enquiry and the theoretical and practical considerations 

involved are undoubtedly numerous. Thus, this study intends to offer an introduction to 

the topic and serve as a starting point for further extensive research.  

 

1.4  Aim of the Study & Research Questions 

The main aim of the present study is to answer some questions related to GFL pedagogy 

in order to gain a better understanding of the practice of language teaching and its 

contribution to language learning. In particular, the study attempts to investigate the 

feasibility and effectiveness of using a novel-textbook as the core teaching material in the 

GFδ classroom based on the learners’ opinions.  

With this aim in mind, the researcher attempted to answer the following research 

questions: 

Overarching Research Question: 

Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the development 

of their language skills in Greek? 
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Research sub-questions:  

1a. Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their grammar skills in Greek? 

1b. Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their vocabulary skills in Greek? 

1c. Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their reading skills in Greek? 

1d. Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their writing skills in Greek? 

1e. Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their listening skills in Greek? 

1f. Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their speaking skills in Greek? 

 

1.5 Methodology 

The study was carried out in a classroom at the Dutch Association in Athens, Greece. 

Data was obtained from twelve (n=12) adult students of various nationalities who 

participated voluntarily. The participants were both male and female, with ages ranging 

from early twenties to early sixties. Although all of them had attended GFL courses 

before, either at the Dutch Association or elsewhere, none of these courses had employed 

a novel or literature in general as its core material. 

The study was conducted within the theoretical framework of post-positivism and a 

quantitative approach was used for collecting and analysing data. In alignment with the 

aim of this research, a quasi-experimental one group pretest-posttest design that allowed 

the researcher to make inferences on the effect of the intervention was found to be 

particularly suitable for this project. In the particular study, the intervention took the form 
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of a Greek language course employing a ‘novel-textbook’ in order to teach Greek as a 

foreign language to adults. 

Questionnaires were used to gather data. This method of data collection is very common 

in the field of foreign language teaching as it can be used  

to gather information about the effectiveness of a unit or an entire course – 

information such as students’ general impressions of the course or unit and its 

various components (content, organization, materials or equipment, and activities), 

and their satisfaction with their achievements in the language as a result of the 

course or unit. (Genesee & Upshur, 1996, pp.128-129) 

In particular, quantitative data was gathered from the following sources: a) a numerical 

rating scale questionnaire on the participants’ opinions (pre-intervention and post-

intervention) about using a novel as the main teaching material to learn Greek, and b) a 

Likert scale course materials evaluation questionnaire. The data collected from the 

evaluation questionnaire played a supplementary role in helping to enhance confidence in 

findings. 

For the analysis of the data collected from the pre-post intervention questionnaire, a 

Wilcoxon Signed-Rank Test was performed using SPSS statistics. The data collected 

from the course materials evaluation questionnaire was entered in SPSS to yield the 

distribution of students’ responses for each questionnaire item in the form of percentages. 

 

1.6  The Significance & Contribution of the Study 

The significance of the present study lies in the fact that although it recognises that 

traditional GFL textbooks are invaluable resources for teaching Greek, it suggests that 

they are not the only choice for a given course. Thus, it investigates and proposes the use 

of alternative teaching materials, namely the ‘novel-textbook’, as the central focus of 

instruction, which seems to facilitate GFL teaching and learning. The study suggests that 

the benefits of using literature in the GFL classroom can be fully exploited and extended 

when a ‘novel-textbook’ is used as the main teaching material. In particular, it is 
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proposed that employing a ‘novel-textbook’ can provide teachers with the opportunity to 

use the material in a number of creative ways in order to enhance their learners’ language 

skills and create a stimulating learning environment.     

Although some research has been conducted on the use of literature as a supplementary 

material in the GFL/GSL classroom, the possibility of using it as the central teaching 

material of a course has not yet been investigated. Thus, the present study wishes to 

contribute to FL pedagogy by providing an investigation of the learners’ opinions on the 

use of an unabridged novel as the main material of instruction which seems to have a lot 

to offer to GFL teaching and learning.  

 

1.7  The Structure of the Thesis 

The present thesis consists of six chapters.  

Chapter 1, the present chapter, offers an introduction to the research project including its 

aims and research questions, and a discussion of the main issues involved.  

Chapter 2 presents the literature review regarding the use of literary texts in the FL 

classroom in general and the GFL classroom in particular, identifies the gap in the current 

literature on the use of literary texts in the GFL classroom and presents the theoretical 

framework on which the present study was based.  

Chapter 3 presents an analysis of the study’s intervention, i.e. the use of the ‘novel-

textbook’ as the central teaching material of a GFδ course for adult B2 learners, its 

design, content and delivery. 

Chapter 4 discusses the methodology employed in the present study. It presents the 

research design, the data collection and analysis instruments and procedures, the 

participants and the research site. It also addresses some ethical considerations.  

Chapter 5 presents the research findings according to each data collection instrument, and 

offers a discussion of these findings in order to answer the research questions of the 

study.  
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Finally, Chapter 6 presents the conclusions drawn from the study, its limitations and 

pedagogical implications, and makes some recommendations for further research.  

 

PART B: 

The Context of Greek as a Foreign Language (GFL) in Greece and Abroad 

 

1.8 The Greek Language 

Greek is the official language of Greece with approximately 12,000,000 speakers and one 

of the two official languages of Cyprus with approximately 700,000 speakers. It is also 

spoken around the world by a significant number of Greeks of the diaspora.  

The Greek language has been uninterruptedly used since antiquity by the same people 

and has, together with Latin, contributed to the formation of the Western thought by 

providing basic concepts and key-words2 (Babiniotis, 2016).  

In his article “English as a Classical Language”, the widely known professor of 

Linguistics David Crystal characterizes the English language as a ‘classical language’, 

meaning that over two-thirds of its vocabulary derives from the two classical languages, 

Greek and Latin. As he points out: 

                                                           
2 Such as theory ȋɅɂωɏɜȽȌ and empirical ȋɂɊɎɂɇɏɇɈɛȌ or practical ȋɎɏȽɈɒɇɈɛȌ, system ȋσɠσɒɄɊȽȌ and method ȋɊɚɅoɁoςȌ, logic ȋɉoɀɇɈɛȌ and organisation ȋoɏɀəɋωσɄȌ, hypothesis ȋɓɎɟɅɂσɄȌ, criteria ȋɈɏɇɒɛɏɇȽȌ, hierarchy ȋɇɂɏȽɏχɜȽȌ, category ȋɈȽɒɄɀoɏɜȽȌ and taxonomy ȋɒȽɌɇɋɟɊɄσɄȌ, analysis ȋȽɋəɉɓσɄȌ and synthesis ȋσɠɋɅɂσɄȌ, ideas ȋɇɁɚɂςȌ, theses ȋɅɚσɂɇςȌ and themes ȋɅɚɊȽɒȽȌ, crisis ȋɈɏɜσɄȌ and problems ȋɎɏoȾɉɛɊȽɒȽȌ, technology ȋɒɂχɋoɉoɀɜȽȌ 
and machine ȋɊɄχȽɋɛȌ, type ȋɒɠɎoςȌ and analogy ȋȽɋȽɉoɀɜȽȌ, phase ȋɔəσɄȌ and programme ȋɎɏɟɀɏȽɊɊȽȌ, 
sphere ȋσɔȽɜɏȽȌ and atmosphere ȋȽɒɊɟσɔȽɇɏȽȌ, diagnosis ȋɁɇəɀɋωσɄȌ, symptoms ȋσɓɊɎɒώɊȽɒȽȌ and therapy ȋɅɂɏȽɎɂɜȽȌ and clinical (ɈɉɇɋɇɈɟςȌ, enthusiasm ȋɂɋɅoɓσɇȽσɊɟςȌ, mystery ȋɊɓσɒɛɏɇoȌ and magic ȋɊȽɀɂɜȽȌ, 
symmetry ȋσɓɊɊɂɒɏɜȽȌ, rhythm ȋɏɓɅɊɟςȌ and style ȋσɒɇɉȌ ȋstyle<lat.stylus< gr.σɒɠɉoς), period ȋɎɂɏɜoɁoςȌ and 
epoch ȋɂɎoχɛȌ, tone ȋɒɟɋoςȌ, and melody ȋɊɂɉωɁɜȽȌ, politics ȋɎɍɉɇɒɇɈɛȌ, democracy ȋɁɄɊoɈɏȽɒɜȽȌ, dialogue ȋɁɇəɉoɀoςȌ and monologue ȋɊoɋɟɉoɀoςȌ, energy ȋɂɋɚɏɀɂɇȽȌ, poetry ȋɎoɜɄσɄȌ, theatre ȋɅɚȽɒɏoȌ and drama ȋɁɏəɊȽȌ, philosophy ȋɔɇɉɍσɍɔɜȽȌ, physics ȋɔɓσɇɈɛȌ, economy ȋoɇɈoɋoɊɜȽȌ, biology ȋȾɇɍɉɍɀɜȽȌ, mathematics ȋɊȽɅɄɊȽɒɇɈəȌ and arithmetic ȋȽɏɇɅɊɄɒɇɈɛȌ, symphony ȋσɓɊɔωɋɜȽȌ, music ȋɊoɓσɇɈɛȌ and orchestra ȋoɏχɛσɒɏȽȌ, 
school ȋσχoɉɂɜoȌ, academy ȋȽɈȽɁɄɊɜȽȌ, athletics ȋȽɅɉɄɒɇσɊɟςȌ, myth ȋɊɠɅoςȌ and history ȋɇσɒoɏɜȽȌ, grammar ȋɀɏȽɊɊȽɒɇɈɛȌ, syntax ȋσɠɋɒȽɌɄȌ, lexical ȋɉɂɌɇɈɟςȌ, phrase ȋɔɏəσɄȌ, syllable ȋσɓɉɉȽȾɛȌ, paragraph ȋɎȽɏəɀɏȽɔɍςȌ, 
alphabet ȋȽɉɔəȾɄɒɍȌ and semantics ȋσɄɊȽσɇɍɉɍɀɜȽȌ, automatic ȋȽɓɒɟɊȽɒoɇȌ, electronic ȋɄɉɂɈɒɏoɋɇɈoɜȌ, atomic ȋȽɒoɊɇɈoɜȌ, mechanisms ȋɊɄχȽɋɇσɊoɜȌ, fantastic ȋɔȽɋɒȽσɒɇɈɟςȌ and idiosyncratic ȋɇɁɇɍσɓɀɈɏȽσɇȽɈɟςȌ, dogmatic ȋɁɍɀɊȽɒɇɈɟςȌ, strategy ȋσɒɏȽɒɄɀɇɈɛȌ and skeptical ȋσɈɂɎɒɇɈɇσɒɇɈɟςȌ, Christ ȋΧɏɇσɒɟςȌ, catholic ȋɈȽɅɍɉɇɈɟςȌ, 
cathedral ȋɈȽɅɂɁɏɇɈɟςȌ, etc (Babiniotis, 2016). 
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… in many ways more important than the historical perspective is to follow the 

living history of the language change today, and to see the Classical languages 

continuing to be used as a dynamic source of new words, of lexical creation. And 

not just in academic domains… What is so fascinating is to see how we still rely on 

Latin and Greek to talk about entities and events which are at the heart of modern 

life. (2001, p.21) 

Although the Greek language has been evolving for several thousand years, most Greeks 

today could read literature written in the 6th century B.C. and understand some of its 

meaning. The fact that so little has changed in such a long period of time is really 

noteworthy. As professor of Greek, Roderick Saxey (n.d., para.15) mentions: 

I remember my exultation while standing on the Mediterranean shore at learning 

from my pocket dictionary that the modern word for "wave" is to kuma, the same as 

in Homer; my delight in seeing little children able to make puns on the ancient 

inscription at the Oracle at Delphi; and the awe and wonder at studying Linear B 

and finding the same words I had heard so often on the bus or at the vegetable 

market.  

Today, the Standard Modern Greek (SMG) variety (dialect) operates as the official 

language of Greece. It developed from the spoken Demotic3 while keeping a number of 

more formal and archaic characteristics found in Katharevousa. In the written form of the 

language, a number of styles and elements that stem from more than one varieties are 

used (Horrocks, 1997).  

The term Greek Language encompasses all the numerous Greek dialects, including 

Pontic, Cretan, SMG and the Cypriot dialect (Horrocks, 1997). Among all these linguistic 

                                                           
3 The creation of the Independent Greek State in 1830 required an agreed form of the language used in 

administration and education. On the one hand were the 'purifiers' - the most renowned of which was 

Adamantios Korais (1748-1833), a Greek humanist scholar – who wanted to Ǯpurifyǯ and Ǯrectifyǯ the language 

according to the rules of Ancient Greek (ǮKatharevousaǯ, i.e. purified language), and on the other the 'demoticists' 

supporting the language of the 'demos' (lay people), called ǮDemoticǯ (Dragoumis, 2006). In 1888, Yannis 

Psycharis (1854-1929), a Greek linguist teaching in Paris, published his demoticist manifesto, To taxidi mou (My 

journey) where he argued that linguistic purism acted as a distraction from Greece's mission to become a 

modern nation rooted in contemporary reality (Dragoumis, 2006). After a very long period of controversy with 

Greek intellectuals being divided in hostile camps, in 1976 the ǮDemoticǯ was officially recognized as the 

language of government and education (Mackridge, 2009). 
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varieties (dialects), one, namely the SMG, has been selected to operate as the standard 

norm. However, it should be pointed out that the selection of a dialect as a country’s 

standard language is based upon economic, social, geographic, political and historical 

circumstances, and not on aesthetic or other subjective criteria (Pavlou & Christodoulou, 

2001). 

1.9  Greek as a Foreign Language (GFL) 

Up to 1960 Greek was only taught occasionally and the number of foreign learners of 

Greek in Greece was extremely limited. It was in 1962 when the first program of GFL 

was organised at the Aristotle University of Thessaloniki. It responded to the need of an 

increased number of foreign students to learn Greek before they proceeded to attending 

their University courses (Antonopoulou, Tsangalidis & Moumtzi, 2002). At the same 

time, a similar program was starting at the Student Mensa of the National and 

Kapodistrian University of Athens. The first established courses were offered by the 

School of Modern Greek Language at the University of Thessaloniki and the Modern 

Greek Language Teaching Centre at the University of Athens in 1970 and 1975 

respectively (Antonopoulou, Tsangalidis & Moumtzi, 2002). The aims of these programs 

have been the following: 

 

1. The teaching of Modern Greek as a second/foreign language; 

2. The certification of the level of knowledge of Modern Greek as second/foreign 

language; 

3. The exposure of foreigners to various facets and themes of Greek culture; 

4. Hands-on practical training of students of the Master's Degree Programme for 

the Teaching of Modern Greek as a second/foreign language.  

(“Modern Greek Language Teaching Centre”, 2011, para.3) 

Today, courses of GFL are offered by all Greek universities and also by many state and 

private institutions in various parts of Greece. 
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The teaching of GFL outside of Greece began around the end of the 19th century 

(Tsotsorou, n.d.). Today, although the number of students at University departments of 

Greek, either Classical or Modern Greek, has fallen considerably, there are many 

programs organised outside universities by Greek communities, language centres and 

people's universities which involve greater numbers of students of both Greek and non-

Greek descent (Antonopoulou, Tsangalidis & Moumtzi, 2002). 

 

1.9.1 The Centre for the Greek Language (CGL) 

In 1994 the Centre for the Greek Language (CGL), a non-profit organization supervised 

by the Greek Ministry of Education, Lifelong Learning and Religious Affairs, was 

established in Thessaloniki. It has been designated as a national point where information 

on all matters concerning the Greek language and its teaching as a second or foreign 

language is collected and disseminated (Antonopoulou, Tsangalidis & Moumtzi, 2002). 

Among the aims of the Centre are: 

1. The overall support and promotion of the Greek language in Greece and abroad. 

2. The subsequent reinforcement of Greek national identity in the Greeks of the 

diaspora. 

3. The organisation of the teaching of Greek to foreigners in Greece and abroad. 

4. The support to teachers of the Greek language in Greece and abroad. 

5. The production of all relevant materials that may contribute to the promotion 

and spread of the Greek language.  

                                             (Antonopoulou, Tsangalidis & Moumtzi, 2002, p.6) 

Moreover, in 1998 the Centre for the Greek Language was assigned the exclusive and 

overall responsibility for the examination procedure through which the Certificate of 

Attainment in Greek may be awarded (“Centre for the Greek Language Examinations”, 

2015). The establishment of the Certificate of Attainment in Greek in 1998 responded to a 
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persisting request of all learners of Greek in Greece and abroad for an officially 

recognized state certificate of attainment in Greek.  

Up to 1998 the certificates issued by the University of Thessaloniki and the University of 

Athens were the only certificates of attainment in Greek which were recognised by the 

Greek state (Antonopoulou, Tsangalidis & Moumtzi, 2002). However, no provision was 

made for anyone living abroad since the examinations for the certificates issued by the 

two Universities are only held in Greece (Antonopoulou, Tsangalidis & Moumtzi, 2002).  

Since 1999, when the Centre for the Greek Language begun conducting the examinations, 

the interest in the Greek language has been reinforced and has led to an increase in the 

number of Greek language classes for adults in many countries (Tsotsorou, n.d.) (see 

Table 1.1). Additionally, some countries have established their own examinations of 

Greek language proficiency (Tsotsorou, n.d.). 

The examinations for the Certificate of Attainment in Greek are held every May. A 

certificate is issued for successful candidates at the following six levels of attainment in 

Greekμ ǹ1 (A1 for children 8-12 years old, and ǹ1 for adolescents and adults), ǹ2, Ǻ1, 

Ǻ2, Γ1 and Γ2. The levels are linked to the corresponding levels of the Common 

European Framework (CEFR). The examination covers all four language skills, i.e. 

Listening, Reading, Writing and Speaking (Antonopoulou, Tsangalidis & Moumtzi, 

2002).  

Table 1.1 Certificate of Attainment in Greek: Number of Examination Centres and Candidates 

Worldwide from 1999 to 2016 (source: The Centre for the Greek Language) 

Year Number of Examination Centres Number of Candidates 

1999 13 565 

2000 24 1,004 

2001 31 1,326 

2002 46 1,940 
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2003 48 2,081 

2004 61 2,263 

2005 68 2,504 

2006 70 2,760 

2007 79 2,768 

2008 98 3,031 

2009 111 3,438 

2010 117 3,678 

2011 117 4,018 

2012 116 3,949 

2013 100 3,802 

2014 108 3,935 

2015 119 3,850 

2016 120 4,150 

 

1.9.2 ‘Ȇαιįİία ȅȝογİȞώȞ’μ The Greek Diaspora Education Project 

Apart from the Centre for the Greek Language, the Centre of Intercultural and Migration 

Studies of the University of Crete is responsible for the realization of the project ‘Ȇαιįİία 

ȅȝȠγİȞώȞ’ (‘Education of the Greek Diaspora’). This project, which begun in 1997, aims 

at the development and promotion of the Greek language and culture to students of the 

Greek diaspora, as well as non-Greek students who wish to learn Greek as a foreign 

language (“Greek Education Abroad”, 2016). According to the information that can be 
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found on the project’s webpage, the following three actions have been organised (“Greek 

Education Abroad”, 2016): 

 

Action I: ATHENA 

The first objective of this action is to produce studies in the following areas: 

 The conditions in which the teaching of Greek in educational institutions abroad 

takes place. 

 The social areas in which Greek language is used abroad. 

 The organizations responsible for the teaching of the Greek language. 

 The sociocultural and linguistic pre-conditions (levels of language learning) of 

students. 

 The abilities and strategies to promote the teaching of Greek as a foreign language 

to non-Greek speaking people abroad. 

 The ability and the method of establishing bilingual educational programs in 

schools of the reception countries. 

The second objective is the production of teaching materials either in text or electronic 

form, for the teaching of Greek to students of both Greek and non-Greek origin. 

Action II: PROMETHEUS 

The objective of this action is the in-service training of Greek teachers who have been 

sent overseas, and the continuing in-service training of immigrant teachers, who will act 

as multipliers at the regions where they teach. 

Action III: HERMES 

Finally, the objectives of the HERMES action are: i) the creation of multimedia 

applications for the teaching of Greek language to students of Greek and non-Greek 

background, ii) the creation of databases in which statistical data will be included, iii) the 

production of book lists and resource material for the teaching of the Greek language and 
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culture, and iv) the creation of an online communication network in which people and 

organizations involved in the teaching of the Greek language and culture in Greece and 

abroad will be able to participate. 

 

PART C: 

Foreign Language Teaching and Learning 

 

1.10 Foreign Language Teaching & Learning 

Since the second half of the 20th century there has been a remarkable increase in foreign 

language learning (Graddol, 2000). The European Union has identified proficiency in 

foreign languages as “vital for a lifetime of successful participation in society” 

(EURYDICE, 2002, p.3). In fact, it cites several benefits which learning a foreign 

language can provide: 

Competence in foreign languages has long been recognised as an indispensable 

economic and social resource within a culturally and linguistically diverse Europe 

and beyond. Competence in foreign languages is not limited to technical skill in a 

particular language but also includes openness to different cultures and respect for 

others and their competence and achievements. Learning other languages promotes 

an extended sense of identity, making people feel part of more than one linguistic 

and cultural community. It also increases people’s employment, education and 

leisure options, which in turn may generate a whole range of personal, social and 

workplace competencies. (EURYDICE, 2002, p.17) 

A distinction is often made between ‘second’ (SL) and ‘foreign’ (FL) language teaching 

and learning. The former implies that the learner resides in an environment where that 

language is spoken, whereas the latter refers to the teaching and learning of a non-native 

language largely inside a classroom and outside of the environment where it is commonly 
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spoken (Moeller & Catalano, 2015). Nowadays both SL and FL teaching set as their 

primary goal helping learners achieve communicative competence4. 

In the area of research, the term Second Language Acquisition (SLA) is a general term 

that includes both SL and FL teaching and learning (Kramsch, 2000). It is concerned with 

how people learn a language other than their first in any context and focuses on both the 

processes and the products of this learning (Van Patten, 1999). It draws on the disciplines 

of linguistics, psychology, education, language pedagogy, sociology, anthropology, and 

neurobiology (Moeller & Catalano, 2015).  

 

1.10.1 FLT & Teaching Methods: An Overview 

The history of language teaching in at least the last one hundred years has been 

characterized by a search for more effective FL teaching methods. This search has 

reflected the recognition of changes in the kind of proficiency learners need (Richards & 

Rodgers, 2001).  

… [A] method comprises both ‘principles’ and ‘techniques’. The principles involve 

five aspects of second- or foreign-language teaching: the teacher, the learner, the 

teaching process, the learning process, and the target language/culture. Taken 

together, the principles represent the theoretical framework of the method. The 

techniques are the behavioural manifestation of the principles – in other words, the 

classroom activities and procedures derived from an application of the principles.         

(Larsen-Freeman, 1986, p.xi) 

Since the 20th century, when language teaching came into its own as a profession 

(Richards & Rodgers, 2001), FL teaching and learning have undergone a number of 

paradigm shifts as a result of SLA research, language theories, and experiences which 

have expanded the scientific and theoretical knowledge on how students learn a FL. This, 

in turn, has led to the development of a number of different teaching methods. “Common 

to each method is the belief that the teaching practices it supports provide a more 

                                                           
4 See section 1.11 below. 
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effective and theoretically sound basis for teaching than the methods that preceded it” 

(Richards & Rodgers, 2001, p.1).  

Although methods are now used flexibly and creatively based on the teacher’s individual 

judgment, beliefs, values, principles, and experiences (Richards & Rodgers, 2001), 

becoming familiar with the techniques and principles of a specific method will always be 

essential for FL teachers in order to make informed choices.   

What follows is a brief overview of eight well-known methods which have significantly 

influenced FLT. Based on Larsen-Freeman’s (1986) discussion of language-teaching 

methods, each method is presented according to its principles regarding: a) the purpose of 

FL learning, b) the areas of language and skills emphasized, and c) the characteristics of 

the teaching/learning process.  

 

1. The Grammar-Translation Method 

a) i) Read literature written in the FL. 

            ii) Intellectual development through the mental exercise of FL learning. 

b) Grammar, vocabulary, reading and writing. 

c) The FL is approached through detailed analysis of its grammar rules first; 

grammar is taught deductively; translation into and out of the FL; memorization 

of grammar rules and grammatical paradigms; vocabulary is taught through 

bilingual word lists, dictionary study and memorization; accuracy is emphasized. 

 

2. The Direct Method 

a) Learn to think in the FL in order to be able to communicate in the FL. 

b) Vocabulary and speaking. 

c) No translation; grammar is taught inductively; meaning and the FL are associated 
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directly through the use of realia5, pictures, or pantomime; the syllabus is based 

upon situations or topics. 

3. The Audio-Lingual Method 

a) Use the FL automatically without stopping to think in order to communicate. 

b) The patterns of the language and the oral/aural skills. 

c) Vocabulary and structure are presented through dialogues; grammar is taught 

inductively; learning takes place through imitation, repetition, and drills (such as 

substitution, transformation, question-and-answer); correct responses are 

positively reinforced; reading and written work of students is based upon the oral 

work earlier done. 

 

4. The Silent Way 

a) Use the FL for self-expression. 

b) Pronunciation and the structures of the language. 

c) The study of the language begins through its sounds which are introduced through 

a sound-colour chart; pronunciation, reading and spelling are learned through 

color-coded charts; situations set up by the teacher focus student attention on a 

language structure; with very little spoken cues, students are guided to produce 

the structure; the teacher works with them, focusing on pronunciation; by making 

choices and exploring the language, students gain autonomy in the language. 

 

5. Suggestopedia 

a) Use the FL for everyday communication. 

                                                           
5 Real objects, including classroom items. 
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b) Vocabulary and speaking. 

c) The classroom environment should be as comfortable and relaxing as possible; 

students choose a new identity; students work with handouts containing lengthy 

dialogues in the FL, a translation and some grammar and vocabulary notes; 

learning takes place in two phases, the receptive phase and the activation phase; 

the activities include question-and-answer exercises, games, singing, dancing, and 

dramatizations. 

 

6. Community Language Learning 

a) Use the FL communicatively. 

b) Understanding and speaking the language. 

c) The teacher helps students express what they want to say by giving them the FL 

translation in chunks which are then recorded; following this stage, a conversation 

transcript is made and the native language equivalents are written beneath the FL 

words; the students work with the transcription text and explore the language they 

generated further through various activities; throughout the lesson, students are 

invited to say how they feel. 

 

7. The Total Physical Response Method 

a) Learn to communicate in the FL. 

b) Grammar, vocabulary and understanding the spoken word. 

c) The lesson is conducted in two phases; in the first phase, the teacher issue 

commands to a few students and then performs the actions with them; in the 

second phase, the same students perform the actions alone demonstrating in this 

way that they can understand the commands; the commands are often humorous; 

after learning to respond to these oral commands, the students learn to read and 
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write them; students speak when they are ready and become the ones who issue 

the commands. 

 

8. The Communicative Approach 

a) Communicative competence. 

b) Language functions, discourse level of language, cohesion, coherence, reading, 

writing, speaking, listening. 

c) Students use the FL a lot through communicative activities such as games, 

problem-solving and information-sharing tasks, and role plays; focus on 

communicative activities which involve interaction and negotiation of meaning; 

use of authentic materials. 

 

Among the methods outlined above, Communicative Language Teaching (CLT) is the 

one most commonly employed in GFL teaching today (Kokkinidou, 2011) and the 

courses conducted set as their primary goal the development of communicative 

competence. As Agathos, Giannakou, Dimopoulou, Roubis & Tsotsorou (2011) mention, 

“Developments in teaching methods led Greek language course books to substantially 

renewed forms, since they have followed communicative method techniques and models 

as practiced in major European languages” (p.830). 

In the particular study, the GFL course employing the ‘novel-textbook’ as the main 

teaching material, which constitutes the intervention part of the study, was also conducted 

within the framework of Communicative Language Teaching. The principles and 

techniques of CLT are discussed in more detail in the section that follows. 

 

1.11 Communicative Language Teaching (CLT) 

Most of the methods discussed above set as their primary goal enabling learners to 

communicate using the target language. Additionally, many of these same methods 
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consider the acquisition of grammatical competence to be adequate for communication. 

Richards (2006, pp.2-3) defines grammatical competence as follows:  

 

Grammatical competence refers to the knowledge we have of a language that 

accounts for our ability to produce sentences in a language. It refers to knowledge 

of the building blocks of sentences (e.g., parts of speech, tenses, phrases, clauses, 

sentence patterns) and how sentences are formed. Grammatical competence is the 

focus of many grammar practice books, which typically present a rule of grammar 

on one page, and provide exercises to practice using the rule on the other page. 

 

However, in the 1970s the centrality of grammar in FL teaching and learning began to be 

questioned. It was argued that although grammatical competence was important in FL 

teaching and learning, being able to use the target language communicatively involved 

something more than that (Richards, 2006). This is when the broader concept of 

communicative competence was developed within the sub-discipline of sociolinguistics 

and led to the development of Communicative Language Teaching (CLT) or the 

Communicative Approach. The concept of communicative competence includes both 

knowledge of language and ability for use. CLT, which has been widely implemented 

since the 1990s, starts from a theory of language as communication and sets 

communicative competence as the goal of FL teaching and learning (Richards & 

Rodgers, 2001).  

Since the 1970s a number of models of communicative competence have been proposed. 

The most commonly referred model has been that of Canale & Swain (1980), further 

elaborated by Canale (1983), developed to serve both instructional and assessment 

purposes. It includes the following components: 

1. Grammatical competence - the knowledge of the language code (grammatical 

rules, vocabulary, pronunciation, spelling, etc.). 

2. Sociolinguistic competence - the mastery of the sociocultural code of language 

use (appropriate application of vocabulary, register, politeness and style in a 

given situation). 
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3. Discourse competence - the ability to combine language structures into different 

types of cohesive texts (e.g., political speech, poetry). 

4. Strategic competence - the knowledge of verbal and non-verbal communication 

strategies which enhance the efficiency of communication and, where 

necessary, enable the learner to overcome difficulties when communication 

breakdowns occur. 

                                                        (Celce-Murcia, Dörnyei & Thurrell, 1995, p.7) 

 

The model proposed by Canale & Swain (1980) and Canale (1983) clearly indicates that 

learning a foreign language involves much more than knowing its structure and 

vocabulary. As Peterwagner (2005, p.13) points out, “[c]ompetence is … more than 

knowledge in the abstract… [I]t also includes the ability to make use of this knowledge 

according to convention”. 

 

1.11.1 The Core Characteristics of Current CLT Practices 

What differentiates CLT from other methods or approaches is the absence of any single 

model that is universally accepted as authoritative. It is often considered not to be a 

method per se as it draws on a number of different educational paradigms and traditions 

(Richards, 2006). It “refers to a diverse set of principles that reflect a communicative 

view of language and language learning and that can be used to support a wide variety of 

classroom procedures” (Richards & Rodgers, 2001, p.172), depending on a given 

learning context. Describing typical CLT classroom procedures is not feasible as 

communicative principles can be employed for the teaching of all skills, at all levels, and 

because the literature on CLT discusses a great variety of classroom activities and 

exercise types (Richards & Rodgers, 2001). 

However, despite the lack of a universally accepted CLT model, there seems to be some 

degree of consensus regarding the core characteristics exhibited in current CLT practices. 

Wesche & Skehan (cited in Brandl, 2008, p.7) describe these characteristics as follows: 
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     Activities that require frequent interaction among learners or with other 

interlocutors to exchange information and solve problems. 

     Use of authentic (non-pedagogic) texts and communication activities linked to 

“real-world” contexts, often emphasizing links across written and spoken 

modes and channels. 

    Approaches that are learner-centred in that they take into account learners’ 

backgrounds, language needs, and goals and generally allow learners some 

creativity and role in instructional decisions. 

The characteristics presented above reflect in fact some of the methodological principles 

that underlie current CLT practices and, being derived from SLA research, are considered 

to facilitate second language acquisition. These methodological principles refer to: a) the 

classroom activities, b) the materials, and c) the role of the teacher and the learner. Let us 

briefly discuss each one separately. 

Classroom activities 

The range of classroom activities compatible with a communicative approach is 

unlimited. Effective activities include communicative tasks which engage learners in 

communication, interaction and negotiation of meaning, such as information sharing, 

problem solving, and role play, using several language skills. While input plays a very 

important role in FL learning and, thus, needs to be as rich as possible, meaningful and 

comprehensible, learners must be active conversational participants who negotiate the 

input received (Brandl, 2008).  

True communication is meaningful and meaningfulness supports the learning process. 

Since language is a tool for communication, the activities should also parallel the ‘real 

world’ as much as possible. As SLA research has shown, “new knowledge is better 

integrated into long-term memory, and easier retrieved, if tied to real-world events and 

activities” (Doughty & δong, 2003, p.58). For this reason, communicative tasks are 

considered to play a pivotal role in language learning. According to Norris, Brown, 

Hudson, & Yoshioka (1998, p.31),  
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the best way to learn and teach a language is through social interactions… [They] 

allow students to work toward a clear goal, share information and opinions, 

negotiate meaning, get the interlocutor’s help in comprehending input, and receive 

feedback on their language production. In the process, learners not only use their 

interlanguage6, but also modify it, which in turn promotes acquisition. 

δong (1985) says that “by “task” is meant the hundred and one things people do in 

everyday life, at work, at play, and in between” (p. 89) and Skehan (1998) summarizes 

the parameters for a task activity in the FL classroom as follows: 

(a) meaning is primary, (b) learners are not given other people’s meanings to 

regurgitate, (c) there is some sort of relationship to comparable real-world 

activities, (d) task completion has a priority, and (e) the assessment of tasks are 

done in terms of outcome. (p. 147) 

Furthermore, because learners have many pedagogical needs which call for a variety of 

tasks, there is a distinction made between real-world tasks and pedagogical tasks (Nunan, 

1993). Real-world tasks simulate authentic task behaviour emphasizing the skills the 

learners will need in order to communicate effectively in the real world and focusing 

primarily on the achievement of an outcome (Brandl, 2008) (e.g., filling out a form, 

making a hotel reservation, buying a pair of shoes, inviting someone to a party, etc.). On 

the other hand, pedagogical tasks prepare learners for real-life usage by focusing on 

skills both in isolation and in combination, within a narrow context, taking into account 

the learners’ skill level and developmental stage, the teacher’s pedagogical goal, and the 

social context in which FL teaching and learning take place (Brandl, 2008). For example, 

a task directing the learners’ attention to particular vocabulary and verb forms in isolation 

can prepare them for a subsequent real-world task. Thus, pedagogical tasks normally 

precede real-world tasks. 

                                                           
6 Introduced by the American linguist Larry Selinker (1972), the term Ǯinterlanguageǯ (IR) refers to 

the linguistic system used by SL and FL learners who are in the process of learning a target language. 

This system is neither the system of the learnersǯ native language nor the system of the target 
language, but falls between these two systems. 
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Moreover, the activities should link the grammatical development to the ability to 

communicate. Thus, grammar arises out of a communicative task which creates the need 

for specific items of grammar. These items are taught through activities that involve both 

inductive and deductive learning. Long (1991) called this approach to grammar teaching 

‘focus on form’ as opposed to ‘focus on formS’. The latter represents a traditional 

approach to grammar teaching where students work on isolated linguistic structures, 

while the former teaches grammar within context and through communicative tasks with 

a strong emphasis on the connection between form and meaning. 

Finally, although activities aim at developing both fluency and accuracy, errors are 

viewed as a normal product of the learning process which is gradual and involves creative 

use of language. 

Materials 

For CLT, materials play a very important role and they can influence the quality of 

classroom interaction and language use (Richards & Rodgers, 2001). Effective materials 

are considered those that promote ‘real-world’ communication. With this aim in mind, 

adherents of CLT advocate the extensive integration of authentic materials in the FL 

classroom. 

The term ‘authentic materials’ refers to materials produced by and intended for native 

speakers for non-pedagogical purposes (Bacon & Finnemann, 1990), but in order to fulfil 

some social purposes in the specific language community (Peacock, 1997). Such 

materials include, for example, newspapers, magazines, literature, restaurant menus, train 

tickets, videos, songs, TV, radio, photographs, the internet, etc.  

The concept of authenticity is central to CLT and authentic materials are considered to 

facilitate the development of communicative competence for the following reasons: 

- They contain authentic language, and can thus bridge the gap between the 

classroom and the real world (Kelly, Kelly, Offner & Vorland, 2002). 

- They relate more closely to learners’ needs, and thus provide a link between the 

classroom and learners’ needs in the real world (Brandl, 2008; Richards, 2006).  
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- They provide the opportunity for a more creative approach to FL teaching as their 

content, when appropriately selected, can be purposeful, interesting, engaging, 

and relevant (Richards, 2006). 

- They “can be motivating because they are proof that the language is used for real-

life purposes by real people” (Nuttall, 1996, p.172). They also give learners self-

satisfaction (Thanajaro, 2000) and a sense of achievement as they handle 

materials intended for native speakers of the target language. 

- They provide exposure to the culture of the target language (Richards, 2006) and 

help learners overcome the cultural and social barriers encountered when learning 

a foreign language (Kim, 2000). 

The role of the teacher and the learner 

CLT defines the role of the teacher as that of facilitator/guide and agent of change in a 

learner/learning-centred environment (Moeller & Catalano, 2015). The teacher should 

create a classroom environment which will facilitate language learning and will provide 

learners with plenty opportunities to use – or negotiate with – the language (Brumfit, 

1985), and to reflect both on language use and language learning (Richards, 2006). The 

teacher will also be the resource, initiator and organizer of the activities (Brumfit, 1985), 

a guide within the classroom activities and procedures, a “researcher and learner, with 

much to contribute in terms of appropriate knowledge and abilities, actual and observed 

experience of the nature of learning and organizational capacities” (Breen & Candlin, 

cited in Richards & Rodgers, 2001, p.167), and a co-communicator, although he/she will 

not always interact with the learners. More often the teacher will establish situations that 

promote communication between and among the learners (Larsen-Freeman, 1986). 

Moreover, in order for the classroom environment to facilitate language learning, the 

teacher should recognize and respect the affective factors of learning. With 

communicative competence being the goal of CLT, anxiety has often been noticed among 

many language learners (Brandl, 2008). As Krashen (1982, p.127) contended in his 

Affective Filter Hypothesis, “[l]anguage learning must take place in an environment 

where learners are ‘off the defensive’ and the affective filter (anxiety) is low in order for 
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the input to be noticed and gain access to the learners’ thinking”. Thus, teachers should 

try to keep anxiety at a minimal level.  

Regarding the learners, they have the central role in the FL classroom and the lessons are 

built around their backgrounds, interests, language needs, and goals. They are considered 

to “develop their own routes to language learning, progress at different rates, and have 

different needs and motivations for language learning” (Richards, 2006, p.23).  

Their role within CLT is, above all, that of communicators (Larsen-Freeman, 1986). They 

learn to communicate by communicating. They are also seen as negotiators of the input 

received and of the learning process as a whole, and as responsible managers of their own 

learning.  

CLT also places particular emphasis on learner autonomy (Littlewood, 1996; Nunan, 

1996, 2000). Little (1990, 1991) points out that learner autonomy is not a teaching 

method, but rather an educational goal. Moreover, it does not refer to self-instruction nor 

to an abdication of responsibility on the part of the teacher (Little, 1990, 1991). 

According to Holec (1981, cited in Carter & MacRae, 1996, p.140), learner autonomy “is 

about potential learner behaviour, i.e. the capacity or ability to learn independently”. 

The core characteristics of current CLT practices briefly presented above mark a 

paradigm shift in FL teaching. Some of the key components of this shift include the 

following: 

[1.] … [T]he centre of attention shifts from the teacher to the student. This shift is 

generally known as the move from teacher-centred instruction to learner-centred 

instruction. 

[2.] Focusing greater attention on the learning process rather than the products that 

learners produce. This shift is known as the move from product-oriented to process-

oriented instruction. 

[3.] Helping students to understand the purpose of learning and develop their own 

purpose. 
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 [4.] An emphasis on the importance of meaning rather than drills and other forms 

of rote learning. 

[5.] A view of learning as a lifelong process rather than something done to prepare 

students for an exam. 

(Jacobs & Farrell, 2003, cited in Richards, 2006, pp.24-25) 

 

In designing and delivering the GFL course of the present study, the core characteristics 

of current CLT practices presented above have served as a guide. 

εoreover, since the study’s intervention addresses adult GFδ learners, some issues 

concerning adult FLT have also been taken into consideration in designing and delivering 

the course. These issues are discussed in the following section. 

 

1.12 FLT & Adults 

Every year numerous adults attend foreign language classes for several reasons: a) to 

advance their studies, b) to be able to help their children with homework, c) to have better 

career opportunities, d) for pleasure, etc. Although no language learner, whether younger 

or older, is the same and every teaching context is unique, both research findings and 

experience demonstrate that there are certain differences between children or younger 

learners and adult foreign language learners which the FL teacher should consider when 

teaching adults. 

 

First of all, the context and situation for adult language learners are very different from 

those for younger learners or children (Nunan, 2011). The most obvious situation is that 

adult learners find themselves in a classroom usually after some years away from 

teachers and textbooks. Although their desire to learn may be intense, “the natural fear of 

attacking something new, as well [their] inhibitions of expressing [themselves], have 

increased with the years” (Zack, 1954, p.467). Moreover, Post (n.d.) proposes a number 

of issues to be considered. Most of these issues have been based on Malcolm Knowles’s 
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theory of ‘andragogy’ which was introduced in 1967 and refers to the art and science of 

facilitating adult learning (as opposed to ‘pedagogy’, the teaching of children) (Knowles, 

1990), a theory which still influences to a large degree the discussion about how adults 

should be most effectively taught. These issues include the following: 

 Adult learners usually have work and family commitments. 

 They usually have limited time to study due to their many responsibilities. 

 They decide for themselves what is important to be learned. 

 They need to validate the information based on their beliefs and experience. 

 They expect what they are learning to be immediately useful. 

 They have much experience upon which to draw. 

 They may have fixed viewpoints. 

 They have significant ability to serve as a knowledgeable resource to the teacher 

and their fellow learners.  

 

Additionally, any discussion of the age factor in SLA gives major consideration to the 

existence of a critical period for the acquisition of the target language. 

The Critical Period Hypothesis (CPH), first proposed by Penfield & Roberts (1959) and 

further developed by Lenneberg (1967), maintains that there are time constraints for first 

language acquisition beyond which full mastery cannot be achieved. In particular, 

 

… children have a special capacity for language development that is supported by 

an innate language-learning mechanism. The critical period ends around puberty, 

after which time the innate mechanism is no longer available and language 

development is virtually halted. This phenomenon is ascribed to the loss of neural 

plasticity of the brain and the establishment of hemispheric lateralization. (Andrew, 

2012, p.4) 

 

The CPH has been extended to a critical period for SLA maintaining that after the onset 

of puberty the acquisition of native-like competence in the target language will be almost 

impossible (Andrew, 2012). In recent years, the multiple CPH proposed by Seliger 
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(1978) and Long (1990) has been adopted by some researchers in light of the complexity 

of the issue (Andrew, 2012). This theory maintains that there are different critical periods 

for the development of each language domain (e.g., phonology, lexicon, etc.). 

Other researchers argue for the existence of a sensitive rather than critical period. 

According to this view, “early childhood represents an ideal, but not the only, time when 

a language can be acquired with native-like accuracy” (Baker, Trofimovich, Flege, Mack 

& Halter, 2008). 

However, the abundance of conflicting evidence has led many researchers to question the 

existence of a critical or sensitive period for learning a foreign language. Although the 

belief that younger FL learners are generally more successful than older ones has a 

certain limited acceptance, age is not a stand-alone factor influencing foreign language 

learning (Bellingham, 2000). According to Andrew (2012, p.15), “[m]aturational 

constraints operate in conjunction with a number of other affective, psychological and 

social factors”. Thus, invoking biological explanations to account for limitations that 

appear in older foreign language learners can be really misleading (Bialystok & Hakuta, 

1999). As Marinova-Todd, Marshall & Snow (2000, pp.27-28) point out,  

Most adult learners of an L2 do, in fact, end up with lower-than-nativelike levels of 

proficiency. But most adult learners fail to engage in the task with sufficient 

motivation, commitment of time or energy, and support from the environments in 

which they find themselves to expect high levels of success. Thus, researchers and 

laypersons alike have been misled by a misemphasis on the average attainment of 

the adult learner. This misemphasis has distracted researchers from focusing on the 

truly informative cases: successful adults who invest sufficient time and attention in 

SLA and who benefit from high motivation and from supportive, informative L2 

environments. 

Moreover, although SLA research with FL learners in adult education contexts is limited, 

research findings reveal certain characteristics that adult language learners seem to 

possess: 
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 Adult language learners are goal oriented. They usually have a clear sense of why 

they are learning a foreign language and are, thus, more motivated to work 

consciously and actively on the development of their language proficiency 

(Johnstone, 2002; Nikolov, 2000). 

 

 They have “greater cognitive and linguistic capabilities and conceptual 

complexity … (e.g., attention span, information processing of a rich and complex 

range of input, memory storage capacity)” (Smith & Strong, 2009, p.2). 

 

 They seem to have acquired a wider range of learning strategies (Johnstone, 

2002), and are able to discuss their learning strategies and styles (Cohen, 1998). 

 

 “They may be able to plot their new language on to concepts about the world 

which they already possess from their first language. This can help greatly in 

vocabulary acquisition … and in making inferences as to meaning” (Johnstone, 

2002, p.13). 

 

 They need an accepting, secure, relaxed, and supportive learning environment that 

enables cooperation and collaboration, and increases motivation, confidence and 

self-esteem (Smith & Strong, 2009). 

 

Finally, SLA research findings also seem to support that certain practices currently 

employed in the field of FLT are particularly beneficial to adult language learners. These 

practices are consistent with CLT principles and include the following: 

 

 Conversational interaction: it "facilitates [FL] acquisition because it connects 

input; internal learner capacities, particularly selective attention; and output in 

productive ways" (Long, 1996, pp. 451-452). 
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 Task-based teaching: it encourages meaningful communication and authentic 

language use through learner-to-learner interaction (Moss & Ross-Feldman, 

2003). 

 

 Focus-on-form approach: grammar is taught in the context of meaningful 

activities and the teacher focuses on forms which learners find difficult to 

comprehend or produce (Long, 2000).  

 

 Vocabulary building through extensive reading and active meaning negotiation: 

extensive reading and the use of new vocabulary in tasks (e.g., problem-solving 

tasks, information gap tasks) have a positive effect on vocabulary acquisition 

(Moss & Ross-Feldman, 2003). 

 

In designing and delivering the adult GFL course conducted for the purposes of the 

present study, the factors and issues discussed in this section were thoroughly considered. 

In the following section, the teaching materials employed in the course are outlined and 

some issues regarding FL teaching materials, their importance and development, and 

their role in the study are discussed.  

 

PART D: 

FLT and Teaching Materials 

 

1.13 Materials: An Essential Component of FL Teaching & Learning 

During the last fifteen years there has been a considerable increase in the number and 

variety of GFL materials available to GFL teachers and learners. Materials are considered 

to play a very important role in the FL classroom. As Richards (2001, p.251) notes:  

Teaching materials are a key component in most language programs. Whether the 

teacher uses a textbook, institutionally-prepared materials, or his or her own 

materials, instructional materials generally serve as the basis for much of the 
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language input learners receive and the language practice that occurs in the 

classroom. 

Tomlinson (2001, p.66), defines ‘materials’ as “anything that can be used to facilitate the 

learning of a language. They can be linguistic, visual, auditory or kinaesthetic, and they 

can be presented in print, through live performance or display, or on a cassette, CD-

ROε, DVD, or the internet.” 

Additionally, Ellis & Johnson (1994) emphasise the importance of materials by pointing 

out that the choice of materials: a) determines what kind of language the learners will 

learn, b) affects the way by which the learners will learn, and c) affects the factors of 

relevance and motivation in the FL classroom. 

McGrath (2002) differentiates between four categories of materials: a) materials 

specifically designed for FL teaching and learning, b) authentic materials, c) teacher-

prepared materials, and d) learner-generated materials. Moreover, Tomlinson (2001) 

makes a distinction between: a) instructional materials, which inform learners about the 

language, b) experiential materials, which expose the learner to the language in use,  

c) elicitative materials, which encourage the learner to use the language, and                    

d) exploratory materials, which help the learner to make discoveries about the language. 

The most commonly used material in FLT is considered to be the FL textbook. As 

Hutchinson & Torres (1994, p.315) note, “[t]he textbook is an almost universal element 

of teaching. No teaching-learning situation, it seems, is complete until it has its relevant 

textbook.” Tomlinson (1998, p.ix) defines a textbook as a book “which provides the core 

materials for a course”. Textbooks also help teachers to achieve the aims of the course as 

they provide them with a framework and a guide for conducting the lessons (Abdel 

Wahab, 2013). Thus, textbooks influence to a large extent what teachers will teach and 

what learners will learn. This type of material is produced by a commercial publisher, a 

Ministry of Education or a large institution (McGrath, 2013) and is normally 

accompanied by teacher’s notes, a student workbook, audio, video and computer-based 

material, and tests, forming what is known as the textbook package.  
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Additionally, in many cases, materials employed in the FL classroom also include 

teacher-prepared materials, either devised or selected by the teacher, such as authentic 

print materials, authentic recordings, tests, worksheets, activities, exercises, games, 

realia, photos, drawings, etc. (McGrath, 2013). Reference and practice materials which 

are commercially produced, but not part of the textbook package such as grammar books, 

dictionaries, skills books, readers, etc. are also employed (McGrath, 2013).  

 

1.13.1 Materials, the Teacher & the Learner 

The type of materials and the way they are used in the FL classroom demonstrate the kind 

of the relationship that exists between the teacher and the materials, the learners and the 

materials, and the teacher, the learner and the materials. Bolitho (in McGrath, 2013) 

outlined four ways of representing symbolically this relationship. 

In the first representation (Figure 1.1), the teacher is the mediator between the materials 

and the learners. The materials cannot be accessed directly without the teacher’s 

mediation (McGrath, 2013). 

  Materials                            Teacher                             Learners 

Figure 1.1 The Relationship between the Teacher, the Learner & the Materials: A 

 

In the second representation (Figure 1.2), the teacher and the materials have equal status 

and are both seen as superordinate (McGrath, 2013). 

    Materials                                                   Teacher 

                                      

 

                             

                                   Learners 

Figure 1.2 The Relationship between the Teacher, the Learner & the Materials: B 
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In the third representation (Figure 1.3), the learners are able to access the materials both 

directly and through the mediation of the teacher (McGrath, 2013). Moreover, the source 

of these materials is not shown as an external one; thus, materials might include 

commercially-created materials, teacher-prepared materials and learner-supplied 

materials (McGrath, 2013). Also, the circular representation shows that teachers and 

learners do not have to treat the materials in a serial fashion (McGrath, 2013). 

                         Materials                                                                                                                                                                       

                                                            

                                                         Learners 

            Teacher                                                      

 

Figure 1.3 The Relationship between the Teacher, the Learner & the Materials: C                              

 

Finally, the fourth representation (Figure 1.4) seems to imply the same kind of 

relationship as Figure 1.3 above. However, in this representation materials are depicted as 

dominant. Moreover, since not all triangles are equilateral, if the base is shorter than the 

sides, a distance between the materials and both the teacher and learners may be implied 

either because they are too difficult to use or because they are not used a lot (McGrath, 

2013). On the other hand, if the side between the materials and the teacher is shorter, it 

might imply that the teacher has a very close relationship with the materials (McGrath, 

2013). 

                                               Materials 

   

 

 

       Teacher                                                                                        Learners 

Figure 1.4 The Relationship between the Teacher, the Learner & the Materials: D                              
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1.13.2 Materials Development & SLA Research 

Tomlinson (2011, p.2) defines materials development as “anything which is done by 

writers, teachers or learners to provide sources of language input, to exploit those sources 

in ways which maximise the likelihood of intake and to stimulate purposeful output.”  

Materials development came into its own as a field of academic study in the mid-1990s. 

Until then, it was considered as something done by practitioners or as a subsection of 

methodology, in which materials mirrored the principles and procedures of methods 

(Tomlinson, 2012). Today materials development has progressed dramatically and is both 

a practical activity, which “involves the production, evaluation and adaptation of 

materials” and an academic field, which “investigates the principles and procedures of 

the design, writing, implementation, evaluation and analysis of materials” (Tomlinson, 

2012, p.144). 

In developing effective materials for FL teaching and learning, the writer should consider 

a number of factors. Richards (2005) mentions teacher factors (i.e. language proficiency, 

training and experience, cultural background, teaching style), learner factors (i.e. 

language learning needs, interests, motivations, learning style), and contextual factors 

(i.e. school culture, classroom conditions, class size, availability of teaching resources). 

Apart from these factors, he stresses that the theory of language and language use 

reflected in the materials, and the theory of language learning on which the materials are 

based are of fundamental importance since these factors “will determine how the syllabus 

is implemented in the form of exercises, tasks, activities and learning experiences” 

(Richards, 2005, p.3). Thus, the development of materials should not rely on “intuitive 

feel for activities which are likely to work” (Tomlinson, 2013, p.95), but should be a 

principled application of theories of language acquisition.  

Although there is not a consensus about which one theory of language acquisition would 

be more effective than the others in facilitating FL learning, materials development can 

undoubtedly benefit from SLA research input. In other words, SLA-derived principles 

can be employed in the development of materials in order for these materials to be, as 

Ellis (1997a, p.78) puts it, “in harmony with how learners learn”. 
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In a discussion relating materials to aspects of learning theory, Tomlinson (1998, pp.7-

21) proposes sixteen generally accepted principles derived from SLA research which can 

be applied both to the development and selection of materials for the FL classroom. 

Below is a summary of these principles: 

1. Materials should achieve impact 

Impact is achieved when the curiosity, interest, and attention of the learners are 

attracted. When this happens, language learning is facilitated. Materials can 

achieve impact through novelty, variety, attractive presentation, appealing content 

and achievable challenge. Since one thing might have impact on some learners, 

but not on others, offering choice to the learners maximises the likelihood of 

achieving impact. 

 

2. Materials should help learners to feel at ease 

Language learning is hindered when learners feel anxious, uncomfortable or 

tense. Most learners feel comfortable and relaxed with materials that, for example, 

do not have lots of different activities crammed on one page, contain texts and 

illustrations which are culturally familiar, are not testing them all the time, but try 

to help them learn, encourage personal participation, do not threaten their self-

esteem, etc. 

 

3. Materials should help learners to develop confidence 

Self-confidence facilitates language learning. It can be built through activities 

which ‘push’ the learners a bit beyond their current level of competence, engage 

their minds and utilise their existing skills. 

 

4. What is being taught should be perceived by learners as relevant and useful  

Items that are of personal significance to the learner have a positive effect on 

language learning. This perception of relevance and utility can be achieved, for 

example, by using materials which learners are interested in, by relating what is 

taught to interesting and challenging classroom tasks, by helping learners to 
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achieve the task outcomes they desire, by giving them the opportunity to choose a 

topic or task, etc.  

 

5. Materials should require and facilitate learner self-investment 

Effective materials enable the learners to make discoveries for themselves, invest 

interest, effort and attention. This can be achieved through materials that provide 

the learners with choice of topic, focus and activity, involve them in mini-

projects, ask them to find supplementary materials, etc.  

 

6. Learners must be ready to acquire the points being taught 

Learners must be mentally ready in order to acquire certain structures. Premature 

instruction can be harmful. Learner readiness can be achieved through materials 

which, for example, require the use of new variational features (i.e. features that 

can be learned at any point in the learner’s development, e.g. vocabulary, some 

grammatical morphemes, etc.), contain roughly-tuned input so that some of the 

features are slightly above the learners’ current level of competence, etc. 

 

7. Materials should expose the learners to language in authentic use 

Exposing learners to authentic use of the target language is necessary for language 

learning, but not sufficient. Learners also need to notice how the language is used 

and use it themselves for communicative purposes. Learners can be exposed to 

authentic input through the instructions materials give for activities, the activities 

they suggest such as following instructions that elicit physical responses, listening 

to songs, filling in forms, interviewing the teacher, etc. The input should be rich, 

varied, and understandable enough so that the learners are able to respond to it. 

 

8. The learners’ attention should be drawn to linguistic features of the input 

Paying attention, either consciously or subconsciously, to linguistic features of 

authentic input can facilitate language learning. Noticing the gap between output 

(i.e. how learners currently understand or use a feature) and input (i.e. the 

equivalent feature in the target language) can act as an ‘acquisition facilitator’. 
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Materials can include activities that invite the learners to read a transcript of a 

conversation with native speakers and compare their use of a particular linguistic 

feature with the way a native speaker uses it.  

 

9. Materials should provide learners with opportunities to use the target language to 

achieve communicative purposes 

Learners should not practice the language only in situations controlled by the 

teacher and the materials. There should be sufficient communicative interaction in 

order for language learning to be facilitated. Materials can achieve interaction 

through activities which require learners to communicate with each other and/or 

with the teacher in order, for example, to find out the other person’s opinion or 

acquire information, require learners to write a story or a book or film review, 

improvise a drama, give formal instructions in the target language, etc. 

 

10. Materials should take into account that the positive effects of instruction are 

usually delayed 

Language learning is a gradual process and learners cannot be expected to learn a 

new feature and be able to use it instantly. Thus, learners should not be forced 

into premature production. Materials should recycle instruction and provide 

frequent opportunities for communicative use of the items taught. 

 

11. Materials should take into account that learners differ in learning styles 

Since different learners prefer different ways of learning, activities should be 

variable, catering for all styles of learning (such as visual, auditory, kinaesthetic, 

studial, experiential, analytic, global, dependent, and independent). 

 

12. Materials should take into account that learners differ in affective attitudes 

Everything presented in the language classroom is filtered through the motives, 

emotions and attitudes of the learners. Although no materials can cater for all 

these affective variables, the attitudinal differences of the learners should be taken 
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into consideration when developing materials. One way of dealing with these 

differences is to provide choice and variety. 

 

13. Materials should permit a silent period at the beginning of instruction 

Forcing premature speaking in the target language can have a negative impact on 

learners, especially on the reluctant ones. Learners are usually ready to speak after 

they have received sufficient exposure to the target language and have gained 

sufficient confidence. Thus, materials should not force premature speaking; 

however, they should not force silence either. 

 

14. Materials should maximise learning potential by encouraging intellectual, 

aesthetic and emotional involvement which stimulates both right and left brain 

activities 

Too many mechanical drills, rule learning and similar activities require very little 

cognitive processing and usually result in shallow and ephemeral learning. Deeper 

and more durable learning can be achieved through a series of activities that are 

not trivial, stimulate thoughts and feelings in the learners, and require them to 

make use of past experience and their brains. 

 

15. Materials should not rely too much on controlled practice 

Most researchers agree that controlled practice has little effect on accuracy and 

fluency. Materials should give many more opportunities for communicative 

language use rather than for controlled practice. 

 

16. Materials should provide opportunities for outcome feedback 

Learners are more likely to benefit from feedback on the effectiveness rather than 

on the accuracy of their use of the target language. Apart from just practicing the 

language, activities should have other intended outcomes as well. 
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1.14 The Teaching Materials of the Study 

In the GFL classroom, the textbook usually forms the core material around which most of 

the teaching and learning take place. In some cases, a textbook package is employed 

including, apart from the textbook, notes for teachers, a student workbook, audio, video 

and computer-based material, and tests. Additionally, teacher-prepared, reference and 

practice materials are often used. 

As mentioned earlier in this Chapter, the particular study wishes to investigate the 

opinions of adult upper-intermediate GFL learners regarding the feasibility and 

effectiveness of using an unabridged novel, written for native speakers, as the main 

teaching material in the GFL classroom, i.e. as a textbook. For this reason, the ‘novel-

textbook’ is employed as an alternative teaching material in the place of the traditional 

published textbook/textbook package. This alternative textbook has been called ‘novel-

textbook’ in order to indicate that the selected novel is the core teaching material of the 

GFL course, as the traditional commercial textbook would be, around which all the 

accompanying materials have been selected and/or devised. Thus, the term ‘novel-

textbook’ refers to the selected novel together with its accompanying materials prepared 

by the teacher/researcher and used as the alternative textbook package of the particular 

GFL course. 

Alternative teaching materials are defined as any kind of materials used in the FL 

classroom excluding the commercial textbook/textbook package. They usually include 

authentic and teacher-prepared materials.  

As far as authentic materials are concerned, Little, Devitt & Singleton (1995, p.45) give 

the following definition: 

An authentic text is a text that was created to fulfil some social purpose in the 

language community in which it was produced. Thus novels, poems, newspaper 

and magazine articles, handbooks and manuals, recipes and telephone directories 

are all examples of authentic texts; and so too are radio and television broadcasts 

and computer programmes. 
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Teacher-prepared materials are materials selected or devised by the teachers themselves. 

They may include authentic materials and teacher-made materials such as texts, 

worksheets, pictures, games, exercises, etc.  

As shown in Figure 1.5 below, the novel-textbook of this study consists of:  a) an 

authentic text, the Greek novel ‘Η ΜȠȞαȟιά τωȞ ΣυȞόρωȞ’ (‘The δoneliness of the 

Borders’) by Glykeria Grekou (2013), written for native speakers, and b) a number of 

teacher-prepared materials selected and/or devised by the teacher to accompany the 

novel. 

In the section that follows, the components of the ‘novel-textbook’ are introduced. A 

detailed presentation of these components is made in Chapter 3, ‘The ‘Novel-Textbook’μ 

From Theory to Practice’. 

   

 

 

 

 

                             I                                                                      II                 

 

 

 

 

Figure 1.5 The ‘Novel-Textbook’ 

 

1.14.1 Materials I: The Novel as a Teaching Material 

FL teaching materials should provide teachers with the appropriate exploitation 

opportunities through which they will be able to help their learners develop 

communicative competence. We should never lose sight of the fact that the learners’ 

The Novel-Textbook 

Authentic Material - Literature: 
The selected unabridged novel 

 ‘Η ΜɍɋαɌιά ɒωɋ Σɓɋόρωɋ’. 

Teacher-prepared Materials: 
Materials selected and/or devised by the 
teacher to accompany the novel  

‘Η ΜɍɋαɌιά ɒωɋ Σɓɋόρωɋ’. 
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primary reason for being in the FL classroom is to improve their skills in the target 

language.  

In the case of literature, much research in the field of FLT has demonstrated that using 

the literary text as a teaching material in the FL classroom can contribute significantly to 

learning the target language. At first, a novel may not seem appropriate to form the 

central focus of instruction in the FL classroom as it does not include any grammar 

charts, vocabulary and grammar exercises, writing, listening or speaking activities. 

Moreover, it does not cater to specific proficiency levels and offers a reduced 

predictability of language structures (Gareis, Allard & Saindon, 2009). However, these 

‘disadvantages’ are counterbalanced by a number of benefits offered by a carefully 

selected unabridged novel. Such a novel can be used as an effective teaching material in 

the FL classroom, helping both teachers and learners achieve their goal. 

For example, Gareis, Allard & Saindon (2009) and Lazar (1990) suggest that the novel: 

a) provides authentic exposure to the target language, b) allows for extensive reading, 

which in turn facilitates general proficiency, c) by providing a compelling plot, 

characters, and an often rich cultural content, it “lends itself to the integration of reading 

education with the development of the other language skills including writing and 

cultural awareness, as well as listening (e.g., books on tape) and speaking (e.g., role-plays 

and discussions, δazar 1993)” (Gareis, Allard & Saindon, 2009, p.137), d) supports the 

teaching of grammar and vocabulary as it provides an authentic built-in context where 

words, forms and structures are continually recycled, e) automatically recycles language 

and reinforces language acquisition naturally and continually by representing coherent 

characters, settings and a particular time, f) increases learners’ motivation and stimulates 

their imagination by providing narrative, “plot, character development, the context of 

settings, suspense, conflict, and resolution…” (Gareis, Allard & Saindon, 2009, p.145). 

Thus, it contributes to the engagement of the learner, providing a more involving source 

for pedagogic activities, g) encourages learners “to make predictions, draw inferences, 

and test out their hypotheses as they read” (δazar 1990, p.205). In this way, their capacity 

for ‘making meanings’ in the target language is extended (Widdowson, 1984 in Lazar 

1990), and h) as a fictional construct, it does not refer in any direct way to the ‘real 
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world’. For this reason, making any interpretation of the text requires negotiation or 

processing.  

After a particular novel has been carefully selected, the teacher needs to prepare the 

materials that will accompany the literary work. This is very important in order for the 

benefits of using a novel in the FL classroom to be fully exploited, especially when the 

selected novel will form the central focus of instruction. These teacher-prepared materials 

are devised and/or selected by the teacher in order to help learners overcome any 

difficulties they might encounter and to take advantage of all the educational and 

linguistic opportunities provided by the novel.  

 

1.14.2 Materials II: Teacher-Prepared Materials 

As mentioned earlier in this chapter, the published textbook package usually forms the 

central focus around which most of the teaching and learning take place in the FL 

classroom. However, there are many cases where teachers, as creative and reflective 

practitioners, choose to prepare their own teaching materials for a number of reasons. 

Block (1991) calls those materials ‘Do-It-Yourself’ (DIY) and believes that teachers 

should replace, for at least part of the time, the commercial textbook with materials of 

their own.  

The term ‘teacher-prepared materials’ refers to materials selected or devised by the 

teacher and can include the following: 

-    Authentic print materials (e.g. newspaper and magazine articles, literary 

extracts, advertisements, menus, diagrams and other print materials downloaded 

from the internet which were not designed for language teaching). 

-     Authentic recordings (e.g. songs, off-air recordings, recordings of academic 

lectures; Internet sources such as YouTube). 

-    Worksheets, quizzes and tests downloaded from the internet or photocopied 

from other sources. 
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-    Teacher-developed materials (e.g. oral or written activities developed to 

accompany authentic or textbook materials, self-standing tasks and exercises, 

tests, overhead projector transparencies, PowerPoint presentations, CALL 

materials). 

-    Games (board games, Bingo, etc.). 

-    Realia (real objects, including classroom items) and representations (photos, 

drawings, including drawing on the board).  

(McGrath, 2013, p.15) 

Among the reasons of why teachers may wish to prepare their own materials are the 

following four given by Howard & Major (2004): 

1. Contextualization: teacher-prepared materials can achieve a better ‘fit’ between 

the teaching context and the materials than commercial textbooks. 

2. Timeliness: teacher-prepared materials contain up-to-date topics, responding to 

local and international events. 

3. Individual needs: teacher-prepared materials can take into account the learners’ 

L1, their culture, learning needs and experiences, and use the appropriate 

organizational principle which can be changed during the course if necessary. 

4. Personalization: teacher-prepared materials can take into account the learners’ 

interests and preferred learning styles. 

Conversely, a list of disadvantages of teacher-prepared materials usually includes 

criticism concerning organization, quality and time. Unlike commercial textbooks, DIY 

materials may lack coherence, a clear direction and a clear progression. This can frustrate 

and confuse the learners as they are not provided with a “coherent body of work to 

remember and revise from” (Harmer, 2001, p.7). Additionally, teacher-prepared materials 

may be poorly constructed, containing errors, poorly selected texts and tasks, unclear 

instructions, and may lack clarity in print. Finally, it is not usually viable for teachers to 

prepare their own materials due to lack of time. 
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However, if teachers who wish to embark upon the task of developing their own 

materials, do not rely solely on intuition, but take into consideration a number of factors 

and follow a set of principles (see section 1.13.2), then teacher-prepared materials can be 

of great value in the FL classroom.  As Block (1991, p.216) points out, 

Materials development is simply one more element within the larger concept of 

teachers taking responsibility of what happens in their classes. If we are to be 

reflective practitioners in the field of [FLT], we need to consider all aspects of our 

teaching. I believe that preparing our own materials is one of those aspects. 

 

1.15 Chapter Summary 

This chapter offered an introduction to the present study which attempts to investigate the 

opinions of adult upper-intermediate GFL learners regarding the feasibility and 

effectiveness of using an unabridged novel, written for native speakers, as the core 

teaching material in the GFL classroom. 

In particular, the context in which the present study was conducted and the problem 

which prompted the inquiry relevant to this study were discussed. The aim and the 

research questions of the study were then presented along with the research design 

employed to answer these questions. Following that, a reference was made to the 

significance and contribution of the particular study. 

Additionally, in order to facilitate the understanding of the present study, this chapter also 

presented the context of Greek as a foreign language in Greece and abroad and discussed 

some of the main issues relevant to the study concerning FLT and the development of FL 

teaching materials. Moreover, it briefly introduced the teaching materials employed for 

the purposes of the study, namely the ‘novel-textbook’. 

The chapter that follows reviews the place of literature in the GFL context and the 

benefits of employing literary texts for FLT purposes, and discusses a number of relevant 

issues. Moreover, the theoretical framework on which the present study was based is 

presented and discussed. Finally, the gap in the current literature on the use of literary 
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texts in the GFL classroom is identified and the place of the present study in the 

particular research area is discussed. 
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CHAPTER 2 

The Literary Text in the FL Classroom: 

Literature Review & Theoretical Framework 

 

2.1 Introduction 

As discussed in Chapter 1, teaching materials play an important role in FL teaching and 

learning as they can provide (or not) teachers with the appropriate exploitation 

opportunities through which they will be able to help learners develop their language 

skills.  

In the particular study, an unabridged literary text, the Greek novel ‘Η ΜȠȞαȟιά τωȞ 

ΣυȞόρωȞ’ (‘The Loneliness of the Borders’) by Glykeria Grekou (2013), formed the 

central focus of instruction. Thus, the selected novel together with its accompanying 

materials prepared by the teacher/researcher was called the ‘novel-textbook’ and was 

used as the textbook package of the GFL course. 

In employing a literary text as a teaching material in the language classroom, a number of 

issues are raised. For this reason, the particular chapter attempts to address some of the 

main issues involved. First of all, the meaning of the term ‘literature’ in this study is 

defined because a number of different definitions can be found in the relevant literature. 

Then, the place of literature in the GFL context and the benefits of using it for FLT 

purposes are reviewed, and a number of other considerations that accompany such a 

choice are discussed. Moreover, the different ways in which literature can be viewed and, 

thus, treated in the FL classroom are presented and the approach of the particular study is 

outlined. Finally, the previous research on the use of literary texts in the GFL classroom 

is reviewed and the place of the present study in this research area is discussed. 
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2.2 What is Literature? 

We need always remember that literary works are  

by humans, about humans, and for humans. 

                                                    (Daniel R. Schwarz, 2008, p.17)  

The question “What is Literature?” has given rise to a continuing controversy among 

literary theorists, critics, authors and linguists. Traditionally, literature has been thought 

of as “the ‘best’ writing produced in a given language or society, and this collection of 

‘approved’ works has constituted the literary canon deemed by authority to be fit to 

study” (Maley, 2001, pp.180-181). In the post-modern age, however, there has been an 

attack against canonicity and literature has been widened to include works previously 

thought of as unworthy of study, such as much contemporary literature, writing by 

women, the genres of detective fiction and horror, and writing from different ethnic 

groups (Carter & McRae, 1996; Maley, 2001). 

In general, literature is thought to be an imagined representation of human life and 

behaviour (Schwarz, 2008) which contributes in a sustained, complex and sophisticated 

way to our understanding of the human condition (Brumfit, 1989). In Schwarz’s (2008) 

words, “non-fiction helps us know; imaginative literature – fiction, poetry, and drama – 

helps us understand both ourselves and the world beyond ourselves” (p.38). 

In this context of discussion, McRae (1996) goes further and makes a distinction between 

literature with a capital ‘L’, which refers to the classical texts, and literature with a small 

‘l’ for any language which “does not simply refer to activities, entities and events in the 

external world, [but] it displays and creatively patterns its discourse in such a way as to 

invite readers to interpret how it represents that world” (McRae, 1996, pp.7-8). Thus, 

literature with a small ‘l’ can include popular fiction, fables, song lyrics, advertisements, 

newspaper headlines, articles, jingles, jokes, puns, etc.  

Moreover, Brumfit & Carter (1986), Lazar (1993), and Short & Candlin (1986) reject the 

traditional notion that there is a separate literary language. In particular, Brumfit & 

Carter (1986) talk of ‘literariness’ in language with some uses of language being more or 

less ‘literary’ than others. Lazar (1993) points out that it is often quite difficult to identify 
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which texts are literary and which are not because “there is no specialised literary 

language which can be isolated and analysed in the same way as the language of specific 

fields, such as lawν or specific media, such as newspapers” (p.6). Short & Candlin (1986) 

state that there are no linguistic features which can be found in literature but not in other 

kinds of texts. Linguistic features such as metaphor, simile, alliteration (repetition of 

consonants), assonance (repetition of vowel sounds), poeticisms (poetic lexis), structural 

ambiguity, and semantic density, which are believed to be the distinguishing marks of 

literature, can in fact be found in everyday colloquial speech, the world of discussion and 

debate, proverbs, children’s songs and games, advertisements, jokes, etc. They also point 

out that the difference between the occurrence of certain linguistic features in ‘literary’ 

texts as opposed to ‘non-literary’ texts is only a quantitative and not a qualitative one 

(Short & Candlin, 1986).  

From this extension of the term ‘literature’ and the view that there is not a separate 

literary language but rather degrees of literariness, a need arises to specifically determine 

what differentiates literary works of fiction, poetry and drama from other forms of 

discourse. 

First of all, according to Brumfit & Carter (1986), the ‘layering’ of linguistic features in 

order to produce a highly unified and consistent effect, and reinforce the message 

conveyed is much more pervasive in fiction, poetry and drama. In the same line, 

Littlewood (1986) believes that whereas literary works as instances of language 

structures in use are not qualitatively different from any other forms of linguistic 

performance, when stylistic variety is considered, then the differences begin to appear. 

As he puts it, “literature can draw on all available styles, from the most elevated to the 

most informal, in order to gain its effect or give its representation of life” (Littlewood, 

1986, p.178). 

Moreover, Carter & Walker (1989, p.6) suggest that “[a] basic element in [the] literary 

experience could be said to be the way in which literary texts do not so much refer to 

experiences as represent them”. The representational language of literary works is highly 

connotative, as opposed to referential language which is purely informational, and in 
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order for readers to decode meaning, they must engage their imagination (McRae, 1991), 

hypothesise, predict and interpret. Through this ‘creative response channel’ (Long, 1986), 

readers reconstruct meaning and personalise the text as they respond to it in terms of their 

personal experiences, background knowledge, opinions and beliefs. Thus, the 

interpretation of a literary work demands the active involvement of the reader in its 

unstated implications and assumptions (Lazar, 1993).  

Furthermore, the language of literary works which is, as we saw, highly representational 

and characterised by a more pervasive ‘layering’ of linguistic features and stylistic 

variety, creates a context of events through the episodes, situations, and characters of the 

literary work (Littlewood, 1986) which, in their turn, give shape to human life and 

behaviour, the subject matter of literature. In such a context, “[t]he actual situation of the 

reader becomes immaterial as he or she takes on what D. W. Harding calls ‘the role of the 

onlooker’, looking on at events created by language” (Littlewood, 1986, p.179). In this 

process, the reader “begins to ‘inhabit’ the text” (Collie & Slater, 1987, p.6), achieving 

“the fullest possible awareness of human relevance” (Daiches, 1970, cited in Boyle, 

1986, p.207) and making sense of his or her own life. In the same line, Schwartz (2008) 

believes that narratives teach as they organize human experience 

… into a necessary, probable, and meaningful plot about human actions; we 

respond to a plot as a process, as a structure of affects, that continually proposes, 

qualifies, undermines, questions, and reformulates patterns of meaning – patterns 

which are, of course, conveyed by language but which move beyond discrete words 

to form mimetic units. (p.39) 

According to Blau (2014, p.43), this plot about human actions “gives readers a safe 

opportunity to test for themselves values, ways of being, and desires that through such 

trials assist in the development of one’s aspirations, personality, and identity”. 

It is exactly this combination of a) representational language, b) attention to meaning and 

form, c) the context of events, and c) the subject matter that, in my opinion, may be said 

to differentiate literary works from other kinds of texts. Thus, in the context of the 

present study, the term ‘literature’ refers to the literary works of fiction, poetry and 
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drama, within and beyond the literary canon, where human experience is manifested 

through a rich and multi-layered use of language. 

 

2.3 Literature in the FL Classroom: Past & Present 

Literature was a fundamental part of FLT in European education up to the middle of the 

20th century. The teaching of the classics in Greek and Latin was the predominant 

practice and the study of a foreign language was generally associated with the close study 

of the canonical literature in that language (Kramsch & Kramsch, 2000). Within this 

‘classical humanist’ paradigm, “an understanding of the high culture and thought 

expressed through literature took precedence over mere competence in using the 

language” (Maley, 2001, p.180). The literary text was considered to provide examples of 

good writing and illustrations of grammar and syntax (Duff, 1990) which were the focus 

of instruction. In such a context, the Grammar-Translation Method, which involved the 

memorization of vocabulary and grammar rules along with their exceptions and the 

application and practice of these rules through translation from L1 to L2 and vice versa 

(Das, 2014), was dominant. Also, the mental exercise of FL learning was considered to 

promote the intellectual development of the students (Larsen-Freeman, 1986). 

However, in the middle of the 20th century, there was a tendency to eliminate literature 

from FL classes as students were finding the texts of the literary canon difficult, and the 

methodology that had been employed up to that point was rather inconsistent and seemed 

inefficient for the teaching of modern languages (Bobkina & Dominguez, 2014). Langer 

(1987, cited in Das, 2014, p.11) mentions that this situation “brought about an 

unexpected effect: an enthusiastic teacher-orator and passive, bored students unable to 

respond to the text”. Literature, due to its structural complexity and non-conformity, was 

considered to be irrelevant (Hall, 2005), to lack a communicative function (Llach, 2007) 

and did not seem to contribute to the development of linguistic proficiency (Topping, 

1968). Thus, in the period from 1960 to 1980 there was a consistent rejection to the use 

of literary texts in the FL classroom. 
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In the GFL context of this period, the use of literature cannot be accurately investigated 

as no GFL textbooks had been published up to the 1960s and the use of literature in the 

GFL classroom depended on the teachers’ initiative (Agathos, Giannakou, Dimopoulou, 

Roubis & Tsotsorou, 2011). However, when a literary text was employed, it was not 

usually approached in a consistent way nor was it selected with particular pedagogic 

goals in mind (Agathos, Giannakou, Dimopoulou, Roubis & Tsotsorou, 2011). When the 

first GFL textbooks were published in the 1970s they did not contain any literary texts 

and focused only on grammar and syntax without taking any other dimension of language 

into consideration (Agathos, Giannakou, Dimopoulou, Roubis & Tsotsorou, 2011). 

During this period, a reaction to traditional language teaching approaches began and the 

focus of FLT shifted from grammatical competence to communicative competence 

(Richards, 2006). The view of language as communication led to the development of 

Communicative Language Teaching (CLT) which saw in literature a valuable source of 

authentic texts which could facilitate the development of communicative language skills. 

As Hall (2005, p.51) points out, “this movement led to an important revival of the 

fortunes for literature in progressive classrooms from the 1980s”.  

Since then an increasing number of papers concerning the communicative use of 

literature in the FL classroom have been published. In today’s FLT context, which is 

mainly based on principles derived from CLT and which sets communicative competence 

as its primary goal, literature is generally viewed as a valuable material which, when 

carefully selected and appropriately used, can play an important role in the development 

of the target language. 

Along this line, during the 1980s a number of literary texts appeared in GFL textbooks. 

However, these texts were still approached with a focus mainly on grammar and 

vocabulary (Agathos, Giannakou, Dimopoulou, Roubis & Tsotsorou, 2011). In the 1990s, 

due to the growing emphasis on the development of language awareness, the literary texts 

that appeared in GFL textbooks were accompanied by activities that also focused on text 

interpretation (Agathos, Giannakou, Dimopoulou, Roubis & Tsotsorou, 2011). From the 

beginning of the 21st century to the present, there has been a more conscious 
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incorporation of literature in the GFL textbooks. The selection criteria are mainly based 

on the texts’ readability, exploitability and suitability of content (Agathos, Giannakou, 

Dimopoulou, Roubis & Tsotsorou, 2011). The activities that accompany the text aim not 

only to the development of vocabulary, grammar, reading, writing, speaking and listening 

skills, but also to the development of intercultural competence (Agathos, Giannakou, 

Dimopoulou, Roubis & Tsotsorou, 2011) which is viewed as an important part of 

communicative competence. 

 

2.3.1 The Literary Text as a Teaching Material in the FL Classroom 

In the present study a novel formed the core material of instruction in a GFL course. The 

term novel refers to “an invented prose narrative of considerable length and a certain 

complexity that deals imaginatively with human experience, usually through a connected 

sequence of events involving a group of persons in a specific setting” (Burgess, 2016, 

para.1). The novel belongs to the genre of fiction which is “the art or craft of contriving, 

through the written word, representations of human life that instruct or divert or both” 

(Burgess, 2016, para.2).  

In order for such a text to be used for FLT purposes, it should provide teachers with the 

appropriate exploitation opportunities through which they will be able to help learners 

improve their target language skills. For this reason, what follows is a review of the 

relevant literature on the benefits of employing a literary text and a novel, in particular, in 

the FL classroom. 

Representational Material 

Literary texts, and thus the novel, are representational and not referential. As Carter & 

Walker (1989, p.6) suggest, “[a] basic element in [the] literary experience could be said 

to be the way in which literary texts do not so much refer to experiences as represent 

them”. According to McRae (1996) this ‘non-referentiality’ of literature is “the key 

concept in the application of literary materials to language teaching” (p.17). 
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Traditional FL teaching materials are usually referential as they contain language which 

is purely informational, “one word has one meaning, one grammatical construction is 

right and another wrong, the words mean what they say, no more and no less” (McRae 

(1996, p.17). However, their importance should by no means be undermined. They are 

fundamental to language learners in order for them to acquire the system of the target 

language and understand the way it operates. “But as soon as degrees of referentiality 

come into play there is a move towards interpretative space” (McRae, 1996 p.20).  

On the other hand, in representational language the rules are questioned and played 

around with (McRae, 1996). Representational materials are highly connotative and in 

order for readers to decode meaning, they must engage their imagination (McRae, 1991), 

hypothesise, predict and interpret. In this highly stimulating and motivating process, 

readers reconstruct meaning and personalise the text as they respond to it in terms of their 

personal experiences, background knowledge, opinions and beliefs (Huang, 2012). This 

‘potential for meaning’ that literary texts have can be realised only through the 

interaction between the text and the reader (Wallace, 1992), for as Rodger (1983, p.46) 

puts it, “the words on the paper remain mere words on paper until a reader actively 

engages with them as intellectually and as sensitively as his knowledge of life and his 

command of the language will allow”. Thus, the interpretation of a literary text demands 

the active involvement of the reader in its unstated implications and assumptions 

(Brumfit & Carter, 1986; Lazar, 1993) with a constant reference back to the text in order 

to justify this interpretation (McRae, 1991). 

Littlewood (1976, cited in Brumfit & Carter, 1986) and Widdowson (1983, cited in 

Brumfit & Carter, 1986) believe that these ‘procedures for making sense’ are much more 

in evidence in literary texts than in any other type of text. This deciphering of the literary 

text, which is often rich in multiple levels of meaning, is a crucial factor in the 

development of the students’ interpretative and language learning abilities (Brumfit & 

Carter, 1986; Lazar, 1993; Widdowson, 1983, cited in Brumfit & Carter, 1986).  
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For McRae (1996) this 

controlled open response to language and the issues language raises is far and away 

the most fruitful teaching/learning resource available… In this context language 

learning is moving beyond the traditional four skills of listening, speaking, reading, 

and writing to the deployment of the indispensable but often ignored or taken-for-

granted fifth skill, thinking. This involves going beyond the mechanisms of 

grammar practice, into areas of individual reaction and response which are firmly 

grounded in the language of the lesson and the level at which teacher and learner 

are working. At the same time the learner is invited to stretch beyond the 

limitations of level, to expand lexical and structural competence, to experiment 

with the target language in affective and practical ways. (pp.22-23)  

For Long (1986, p.59) it is this “creative response channel which seems to be the 

strongest justification for the teaching of literature”. He also believes that through group 

and interaction activities, the language of literature enables learners to develop ‘a feeling 

for language’, what Carter & Nash (1990) call ‘seeing through language’, necessary for 

communicating effectively in the target language. In the same line, Brumfit & Carter 

(1986) maintain that this fluidity of representation found in literary texts can extend the 

students’ language into more abstract domains which are associated with advanced 

language competence. McRae (1991) calls such a process ‘dynamic learning’ and 

concludes that this “language/literature interface is probably the richest vein of learning 

potential for learners at all levels of language…” (McRae, 1996, p.23) 

 

Authentic Material 

Authentic materials are considered a valuable source for learning the target language 

(Agathos, Tsotsorou, Giannakou, Dimopoulou, Roubis & Montzoli, 2011) mainly 

because they expose learners to real language as it is used in the real world for real 

communication purposes. Most literary works are authentic texts, written by and for 

native speakers and not fashioned for pedagogical purposes (Collie & Slater, 1987).     
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Authentic materials are considered to facilitate the development of communicative 

competence mainly for the following reasons: 

- They contain authentic language, and can thus bridge the gap between the 

classroom and the real world (Kelly, Kelly, Offner & Vorland, 2002). 

- They relate more closely to learners’ needs, and thus provide a link between the 

classroom and learners’ needs in the real world (Brandl, 2008; Richards, 2001).  

- They provide the opportunity for a more creative approach to FL teaching as their 

content, when appropriately selected, can be purposeful, interesting, engaging, 

and relevant (Richards, 2001). 

- They “can be motivating because they are proof that the language is used for real-

life purposes by real people.” (Nuttall 1996, p.172). They also give learners a 

sense of self-satisfaction (Thanajaro, 2000) and achievement as they handle 

materials intended for native speakers of the target language (Berardo, 2006). 

- They provide exposure to the culture of the target language (Richards, 2001) and 

help learners overcome the cultural and social barriers encountered when learning 

a foreign language (Kim, 2000). 

Daskalovska & Dimova (2012) believe that authentic literary texts accompanied by tasks 

that resemble real-life approaches: i) motivate students ii) offer opportunities for 

discussions and enjoyment beyond the information level, iii) give students the satisfaction 

of reading literature in its original form, iv) help them build their reading confidence, and 

v) give them assurance in their ability to use the language.  

According to Widdowson (1979), who examined the concept of authentic text in 1979, 

authenticity does not lie in the text, but “has to do with appropriate response” (p.166). In 

particular, he points out that, 

[i]t is probably better to consider authenticity not as a quality residing in instances 

of language but as a quality which is bestowed upon them, created by the response 

of the receiver. Authenticity in this view is a function of the interaction between the 
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reader/hearer and the text which incorporates the intentions of the writer/speaker. 

(Widdowson, 1979, p.166). 

For example, a Greek novel is an authentic text not because it is written in Greek by a 

Greek writer for Greek readers, but because the Greek reader will normally respond to it 

appropriately. “A response is appropriate if it realises the intentions of the writer or 

speaker by reference to a set of shared conventions” (MacDonald, Badger & Dasli, 2006, 

p.252). If this novel is used in the GFL classroom to practice the endings of nouns or the 

conjugation of certain verbs, then it is not used in the way the writer had intended, nor is 

it used in the way the native reader would have used it. In short, the novel has been used 

‘inappropriately’ and has thus lost its authenticity. As Wallace (1992, p.79) puts it “[a]s 

soon as texts, whatever their original purpose, are brought into classrooms for pedagogic 

purposes they have, arguably, lost authenticity”.  

However, Kramsch (1993) believes that defining authenticity in such a way raises a 

number of questions as learners can know the conventions and either choose to simulate 

native-speaker behaviour abiding by native-speaker conventions, or choose to act as what 

they really are, i.e. as learners and foreigners. For example, the non-native reader of the 

Greek novel can be aware of the conventions and still be interested in the way Greek 

nouns are declined. Both types of behaviour can be considered authentic as “the learner 

will re-define any text against his own priorities, precisely because he is a leaner” (Breen, 

1985, p.62), both an insider and an outsider to the speech community whose language 

he/she is learning. Thus, although ‘appropriate’ responses should be encouraged, learners 

cannot respond ‘appropriately’ without help (Kramsch, 1993). In other words, an 

authentic reading of a text by non-native readers would need explicit clarification both of 

linguistic points and cultural connotations. In the case of literature, this can be more 

effectively achieved as it combines attention to meaning with attention to form (Hanauer, 

1997) within a context of events created by language (Littlewood, 1986). 
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Personal Involvement 

According to Collie & Slater (1987), the personal involvement that the literary work 

fosters in readers is probably the main reason for employing literature in the FL 

classroom. They believe that in the process of reading a work of literature over a period 

of time,  

[the reader] is drawn into the book. Pinpointing what individual words or phrases 

may mean becomes less important than pursuing the development of the story. The 

reader is eager to find out what happens as events unfold; he or she feels less close 

to certain characters and shares their emotional responses. The language becomes 

‘transparent’ – the fiction summons the whole person into its own world. (p.6) 

In the same line, Maley (1989) refers to the advantages of universality, non-triviality and 

personal relevance that literature enjoys. As he points out, literature themes are common 

to all cultures as they part of the human experience. Literature is a manifestation of that 

experience. In dealing with its themes, the literary work does not trivialize experience 

because the author wrote about things that really concerned him or her. This connects 

with the concept of personal relevance as the readers can enter into this non-trivialized 

experience imaginatively and relate it to their own lives or recognise instances of their 

own lives in it (Maley, 1989).  

Schwarz (2008) comments that the reader of literature is mainly interested in how the 

characters behave. Their morality and psychology are understood as if they were real 

peopleν “for understanding others like ourselves helps us to understand ourselves” 

(Schwarz, p.17). 

Lazar (1993, p.15) also believes that the reading of literature gives learners the feeling 

that “what they do in the classroom is relevant and meaningful to their own lives”. 

Duff & Maley (1990) believe that this ‘genuine feel’ of literary texts derived from non-

triviality, and the personal response learners can bring to these non-trivial themes can be 

powerful motivators in the FL classroom. 
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Language Development & Awareness 

As we have seen, literature fosters the active involvement of learners in interpreting the 

text. Such a process has been shown to promote the development of language skills. 

According to Schmitt (2000, p.121), “the more one manipulates, thinks about, and uses 

mental information, the more likely is that one will retain that information”.  

This intellectual, emotional and linguistic engagement can provide the basis for a number 

of motivating classroom activities (Agathos, Tsotsorou, Giannakou, Dimopoulou, Roubis 

& Montzoli, 2011; Lazar, 1993). In the same line, Brumfit & Carter (1986) believe that 

literature 

offers a context in which exploration and discussion of content … leads on 

naturally to examination of language. What is said is bound up very closely with 

how it is said, and students come to understand and appreciate this. Literary texts 

provide examples of language resources being used to the full, and the reader is 

placed in an active interactional role in working with and making sense of this 

language. (p.15) 

In this process learners do not only develop their linguistic skills in the target language, 

but they also become more sensitive to some of its overall features (Agathos, Giannakou, 

Dimopoulou, Montzoli, Roubis & Tsotsorou, 2012; Lazar, 1993), discovering, in this 

way, what they can do with that language (Bassnett & Grundy, 1993), and thus 

developing an awareness of language use (McKay, 1982).  

In the meaningful and memorable context provided by literature, language learning is 

significantly facilitated. According to Littlewood (1986), creating an authentic situation 

for language learning in the classroom constitutes a major problem as the FL classroom is 

usually “isolated from the context of events and situations which produce natural 

language” (p.179). To compensate for the absence of ‘authentic’ events and situations, 

the teacher and the learners can talk or ‘gossip’ about them, can use role-play or ‘make-

believe’ to simulate them, and reading material or ‘literature’ to represent them 

(Littlewood, 1986). In particular, he points out, that  



CHAPTER 2 The Literary Text in the FL Classroom: Literature Review & Theoretical Framework 

 

61 | P a g e  

 

[i]n the case of literature, language creates its own context. The actual situation of 

the reader becomes immaterial as he or she takes on what D.W. Harding calls ‘the 

role of the onlooker’, looking on at the events created by language. These events 

create, in their turn, a context of situation for the language of the book and enable it 

to transcend the artificial classroom situation. (p.179) 

Such a context provides the opportunity for authentic tasks as it “involves learners in 

authentic communication and in genuine experiences which have value, importance, or 

significance for them” (Stern, 1992, p.302). Long (1986) characterizes these tasks as 

“genuine language activities, not ones contrived around a fabricated text” (p.58). Thus, it 

provides a more involving source for pedagogic activities (Long, 1986), promoting the 

development and practice of all language skills.  

According to Gareis, Allard & Saindon (2009), the novel, due to its length and content, is 

excellent for supporting the teaching of discrete skills as well as the integration of skills. 

The fact that the novel allows for extensive reading which involves the learners’ 

engagement in its narrative and plot facilitates the development of reading 

comprehension (Wu, 2005) and the acquisition of other reading skills (Gareis, Allard & 

Saindon, 2009), giving them at the same time the opportunity to “gain additional 

familiarity with many different linguistic uses, forms, and conventions of the written 

mode” (Collie & Slater, 1987, p.4). Its content can provide the basis for a number of 

motivating writing activities, including an exploration of the rhetorical modes of 

discourse (e.g., narrative, descriptive, expository, persuasive) (Gareis, Allard & Saindon, 

2009). Vocabulary development is also facilitated as the novel is ideal for in-depth 

exploration of vocabulary in context (Gareis, Allard & Saindon, 2009; Lukashvili, 2009; 

Pellicer-Sánchez & Schmitt, 2010). Additionally, the development of grammar skills is 

greatly supported by the novel as it offers “an authentic built-in context and continual 

recycling of forms and structures” (Gareis, Allard & Saindon, 2009, p.143). Moreover, its 

compelling content can provide the basis for discussions, oral presentations, role-plays 

and debates, promoting in this way the development of speaking skills (Gareis, Allard & 

Saindon, 2009; Lazar, 1993; Povey, 1972). Also, the listening skills can be practised and 
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developed through books on tape, the reading aloud of the text by teachers or students, or 

through film adaptations (Gareis, Allard & Saindon, 2009). 

Finally, the illustration of different dialects or registers of the target language within a 

social context provided by the literary text can sensitise FL learners to linguistic variation 

and the values associated with it (Short & Candlin, 1986; McKay, 1982). 

 

Extensive Reading 

Novels allow for extensive reading which, in turn, facilitates general language 

proficiency (Day & Bamford, 1998; Gareis, Allard & Saindon, 2009; Roubis, 2015). As 

Nuttall (1982) points out, “the best way to improve your knowledge of a foreign language 

is to go and live among its speakers. The next best way is to read extensively in it” 

(p.168). 

SLA research has demonstrated that through extensive reading FL learners can build 

vocabulary (Brown, Waring & Donkaewbua, 2008; Horst, 2005; Waring & Takaki, 

2003), improve their reading (comprehension, speed and fluency) (Day & Bamford, 

1998), grammar (Pigada & Schmitt, 2006), writing (Elley & Mangubhai, 1983), speaking 

(MacGowan-Gilhooly, 1991) and listening comprehension (Grabe & Stoller, 1997). 

Moreover, according to Collie & Slater (1987, p.4), extensive reading “facilitates transfer 

to a more active form of knowledge”. They also point out that the extensive reading 

required when dealing with a novel, enables the development of the learners’ inferential 

skills and their ability to infer meaning from context, two useful tools in reading many 

other types of texts. 

Finally, apart from the linguistic gains, extensive reading has been shown to increase 

confidence, positive attitude and motivation towards learning the target language 

(Daskalovska & Dimova, 2012; Day & Bamford, 1998; Hedge, 2000) and to promote 

learner autonomy and the development of cultural awareness (Hedge, 2000). 
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The Foreign World  

According to Goodenough (cited in Wardhaugh, 1992), “a society’s culture consists of 

whatever it is one has to know or believe in order to operate in a manner acceptable to its 

members, and to do so in any role that they accept for any of themselves” (p.216).  

In this regard, Littlewood (1986, p.180) points out that literature also assimilates 

knowledge of “the view of reality which its native speakers take for granted when 

communicating with each other” providing thus “access to the foreign culture in the 

widest sense”. 

Kramsch (1998) believes that literature and culture are inseparable as language itself 

expresses, embodies and symbolizes cultural reality. Through the literary work students 

are given access to a vivid imagined world where characters from many social 

backgrounds are depicted (Collie & Slater, 1987). The attitudes, values, collective 

imaginings and historical frames of reference mirrored in this world constitute the 

memory of a given speech community (Kramsch, 1993). In this way, the reader can 

discover and understand the codes and preoccupations that structure a particular society 

(Collie & Slater, 1987), understanding, at the same time, the potential meanings and uses 

that language has in that society. Thus, as Kokkinidou (2011) points out, literature can 

transform the language lesson “into a complete cultural experience” (p.237). 

However, FL learners should not be expected to suspend their own identity. On the 

contrary, they should make the foreign culture their own “by adopting and adapting it to 

their own needs and interests” (Kramsch, 1998, p.81). Their encounter with the foreign 

world should be treated critically (Kramsch, 1998; Lazar, 1993; Sell, 2000, cited in 

Bredella, 2003) and aim to develop their cultural and intercultural understanding 

(Kokkinidou, 2012; Van, 2009; Villar Lecumberri, 2012), and, thus, promote a greater 

tolerance for cultural differences (Agathos, Giannakou, Dimopoulou, Roubis & 

Tsotsorou, 2011; Apostolidou, Paschalidis & Hondolidou, 2002; McKay, 1982). As Frye 

(1964) puts it: 

So you may ask what is the use of studying the world of imagination where 

anything is possible and anything can be assumed, where there are no rights and 
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wrongs and all arguments are equally good. One of the most obvious uses, I think, 

is its encouragement of tolerance. (p.77) 

 

Personal Development 

Language learning involves much more than simply learning a language. As Shanahan 

(1997) stresses, “our fundamental goal as language professionals is to expand and enrich 

the lives of our students and the society in which they live” (p.171). In the same line, 

Bredella (2000) and Lazar (1993) believe that the use of literature in the FL classroom 

can also have a wider educational function. Indeed, there has lately been a shift towards 

more holistic approaches in which literature is also viewed as a means for developing the 

whole person. 

As Chenfeld (1978) remarks: 

Through literature we learn about ourselves, other people, other places, and other 

times. We dip into the wisdom of accumulated human knowledge; we gain insights 

into human situations and social and historical events. Through literature we 

discover what is possible in human experience and imagination, and our own lives 

grow in richness and depth. (p.211) 

In this regard, “narratives teach” (Schwartz, 2008, p.39). In particular, they sharpen the 

learners’ perceptions and deepen their insights about themselves (Agathos, Tsotsorou, 

Giannakou, Dimopoulou, Roubis & Montzoli, 2011; Schwartz, 2008). They can stimulate 

their imagination, develop their critical abilities and enable them to become more aware 

of their emotions (Agathos, Giannakou, Dimopoulou, Montzoli, Roubis & Tsotsorou, 

2012; Lazar, 1993). Gareis, Allard & Saindon (2009) believe that the in-depth 

exploration of issues raised by the novel’s subject matter can sharpen their analytical and 

critical thinking skills. Zafeiriadou (n.d.) talks about the linguistic, psychological and 

educational benefits of reading and exploring literary texts. Asking students to respond 

personally to the literary text can also increase their confidence about expressing “their 

own ideas and emotions” in the target language (Zafeiriadou, n.d., p.19). Additionally, 

the ability “to grapple with the text and its language”, and to relate it to their own lives 
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will make them feel empowered (Zafeiriadou, n.d., p.19). Also, literature can promote 

their cultural and intercultural awareness and tolerance (Frye, 1964; Van, 2009).  

Finally, literature enables learners to find their own voice in the foreign world. In 

Kramsch’s words (1993, p.131): 

Foreign language learners have to be exposed to different types of texts, from the 

most conventional to the most particular, but if they are eventually to find their own 

voice in the foreign language and culture, literary texts can offer them models of 

particularity and opportunities for the dialogic negotiation of meaning. 

 

Communicative Language Teaching & Communicative Competence 

As we saw in Chapter 1, the generally accepted goal in FLT is the development of 

communicative competence which includes both knowledge of language and ability for 

effective and appropriate use. To this end, since the 1970s FLT methods and approaches 

have mainly been based on principles derived from Communicative Language Teaching 

(CLT) which views language as communication and, thus, places an emphasis on 

communicative activities. 

As the learners’ primary reason for being in the FL classroom is to improve their skills in 

the target language, it follows that for literature to be used as a teaching material in the 

FL classroom it should facilitate, at least to some degree, the development of 

communicative competence. 

First of all, literary texts are authentic texts and as such they have “the capacity to draw 

language learners into the communicative world of the target language community” 

(Little, 1997, p.225). This kind of texts are highly valued by CLT as they are considered 

to promote communicative competence (Kelly, Kelly, Offner & Vorland, 2002; Nuttall, 

1996; Kim, 2000).  

Moreover, the very nature of reading a literary text is a communicative act. According to 

Carter & Long (1991, p.16), reading involves us in:  
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1. Sharing in the world the writer has created. This occurs as a result of the 

imaginative leaps we make in order to fit the created world with the world we 

know. 

2. Relating the experience of the text to experiences we ourselves have undergone 

or can imagine ourselves undergoing. This occurs as a result of an active 

shuttling back and forth between the ‘fictional’ world and the ‘real’ world. 

3. Interpreting what the texts might mean. The literary representation of 

experience is not a direct one; it is frequently indirect. This forces the reader to 

make connections, to read between the lines, to seek for explanations and 

meanings. In literary texts such meanings are rarely stated directly. 

In a discussion about the general principles of CLT, Brumfit (1985, p.5) stresses that “we 

have to learn the process of negotiation if we are to be able to communicate effectively”. 

In a similar discussion, Larsen-Freeman (1986, p.128) points out that “being able to 

figure out the speaker’s or writer’s intention is part of being communicatively 

competent”. Thus, we see that the negotiation of meaning lies at the heart of CLT and is 

considered to promote communicative competence. Literary texts are ideal for 

developing interpretative abilities since they are inherently more dialogic (Kramsch, 

1993) and require the active involvement of the learner in deciphering their meaning.  

Additionally, in the process of this “dialogic negotiation of meaning” (Kramsch, 1993, 

p.131), learners are provided with many opportunities for communicative interaction 

through group activities, which are highly favoured by CLT. The ambiguities and 

indeterminacies of literary texts (Carter & Walker, 1989) provide many opportunities for 

genuine interaction (Duff & Maley, 1990). “Prediction, creating a scenario, debating 

topics on or around a text … all seem to develop naturally out of a literature text…” 

(Long, cited in Alam, 2007, p.377). Also, its non-triviality and personal relevance 

(Maley, 1989) provide an even stronger motivator for the students’ engagement in 

communicative interaction. 
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Moreover, the context of events created by the literary text provides learners with 

contextualized communicative situations which enable them “to transcend the artificial 

classroom situation” (Littlewood, 1986, p.179) and develop their language skills through 

meaningful language use for real communication purposes. This is consistent with CLT 

principles which state that true communication is meaningful and that “the grammar and 

vocabulary that the students learn follow from the function, situational context, and the 

roles of the interlocutors” (Larsen-Freeman, 1986, p.128). 

Furthermore, a literary text and in particular the novel may exemplify degrees of 

formality, different levels of diction and illustrate a number of different dialects or 

registers of the target language in context providing learners with sociolinguistic and 

pragmatic information (McKay, 2001). Sociolinguistic and pragmatic competence are 

part of communicative competence (McKay, 2001) and develop in learners the ability to 

interpret and use the language appropriately. The development of such an ability is an 

important part of communicative competence (Larsen-Freeman, 1986). 

As we saw in Chapter 1, another important concept within CLT is learner autonomy. 

According to Brumfit (1986) “reading is the most autonomous and individualizable 

ability in language work, and literature is a rich and widely appealing source of material 

for reading" (p.185). Sinclair (1996) also believes that literature provides an ideal context 

for the development of learner autonomy since it “implies a focus on the individual 

reader by demanding that reader’s response and personal interaction with the text” 

(p.141).  

Candlin (1996, p.xiv) believes that cultural competence is an important part of 

‘communicative capacity’. In Halliday’s words (cited in Carter & McRae, 1996, p.xiv), 

“every act is not only linguisticν a use of the potential of the language system, but it is 

also social and cultural, an expression of who we are and what we give value to”. In this 

cultural exploration we need “the mediating power of imaginative texts” (Candlin, 1996, 

p.xiv). Literary texts can transform a FL lesson into a complete cultural experience as 

they embody culture, identities and ideologies (Kokkinidou, 2011). Additionally, through 

personal response, learners are enabled to use the target language for their own purposes 
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and not to adopt the native speakers’ ideologies and philosophies (Brumfit, 1985). 

Finding one’s own voice in the foreign world is highly valued by CLT (Brumfit, 1985). 

Furthermore, with communicative competence being the goal of FL learning, anxiety has 

often been noticed among many language learners (Brandl, 2008). The potential of the 

novel to engage learners in co-operative learning through discussion and self-expression 

in a learner-centred environment where the emphasis is on the enjoyment of reading and 

exploring a literary text (Zafeiriadou, n.d.) can keep anxiety levels low. Additionally, 

such processes can provide the basis for more learner-centred and process-based 

pedagogical approaches which are highly valued by CLT (Jacobs & Farrell, 2003, cited 

in Richards, 2006). In such a context, the development of communicative language skills 

can be significantly facilitated.  

 

2.4 Employing Literature in the FL Classroom: Two Issues to Consider 

Although the benefits of using literature as a teaching material in the FL classroom do 

not, in my opinion, leave much room for doubt, there is a number of arguments against 

the use of literary texts for language teaching purposes. The most common ones (Donato 

& Brooks, 2004; Edmondson, 1997; Scott & Tucker, 2002) have to do with: a) the 

structural complexity of literature, b) its unique use of language which often deviates 

from conventions and rules, c) its use of highly connotative language which requires 

decoding, and d) its cultural remoteness. These factors are believed to be detrimental to 

the process of language learning, a view that runs counter to what the present study 

wishes to suggest. 

However, these arguments do bring a number of issues on the surface that need to be 

addressed in order for a literary text to be effectively used as a teaching material in the 

FL classroom. In this section, I focus on two of these issues which I consider particularly 

significant. The one refers to the criteria of text selection and the other to the concept of 

literary competence. 
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Selecting the Literary Text 

As McKay (1982, p.531) points out, “[t]he key to success in using literature in the [FL] 

class seems to me to rest in the literary works selected.” Indeed, in order for a literary text 

to be used effectively for language teaching purposes, it should, above all, be carefully 

selected.  

A review of the literature regarding the selection criteria for literary texts to be used in 

the FL classroom (Gareis, Allard & Saindon, 2009; Nation, 2001; Brumfit, 1986; Lazar, 

1993; Carter, 1986; Collie & Slater, 1987; Kramsch, 1993; Lukashvili, 2009; Maley, 

2001; Carter & Long, 1991; Carter & McRae, 1996; Duff & Maley, 1990; McRae, 1991; 

Roubis, 2015; Villar Lecumberri, 2012) can be summarised into the following 

questions/groups of questions: 

 Will the text be a complete work or an extract? 

 Is the text appropriate for the course objectives? 

 Will its length be satisfactorily handled in the classroom time allocated? 

 Is the content of the text interesting to the class and able to stimulate personal 

involvement? Will the students identify with its theme? Will they find it enjoyable 

to read this text? 

 Is the text appropriate for the students’ age and their cognitive and emotional 

level? 

 Is the text appropriate for the students’ proficiency level? Is its difficulty level 

slightly above their current level of proficiency? Does it contain language which 

is marked for period, region or social class? How much of its language will they 

be able to infer?  

 Does the text have any problematic content (e.g., offensive language, sexual 

innuendo, etc.)?  

 How much and what kind of background information will students need in order 

for the text to be intelligible? 
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 Does the text require much cultural background knowledge? Will the students be 

able to make the cultural assumptions necessary in order to make sense of the 

literary work? Does it contain clear or unclear cultural allusions? Does the target 

language culture reflected in text correspond to reality or is it part of the writer’s 

artistic distortion?  

 What are the specific literary qualities of the text? Do the students have any 

previous literary/aesthetic experience? Will they be able to respond to the 

literariness of the text and make sense of the literary meanings behind the text? 

Does their native language have similar conventions to those in the target 

language for reading and interpreting literature? 

 Can the text be exploited for language learning purposes? What kinds of tasks and 

activities can be devised for the particular text? Are there resources available that 

would help with the exploitation of the text (e.g., a recording of a play or poem, a 

film of a novel, etc.)? 

In selecting the novel to be used for the purposes of the present study, the criteria 

presented above were thoroughly considered (see Chapter 3).  

 

Literary Competence in the FL Classroom 

In the discussion above, we saw that one of the questions that should be addressed when 

selecting a literary work to be used for FLT purposes refers to the literary qualities of the 

text and the students’ ability to respond to the literariness of the text. This raises the issue 

of the place of literary competence in the FL classroom. 

As discussed earlier in this Chapter, understanding a literary work involves much more 

than simply understanding the meanings of the utterances in it. It is a process of meaning-

creation which involves the reader’s engagement and response. Throughout this process 

the reader draws implicitly on certain conventions about how a particular literary text is 

to be read and understood (Lazar, 1993). This ability “to perform adequately in response 

to ‘literature’” (Brumfit, 1989, p.26) has been called literary competence (Culler, 1975). 
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It involves skills such as being able to recognise literary genres and forms, follow the 

plot, recognise certain themes and the narrator’s particular point of view, recognise and 

decode figures of speech, produce a personal response to the text, use literary 

terminology to analyse and interpret the text, and so on. Thus, as Brumfit (1989, p.27) 

points out:  

Literary competence, then, involves a recognition that language can be used in a 

deliberately irresponsible way to create metaphorical meanings that illuminate our 

self-awareness. It involves a reasonably sophisticated knowledge of the particular 

kind of language employed in a given text, and an awareness of particular literary 

styles and conventions. 

Of course a certain level of language competence is required before a text is read. As 

Brumfit & Carter (1986, p.29) emphasise, “[t]here is a level of linguistic … competence 

below which it is pointless trying to respond to works of literature”. Thus, language 

competence and literary competence depend on each other (Agathos, Giannakou, 

Dimopoulou, Montzoli, Roubis & Tsotsorou, 2012) and, to some extent, they cannot be 

easily separated. 

Although itemising the skills that make up literary competence per se is no easy task, it is 

important for teachers to identify at least some of them in order to be able to have clearer 

goals when planning a particular course, its materials, and the procedures and techniques 

that will be used by the students for dealing with the literary work (Lazar, 1993).  

In the FL classroom, literary competence may include anything from recognising and 

appreciating different literary genres to simply being able to follow the plot of a short 

story. The students’ ability to respond to the literariness of the text depends, to a large 

extent, on the degree of exposure to L1 literature. The teaching of literary competence in 

the language classroom depends on the purpose for which literature is used (Lazar, 1993). 

If the primary aim of the course is the study of literature (Maley, 1989), then developing 

the literary competence of the students is crucial. On the other hand, if literature is used 

as a resource for the development of language skills (Maley, 1989), teaching literary 

competence will not be the primary aim of the course. Even in such cases, however, the 
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development of, at least, a minimum degree of literary competence will be necessary for 

text comprehension as some conventions may not be directly accessible to the learner 

(Brumfit & Carter, 1986). Students should not be expected to develop literary 

competence without giving them the appropriate activities which will help them do so 

(Lazar, 1993). 

According to Carter & Long (1991), whatever the purpose for which literature is used, 

the most important ability of the reader of literature is to be able to access it on an 

experiential level, i.e. “to be able to identify and identify with the experiences, thoughts 

and situations which are depicted in the text” (pp.5-6). In the FL classroom, this kind of 

literary competence can be fostered by literary texts which are motivating and develop in 

the reader “a desire to read, to read on, to read more and to read more into (i.e. interpret) 

the particular text” (Carter & Long, 1991, p.6). 

 

2.5 The Two Primary Purposes for Literature Teaching 

In the context of the discussion that will follow, there has to be a distinction between the 

two primary purposes for literature teaching: a) the study of literature, and b) the use of 

literature as a resource for language development (Maley, 1989). 

The study of literature normally takes place within an academic, institutionalised setting, 

and involves the reading of literary texts as aesthetically patterned cultural artefacts in 

order for students to obtain qualifications in literary studies (Carter & Long, 1991). The 

study of literary texts can also involve analysing texts and acquiring information 

regarding the specific literary, historical, social, and ideological contexts to which a 

literary text belongs, thus fostering an understanding of literature as a body of texts 

(Lazar, 1993). Such study requires considerable knowledge of metalanguage, literary 

conventions and critical concepts (Carter & McRae, 1996).  

The pedagogies associated with the study of literature are teacher-centred and product-

based. Literature is viewed as a body of knowledge that has to be transmitted to the 

students in the form of information to be remembered when the situation requires it (e.g. 
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examinations) (Carter & McRae, 1996). The object of study is the literary text which is 

viewed as an intact and even sacrosanct product whose meaning is pre-given. Thus, 

students learn to rely on external authorities such as the teacher and literary critics, and 

not to make their own meanings (Carter & McRae, 1996). Moreover, there is no concern 

about the development of linguistic skills as the integration of literature and language 

study is usually not supported. As a matter of fact, such approaches run counter to current 

language teaching theory and practice which views the text as something that can be 

manipulated and is more concerned with the process rather than the product (Carter & 

McRae, 1996). Also, they run counter to recent developments in literary theory which 

view the text as a non-fixed, non-stable entity (Carter & McRae, 1996). 

On the other hand, literature as a resource for language development involves the 

teacher coming down from the lectern and treating literature as one of the many sources 

available for the promotion of language learning rather than an object for study (Maley, 

1989). Such an approach entails “a classroom treatment of literature which does not view 

literature as a sacrosanct object for reverential product-centred study” (Carter, Walker & 

Brumfit, 1989, p.5).  

The pedagogies associated with the use of literature as a resource for language 

development are learner-centred and process-based (Carter & Long, 1991). 

Methodologically, this means that literary texts are not treated much differently from any 

other kind of text in the FL classroom (Maley, 1989). Thus, texts can be freely exploited 

and manipulated for language learning purposes. To this end, a whole range of FLT 

language learning activities can be applied to the teaching of literary texts, aiming 

primarily at involving students with the text, developing their perceptions of it, and 

activating their responses (Carter & McRae, 1996). Additionally, the orientation is away 

from an exclusively one-way channel of communication between the teacher and the 

student towards group and pair work (Carter & Long, 1991; Carter & McRae, 1996) 

Thus, the development of learner autonomy is greatly encouraged (Carter & McRae, 

1996). 
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Finally, it should be pointed out that although the division between literature for study 

and literature as resource does form two different frameworks of literature teaching, the 

teaching of literature and the teaching of literature as language should not necessarily be 

viewed as disconnected pedagogic practices (Carter & McRae, 1996). 

 

2.5.1 Models of Literature Teaching 

The two primary purposes for literature teaching discussed in the previous section, 

namely, the study of literature and the use of literature as a resource for language 

development, form the basis of the three main models of literature teaching. According to 

Carter & Long (1991), these are: a) the Cultural Model, b) the Language Model, and c) 

the Personal Growth Model. Although these models should not be considered as mutually 

exclusive, each does represent different methodologies and classroom practices (Carter & 

Long, 1991). 

The Cultural Model 

This is the traditional model by which literature is studied. It views literature as a body of 

accumulated human wisdom within a culture able to express the most significant thoughts 

and ideas which are of universal value (Carter & Long, 1991). Students are encouraged to 

understand and appreciate different cultures and ideologies, and to perceive the tradition 

within the heritage endowed in the literature of such cultures (Carter & Long, 1991). 

Thus, literature teaching within this model concentrates on the social, political, historical 

and literary context of a text (Lazar, 1993) without much attention being given to 

individual works. Learning occurs through reading set texts which are treated as products 

about which students obtain information from the teacher (Carter & Long, 1991). This 

model therefore represents a more teacher-centred, transmissive pedagogic orientation. 
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The Language Model 

In this model literature teaching is viewed as the opportunity for students to come into 

contact with the creative uses of the language which, in the case of literature, are more 

subtle and varied (Carter & Long, 1991). Language is viewed as the literary medium 

which students are encouraged to investigate in a methodical and systematic way in order 

to be able to interpret the relations between linguistic forms and literary meaning (Carter 

& Long, 1991). Such an orientation is normally associated with language-based 

pedagogic approaches which are learner-centred and employ activities used in language 

teaching. 

The Personal Growth Model 

This model views literature teaching as a means for promoting the students’ personal 

development. For this reason, it encourages them to engage with the reading of literary 

texts by motivating them to relate the themes and issues depicted in the texts to their own 

personal experiences, feelings and opinions (Carter & Long, 1991). Personal growth is 

achieved as students learn to appreciate and evaluate literary texts as complex cultural 

artefacts through which they gain a better understanding of themselves within their 

society and culture as well as of the people around them (Carter & Long, 1991). To this 

end, the teacher aims to impart an enjoyment and love for literature that goes beyond the 

classroom by choosing material which is appropriate to students’ interests and stimulates 

personal involvement (Lazar, 1993), and by making “the reading of literature a 

memorable, individual and collective experience…” (Carter & Long, 1991, p.3). This 

model is thus associated with approaches which foster individual responses to texts, using 

learner-centred and process-based methodologies. 

 

2.5.2 Pedagogical Approaches to Literature Teaching 

A number of pedagogical approaches to literature teaching have been developed based on 

the three main models of literature teaching presented above. According to Moody (1983, 

p.23), approaches “provide a framework, or sequence of operations to be used when we 

come to actualities”. Thus, different pedagogical approaches represent different ways of 
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treating literature in the classroom. These approaches include: a) the information-based 

approach, b) the paraphrastic approach, c) the language-based approach, d) the moral-

philosophical approach e) the personal-response approach, f) the reader-response 

approach, and g) the stylistics approach.  

The Information-Based Approach 

This approach is considered more teacher-centred and transmissive as it demands a large 

input from the teacher who imparts knowledge about literature (Carter, 1988) normally in 

the form of lectures. Such knowledge is expressed in terms of the accumulation of facts 

about the social, political, historical and literary context of a text (Lazar, 1993) usually 

for examination purposes (Carter & McRae, 1996). Thus, this approach also requires 

sufficient knowledge of metalanguage, literary conventions and critical concepts which 

students are expected to use when they talk or write about literature (Carter & Long, 

1991). Activities employed within the information-based approach include exercises 

focusing on comprehension questions, reading notes from workbook/handouts 

(Krishnasamy, 2015), etc. 

The Paraphrastic Approach 

This approach is mainly concerned with the surface meaning of the text (Hwang & Embi, 

2007). Teaching literature within the paraphrastic approach normally involves the teacher 

paraphrasing the text using simpler words and sentence structures, translating it into L1 

(Rosli, 1995), and the students reading paraphrased notes in the workbook/handouts and 

re-telling the story to the class (Krishnasamy, 2015). It is usually argued that this 

approach is more suitable for beginning FL learners as it prepares the ground for more 

advanced work with the literary text (Krishnasamy, 2015). 

The Language-Based Approach 

The language-based approach aims to integrate language and literature study, and is 

learner-centred, process- and activity-based. Within this approach literature is viewed as 

“a resource for personal and linguistic development” (Carter & Long, 1991, p.10) and 

thus, focuses more on the process of reading as a relevant and meaningful experience 

rather than the literary text as a product. A basic principle of this approach is that there 
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should not be a hard dividing line between what is considered ‘literary’ and ‘non-

literary’. The implication of this view is that a whole range of language learning activities 

generally employed in FLT can be suitably modified, when necessary, and applied to the 

teaching of literature in the foreign language classroom. These activities can include 

cloze and prediction exercises, role play, debate, discussions, group work, jigsaw puzzle, 

drama, poetry recital, and others (Krishnasamy, 2015). Moreover, a direct contact with 

the text is encouraged in order for students to develop their “interpretative and 

inferencing skills, particularly interpretation of the relations between forms and 

meanings” (Carter & MacRae, 1996, p.3). 

The Moral-Philosophical Approach 

The teaching of literature within this approach enables students to discover, through 

reading, the moral values expressed in a particular literary text (Hwang & Embi, 2007). 

The moral and philosophical considerations behind one’s reading are considered of great 

importance (Rosli, 2005) and, thus, students are encouraged to search for, reflect on and 

evaluate the moral values underlying a literary work (Wang, 2003). It involves activities 

such as reflective sessions and discussions on moral dilemmas (Krishnasamy, 2015). 

Finally, this approach is considered to facilitate the understanding of themes in future 

readings (Hwang & Embi, 2007). 

The Personal-Response Approach 

This approach focuses on the student’s response to the literary text. The text itself is 

primary and its meaning is considered to be inherent in it (Hirvela, 1996). Thus, students 

are encouraged to discover and respond to the author’s intentions and the meaning which 

is rooted in the text (Løvstuhagen, 2012). In doing so, they can be engaged in a wide 

variety of activities, usually interpretative in nature, which tend to be related to the 

content and the form of the literary text (Hirvela, 1996; Karolides, 1992), such as journal 

writing, small group sessions, brainstorming sessions (Krishnasamy, 2015), and others. 

These activities are also intended to provide students with as many opportunities as 

possible to express themselves in the target language (Løvstuhagen, 2012). The main 

emphasis is on the one correct reading of the text, a fact which makes this approach more 
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teacher-centred as the teacher “… becomes the one who holds the answers and who is to 

lead the pupils to the correct understanding of each text” (Løvstuhagen, 2012, p.12). 

The Reader-Response Approach 

Within this approach, the teaching of literature involves a transaction between the reader 

and the text (Rosenblatt, 1938/1995). This means that during the reading process the 

reader constructs the meaning of the literary text based on his or her aesthetic experience 

of it (Garzón & Castañeda-Peña, 2015). In this process, the reader brings to the text his or 

her unique personality, experiences and background. Meaning is considered to be the 

outcome of this transaction between the reader and the text, involving “the to-and-fro, 

spiralling, nonlinear, continuously reciprocal influence of reader and text in the making 

of meaning” (Rosenblatt, 1938/1995, p. xvi). Thus, there cannot be an objective 

examination of the text. Classroom activities do not involve a search for ‘correct’ 

answers, but rather encourage students to explore, share and discuss multiple 

interpretations of the text, making links between a literary text and their personal 

experiences (Christenbury, 1992). Exercises requiring a relative long response from each 

student, project work, journal writing, small group or whole class discussions of the 

students’ responses, role play and dramatization are common activities within this 

approach (Løvstuhagen, 2012). Finally, the reader-response approach is considered to be 

student-centred as it emphasises the individual students’ responses to literature with the 

teacher being “a fellow reader and questioner” (Christenbury, 1992, p.33) who 

encourages students to create the meanings themselves and explore the multiple 

interpretations of a text. 

The Stylistics Approach 

This is a linguistic approach to literature which combines language and literary study 

(Short & Candlin, 1986). It views literature as an aesthetic artefact and aims to engage 

students actively in the exploration and interpretation of the literary text (Widdowson, 

1975) and to expand their language knowledge and awareness (Lazar, 1993). Thus, 

students are enabled to connect specific linguistic features of the text with its meaning in 

order “to reach an aesthetic appreciation of [it]” (Lazar, 1993, p.31). Activities may 

include identifying linguistic features in a text, discussing different meanings of a text, 
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extracting examples from a text that describe a setting, identifying adjectives that 

describe a character (Krishnasamy, 2015), etc.  

 

2.5.3 Efferent & Aesthetic Modes of Reading 

Each approach presented above views the relationship between the reader and the text in 

a different way. According to Rosenblatt (1978/1994), a reader’s experience with a text 

can also be influenced by the kind of reading that he/she employs. She makes a critical 

distinction between efferent and aesthetic reading based on “the difference in the reader’s 

focus of attention during the reading-event” (Rosenblatt, 1978/1994, p. 23). To exemplify 

the difference between the two modes, Rosenblatt (1978/1994) says that the former 

focuses on the outcome of the journey, whereas the latter on the journey itself. 

In efferent reading the reader focuses on acquiring information, thus, being concerned 

with the outcome of the reading event or, as McKay (1986, p.194) puts it, “with what 

[he/she] will carry away”.  In aesthetic reading, on the other hand, the reader is primarily 

concerned with the experiences emerging during the reading event. In other words, “the 

reader’s attention is centred directly on what [he/she] is living through during [his/her] 

relationship with that particular text” (Rosenblatt, 1978/1994, p. 25). In this process, the 

reader relates his or her own experiences to the text and “often fantasizes as to what he or 

she would do in a similar situation” (McKay, 1986, p.197). 

Moreover, although the nature of a text may influence the mode of reading adopted, the 

same text can be read and experienced in many ways depending on the focus of the 

reader’s attention (Rosenblatt, 1978/1994). Thus, Rosenblatt (1978/1994) specifies that 

these two modes should be regarded as the two ends of a continuum with most reading 

falling near the middle of it. 

In the case of a literary text, McKay (1986) believes that aesthetic reading should be the 

primary focus of the reading event in the FL classroom because “literary experiences 

outside of a classroom proceed in this manner” (p.195).  Literature is above all the 

enjoyment one attains by interacting with the text. Thus, she suggests that discussion of 

linguistic rules should occur only when the language used “impedes or highlights that 
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experience” (McKay, 1986, p.195). Widdowson (1978, p.80) makes a similar point when 

he says that to require students to read literature in order to “learn something about the 

language being used” and not “to learn something interesting and relevant about the 

world … is to misrepresent language use to some degree”. 

 

2.6 The Approach to Literature Teaching of the Study 

We read on, caught up in the discourse, involved in creating a world with language, and 

learning language at the same time as we use it in the realization of another reality.  

Far from being diminished, human experience is extended.  

                                                                                          (Henry Widdowson, 1982, p.213) 

As was discussed in Chapter 1, the GFL course of the particular study was conducted 

within the general framework of Communicative Language Teaching (CLT). In section 

2.3.1 above, the link between the use of literary texts in the FL classroom and the 

development of communicative competence was discussed, suggesting that literary texts, 

when carefully selected, can promote the development of communicative language skills.  

Apart from selecting the appropriate literary text, another key factor for the successful 

implementation of literature in the FL classroom is the actual approach to the teaching of 

literature that will be employed. As we saw earlier in this Chapter, the three main models 

for literature teaching, namely, the Cultural Model, the Language Model and the Personal 

Growth model, proposed by Carter & Long (1991), led to the development of a number 

of pedagogical approaches to the teaching of literature. Each of these approaches 

represents different ways of treating literature in the classroom without, however, being 

mutually exclusive. 

In the last few years, a great number of scholars point out that the implementation of 

independent approaches to the teaching of literature in the FL classroom does not seem to 

be beneficial to students (Lima, 2005; Van, 2009). Thus, there has been a considerable 

move towards combining different approaches to the teaching of literature within the FLT 
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context. In particular, there has been “a clear shift from the solely linguistic analysis to a 

deeper concern with fostering inter-cultural awareness, appreciating learners’ 

interpretations and responses to texts, and developing the ability to see ‘with different 

eyes’ (Oster, 1989: 85)” (Bobkina & Dominguez, 2014, p.255). 

Such an approach to the use of literature in the FL classroom has been called the 

Integrated Approach as it attempts to integrate elements from ‘cultural’, ‘linguistic’ and 

‘personal growth’ approaches in order to enhance the effectiveness of literature as a tool 

for the development of communicative competence. Moreover, the use of literary texts in 

such an integrated way can make the learning experience much more enjoyable, 

stimulating and motivating (Lazar, 1993; Savvidou, 2004). 

An integrated approach does not constitute a fixed model of instruction as different 

elements can be integrated in different ways depending on a given teaching/learning 

context. For example, Timucin’s integrative approach (2001) combines language-based 

and stylistic approaches, Savvidou (2004) integrates linguistic description and textual 

analysis, Divsar & Tahriri (2009) form a pedagogical framework based on linguistic, 

cultural and communicative considerations, Dhanapal (2010) combines elements from the 

Reader Response Approach and the Stylistic Analysis, and the Tasmanian Integrative 

Model (Tasmanian Curriculum: Rationale, 2012) approaches literary texts from a 

linguistic, social, cultural, and literary perspective. 

In the present study, an Integrated Approach to the teaching of literature in the FL 

classroom was employed within the general framework of Communicative Language 

Teaching. This means that, although the primary pedagogic goal of employing a novel in 

the GFL course was the teaching of language, not literature, the literary text was not 

treated just like any text. The particular study views the reading of literature as primarily 

an experience and thus “any use of literature in any kind of teaching must presuppose 

some elements of literary response on the part of the reader” (Brumfit, 1989, p.24); 

otherwise, the text will not be literary to the learner and much of the purpose in 

employing literature in the FL classroom will be lost. With this view in mind, the present 

approach attempted to integrate the focus on language with a focus on the students’ 
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experience. In other words, within the general framework of CLT, the literary text was 

approached as a cultural artefact (the Cultural Model), it was used as a focus for the 

development of language skills (the Language Model), and it was also used as a means 

for promoting personal growth (the Personal Growth Model). 

Thus, the materials, procedures and activities employed in the particular GFL course (see 

Chapter 3) aimed at developing the students’ communicative competence in the Greek 

language within the context of the selected novel by: 

- Enabling students to derive the benefits of communicative and other activities 

designed around the literary text for language development. 

- Maintaining students’ interest and involvement by using a variety of student-

centred activities and seeking to develop responses to the text. 

- Encouraging students to interact with the text. 

- Encouraging students to interact with their fellow-students and the teacher about 

the text. 

- Encouraging a more aesthetic rather than efferent approach to the reading of the 

text. 

- Allowing the exploration of the text by the students and encouraging them to 

develop their own responses to it. 

- Encouraging the reading of literature as a source of pleasure and a stimulus for 

personal development. 

- Encouraging the reading of literature as a means for the development of cultural 

and intercultural competence. 

- Providing, when necessary, the historical, cultural or literary background in order 

to facilitate the students’ understanding of the text and make its reading more 

‘complete’. 
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In such a context, the orientation of the particular pedagogic approach is more process-

based, student-centred and transformative, rather than transmissive, as students are 

encouraged to work collaboratively and to “integrate new knowledge so that it becomes a 

part of themselves allowing them to make connections and use the new knowledge to 

deepen their understanding of themselves and their world” (Gini-Newman, 2010, pp.1-

2). However, since pedagogic approaches are not considered to be mutually exclusive, a 

mixing of approaches is employed to a certain degree when it is thought to facilitate the 

learning process. 

 

2.7 Previous Research on the Use of Literature in the GFL Classroom 

In the context of GFL teaching and learning there have been a few papers which focus on 

the use of Modern Greek literature in the GFL classroom. These papers are reviewed in 

this section. 

To begin with, Sapiridou & Fotiadou (2000) attempt to show that literature can have an 

important place in the GFL classroom and propose a four-phase approach based on 

Reception Theory which emphasises the reader’s reception of the literary text. 

Apostolidou, Paschalidis & Hondolidou (2002) investigate the use of literature as a 

means of cultural and intercultural development with Gymnasium students of the Muslim 

minority of Thrace. They also present their methodological approach to the teaching of 

literature in the particular context which places an emphasis on the students’ personal 

responses and the development of their own voice, and discuss the practical issues 

involved.  

Natsina (2006) investigates the teaching of Modern Greek literature to advanced GFL 

learners. She discusses the linguistic and cultural purposes that a wider incorporation of 

literary texts in the Greek language curricula would serve and addresses some major 

methodological considerations. Finally, she proposes a number of linguistic and creative 

exercises to be used with the literary texts. 
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Lukashvili (2009) investigates the role of literature in the teaching of GFL to advanced 

learners, identifies some of the theoretical and practical issues involved and proposes a 

three-phase approach to the teaching of literature in the GFL classroom which is 

consistent with the principles of Communicative Language Teaching.  

Agathos, Giannakou, Dimopoulou, Roubis & Tsotsorou (2011) investigate the use of 

literature in the GFL classroom by reviewing the Modern Greek literature texts found in 

GFL textbooks and the way these texts have been treated from the 1960s to the present 

day. In a similar investigation, Kokkinidou (2011) reviews 39 GFL textbooks and 

discusses the importance of using literature as a supplementary material in the GFL 

classroom. In the same line, Agathos, Giannakou, Dimopoulou, Montzoli, Roubis & 

Tsotsorou (2012) review the literary texts contained in GFL textbooks and discuss a 

number of issues concerning the approaches employed.   

The use of the cultural elements of literature for the development of language skills is 

investigated by Agathos, Tsotsorou, Giannakou, Dimopoulou, Roubis & Montzoli 

(2011). They also discuss the importance of intercultural competence as part of 

communicative competence.  

Kokkinidou (2012) discusses the intercultural dimension of literature and its use as a 

means for developing language skills through an intercultural dialogue in multicultural 

classes of adult GFL students. To this end, she also makes a number of suggestions 

concerning the choice of texts and their use. 

Villar Lecumberri (2012) discusses the use of Modern Greek poetry as a starting point for 

the teaching of Greek as a foreign language and as a means for students to discover more 

aspects of the Greek culture and mentality. She also proposes a teaching approach for the 

employment of poetry in the GFL classroom both for beginners and for more advanced 

learners. Also, Villar Lecumberri (2013) investigates GFL teaching through the titles of 

books by Greek writers. She also discusses the use of such titles for the development of 

cultural competence. 
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Finally, Roubis (2015) investigates the place of literature in GFL teaching, refers to some 

methodological and practical issues involved and makes a number of suggestions 

concerning the actual use of literary texts in the GFL classroom. 

 

2.7.1 The Place of the Present Study in the Particular Research Area  

From the above review of the research concerning the use of Modern Greek literature in 

the GFL classroom, it is evident that in the last fifteen years there has been a growing 

interest in investigating this topic from a number of perspectives. The issues discussed 

and the approaches proposed in these papers have played an important role in the 

employment of literary texts in the teaching of Greek as a foreign language.  

Nevertheless, in the research conducted so far, the literary text, either complete or extract, 

is treated mainly as a supplementary material in the GFL classroom. Moreover, the 

opinions of adult GFL learners about the use of an unabridged literary work as the core, 

not supplementary, material of instruction, which could provide both researchers and 

teachers with important insights, have not yet been investigated. The present study is an 

attempt to investigate exactly this area. In particular, it attempts to investigate the 

opinions of adult upper-intermediate GFL learners regarding the feasibility and 

effectiveness of using an unabridged Greek novel as the main teaching material in the 

GFL classroom. Throughout this process, all previous research has served as an 

invaluable guide.  

In conclusion, it should be pointed out that the present research does by no means 

constitute an exhaustive investigation on the particular topic as the areas of enquiry and 

the theoretical and practical considerations involved are undoubtedly numerous. What 

this study intends to do is offer an introduction to the particular topic and serve as a 

starting point for further extensive research.  
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2.8 Chapter Summary 

This chapter discussed some of the main issues involved in employing literature as a 

teaching material in the FL classroom. 

In particular, it discussed the meaning of the term ‘literature’, reviewed the existing 

literature regarding the use of literary texts in the GFL classroom and the benefits of 

using literature for FLT purposes, and offered a discussion about the main approaches to 

literature teaching which also formed the theoretical framework on which the study’s 

approach to the teaching of literature was based. The previous research on the use of 

literature in the GFL classroom, which is the topic in question for the present study, was 

also reviewed and discussed. 

In this study, the term ‘literature’ refers to the literary works of fiction, poetry and drama, 

within and beyond the literary canon, where human experience is manifested through a 

rich and multi-layered use of language. 

A review of the relevant literature suggests that the literary text and, in particular, the 

novel can be a powerful pedagogic tool in the FL classroom. However, the number of 

Modern Greek literature texts appearing in GFL textbooks for adult learners is still very 

limited (Kokkinidou, 2011) and their benefits are not fully exploited (Agathos, 

Giannakou, Dimopoulou, Roubis & Tsotsorou, 2011). Thus, the form, frequency and 

extent to which literature is employed in the GFL classroom depends mainly on the 

teachers, some of which, given the important role of literature in FL teaching and 

learning, choose to use either complete literary works or extracts to supplement 

textbooks. 

In employing the literary text for FLT purposes a number of issues need to be addressed 

such as appropriate text selection and use. Moreover, the way literature is viewed affects 

the way it is used in the FL classroom. In the last few years, a great number of scholars 

point out that the implementation of independent approaches to the teaching of literature 

in the FL classroom does not seem to be beneficial to students (Lima, 2005; Van, 2009). 

Thus, there has been a considerable move towards combining different approaches to the 

teaching of literature in the FLT context. In the present study, an Integrated Approach to 
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the teaching of literature in the FL classroom was employed within the general 

framework of Communicative Language Teaching. This means that the literary text was 

approached as a cultural artefact (the Cultural Model), it was used as a focus for the 

development of language skills (the Language Model), and it was also used as a means 

for promoting personal growth (the Personal Growth Model) with the primary goal of this 

integration being the development of communicative competence. 

Finally, the review of the existing literature on the use of literary texts in the GFL 

classroom revealed that there has lately been a growing interest in investigating this topic 

from a number of perspectives. However, it also revealed that there has not yet been an 

investigation on the opinions of adult GFL learners about the use of an unabridged 

literary work as the core, not supplementary, material of instruction. Thus, the present 

study is an attempt to investigate the opinions of adult upper-intermediate GFL learners 

regarding the feasibility and effectiveness of using an unabridged Greek novel, namely 

the ‘novel-textbook’, as the main teaching material in the GFL classroom.  
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CHAPTER 3 

The ‘σovel-Textbook’μ 
From Theory to Practice 

 

 

3.1 Introduction 

Employing a novel as the main teaching material in the GFL course of the present 

study involved a number of steps. In particular, an appropriate Greek novel had to be 

selected according to the criteria presented in Chapter 2. Then, a timeline had to be 

created in order to cope with the length of the selected unabridged novel. Following 

this step, the accompanying materials had to be prepared by the teacher, the course 

syllabus had to be developed, and finally, the ‘novel-textbook’ had to be used in the 

classroom. These steps are presented and discussed in the sections that follow.  

 

3.2 The Selected Novel: ‘Η ΜȠȞαȟȚȐ ĲȦȞ ΣυȞȩȡȦȞ’ 
The Greek unabridged novel selected to form the central focus of instruction in the 

particular ύόδ course was ‘Η ΜȠȞαȟȚά ĲωȞ ΣυȞȩȡωȞ’ (‘The δoneliness of the 

Borders’) by Glykeria Grekou. It belongs to the genre of Young Adult Literature 

(YAL) and was published in 2013 (Figure 3.1).  

 

Figure 3.1 The Selected Novel 

The story is set in a degraded neighbourhood of Athens, Greece in 2012. An old 

Greek teacher, Mrs Charoula, who comes from a family of Greek refugees from 
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Pontus, Asia Minor, lives alone and feels like a stranger in the very place she was 

born, grew up, worked and raised her family. She is afraid to live a normal life and 

avoids going out due to the large number of immigrants and refugees that have ‘taken 

over’ her neighbourhood. A young refugee girl from Afghanistan, Hamidaina, lives in 

a basement flat on the opposite side of the street with her older brother. She also lives 

in a state of fear and isolation. When loneliness becomes unbearable, the old lady 

feels that life is meaningless unless you share it with other people. Thus, she comes 

up with a trick in order to meet the young girl. When they get to know each other, a 

humane relationship develops between them. Mrs Charoula finds a meaning in her life 

again as she begins looking after Hamidaina and teaching her Greek. The old lady 

reminds Hamidaina of her grandmother and finds in her house the love, warmth and 

security she had not felt for a very long time. Moreover, through the lessons with Mrs 

Charoula, she begins to make sense of the foreign world she lives in. As the story 

unfolds, their worlds do not seem so far apart anymore.  

The themes this novel focuses on are: the state of being a refugee (Greek: 

‘πȡȠıφυγȚά’), the foreign land/the state of living in a foreign land (Greek:‘ȟİȞȚĲİȚά’), 

loneliness, isolation, xenophobia, diversity, love, solidarity and intercultural tolerance. 

Here, it should be noted that the ύreek words ‘πȡȠıφυγȚά’ and ‘ȟİȞȚĲİȚά’ also denote 

the psychological state of being a refugee/immigrant and convey feelings of sadness 

and nostalgia as the person is forced to leave his/her family behind and go to another 

country in order to survive (Karra, 2006). Additionally, they are also associated with 

the hardships people go through when they are in such a state (Karra, 2006). 

 

3.3. Why ‘Η ΜȠȞαȟȚȐ ĲȦȞ ΣυȞȩȡȦȞ’? 

In Chapter 2, after the relevant literature was reviewed, a number of selection criteria 

were proposed in the form of questions. It was suggested that these questions were to 

be addressed when selecting a literary text for FLT purposes. For as McKay (1982) 

points out, “[t]he key to success in using literature in the [όδ] class seems to me to 

rest in the literary works selected” (p.531). Thus, in selecting ‘Η ΜȠȞαȟȚά ĲωȞ 

ΣυȞȩȡωȞ’ to be used as the core instructional material in the GFL course of the study, 

all of these questions were addressed. 
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1. Will the text be a complete work or an extract? 

An extract “may be regarded as a part of a text, artificially separated for purposes of 

quotation or study from other sentences, with which, to a greater or lesser extent, it 

coheres” (Cook, 1986, p.152). Literary extracts do provide a practical solution for the 

FL teacher as they are usually restricted to two or three pages, and produce more 

variety in the classroom. However, for the purposes of the present study, the selected 

literary text is an unabridged, i.e. complete, novel.  

Looking at the issue from a pedagogic point of view, the main reason for selecting a 

complete work instead of a number of extracts is my belief that working with an 

unabridged literary text and, in particular, with an unabridged novel is much more 

interesting, motivating and beneficial to the FL learner. In other words, I believe that 

the novel, especially when it is intended to form the central focus of instruction in the 

FL classroom, has to be read and explored as a whole in order for its pedagogic 

benefits to be fully exploited.   

First of all, the very nature of the novel requires that it be treated as a whole. As 

Abrams (1981, p.119) remarks: 

As an extended narrative, the novel is distinguished from the short story and 

from the work of middle length called the novelette; its magnitude permits a 

greater variety of characters, greater complication of plot or plots, ampler 

development of milieu, and more sustained and subtle exploration of characters 

than do the shorter, more concentrated modes. 

These features cannot be adequately illustrated by an extract as they imply a much 

more gradual creation of the literary message through the constant development of the 

plot, the characters and the theme. Treating the extract as a text1 can create a false 

texture (Cook, 1986) which may result in the misinterpretation of the literary 

message.  

Moreover, reading a literary work is an active process in which the readers are 

personally involved by decoding and reconstructing meaning, and personalising the 

text as they respond to it in terms of their personal experiences, background 

                                                           
1 According to Cook (1986), a text is defined as ǲa number of sentences bound together by cohesive ties, and giving meaning to each otherǳ ȋp.ͳͷʹȌ. 
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knowledge, opinions and beliefs. According to Walton (1990), such a reading 

experience involves readers in an active way from both the cognitive and the affective 

point of view. It is exactly through this experience with the literary text that the 

linguistic, literary and cultural enrichment, and the personal development of the 

readers can be achieved. “It is rather doubtful that an extract from a literary work 

could establish such a relationship or have a substantial pedagogical influence on 

them” (Zafeiriadou, n.d., p.8).  

Thus, since a novel is not intended to be perceived as a series of isolated, discrete 

incidents, presenting students with a series of extracts would not allow them to 

understand the point of devoting their time to reading literature, to appreciate the 

work, enjoy it and benefit from it in a number of ways. In other words, a novel extract 

does not fulfil “the intentions of the writer and the needs of the reader” (Zafeiriadou 

n.d., p.8). 

 

2. Is the text appropriate for the course objectives? 

Before choosing a novel to be used in a FL course, the learning objectives of the 

course should be clear in order to select an appropriate text and prepare appropriate 

exercises and activities. As McRae (1996) points out, 

Above all, it is important that the teacher know what is being learned with the 

materials used: there is no point in taking a piece of text into class just because 

you like it. The bottom line always has to be the learning achieved. So the 

question must be asked, ‘What will my students get from this textς’ The answer 

can be at many levelsμ a few minutes’ enjoyment might be the minimum 

answerν whatever the case, some learning has to be achieved… (p.24) 

As was discussed in Chapter 2, the primary goal of the particular GFL course was to 

improve the students’ communicative competence in ύreek. Thus, the novel was 

mainly used as a focus for the development of language skills. To this end, a syllabus2 

was developed which described the learning objectives of the particular upper-

                                                           
2 ǲAt its simplest level a syllabus can be described as a statement of what is to be learnt. Syllabus 
refers to the content or subject matter of an individual subjectǳ ȋKaravas, ʹͲͳͶ, p.ͳʹȌ. 
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intermediate/B2 GFL course in relation to language learning (see section 3.5). This 

syllabus was generally based on: i) the B2 communicative can-do statements of the 

Common European Framework of Reference for Languages (CEFR) which provide 

teachers with orientation points, and ii) some of the grammar and vocabulary items 

most frequently included in upper-intermediate GFL textbooks. 

However, since this study views the reading of literature as an experience, the 

objectives of the course also focused on the students’ experience with the text (see 

section 3.5)  

The selected novel, due to its linguistic content, its plot, characters and themes, offers 

many opportunities in order for the objectives of the course to be achieved.  

 

3. Will its length be satisfactorily handled in the classroom time allocated? 

The selected novel will not be used as a supplementary material, but it will form the 

central focus of instruction in the particular GFL course as it will be the textbook of 

the course. εoreover, ‘Η ΜȠȞαȟȚά ĲωȞ ΣυȞȩȡωȞ’ consists of 145 pages. If the amount 

of the accompanying materials is also considered, the length of the ‘novel-textbook’ 

can be satisfactorily handled in the classroom time allocated. 

 

4. Is the content of the text interesting to the class and able to stimulate personal 

involvement? Will the students identify with its theme? Will they find it enjoyable to 

read this text? 

The selected novel deals with the highly topical issue of refugees, immigrants and 

multiculturalism. Most students participating in the course come from countries which 

are currently faced with this situation, and some of them are immigrants themselves.  

With the European refugee/migrant crisis being at its peak, this issue concerns a large 

number of adults especially, but not exclusively, in Europe. In such a context, the 

issues of xenophobia, intercultural interaction, diversity and tolerance have also been 

raised. These issues are dealt with in ‘Η ΜȠȞαȟȚά ĲωȞ ΣυȞȩȡωȞ’.  



CHAPTER 3 The ‘σovel-Textbook’μ όrom Theory to Practice 

 

93 | P a g e  

 

Moreover, Hamidaina, one of the two main characters, finds herself in a foreign 

country and struggles with a language and culture with which she is unfamiliar. This 

is a situation many SL/FL learners can identify with. 

Thus, I believe that the content of the selected novel will be interesting to the students 

and able to stimulate their personal involvement as its themes concern issues they can 

identify with. Also, the way the story unfolds, its dramatic and humorous scenes, its 

characters and their actions, and the fact that it transfers the reader in different times 

and places make the particular novel very enjoyable to read. 

 

5. IsΝtheΝtextΝappropriateΝforΝtheΝstudents’ΝproficiencyΝlevelςΝIsΝitsΝdifficultyΝlevelΝ

slightly above their current level of proficiency? Does it contain language which is 

marked for period, region or social class? How much of its language will students be 

able to infer?  

The particular novel belongs to the genre of Young Adult Literature (YAL). 

According to Nilsen & Donelson (1λλ3), YAδ is “anything that readers between the 

approximate ages of twelve and twenty choose to read” (p. 6), tends to be relatively 

short, frequently deals with the problem of personal growth and development and the 

central character is usually a young adult. Probst (1988) defines young adult literature 

as literary works which evoke responses and stimulate young adults to think, to feel, 

and to talk.  

The reasons for selecting YAL for an adult upper-intermediate GFL class include the 

following: a) the content of much YAL is meaningful and interesting also for adult 

readers as it often addresses itself to complex issues and dilemmas, b) “all the 

traditional elements of typical classical literature are present in quality YAδ” (Herz & 

Gallo, 2005, p.11), c) it is characterized by linguistic, stylistic and literary simplicity 

(Bagherkazemi & Alemi, 2010; McKay, 1982), and thus, students will not feel 

intimidated by a text they cannot handle, d) its length and difficulty level is well 

suited for upper-intermediate FL learners (Wu, 2008), e) it mainly uses everyday 

language (Wu, 2008) which is what most FL students desire to learn, and f) its 

language can still be challenging, without being overwhelming (Ellsworth, 2011). 
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In particular, the selected novel is slightly above the students’ current level of 

proficiency3. Also, it does not contain any language which is marked for period, 

region or social class. Finally, although it does contain some challenging language, 

due to its general linguistic, stylistic and literary simplicity, students will be able to 

infer most of it. 

 

6. IsΝtheΝtextΝappropriateΝforΝtheΝstudents’ΝageΝandΝtheirΝcognitiveΝandΝemotionalΝ

level? 

As was discussed earlier in this Chapter, the selected novel deals with the highly 

topical issue of refugees, immigrants and multiculturalism which concerns a large 

number of adults. Moreover, the language of the text is slightly above the students’ 

current level of proficiency, containing challenging but not overwhelming elements. 

Thus, regarding the content and language of the selected novel, it can be concluded 

that the text is appropriate for the students’ age and their cognitive and emotional 

level. 

 

7. Does the text have any problematic content (e.g., offensive language, sexual 

innuendo, etc.)?  

The particular text does not contain any problematic content that could make students 

feel uncomfortable. 

 

8. What are the specific literary qualities of the text? Do the students have any 

previous literary/aesthetic experience? Will they be able to respond to the literariness 

of the text and make sense of the literary meanings behind the text? Does their native 

language have similar conventions to those in the target language for reading and 

interpreting literature? 

The main literary elements of the selected text, as of any novel, include plot, setting, 

characters, point of view and themes. The novel ‘Η ΜȠȞαȟȚά ĲωȞ ΣυȞȩȡωȞ’ makes 

                                                           
3 See Krashen (1989), Ǯi+ͳ input hypothesisǯ. 
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use of the following literary devices4: allusion (a reference to a well-known person, 

place, event, literary work, or work of art to enrich the reading experience by adding 

meaning), flashback (interruption of the chronological order to present something that 

occurred before the beginning of the story), figurative language (language that has 

meaning beyond the literal meaning), foreshadowing (important hints that an author 

drops to prepare the reader for what is to come and help the reader anticipate the 

outcome), irony (a technique that involves surprising, interesting, or amusing 

contradictions or contrasts), imagery (words or phrases that appeal to the reader’s 

senses), humour, suspense and symbol (person, place, or thing that represents 

something beyond itself).  

Regarding literary competence, in the particular GFL course, students will be mainly 

required to follow the plot, recognise certain themes, recognise the narrator’s 

particular point of view and produce a personal response to the text.  

The students participating in the GFL course of the study will be able to respond to 

the literariness of the text as they come from cultures with well-developed literary 

traditions with which they are more or less familiar and their native languages 

(Albanian, Dutch, English, Spanish and Ukrainian) have similar conventions to those 

in Greek for reading and interpreting literature. 

 

 

9. How much and what kind of background information will students need in order for 

the text to be intelligible? 

In general, the particular novel does not require much background information in 

order to be intelligible. In most cases, everything is explained and clarified through 

the story. However, there are some cases in which certain background information 

will be needed. For example, students will certainly need some historical background 

information about the Greeks of Asia Minor and their coming to Greece as refugees in 

1922.  

 

                                                           
4 Literary devices are ǲnarrative techniques that add texture, energy, and excitement to the narrative, grip the reader's imagination, and convey informationǳ ȋǲLiterary Devices: Definition & Examplesǳ, para.ʹ, ʹͲͳ͸Ȍ.  
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10. Does the text require much cultural background knowledge? Will the students be 

able to make the cultural assumptions necessary in order to make sense of the literary 

work? Does it contain clear or unclear cultural allusions? Does the target language 

culture reflected in the textΝcorrespondΝtoΝrealityΝorΝisΝitΝpartΝofΝtheΝwriter’sΝartisticΝ

distortion?  

Most cultural allusions found in the text are clear; however, in certain cases, the text 

does require some cultural background knowledge. For example, when Mrs Charoula 

refers to the lines of the poem ‘Romiosini’ (‘ȇωȝȚȠıȪȞη’) by Yiannis Ritsos, 

information about the poet, the meaning of the title and the content of the poem, 

which is of great importance to the Greek people, should be provided to students.  

Finally, the Greek culture reflected in the text does correspond to reality. As a matter 

of fact, the particular novel mirrors a part of the Greek society of today. 

 

11. Can the text be exploited for language learning purposes? What kinds of tasks and 

activities can be devised for the particular text? Are there resources available that 

would help with the exploitation of the text (e.g., a recording of a play or poem, a film 

of a novel, etc.)? 

The selected text can be exploited for language learning purposes as it contains high 

frequency vocabulary and grammar, and its content provides many opportunities for 

writing and speaking practice. Moreover, the fact that it also contains a number of 

excerpts, especially from Greek poetry, provides opportunities for the development of 

the students’ cultural competence. 

Pre-reading, while-reading and post-reading tasks and activities can be devised for the 

particular text, focusing mainly on the development of vocabulary, grammar, reading, 

writing, speaking and listening skills.  

The resources that would help with the exploitation of the text include a recording of 

the novel prepared by the teacher, recordings of the songs that are mentioned in the 

story, background information handouts, a number of articles and many pictures 

relevant to the content of the novel.  
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3.4. Course Plan: Coping with the Length of the Novel  

The length of a novel can often seem daunting, especially when it is to be used with 

non-native speakers in a FL classroom. Thus, it is important to choose a novel that 

can be comfortably integrated in the amount of time available per week. 

The GFL class of the study met once per week for three hours over a period of 

seventeen weeks. In order for the selected 145-page novel to be satisfactorily handled 

in the classroom time allocated, it was divided into manageable pedagogic units. In 

particular, the novel was divided into twelve chapters and every week students were 

assigned the reading of one chapter for homework. In this way, the load of vocabulary 

was satisfactorily dealt with and class time was spent on activities devised around that 

particular chapter. 

Thus, as Table 3.1 below shows, the seventeen-week GFL course was planned in the 

following way: 

Table 3.1 The GFL Course Plan 

Week Classwork 

1 Introductions. Discussion about the 

procedures, structure and content of the 

course. Answering any questions the students 

might have. An introduction to the novel. 

The title, the cover and the synopsis. First 

impressions. Discussion. 

2 Novel Chapter 1 

3 Novel Chapter 2 

4 Novel Chapter 3 

5 Novel Chapter 4 

6 Revision of Novel Chapters 1-4 

7 Novel Chapter 5 

8 Novel Chapter 6 

9 Novel Chapter 7 

10 Novel Chapter 8 

11 Revision of Novel Chapters 5-8 

12 Novel Chapter 9 

13 Novel Chapter 10 

14 Novel Chapter 11 

15 Novel Chapter 12 

16 Revision of Novel Chapters 9-12 

17 Oral Presentations on the themes of the novel 
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3.5 The ‘Novel-Textbook’: Components, Syllabus & Lesson Structure 

Components: 

As was stated in Chapter 1, the ‘novel-textbook’ of this study consists of:  a) an 

authentic text, the Greek unabridged novel ‘Η ΜȠȞαȟȚά ĲωȞ ΣυȞȩȡωȞ’ (‘The 

δoneliness of the Borders’) by Glykeria Grekou (2013), and b) a number of teacher-

prepared materials selected or devised by the teacher/researcher to accompany the 

novel. In particular, the following types of materials were employed: 

1. A recording of the novel (devised by the teacher). 

2. Grammar handouts containing theory and practice exercises (devised by the 

teacher). 

3. Exercises and Activities on grammar, vocabulary, reading, writing, speaking 

and listening (devised by the teacher). 

4. Revision exercises (devised by the teacher). 

5. On-line, newspaper and magazine articles related to the story and used as 

writing/speaking prompts.  

6. Handouts containing information about the Greek poets and writers mentioned 

in the story (devised by the teacher). 

7. Audios with the songs mentioned in the story. 

8. Pictures related to the story and used as speaking prompts. 

9. You Tube videos related to the content of the story. 

 

Syllabus: 

As discussed in Chapter 2, in the particular GFL course, the novel was mainly used as 

a focus for the development of language skills. However, since the reading of 

literature was primarily viewed as an experience, the course syllabus included both 

linguistic objectives and objectives which focused on the students’ experience with 

the text. 

In particular, in relation to the four language skills, the following B2 communicative 

can-do statements of the Common European Framework of Reference for Languages 

(CEFR), which provide teachers with orientation points, formed the basis for the 

preparation of the course exercises and activities: 
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Listening: I can understand extended speech and lectures and follow even 

complex lines of argument provided the topic is reasonably familiar. I can 

understand most TV news and current affairs programmes. I can understand the 

majority of films in standard dialect. 

Reading: I can read articles and reports concerned with contemporary problems 

in which the writers adopt particular attitudes or viewpoints. I can understand 

contemporary literary prose. 

Spoken interaction: I can interact with a degree of fluency and spontaneity that 

makes regular interaction with native speakers quite possible. I can take an 

active part in discussion in familiar contexts, accounting for and sustaining my 

views. 

Spoken production: I can present clear, detailed descriptions on a wide range 

of subjects related to my field of interest. I can explain a viewpoint on a topical 

issue giving the advantages and disadvantages of various options. 

Writing: I can write clear, detailed text on a wide range of subjects related to 

my interests. I can write an essay or report, passing on information or giving 

reasons in support of or against a particular point of view. I can write letters 

highlighting the personal significance of events and experiences. 

(Council of Europe, 2001, p.27) 

In selecting the specific grammatical forms and vocabulary to be taught in the GFL 

course of the study, the teacher/researcher examined the content of a number of 

upper-intermediate GFL textbooks and chose some of the most frequently taught 

items. However, most of the vocabulary included in the syllabus was selected in 

relation to the novel’s themes and content. Moreover, the syllabus also included 

objectives which focused on the students’ experience with the text. Tables 3.2, 3.3 

and 3.4 below outline the objectives of the course regarding grammar, vocabulary and 

the literary experience. 
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Table 3.2  Learning Objectives: Grammar 

GRAMMAR  

Revision of the Aorist – verbs ǹ, Ǻ1, Ǻ2, Γ1, irregular 

Revision of the Imperfect and its use with the Aorist – verbs ǹ, Ǻ1, Ǻ2, Γ1, 

irregular 

Verbs Γ2 – Present, Future, Aorist, Imperfect, Perfect, Pluperfect 

Verbs Γ3 and Γ4 – Present, Future, Aorist, Imperfect, Perfect, Pluperfect 

Singular and plural genitive of nouns – masculine in -ȠȢ, -αȢ, -ηȢ, feminine in -α,    

-η, neuter in -Ț, -Ƞ, -ȝα 

Feminine nouns in -η, plural in -İȚȢ 

Feminine and neuter nouns in -ȠȢ 

Personal pronouns – direct and indirect object 

Adjectives in -ωȞ, -Ƞυıα, -ȠȞ, -ȪȢ, -Țά, -Ȫ, -ηȢ, -ηȢ, -İȢ 

 

Table 3.3  Learning Objectives: Vocabulary 

VOCABULARY 

Being a refugee/immigrant (πȡȠıφυȖȚȐ, ȟİȞȚĲİȚȐ) 

Xenophobia, intercultural interaction, diversity and tolerance 

Personal feelings, opinions and experiences 

εemories from one’s home country  

εemories from one’s childhood 

Loneliness and isolation 

Degraded neighbourhoods 

Society 

Citizenship 

Old age and youth 

Family relationships 

Health 

Education 

House and home 

Hobbies and leisure 

Food and drink 

Work 

 

Table 3.4  δearningΝτbjectivesμΝStudents’ΝExperience with the Text 

STUDEσTS’ EXPERIEσωE WITώ TώE TEXT 

Allow the exploration of the text by the students and encourage them to develop 

their own responses to it. 

Encourage the reading of literature as a source of pleasure and a stimulus for 

personal development. 

Encourage the reading of literature as a means for the development of cultural 

competence and intercultural tolerance. 
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Lesson Structure: 

Each lesson was mainly structured in the following way: 

1. Homework check, focusing on vocabulary and reading comprehension. 

2. Discussion of plot, encouraging personal response. 

3. Focus on a particular grammar item through the text. 

4. Group and pair work practising the specific grammar item through speaking or 

writing. 

5. Activities encouraging the deployment of the fifth skill, thinking (McRae, 

1996), focusing on aesthetic reading and practising target grammar and/or 

vocabulary through speaking or writing. 

6.  Discussion of students’ questions and/or problems. 

7. Assignment of next week’s homework. 

8. Class dismissed. 

 

3.6 The ‘Novel-Textbook’ in the Classroom: Two Sample Lessons 

As was discussed in Chapter 2, in using the ‘novel-textbook’ in the GFL class of the 

study, an Integrated Approach to the teaching of literature was employed within the 

general framework of Communicative Language Teaching. Thus, the primary 

pedagogic goal of employing literature in the particular GFL course was the 

development of the students’ communicative competence. However, because of its 

distinct qualities, the literary text was not treated just like any text. The present 

approach attempted to integrate the focus on language with a focus on the students’ 

experience, combining elements from the Cultural Model, the Language Model and 

the Personal Growth Model (see Chapter 2, section 2.6). 

The two sample lessons presented below attempt to exemplify the way the ‘novel-

textbook’ was used in the GFL course of the study: 
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SAMPLE LESSON 1  

Classwork: Week 5 – Novel Chapter 4  

For week 5, students had been assigned the reading of the following pages from the 

novel for homework along with some exercises on reading comprehension and 

vocabulary in order to prepare the ground for classwork. 

Novel Chapter 4, pp.39-48 *

*Reprinted with permission of the author.
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A. Objectives: 

1) Check understanding of vocabulary and plot. 

2) Revise the Imperfect Tense. 

3) όocus on vocabulary related to someone’s memories ofμ i) how their 

neighbourhood/city/country used to be in the past, and ii) how their life used 

to be there. 

4) Encourage an aesthetic reading of the text and the students’ personal response 

to it. 

5) Say a few basic things about the poet Yiannis Ritsos and his poem 

‘Romiosini’.  
 

B. Activities: 

Activities 1 and 2 are based on the exercises that students had been assigned for 

homework (see below). 

Activity 1 

Objective: Check understanding of vocabulary 

Main skill: Vocabulary 

Focus: Guessing vocabulary from context 

Duration: 25 minutes 

This activity is based on homework exercises A and B which were the following: 

 

A. Below there are some parts from Chapter 4. Read Chapter 4 twice and then 

underline the unknown words in these parts. Try to guess the meaning of your 

underlined words from context. (Objective: Help students with difficult 

vocabulary) 

 

1. ΚȐșİΝȆαȡαıțİυȒΝπȡȦȓΝπİȡȚȝȑȞȦΝπȫȢΝțαȚΝπȫȢΝĲȘΝȇȩȗαέΝΗΝȇȩȗαΝțαĲȐȖİĲαȚ απȩΝĲȘȞΝ
ǹȜȕαȞȓαέΝȂȠυΝĲȘΝıȪıĲȘıİΝȘΝȞȪφȘΝȝȠυέ 
2. ȄυπȞȐȦΝȝİΝȑȞαΝıțȠπȩέ 
3. ΗΝȇȩȗαΝαȞȠȓȖİȚΝĲȘȞΝĲȘȜİȩȡαıȘ,ΝφȜυαȡİȓ,ΝȡȦĲȐİȚ,ΝțαșȫȢΝțȐȞİȚΝĲȚȢΝįȠυȜİȚȑȢέΝǹȞȠȓȖİȚΝ
ĲαΝπαȡȐșυȡα,ΝĲȚȞȐȗİȚ,ΝțȚȞİȓĲαȚΝıαȞΝıȕȠȪȡαέΝȃȦȡȓȢΝĲȠΝαπȩȖİυȝαΝȝİΝαπȠȤαȚȡİĲȐİȚΝ
ȕȚαıĲȚțȐέΝΆȜȜȠΝȞȠȚțȠțυȡȚȩΝπİȡȚȝȑȞİȚΝĲαΝπȡȠțȠȝȝȑȞαΝȤȑȡȚαΝĲȘȢέ 
4. ȉȠΝȐȜȜȠĲİΝαȖαπȘȝȑȞȠΝπαȚȤȞȓįȚ,Ν«ΚȜȑφĲİȢΝțȚΝαıĲυȞȩȝȠȚ»,ΝπȒȡİΝıȐȡțαΝțαȚΝȠıĲȐέ 
5. ȅȚΝıİȚȡȒȞİȢΝĲȘȢΝαıĲυȞȠȝȓαȢΝȘȤȠȪȞΝȑȟȦΝαπȩΝĲȠΝıπȓĲȚΝțȐșİΝĲȡİȚȢΝțαȚΝȜȓȖȠέΝȈȤİįȩȞΝțȐșİΝ
ȞȪȤĲαΝȟİıπȠȪȞΝİπİȚıȩįȚαέ 
6. ǻİΝȝαȢΝφĲαȓȞİΝİĲȠȪĲȠȚΝπȠυΝțȠυȕαȜȒșȘțαȞΝαπȩΝȩȜαΝĲαΝȝȑȡȘΝĲȘȢΝȖȘȢέέέΝΆȜȜȠȚΝİȓȞαȚΝȠȚΝ
φĲαȓȤĲİȢέ 
7. ǼĲȠȚȝȩȡȡȠπαΝțĲȓȡȚαέ 
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8. ǼțİȓΝĲαΝπαȚįȚȐΝĲȘȢΝȖİȚĲȠȞȚȐȢΝȑȕȡȚıțαȞΝĲȘΝȤαȡȐΝĲȠυȢΝĲȠΝțαȜȠțαȓȡȚέΝǲȞαΝȤαȡȠȪȝİȞȠΝ
ıȝȒȞȠȢ,ΝπȠυȜȚȐΝπȠυΝĲȚĲȓȕȚȗαȞέέέΝΆȞșȡȦπȠȚΝıĲαΝπαȖțȐțȚα,ΝıĲαΝπİȗȠȪȜȚα,ΝȑπȚȞαȞΝ
αȞαȥυțĲȚțȐ,ΝȝαıȠȪȜαȖαȞΝπαıαĲȑȝπȠ,ΝĲαΝπαȚįȚȐΝİțȜȚπαȡȠȪıαȞΝȖȚαΝȑȞαΝπαȖȦĲȩέΝȅȚΝ
ȐȞĲȡİȢΝȜȓȖȠΝπαȡαπȑȡα,ΝȑπαȚȗαȞΝĲȐȕȜȚΝıĲȠΝșȡυȜȚțȩΝțαφİȞİȓȠΝĲȠυΝǺυȗȠȪȡȘέ 
9. ȉȠΝ1λλίΝİȖțαșȓıĲαȞĲαȚΝȠȚΝπȡȫĲȠȚΝȝİĲαȞȐıĲİȢΝπȠυΝπαȜİȪȠυȞΝȖȚαΝĲȠȞΝİπȚȠȪıȚȠέ 
10. ȉȫȡαΝıυȖțȡȠȪȠȞĲαȚΝįȚȐφȠȡİȢΝφυȜȑȢΝȝİĲαȟȪΝĲȠυȢέΝȉȚȢΝπİȡȚııȩĲİȡİȢΝφȠȡȑȢΝαțυȡȫȞȦΝ
ĲȘȞΝȑȟȠįȩΝȝȠυέΝȂȩȞȠΝȖȚαΝĲαΝĲİȜİȓȦȢΝαπαȡαȓĲȘĲαΝșαΝȕȖȦέΝȆȠȪΝİȓȞαȚΝȠȚΝπαȜȚȑȢΝțαȜȑȢΝ
İπȠȤȑȢν 
11. ΚȐȞȦΝİțαĲȩΝȖȪȡȠυȢΝȖȚαΝȞαΝπαȡțȐȡȦέ 
12. ȅΝαįİȜφȩȢΝĲȘȢΝįİȞΝȑȤİȚΝȦȡȐȡȚȠέ 
13. ȉȘȢΝαȞĲαπȠįȓįİȚΝĲȠΝȤαȝȩȖİȜȠέΝȉȠΝȝİĲαȞȚȫȞİȚέΝȆαȡȚıĲȐȞİȚΝĲȘȞΝαįȚȐφȠȡȘέ 
14. ȉȠΝαȞșȠπȦȜİȓȠΝıĲȘΝȖȦȞȓαΝȑȤİȚΝȝαȡαȗȫıİȚέΝǼȓȞαȚΝȑĲȠȚȝȠΝȞαΝȕȐȜİȚΝȜȠυțȑĲȠέΝ 
15έΝȂȩȞȠΝȘΝǼȜȑȞȘ,ΝȘΝȖȚαĲȡȩȢΝĲȠυΝțαĲαυȜȚıȝȠȪ,ΝȝȠυΝȤαȝȠȖİȜȠȪıİ,ΝțȡαĲȫȞĲαȢΝĲȠΝȤȑȡȚΝ
ȝȠυΝȩĲαȞΝĲȡȓαΝȝİȡȩȞυȤĲαΝȥȘȞȩȝȠυȞΝıĲȠȞΝπυȡİĲȩΝπȐȞȦΝı'ΝȑȞαΝȡȐȞĲȗȠέΝǳĲαȞ Ș ȝȩȞȘ 

İȜπȓįα ȝȑıα ıĲȠ αįȚȑȟȠįȠ. 

 

B. Read the above parts again. Look up only the vocabulary which you feel is 

crucial for the understanding of these parts. (Objective: Help students with 

difficult vocabulary) 

 

The teacher chooses one student for every part of the text (homework exercise A). 

The student reads the particular part and explains its meaning either by paraphrasing 

in Greek or translating in English. If the answer is wrong, the rest of the students are 

asked to help their classmate by explaining the meaning to him/her.  

The teacher monitors the process and helps when necessary.  At the end, she asks 

students if they have any questions concerning the vocabulary of the Chapter. 

 

Activity 2 

Group work: Information gathering, opinion sharing 

Objective: Check understanding of plot, encourage personal response 

Main skill: Reading comprehension 

Focus: Interaction 

Duration: 40 minutes 

 

This activity is based on homework exercise C which was the following: 

 

C. Answer the following questions. You should justify your answers by referring 

to the text. (Objective: Help students to understand the plot, encourage personal 

response): 

1έΝΓȚαĲȓΝȘΝțυȡȓαΝΧαȡȠȪȜαΝπİȡȚȝȑȞİȚ ĲȚȢΝȆαȡαıțİυȑȢΝπȫȢΝțαȚΝπȫȢνΝȆȫȢΝȞȚȫșİȚΝțαȚΝĲȚΝ
țȐȞİȚΝĲαΝαπȠȖİȪȝαĲαΝĲȘȢΝȆαȡαıțİυȒȢνΝΓȚαĲȓν 
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βέΝǲȤİȚΝțαȚȡȩΝȞαΝįİȚΝĲȠȞΝȖȚȠΝĲȘȢΝțαȚΝĲαΝİȖȖȩȞȚαΝĲȘȢνΝΓȚαĲȓΝȠΝȖȚȠȢΝĲȘȢΝĲȒȢΝȜȑİȚΝ«ǻİȞΝİȓȞαȚΝ
ȖİȚĲȠȞȚȐΝȖȚαΝπαȚįȚȐ,ΝįİΝȕȜȑπİȚȢ,ΝįİȞΝαțȠȪȢΝĲȚΝȖȓȞİĲαȚΝțȐșİΝȝȑȡαν» 

γέΝȆȫȢΝȒĲαȞΝȘΝȖİȚĲȠȞȚȐΝĲȘȢΝĲȘȞΝįİțαİĲȓαΝĲȠυΝ'θίΝțαȚΝπȫȢΝαπȩΝĲȘȞΝįİțαİĲȓαΝĲȠυΝ'λίΝțαȚΝ
ȝİĲȐνΝ 
ζέΝȆȠȚȠȚΝȑȤȠυȞΝİȖțαĲαȜİȓȥİȚΝĲȘΝȖİȚĲȠȞȚȐνΝΓȚαĲȓνΝȆȠȚȠυȢΝȐφȘıαȞΝπȓıȦνΝΗΝțυȡȓαΝ
ΧαȡȠȪȜαΝıțȑφĲİĲαȚΝȞαΝφȪȖİȚΝαπȩΝĲȘΝȖİȚĲȠȞȚȐνΝΓȚαĲȓνΝ 
ηέΝȉȚΝȖȓȞİĲαȚΝȩĲαȞΝĲȠΝȕȜȑȝȝαΝĲȘȢΝΧαȝȚȞĲȐȚȞαΝıυȞαȞĲȐİȚΝĲȠΝȕȜȑȝȝαΝĲȘȢΝțυȡȓαȢΝΧαȡȠȪȜαȢνΝ
ȆȫȢΝȞȚȫșȠυȞΝȖȚ' αυĲȩνΝȉȚΝıȘȝαȓȞİȚΝ 'ΗΝıțȑȥȘΝĲȘȢ,ΝțαȚȡȩΝĲȫȡα,ΝıĲȐıȚȝȘέΝΚαĲαțȐșȚΝĲȠυΝ
țαφȑ,ΝπȠυΝțαȞȑȞαȢΝįİȞΝαȞȐįİυİέΝΚȚΝİțİȓȞȘȢΝįİȞΝĲȘȢΝȐȡİıİΝĲȠΝȞİȡȠȗȠȪȝȚΝπȠυΝȑπȚȞİΞΝέέέΝ
ǲȞαΝȤαȝȩȖİȜȠ,ΝȑȞαΝȕȩĲıαȜȠΝıĲαΝȜȚȝȞȐȗȠȞĲαΝȞİȡȐΝĲȘȢΝȗȦȒȢΝĲȘȢ,ΝıȒțȦıİΝȑȞαΝİȜαφȡȪ,Ν
țαȜȠįİȤȠȪȝİȞȠΝțυȝαĲȐțȚ'ν 
θέΝȆȠȚαΝİȓȞαȚΝȘΝǼȜȑȞȘνΝΓȚαĲȓΝȘΝΧαȝȚȞĲȐȚȞαΝȜȑİȚΝȩĲȚΝįİȞΝșαΝĲȘȞΝȟİȤȐıİȚΝπȠĲȑν 
 

In turns, students ask one another the above questions. When a student answers, then 

the rest of the students add anything they consider important and/or ask their 

classmate clarification questions, if necessary. Students should justify their answers 

by referring to the tex.  

The teacher monitors the process and helps when necessary. 

 

Students have a 15-minute break 

 

Activity 3  

Group work: Opinion sharing, information gathering  

Objective: Revision of the Imperfect Tense (ȆαȡαĲαĲȚțȩȢ) use to talk about past 

conditions that no longer exist, and past actions that no longer happen 

Main skill: Grammar 

Focus: Interaction 

Duration: 35 minutes 

 

The teacher, using the overhead projector, shows students the following pictures: 
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 First, the students discuss where exactly in the text they could put these pictures if 

they wanted to illustrate Chapter 4 and why. 

Then, they read the part of the text where they all agree that these two pictures could 

be put (p.41): 

Finally, students, in turn, ask one 

another to describe how their 

neighbourhood /city/country used to be 

in the past and how it is now, and what 

they used/didn’t use to do in the past 

and cannot/can do there now. The 

teacher writes some useful vocabulary 

on the board, monitors the process and 

helps when necessary.  

While the students are talking, the teacher notes the Imperfect verbs they are using on 

the board. When the task finishes, she asks students to put the verbs on the board in 

categories depending on the way they form the Imperfect. She helps them when 

necessary and summarises their answers by drawing tables on the board. 

 

Activity 4 

Group work: Opinion sharing 

Objective: The deployment of the fifth skill, thinking (McRae, 1996), personal 

response 

Main skill: Integration of skills 

Focus: Aesthetic reading 

Duration: 30 minutes 

 

The teacher asks students to read the following parts from Chapter 4, p.44 and 48:  
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First, she asks students to discuss i) what they think the poet’s lines on p.44 mean, and 

ii) why they think Mrs Charoula chose to write down the particular lines. 

Then, she asks them to discuss i) who they think might have written the poem lines on 

p.48, ii) what they think these lines mean, and ii) why the writer of the novel chose to 

put the particular lines there. 

Students discuss with one another and with the teacher, who also monitors the process 

and helps when necessary. 

 

Activity 5 

Group work: Opinion sharing 

Objective: The deployment of the fifth skill, thinking (McRae, 1996), personal 

response 

Main skill: Integration of skills 

Focus: Inferring 

Duration: 20 minutes 

 

The teacher asks students to read the following part from Chapter 4, p.45: 

 

Then, she asks them to discuss: i) how often 

Mrs Charoula met her poet neighbour, and ii) 

what we could infer about his personality. 

Students discuss with one another and with the 

teacher, who also monitors the process and 

helps when necessary. 
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At the end of this activity, the teacher distributes the following handout in order for 

students to get some general information about the poet Yiannis Ritsos and his poem 

‘Romiosini’, and to see where the lines they read on p.44 and 48 come from: 

 

 



CHAPTER 3 The ‘σovel-Textbook’μ όrom Theory to Practice 

 

110 | P a g e  

 

 

Students read the information on the first page of the handout and the teacher helps 

with difficult vocabulary. Then, she explains in simple words the meaning of the term 

‘ȇωȝȚȠıȪȞη’, the content of the poem and its importance to the Greek people.  



CHAPTER 3 The ‘σovel-Textbook’μ όrom Theory to Practice 

 

111 | P a g e  

 

In the last minutes of the lesson the teacher answers any questions the students might 

have. Then she assigns next week’s homework which is the revision of the ‘novel-

textbook’ Chapters 1-4. In particular, she gives students the following exercises to 

prepare at home: 
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The class is dismissed. 
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SAMPLE LESSON 2 

Classwork: Week 10 – Novel Chapter 8 

For week 10, students had been assigned the reading of the following pages from the 

novel for homework along with some exercises on reading comprehension and 

vocabulary in order to prepare the ground for classwork. 

 
Novel Chapter 8, pp.89-100 *

*Reprinted with permission of the author.
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A. Objectives: 

i) Check understanding of vocabulary and plot. 

ii) Revise the Aorist Tense. 

iii) όocus on vocabulary related to a refugee’s journey from his/her home country to a 
foreign land. 

iv) Encourage an aesthetic reading of the text and the students’ personal response to 

it. 

v) Say a few basic things about the poet Nikos Kavvadias and the content of its 

poetry.  

 

B. Activities: 

Activities 1 and 2 are based on the exercises that students had been assigned for 

homework (see below). 

Activity 1 

Objective: Check understanding of vocabulary 

Main skill: Vocabulary 

Focus: Guessing vocabulary from context 

Duration: 25 minutes 

 

This activity is based on homework exercises A and B which were the following: 

 

A. Read Chapter 8 once to get the main idea. Then, try to guess the meaning of 

the following highlighted words/phrases/expressions from context (Objective: 

Help students with difficult vocabulary). 

1έΝέέέΝįİȞΝπȡȩıİȟİΝțαȞΝĲα țȠυȡȑȜȚα πȠυΝφȠȡȠȪıαέ 
ǹέΝțαȚȞȠȪȡȖȚαΝȡȠȪȤαΝΝΝǺέΝȜİȡȦȝȑȞαΝȡȠȪȤαΝΝΝΓέΝπαȜȚȐ,ΝıȤȚıȝȑȞαΝȡȠȪȤα 

 

2. ΏȡİȢ ȫȡİȢ įİȞΝαȞαȖȞȦȡȓȗȦΝĲȠΝȕȜȑȝȝαΝĲȠυΞΝΌĲαȞΝİπȚıĲȡȑφİȚΝȐπȡαȖȠȢ,ΝȖȚαĲȓΝįİΝ
ȕȡȒțİΝȑȞα ȝİȡȠțȐȝαĲȠ,ΝέέέΝȩĲαȞΝȖυȡȓȗİȚΝαπȜȒȡȦĲȠȢ,ΝȖȚαĲȓΝțȐπȠȚȠȢΝĲȠȞΝȟİȖȑȜαıİ,ΝĲȠΝ
ȕȜȑȝȝαΝĲȠυΝİȓȞαȚΝıțȠĲİȚȞȚαıȝȑȞȠέ 
AέΝΚȐπȠȚİȢΝφȠȡȑȢΝΝΝǺέΝȆȠĲȑΝΝΝΓέΝΌȜİȢΝĲȚȢΝȫȡİȢ 

ǹέΝțαĲȐφİȡİΝȞαΝțȐȞİȚΝțȐĲȚΝΝΝǺέΝįİȞΝțαĲȐφİȡİΝȞαΝțȐȞİȚΝĲȓπȠĲαΝΝΝΓέΝȜυπȘȝȑȞȠȢ 

ǹέΝįȠυȜİȚȐΝțαȚΝαȝȠȚȕȒΝȖȚαΝĲȘȞΝıυȖțİțȡȚȝȑȞȘΝȝȑȡαΝΝΝǺέΝİυțαȚȡȓαΝΝΝΓέΝȝȩȞȚȝȘΝįȠυȜİȚȐ 

ǹέΝĲȠȞΝȑțαȞİΝȞαΝȖİȜȐıİȚΝΝΝǺέΝĲȠȞΝțȠȡȩȚįİȥİ,ΝĲȠυΝİȓπİΝȥȑȝαĲαΝΝΝΓέΝĲȠυΝȝȓȜȘıİΝȐıȤȘȝα 

 

γέΝέέέΝıĲȘΝȤȦȝȐĲȚȞȘΝαȜȐȞα ȩπȠυΝȑπαȚȗαȞΝπȠįȩıφαȚȡȠΝĲαΝαȖȩȡȚαΝĲȠυΝȤȦȡȚȠȪΝȝȠυΝέέέ 
AέΝİȜİȪșİȡȠȢ,ΝαȞȠȚȤĲȩȢΝȤȫȡȠȢΝıİΝțαĲȠȚțȘȝȑȞȘΝπİȡȚȠȤȒΝΝΝǺέΝπȜαĲİȓαΝΝΝΓέΝȖȒπİįȠ 

 

ζέΝǲȞαΝȕȡȐįυΝέέέΝȘΝφȦȞȒΝĲȠυΝαțȠȪıĲȘțİΝĲİȜİıȓįȚțȘ. 

ǹέΝαυıĲȘȡȒΝΝΝǺέΝαπȠφαıȚıȝȑȞȘΝΝΝΓέΝφȠȕȚıȝȑȞȘ 
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ηέΝȃαıȓȝ,ΝĲαΝȝȐĲȚαΝıȠυΝıĲαΝȜİφĲȐΝțαȚΝıĲȘȞΝαįİȜφȒΝıȠυέΝȄȑȡİȚȢΝȝİΝπȩıȠΝțȩπȠ ĲαΝ
ȝȐȗİȥαέΝǹȞΝĲαΝȤȐıİȚȢ,ΝȤαșȒțαĲİΞ 
ǹέΝȝİȖȐȜȘΝπȡȠıπȐșİȚαΝțαȚΝțȠȪȡαıȘΝΝΝǺέΝπȩȞȠΝΝΝΓέΝİυțȠȜȓα 

 

θέΝǻİȞΝȒĲαȞΝțȐĲȚΝαȞαπȐȞĲİȤȠ,ΝȝȒȞİȢΝĲȠΝıυȗȘĲȠȪıαȞΝȠȚΝȐȞĲȡİȢΝĲȘȢΝȠȚțȠȖȑȞİȚȐȢΝȝȠυέ 
ǹέΝțȐĲȚΝπȠυΝĲȠΝπİȡȚȝȑȞİȚȢΝΝΝǺέΝțȐĲȚΝπȠυΝįİȞΝĲȠΝπİȡȚȝȑȞİȚȢΝΝΝΓέΝıπȠυįαȓȠ 

 

ιέΝȅΝǹȜȓ,ΝαȖȠυȡȠȟυπȞȘȝȑȞȠȢ,ΝȝİΝȟİπȡȠȕȩįȚıİ ȤαȡȓȗȠȞĲȐȢΝȝȠυΝȑȞαΝıĲȚȜȩέ 
ǹέΝȜȓȖȠΝπȡȚȞΝȟυπȞȒıİȚΝΝΝǺέΝįİȞΝȒșİȜİΝȞαΝȟυπȞȒıİȚΝΝΝΓέΝȝȩȜȚȢΝİȓȤİΝȟυπȞȒıİȚ 
ǹέΝȝİΝıυȞȩįİυıİΝȖȚαΝȜȓȖȠΝȝȑȤȡȚΝȞαΝφȪȖȦΝΝΝǺέΝȝİΝȤαȚȡȑĲȘıİΝΝΝΓέΝȝİΝȑįȚȦȟİ 

 

κέΝΚαĲȑȕαȚȞαȞΝȠȚΝȐȞĲȡİȢΝțαȚΝȝİ ĲȘȞ ȥυȤȒ ıĲȠ ıĲȩȝα țαșȐȡȚȗαȞΝĲȠΝįȡȩȝȠέέέ ȝȚȜȠȪıαȞΝ
πȠȪ țαȚ πȠȪ,ΝİȝİȓȢΝȠȚΝȖυȞαȓțİȢΝȩȝȦȢΝİȓȤαȝİΝȤȐıİȚΝĲȠΝțȠυȡȐȖȚȠΝȝαȢέΝȂȠȞȐȤαΝĲȠΝȝȦȡȩΝ
ȑțȜαȚȖİ,ΝαȜȜȐΝțαȚΝȖİȜȠȪıİΝıĲȘȞΝαȖțαȜȚȐΝĲȘȢΝȝȐȞαȢΝĲȠυέΝȉȩĲİΝȤαȝȠȖİȜȠȪıαȝİΝțȚΝİȝİȓȢΝȝİΝ
Ĳα țαȝȫȝαĲȐ ĲȠυέέέΝ 
ǹέΝȕȚαıĲȚțȐΝΝΝǺέΝφȠȕȚıȝȑȞαΝΝΝΓέΝȝİΝȝİȖȐȜȠΝȐȖȤȠȢΝȖȚαΝȞαΝπȡȠȜȐȕȦΝțȐĲȚ 
ǹέΝıυȞȑȤİȚαΝΝΝǺέΝțȐπȠȚİȢΝφȠȡȑȢΝΝΝΓέΝȤαȝȘȜȩφȦȞα 

ǹέΝαυĲȐΝπȠυΝțȐȞİȚΝțȐπȠȚȠȢΝȖȚαΝȞαΝĲȡαȕȒȟİȚΝĲȘȞΝπȡȠıȠȤȒΝțαȚΝĲȠΝİȞįȚαφȑȡȠȞΝΝΝǺέΝĲαΝ
țȜȐȝαĲαΝ ΓέΝĲαΝȖȑȜȚα 

 

λέΝǳĲαȞΝȠ ȝİıȐȗȠȞĲαȢ,ΝαυĲȩȢΝπȠυΝĲȠΝİπȩȝİȞȠΝπȡȦȚȞȩΝșαΝȝαȢΝȑφİȡȞİΝıİΝİπαφȒΝȝİΝĲȠȞΝ
ȟİȞȠįȩȤȠέέέΝȅΝȟİȞȠįȩȤȠȢΝέέέΝșαΝȝαȢΝȕȠȘșȠȪıİ,Νȝİ ĲȠ αȗȘȝȓȦĲȠ φυıȚțȐ,ΝȖȚαΝȞαΝ
πİȡȐıȠυȝİΝıĲȠΝǿȡȐȞέ 
ǹέΝαυĲȩȢΝπȠυΝȕȠȘșȐİȚΝĲȘȞΝİπȚțȠȚȞȦȞȓαΝȝİĲαȟȪΝįȪȠΝπȜİυȡȫȞΝΝΝǺέ αυĲȩȢΝπȠυΝȞȠȚțȚȐȗİȚΝ
įȦȝȐĲȚαΝΝΝΓέΝαυĲȩȢΝπȠυΝȝİĲαφȡȐȗİȚΝαπȩΝȝȓαΝȖȜȫııαΝıİΝȝȓαΝȐȜȜȘ 

ǹέΝȤȦȡȓȢΝțȐπȠȚȠΝαȞĲȐȜȜαȖȝαΝΝΝǺέΝȝİΝțȐπȠȚȠΝαȞĲȐȜȜαȖȝαΝΝΝΓέΝȤȦȡȓȢΝȞαΝȖȓȞİȚΝȗȘȝȚȐ 

 

10. ΔȚαȞυțĲİȡİȪıαȝİ ıİΝȑȞαΝȤȦȡȚȠυįȐțȚ,ΝțȠȞĲȐΝıĲȘȞΝπȩȜȘΝǺαȞέέέ 
ǹέΝǻİȞΝțȠȚȝȘșȒțαȝİΝȩȜȘΝȞȪȤĲαΝΝΝǺέΝΌĲαȞΝφĲȐıαȝİΝȒĲαȞΝȞȪȤĲαΝΝΝΓέΝȆİȡȐıαȝİΝĲȘΝȞȪȤĲα 

 

11έΝȅȚΝȐȞĲȡİȢΝțȦπȘȜαĲȠȪıαȞ ȑȤȠȞĲαȢΝπȡȠȠȡȚıȝȩΝĲαΝφȫĲαΝαπȑȞαȞĲȚέ 
ǹέΝȑțαȞαȞΝțȠυπȓΝΝΝǺέΝȠįȘȖȠȪıαȞΝΝΝΓέΝΝțȡαĲȠȪıαȞΝĲȠΝĲȚȝȩȞȚΝ 
 

1βέΝȆȡȚȞΝαπȩΝȜȓȖİȢΝȝȑȡİȢΝțȐπȠȚȠȚΝπȡȩıφυȖİȢΝπȞȓȖȘțαȞΝıĲαΝȞİȡȐΝĲȠυΝǹȚȖαȓȠυέΝ«ȉȠυȢΝ
ȑπȞȚȟαȞΝȖȚαΝȞαΝıȦșȠȪȞΝȠȚ įȠυȜȑȝπȠȡȠȚ»,ΝİȓπİΝȝİȢ ıĲα αȞαφȚȜȘĲȐ ȑȞαȢΝȆαțȚıĲαȞȩȢΝ
πȠυΝİȓȤİΝȗȒıİȚΝȩȜȘΝĲȘȞΝĲȡαȖȦįȓαέ 
ǹέΝαυĲȠȓΝπȠυΝȝİĲαφȑȡȠυȞΝπαȡȐȞȠȝαΝȠȚțȠȞȠȝȚțȠȪȢΝȝİĲαȞȐıĲİȢΝıİΝȐȜȜİȢΝȤȫȡİȢΝΝΝ 
ǺέΝαυĲȠȓΝπȠυΝȝİĲαφȑȡȠυȞΝπαȡȐȞȠȝαΝπȡȠȧȩȞĲαΝΝΝΓέΝαυĲȠȓΝπȠυΝțȐȞȠυȞΝİȝπȩȡȚȠ 

ǹέΝțȜαȓȖȠȞĲαȢΝΝΝǺέΝφȦȞȐȗȠȞĲαȢΝΝΝΓέΝȝȘΝȝπȠȡȫȞĲαȢΝȞα αȞαπȞİȪıİȚΝțαȞȠȞȚțȐΝαπȩΝĲȠΝπȠȜȪΝ
țȜȐȝα 

 

1γέΝȅΝȃαıȓȝΝȜȑİȚΝπȦȢΝȥȘȞȩȝȠυȞ ȝȑȡİȢ ıĲȠȞ πυȡİĲȩ, țȩȞĲİȥα Ȟα πİșȐȞȦ... 

ǹέΝĲȠΝıȫȝαΝȝȠυΝİȓȤİΝπȠȜȪΝυȥȘȜȒΝșİȡȝȠțȡαıȓαΝΝΝǺέΝȗİıĲαȚȞȩȝȠυȞΝπȐȡαΝπȠȜȪΝΝΝΓέΝȒȝȠυȞΝ
ȐȡȡȦıĲȘ 
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ǹέΝȞȩȝȚȗαΝȩĲȚΝșαΝπİșȐȞȦΝΝΝǺέΝφȠȕȒșȘțαΝȩĲȚΝșαΝπİșȐȞȦΝΝΝΓέ ȑφĲαıαΝπȠȜȪΝțȠȞĲȐΝıĲȠȞΝ
șȐȞαĲȠ 

 

B. Read Chapter 8 a second time and note only the vocabulary which you feel is 

crucial for the basic understanding of the story. Look the words up in a 

dictionary (Objective: Help students with difficult vocabulary). 

 

 

The teacher chooses one student for every question of homework exercise A. The 

student should justify the chosen meaning of the word by referring to text clues. If the 

answer is wrong, the rest of the students are asked to help their classmate by 

explaining the meaning to him/her.  

The teacher monitors the process and helps when necessary. Finally, the teacher asks 

students if they have any questions concerning the vocabulary of the Chapter. 

 

Activity 2 

Group work: Information gathering, opinion sharing 

Objective: Check understanding of plot, encourage personal response 

Main skill: Reading comprehension 

Focus: Interaction 

Duration: 35 minutes 

This activity is based on homework exercise C which was the following: 

 

C. Answer the following questions. You should justify your answers by referring 

to the text (Objective: Help students to understand the plot, encourage personal 

response). 

1έΝȆȫȢΝȞȚȫșİȚΝȘΝΧαȝȚȞĲȐȚȞαΝȝİĲȐΝĲȘΝȖȞȦȡȚȝȓαΝĲȘȢΝȝİΝĲȘȞΝțυȡȓαΝΧαȡȠȪȜανΝȆȫȢΝȒĲαȞΝ
αυĲȒΝȘΝİȝπİȚȡȓαΝȖȚαΝĲȘΝΧαȝȚȞĲȐȚȞανΝΓȚαĲȓν 

2. ȉȚΝțȐȞİȚΝȠΝπȩȜİȝȠȢΝıĲȠυȢΝαȞșȡȫπȠυȢν 

γέΝȆȩĲİ,ΝȖȚαĲȓΝțαȚΝαπȩΝπȠȚȠȞΝαπȠφαıȓıĲȘțİΝȞαΝφȪȖȠυȞΝαπȩΝĲȠΝȤȦȡȚȩΝĲȠυȢΝȘΝΧαȝȚȞĲȐȚȞαΝ
țαȚΝȠΝȃαıȓȝνΝǳĲαȞΝțȐĲȚΝαȞαπȐȞĲİȤȠνΝȆȫȢΝȑȞȚȦșαȞΝπȠυΝĲȠΝȩȞİȚȡȠΝĲȘȢΝφυȖȒȢΝȟİțȚȞȠȪıİνΝ
ȆȫȢΝȒĲαȞΝĲȠΝĲİȜİυĲαȓȠΝȕȡȐįυΝıĲȘȞΝπαĲȡȓįαΝȖȚαΝĲȘΝΧαȝȚȞĲȐȚȞαΝțαȚΝĲȘΝȝȘĲȑȡαΝĲȘȢν 

ζέΝȆȠȚİȢΝİȚțȩȞİȢΝαπȩΝĲȠΝĲαȟȓįȚΝİȓȞαȚΝȠȜȠȗȫȞĲαȞİȢΝαțȩȝαΝıĲȠΝȝυαȜȩΝĲȘȢν 

ηέΝǻȚȘȖȘșİȓĲİΝπİȡȚȜȘπĲȚțȐΝĲȠΝĲαȟȓįȚΝĲȠυΝȃαıȓȝΝțαȚΝĲȘȢΝΧαȝȚȞĲȐȚȞαΝαπȩΝĲȠΝΓțαȗȞȓΝȝȑȤȡȚΝ
ĲȠȞΝțαĲαυȜȚıȝȩΝıĲȘȞΝȆȐĲȡαέΝ(įȚȘȖȠȪȝαȚ: to narrate, πİȡȚȜȘπĲȚțȐ: in a few words) 

In turns, students ask one another the above questions. When a student answers, then 

the rest of the students add anything they consider important and/or ask their 
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classmate clarification questions, if necessary. Students should justify their answers 

by referring to the tex.  

The teacher monitors the process and helps when necessary. 

 

Activity 3  

Group work: Information gathering 

Objective: Revision of the Aorist Tense 

Main skill: Grammar 

Focus: Interaction 

Duration: 25 minutes 

 

The teacher divides the class into three groups of four. The students of each group ask 

one another questions about ώamidaina’s journey from Afghanistan to Greece, using 

the Aorist. The teacher monitors the process and helps when necessary. 

 

Students have a 15-minute break 

 

Activity 4 

Group work: Role play 

Objective: Revision of the Aorist Tense 

Main skill: Grammar 

Focus: Interaction 

Duration: 30 minutes 

 

One student is assigned the role of Hamidaina and another the role of Nasheem, 

ώamidaina’s brother. The rest of the class are assigned the roles of journalists and 

interview ‘ώamidaina’ and ‘σasheem’ about their journey from Afghanistan to 

Greece. Students have their books in front of them in case they need to have a look. 

The teacher monitors the process and helps when necessary. 

 

While the students are talking, the teacher notes the simple past verbs they are using 

on the board. When the task finishes, she asks students to put the verbs on the board 

in categories depending on the way they form the Aorist. She helps them when 

necessary and summarises their answers by drawing tables on the board. 
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Activity 5 

Objective: The deployment of the fifth skill, thinking (McRae, 1996) 

Main skill: Integration of skills 

Focus: Aesthetic reading 

Duration: 20 minutes 

 

The teacher asks students to open their books on page 91 of Chapter 8. On top of that 

page there is an excerpt of a poem by Nikos Kavvadias: 

One of the students reads the two lines 

and the teacher asks the class to tell her 

a word that comes to their mind after 

reading these lines.  

Then the teacher helps students with 

the meaning of difficult words and asks 

them to describe a picture that comes to 

their mind after reading these lines.  

The teacher helps them with the 

meaning of the poem’s title, «ȅ ȜȪχȞȠȢ 

ĲȠυ ǹȜȜαįίȞȠυ» (‘The lamp of 

Aladdin’), and asks them how they 

think the title relates to the meaning of the excerpt. 

Throughout this activity the students ask for the teacher’s help whenever they do not 

understand something or do not know how to say a particular word in Greek. 
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At the end of this activity, the teacher says a few things about the poet, Nikos 

Kavvadias, and distributes the following handout in order for students to get some 

general information about the person who wrote the particular poem: 

 

Students go through the text about his life and poetry and the teacher explains only 

the vocabulary which is necessary for the basic understanding of the text.  

2 
1 
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The second page contains the complete poem and shows students where the lines they 

read in Chapter 8 come from: 

 

However, because this is a very difficult poem and its reading at this stage would 

confuse students, the teacher says a few basic things about its content and then gives 

students the following handout containing an English translation of the poem: 

 

2 
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She tells them 

that when they 

have some time at 

home, they can 

read the English 

text first and then 

read the poem in 

Greek, paying 

attention to the 

imagery created 

by Kavvadias’s 

choice of words. 

Moreover, she 

gives students a You Tube link (https://www.youtube.com/watch?v=C2g91VHpwEI) 

where they can listen to the poem set to music by the Greek composer Thanos 

Mikroutsikos with the objective of stimulating their imagination. This will, in turn, 

help them to better understand the meaning of the words and their associations. 

Activity 6 

Group work: Opinion sharing 

Objective: The deployment of the fifth skill, thinking (McRae, 1996), personal 

response 

Main skill: Integration of skills 

Focus: Interaction 

Duration: 10 minutes 

 

The teacher asks students to discuss how the excerpt of the poem relates to the story 

of Hamidaina. Students discuss with one another and the teacher, who also monitors 

the process and helps when necessary. 

 

Activity 7 

Objective: The deployment of the fifth skill, thinking (McRae, 1996), personal 

response 

Main skill: Integration of skills 

Focus: Aesthetic reading 

Duration: 15 minutes 

https://www.youtube.com/watch?v=C2g91VHpwEI
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The teacher gives students five minutes to read pages 91-93 which describe 

ώamidaina and σasheem’s last day in their village. Then she asks them to describe 

how they would feel if they were in such a position.  

The teacher writes some useful vocabulary on the board, monitors the process and 

helps when necessary. 

 

In the last minutes of the lesson the teacher answers any questions the students might 

have. Then she assigns next week’s homework which is the revision of the ‘novel-

textbook’ Chapters 5-8. In particular, she gives students the following exercises to 

prepare at home: 
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The class is dismissed. 
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3.7 The Novel as GFL Textbook: An Overview 

As the two sample lessons above illustrated, the ‘novel-textbook’ was employed as 

the main teaching material in the adult upper-intermediate/B2 GFL course of the 

study. This means that it was used as an alternative to the traditional GFL textbook in 

order to help students develop their language skills in Greek. 

To this end, the Greek novel ‘Η ΜȠȞαȟȚά ĲωȞ ΣυȞȩȡωȞ’ by Glykeria Grekou was 

selected to form the central focus of instruction. The particular novel was chosen as it 

met a number of selection criteria (see section 3.3) which rendered it appropriate for 

the course.  

However, in order for the benefits of the selected novel to be exploited for language 

teaching/learning purposes, a number of accompanying materials were prepared by 

the teacher (see section 3.5). Thus, the selected novel together with its accompanying 

teacher-prepared materials formed the ‘novel-textbook’ which was used as the 

alternative textbook package of the particular GFL course. The type and content of 

these materials were determined by the learning objectives of the course (see section 

3.5). 

Although the primary pedagogic goal of employing a novel in the GFL classroom was 

the teaching of language, not literature, the literary text was not treated just like any 

text. As in this study the reading of literature was primarily viewed as an experience, 

the course syllabus included both language learning objectives and objectives which 

focused on the students’ experience with the text.  

In this context, an Integrated Approach to the teaching of literature in the FL 

classroom was employed within the general framework of Communicative Language 

Teaching (see Chapter 2, section 2.6). In particular, the objective of the specific 

approach was mainly to use the selected novel as a focus for the development of 

language skills, but also to: i) allow the exploration of the text by the students and 

encourage them to develop their own responses to it, b) encourage the reading of 

literature as a source of pleasure and a stimulus for personal development, and                 

c) encourage the reading of literature as a means for the development of cultural 

competence and intercultural tolerance. This Integrated Approach, having a holistic 

orientation, considered the combination of the above elements essential for the 

development of students’ communicative competence. 
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Thus, the particular GFL course aimed at developing the students’ communicative 

competence in the Greek language by integrating the focus on language with a focus 

on the students’ experience with the literary text, ‘Η ΜȠȞαȟȚά ĲωȞ ΣυȞȠȡȫȞ’.  To 

illustrate this approach, let us consider the types of activities employed in the two 

sample lessons presented in section 3.6. 

Types of activities employed in Sample Lessons 1 & 2: 

TYPE 1 

Objective: Check understanding of vocabulary 

Main skill: Vocabulary 

TYPE 2 

Group work: Information gathering/Opinion sharing 

Objective: Check understanding of plot, encourage personal response 

Main skill: Reading comprehension 

TYPE 3 

Group work/Pair work: Opinion sharing/Information gathering/Role Play 

Objective: The teaching or revision of a specific grammar item 

Main skill: Grammar 

TYPE 4 

Group work/Pair work: Opinion sharing/Information gathering 

Objective: The deployment of the fifth skill, thinking (McRae, 1996), personal 

response 

Main skill: Integration of skills 

 

Activity types 1 and 3 put the emphasis on explaining and/or practising specific 

vocabulary and grammar items found in the text. Thus, the focus is primarily placed 

on language. On the other hand, types 2 and 4 (type 4 was often accompanied by 

audio-visual materials such as songs and/or pictures) place the main focus on 

students’ experience with the text as they encourage the expression of their personal 

response to it and the deployment of the fifth skill, thinking (McRae, 1996). 

Moreover, most of the activities, drawing on CLT, focused on meaningful 

communication, mainly through group and pair work, and on the “dialogic negotiation 

of meaning”5 (Kramsch, 1993, p.131) which provided learners with many 

opportunities for communicative interaction. 

Thus, in the context of the present study, the ‘novel-textbook’ was an alternative 

‘instructional artefact’ (Ellis, 2012) whose development was mainly based on 

                                                           
5 See Chapter 2, section ʹ.͵.ͳ, ǮCommunicative Language Teaching & Communicative Competenceǯ. 
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εcRae’s view that “[t]the language/literature interface is probably the richest vein 

of learningΝpotentialΝforΝlearnersΝatΝallΝlevelsΝofΝlanguage…” (1996, p.23). 

 

3.8 Chapter Summary 

This chapter presented the selected ύreek novel, ‘Η ΜȠȞαȟȚά ĲωȞ ΣυȞȩȡωȞ’ by 

Glykeria Grekou, and discussed the steps involved in employing the ‘novel-textbook’ 

as the main teaching material in the GFL course of the study.  

In particular, the criteria according to which the novel was selected were discussed. 

Then, the course plan was presented followed by the components of the ‘novel-

textbook’, the syllabus of the course and the structure of the lessons. In order to 

illustrate the use of the ‘novel-textbook’ in the ύόδ classroom, two sample lessons 

were presented, and finally, the chapter concluded with an overview of the novel as an 

alternative to the traditional GFL textbook. 



  

136 | P a g e  

 

CHAPTER 4 

Research Methodology 
 

 

4.1 Introduction 

In this chapter the research methodology of the study is presented and discussed. In 

particular, the chapter begins with a discussion about the field of Language Teaching 

Research within which the present study was conducted and continues with the research 

questions and the objective of the study. Following that, an analysis of the research 

design employed is presented including a discussion about: a) the theoretical framework, 

b) the research approach, c) the study design, d) the data collection and analysis methods, 

e) the rationale for selecting the particular research design, f) the research site and 

participants, and g) the research procedures. Lastly, some ethical considerations are 

addressed. 

 

4.2 Language Teaching Research 

Over the years there has been an enormous amount of research that has investigated 

various aspects of language teaching. Within the field of Applied Linguistics, Language 

Teaching Research refers to research centred on the FL/SL classroom and focuses on the 

inputs to the classroom (e.g., the teaching materials, the syllabus, etc.) (Allwright, 1983). 

In contrast to language learning research, language teaching research entails the 

systematic study of some instructional artefact (e.g., teaching materials, tasks) or some 

instructional procedure (e.g., small group work) and the documentation of what happens 

when the specific artefact or procedure is used or what the link is between what is taught 

and what is learned (Ellis, 2012).  

 

4.2.1 Formal FL/SL Classroom Research 

Formal FL/SL Classroom Research involves an external researcher who, drawing on one 

or more of the established research traditions, conducts a systematic investigation of a 
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research question or problem by collecting, analysing and interpreting relevant data 

(Ellis, 2012). Finally, it also involves the publication of the findings (Ellis, 2012). 

Most of this research has been designed to answer questions related to FL/SL pedagogy. 

In other words, it is conducted in order to gain a better understanding of the practice of 

language teaching and its contribution to language learning.  

Ellis (2012, p.25) notes that formal FL/SL classroom research has the following 

characteristics: 

1. The phenomenon investigated is determined by the researcher. 

2. The researcher ‘borrows’ a classroom in order to carry out the study.  

3. The researcher may also solicit the help of a classroom teacher to conduct the 

research.   

4. The research is either theoretically driven (as in experimental research) or 

carried out with a view to developing theory (as in descriptive research). 

5. The results of the research are written up in accordance with the requirements 

of academic articles and with a view to publishing them in academic journals. 

6. In many cases the research is intended to contribute to research-based language 

pedagogy. 

 

However, the technical knowledge (i.e. generalized knowledge based on empirical study) 

gained from formal research cannot be directly applied to classroom situations, which 

require practical knowledge (i.e. knowledge of how to evaluate students’ needs and what 

activities to use in order to address those needs) (Pinto, 1999). Thus, the question that 

arises is: How can language teaching research inform language pedagogy?  

Language teaching research can help teachers develop reasonable expectations about 

what they can achieve in their teaching, but it cannot tell them how to teach (Lightbown, 

1985, 2000). Therefore, language teaching research can serve as a resource in order for 
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teachers to question their existing conceptions of how to teach, and, thereby, develop 

reflective practice (Lightbown, 1985, 2000).  

The present study, conducted to a large degree within the framework of formal FL/SL 

classroom research, intends to answer some questions related to FL pedagogy focusing 

on the use of alternative teaching materials, namely the ‘novel-textbook’1, and to 

document what happens when the particular materials are used with regard to the 

opinions of the learners. To this end, these aims have formed the basis for the research 

questions of this study which are presented in the section that follows. 

 

4.3 The Research Questions of the Study 

The particular study attempts to answer the following research questions: 

Overarching Research Question: 

Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the development 

of their language skills in Greek? 

Research sub-questions:  

1a. Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their grammar skills in Greek? 

1b. Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their vocabulary skills in Greek? 

1c. Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their reading skills in Greek? 

1d. Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their writing skills in Greek? 

                                                           
1 As explained in Chapter 1, in the context of the present study, the term Ǯnovel-textbookǯ has been 
used to refer to the selected novel together with its accompanying materials prepared by the 

teacher/researcher and used as the textbook package of the particular GFL course. 
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1e. Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their listening skills in Greek? 

1f. Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their speaking skills in Greek? 

 

4.3.1 Research Objective 

Conducted to a large degree within the framework of Formal FL/SL Classroom Research, 

the present study aims to inform GFL pedagogy by examining the use of an alternative 

‘instructional artefact’ (Ellis, 2012), the ‘novel-textbook’.  In particular, as the research 

questions presented above suggest, the present study attempts to investigate the feasibility 

and effectiveness of using a ‘novel-textbook’ as the core teaching material in the GFL 

classroom based on the learners’ opinions.  

To this end, a specific research design was employed a discussion of which can be found 

in the sections that follow. 

 

4.4 Research Design 

Many research methods texts confuse the term ‘research design’ with the term ‘research 

method’. However, research methods are the tools, techniques or processes that we use in 

our research, such as interviews, surveys, observations, etc. A research method is one of 

the components of a research design.  

A research design indicates the kind and nature of the steps and procedures which 

researchers will follow from the moment they form their research questions until the 

moment they answer them, ensuring that the right type of evidence is obtained. As 

Creswell (2009) points out: 

Research designs are the plans and the procedures for research that span the 

decisions from broad assumptions to detailed methods of data collection and 

analysis. … Research design … involves the intersection of philosophy, strategies 
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of inquiry, and specific methods. To reiterate, in planning a study, researchers need 

to think through the philosophical worldview assumptions that they bring to the 

study, the strategy of inquiry that is related to this world view, and the specific 

methods or procedures of research that translate the approach into practice. (pp.3-5) 

In short, a research design has three components: a) the research paradigm, b) the 

strategies of inquiry, and c) the research methods.  

 

4.4.1 Research Paradigm 

As was mentioned above, one of the three components of a study’s research design 

consists of the worldview assumptions the researcher brings to the study. By the term 

‘worldview’ we refer to “a basic set of beliefs that guide action” (Guba, 1990, p.17).  

In many research texts the worldview assumptions underlying a study are often referred 

to as ‘paradigms’ (Lincoln & Guba, 2000; Mertens, 1998). Khun (1962) defines 

paradigms as the prevailing patterns of thought within a science or discipline. A paradigm 

consists of the following components: ontology, epistemology, methodology, and methods 

(Scotland, 2012).  

Ontology is the study of being (Crotty, 1998). Ontological assumptions are concerned 

with the nature of reality and how things really work. Epistemology is “a way of 

understanding and explaining how we know what we know” (Crotty, 2003, p.3). It 

focuses on the forms and nature of knowledge. Epistemological assumptions are 

concerned with “providing a philosophical grounding for deciding what kinds of 

knowledge are possible and how we can ensure that they are both adequate and 

legitimate” (Maynard, 1994, p.10). Every paradigm is based upon its own ontological and 

epistemological assumptions about reality and knowledge, and these differing 

assumptions are reflected in their methodology and methods. 

McGregor and Murname (2010, p.2) write: 

The word methodology comprises two nouns: method and ology, which means a 

branch of knowledge; hence, methodology is a branch of knowledge that deals with 



CHAPTER 4 Research Methodology 

 

141 | P a g e  

 

the general principles or axioms of the generation of new knowledge. It refers to the 

rationale and the philosophical assumptions that underlie any natural, social or 

human science study, whether articulated or not. Simply put, methodology refers to 

how each of logic, reality, values and what counts as knowledge inform research. 

On the other hand, methods are the techniques, tools and processes of scientific 

investigation, i.e. data collection and analysis. The choice of particular research methods 

is informed by the methodology, which in turn is shaped by the epistemological and 

ontological positions a researcher holds. 

The particular study has been conducted within the philosophical paradigm of post-

positivism.  

 

4.4.1.1 Post-Positivism 

During the 20th century post-positivism emerged from positivism, sometimes referred to 

as ‘science method’ or ‘science research’ (Creswell, 2009). The ontological position of 

positivism is one of realism. Realism is the view that objects have an existence 

independent of the knower (Cohen, Manion & Morrison, 2007). Thus, an objective reality 

exists independently of the researcher (Pring, 2000).  

Positivists attempt to identify causes which influence outcomes. They maintain that social 

science inquiry should be objective. That is, time- and context-free generalizations are 

desirable and possible, and real causes of social scientific outcomes can be determined 

reliably and validly (Nagel, 1986). “According to this school of thought, educational 

researchers should eliminate their biases, remain emotionally detached and uninvolved 

with the objects of the study, and test or empirically justify their stated hypotheses” 

(Johnson & Onwuegbuzie, 2004, p.14). 

Post-positivism represents the thinking after positivism, challenging the traditional notion 

of the absolute truth of knowledge (Phillips & Burbules, 2000). However, it does not 

reject any notion of realism. Post-positivists do believe that it is possible for an objective 

reality to exist, but accept that observation of the world cannot be totally objective since 
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human beings are a part of this world and not disinterested outsiders (Phillips & 

Burbules, 2000).   

Although post-positivism is based on similar ontological and epistemological 

assumptions as positivism, it differs in several ways and these differences are reflected in 

the way research is conducted. Creswell (2009, p.7) summarizes the key assumptions of 

post-positivist research as follows: 

1. Knowledge is conjectural (and antifoundational) – absolute truth can never be 

found. Thus, evidence established in research is always imperfect and fallible. It 

is for this reason that researchers state that they do not prove a hypothesis; 

instead, they indicate a failure to reject the hypothesis. 

2. Research is the process of making claims and then refining or abandoning some 

of them for other claims more strongly warranted. Most quantitative research, 

for example, starts with the test of a theory. 

3. Data, evidence, and rational considerations shape knowledge. In practice, the 

researcher collects information on instruments based on measures completed by 

the participants or by observations recorded by the researcher. 

4. Research seeks to develop relevant, true statements, ones that can serve to 

explain the situation of concern or that describe the causal relationships of 

interest. In quantitative studies, researchers advance the relationship among 

variables and pose this in terms of questions or hypotheses. 

5. Being objective is an essential aspect of competent inquiry; researchers must 

examine methods and conclusions for bias. For example, standard of validity 

and reliability are important in quantitative research. 
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4.4.2 Research Approach & Strategies of Inquiry 

There are two main approaches to research: quantitative and qualitative. Also, a third 

approach, mixed-methods, emerges from the incorporation of quantitative and qualitative 

elements.  

Each approach to research has its own accompanying strategies of inquiry. These are 

“types of qualitative, quantitative and mixed methods designs or models that provide 

specific direction for procedures in a research design” (Creswell, 2009, p.11). 

The difference between quantitative and qualitative research (Table 4.1) is often seen as 

quite fundamental, leading people to talk about ‘paradigm wars’ (realism vs subjectivism) 

(Muijs, 2011).  

 

Table 4.1 The Main Differences Between Quantitative & Qualitative Research 

(Reprinted from Keele, 2012, p. 36) 

 

Quantitative Research Qualitative Research 

Considered a hard science Considered a soft science 

Objective Subjective 

Deductive reasoning used to synthesize data Inductive reasoning used to synthesize data 

Focus – concise and narrow Focus – complex and broad 

Tests theory Develops theory 

Basis of knowing – cause and effect relationships Basis of knowing – meaning, discovery 

Basic element of analysis – numbers and statistical 

analyses 

Basic element of analysis – words, narrative 

Single reality that can be measured and generalised  Multiple realities that are continually changing 

with individual interpretation 
 

Regardless of paradigmatic orientation, all researchers in social sciences attempt to 

provide warranted assertions about human beings and the environment in which they live 

and evolve (Biesta & Burbules, 2003). Additionally, Sechrest & Sidani (1995, p.78) point 

out that both methodologies “describe their data, construct explanatory arguments from 

their data, and speculate about why the outcomes they observed happened as they did.” It 

is not uncommon for researchers to decide on the methodology or methodologies they 

will employ in their study solely on the basis of what Richards & Morse (2007) call 

‘methodological purposiveness’, i.e. their research purposes and questions.  
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According to Trochim (2006), there is little difference between quantitative and 

qualitative data as all qualitative data can be coded quantitatively. Moreover, Donald 

Campbell (cited in Miles & Huberman, 1994, p. 40) points out that, “All research 

ultimately has a qualitative grounding”. 

Thus, quantitative and qualitative approaches should not be viewed as polar opposites, 

but as different ends on a continuum, with mixed methods research residing somewhere 

in the middle (Newman & Benz, 1998). 

The present study has adopted a quantitative approach which is discussed in the section 

that follows. 

 

4.4.2.1 Quantitative Research 

The history of quantitative research dates back to at least the 1930s and has produced 

strong professional norms that impact research activities, such as decisions about the 

kinds of studies and results likely to be published (Bozarth & Roberts, 1972; Leech, 

Morgan, Wang, & Gliner, 2010). 

Quantitative research is a means for testing theories deductively by examining the 

relationship among variables (Creswell, 2009). Independent variables (IV) are the 

presumed cause of another variable, and dependent variables (DV) are the presumed 

effect or outcome. Dependent variables are influenced by one or more independent 

variables. These variables are measured on instruments and the numerical data collected 

is analysed using statistical procedures (Creswell, 2009).  

Harwell (2011, p.149) says that quantitative studies  

attempt to maximize objectivity, replicability, and generalizability of findings, and 

are typically interested in prediction. Integral to this approach is the expectation 

that a researcher will set aside his or her experiences, perceptions, and biases to 

ensure objectivity in the conduct of the study and the conclusions that are drawn. 

Key features of many quantitative studies are the use of instruments such as tests or 
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surveys to collect data, and reliance on probability theory to test statistical 

hypotheses that correspond to research questions of interest. Quantitative methods 

are frequently described as deductive in nature, in the sense that inferences from 

tests of statistical hypotheses lead to general inferences about characteristics of a 

population. 

However, there are many phenomena we would like to investigate which do not seem to 

produce any quantitative data, i.e. data in numerical form. Especially in education, 

relatively few phenomena occur in the form of ‘naturally’ quantitative data.  

Luckily, many data that do not naturally appear in quantitative form, such as attitudes and 

beliefs, can be collected and analysed in a quantitative way by designing research 

instruments that convert these phenomena into quantitative data, which can be analysed 

statistically (Muijs, 2011). For example, a questionnaire using the Likert scale asks 

participants to rate a number of statements on a scale from 1 (‘strongly disagree’) to 4 

(‘strongly agree’). In this way, we can have quantitative data on attitudes and beliefs. 

 

4.4.2.2 The Experimental Design 

In experimental research, the effect of a particular, independent variable (IV) on another, 

dependent variable (DV) is investigated (Fraenkel & Wallen 2000). 

The key difference between experimental and non-experimental designs lies in the extent 

to which the environment is controlled and manipulated by the researcher (Belli, 2009). 

In experimental research, the researcher sets up the environment and controls the 

variables whereas non-experimental research involves variables that are not manipulated 

by the researcher and instead are studied as they exist in a real-life setting (Belli, 2009). 

In educational research there are primarily three types of experiments: a) true 

experiments, b) quasi-experiments, and c) a single-case experiment (Best & Kahn, 2003; 

Gall, Gall, & Borg, 2005; Gay & Airasian, 2003). In the current study, a quasi-

experimental pretest-posttest design was employed. 
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Quasi-experimental studies take on many forms, but may best be defined as lacking 

key components of a true experiment. While a true experiment includes (1) pre-post 

test design, (2) a treatment group and a control group, and (3) random assignment 

of study participants, quasi-experimental studies lack one or more of these design 

elements. (“Quasi-Experimental Design”, para.1, 2014) 

Quasi-experiments aim to determine whether a program or intervention has the intended 

effect on a study’s participants. Although this type of experiment cannot fully control 

confounding variables (i.e. extraneous variables that correlate with both the 

dependent variable and the independent variable) because it does not fully control 

assignment of the subjects to a treatment (Ary, Jacobs & Razavieh, 2002; Johnson & 

Christensen, 2004), it is commonly employed in the evaluation of educational programs 

when random assignment is not possible or practical (Gribbons & Herman, 1997). 

The quasi-experimental pretest-posttest design allows us to collect data on the 

participants’ scores before the intervention (pre-test) and after the intervention (post-test). 

Comparing participants’ post-test results to their pre-test results enables us to make 

inferences on the effect of the intervention.   

An intervention is any manipulation that can be imposed on a subject. As Aussems, 

Boomsma & Snijders (2011, p.23) explain, interventions “can be time-intensive 

treatments, like following a therapy or a teaching program, but also very short treatments 

that do not have a permanent impact on a subject, like the wording of a survey question 

or watching different versions of a commercial.”  

As Figure 4.1 below illustrates, the particular design is typically represented as follows: 

 

 

 

Figure 4.1 The Quasi-Experimental Pretest – Posttest Design 

O1     X     O2 
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O1 represents the pre-test, X represents the intervention and O2 represents the post-test. 

The dependent variable (O) is measured or observed before and after the introduction of 

the independent variable (X). 

The Dependent Variable (DV) of the Study: 

The participants’ opinions (pre- and post-intervention) about using the ‘novel-textbook’ 

as the main teaching material to learn Greek as a foreign language. 

The Independent Variable (IV) of the Study: 

In a pretest-posttest design, the intervention is the independent variable. In the particular 

study, the intervention took the form of a Greek language course employing a novel as 

textbook, namely the ‘novel-textbook’, in order to teach Greek as a foreign language to 

adults. 

Comparing participants’ post-test results to their pre-test results allowed for inferences to 

be made about the effect of the particular intervention. 

 

4.4.3 Data Collection Methods 

The term ‘methods’ in a research design refers to the instruments, techniques and 

processes employed by the researcher in order to collect data. 

The particular study employed two different questionnaires for collecting quantitative 

data: a) one close-ended questionnaire on the participants’ opinions (pre-intervention and 

post-intervention) about using a novel as the main teaching material to learn Greek, and  

b) a course materials evaluation questionnaire consisting of close-ended questions. The 

data collected from the evaluation questionnaire played a supplementary role in helping 

to enhance confidence in findings. 

The use of questionnaires enables researchers to convert into data the information they 

receive directly from people (the research subjects). Brown (2001, p.6) defines 

questionnaires as “any written instruments that present respondents with a series of 
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questions or statements to which they are to react either by writing out their answers or 

selecting from among existing answers.” 

Questionnaires are one of the most common methods of data collection in educational 

research. Especially in the field of foreign language teaching, questionnaires can be used  

to gather information about the effectiveness of a unit or an entire course – 

information such as students’ general impressions of the course or unit and its 

various components (content, organization, materials or equipment, and activities), 

and their satisfaction with their achievements in the language as a result of the 

course or unit. (Genesee & Upshur, 1996, p.128-129) 

Broadly speaking, questionnaires are designed to collect information about behaviour 

(i.e. what people do), information about attitudes (i.e. beliefs or opinions people hold), 

and information that is used for classification purposes (i.e. age, gender, marital and 

socioeconomic status, occupation, level of education, etc.) (Taylor-Powell, 1998). 

As Dörnyei (2003) explains, in L2 studies behavioural questions are mainly used in 

language learning strategy inventories that ask about the frequency one has used a 

particular strategy in the past; attitudinal questions collect information about learners’ 

attitudes, opinions, beliefs, interests and values concerning L2 proficiency, achievement, 

processes, materials, activities, teaching methods, teachers etc.; classification questions 

can collect data about the learners' language learning history, amount of time spent in an 

L2 environment, level of parents' L2 proficiency, or the L2 textbook used. 

 

4.4.3.1 Constructing a Questionnaire 

In order for a questionnaire to be used as an analysis and evaluation instrument in 

measuring participants’ attitudes, opinions and beliefs, it has to meet a high degree of 

applicability, accountability, and technical quality (McBean & Al-Nassri, 1982). 

A well-made questionnaire has several attributes. A review of the discussion on effective 

questionnaire construction offered by Diem (2004), Dixon (1990), Dörnyei (2003), Lee 
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(2006), Neuman (1997), Psacharopoulos (1980), and Tuckman (1999) can be 

summarized into the following guidelines: 

1. Match the questionnaire items to the research objectives. The questions asked on a 

questionnaire should reflect the information the researcher is trying to find, i.e. the 

research questions. For this reason, the first step in constructing a questionnaire is to 

specify the research variables by name as they designate what the researcher is trying to 

measure and tell him/her where to begin. 

2. Ask only the required information. All the questions asked should yield answers that 

are going to actually be used in data analysis. ‘Interesting’ and ‘nice to know’ questions 

should be avoided. 

3. Consider the length and layout. Long questionnaires can become counterproductive. 

Although there is not an optimal length, most researchers agree that a questionnaire that 

is more than six pages long and requires over thirty minutes to complete can be too much 

of an imposition. Additionally, the appearance and arrangement of the questionnaire have 

an important impact on the responses. A good questionnaire layout improves accuracy, 

gets a higher response rate, and facilitates data analysis. 

4. Consider the audience. In constructing a questionnaire, the age, education level, 

familiarity with questionnaires, and cultural bias/language barrier of respondents should 

be taken into consideration.  

5. Use appropriate language. Jargon, slang, technical terms, and abbreviations should 

be avoided unless the questionnaire is designed for a specialized group of respondents. It 

would also not be suggested to use sophisticated or uncommon words.  

6. Ask clear, specific, precise, and relatively short questions. Confusion, ambiguity, 

and vagueness bother respondents. Neuman (1997, p.233) suggests to “avoid confusion 

and keep the respondent’s perspective in mind.” For this reason, ambiguous words such 

as ‘frequently’, ‘most’, ‘sometimes’, or ‘regularly’ should be avoided as they have no 

specific meaning and may be interpreted differently by each respondent. “The longer the 
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question, the more difficult is the task of answering…The more general the question, the 

wider will be the range of interpretations” (Lee, 2006, p.766). 

7. Ask only one question at a time. Items that try to combine two (or more) questions 

into one (‘double-barreled’ questions) confuse both the respondents, as they don’t know 

how to answer, and the researcher, as he/she cannot know which part of the question the 

answer concerned. Breaking double-barreled questions up and listing each part as 

separate items would prevent confusion. 

8. Group and order items in an appropriate way. The grouping and ordering of the 

questions bring logic and flow to the questionnaire, facilitating respondents’ work. 

Questions should be grouped according to content. Furthermore, it is generally suggested 

to leave both classification questions and open-ended questions at the end of the 

questionnaire. Classification questions tend to be very off-putting and can have a 

sensitive nature. Open-ended questions often require substantial and creative writing. The 

required work can put some respondents off and affect their responses to the following 

items.  

9. Use multi-item scales. They are the key components to scientific questionnaire design. 

With classification questions (e.g. questions about age, gender, marital status, etc.) 

researchers can get a reliable response using a single item. However, with non-

classification questions (e.g. questions about attitudes, beliefs, opinions, interests, values, 

and other personal variables) “it is not unusual to find that responses given by the same 

people to two virtually identical items differ by as much as 20% or more” (Dörnyei, 

2003, p.33). This inconsistency can be dealt with using multi-item scales. These scales 

refer to a cluster of several items that are differently worded and focus on the same target 

(Dörnyei, 2003) (e.g. four items targeting attitudes toward the use of a particular teaching 

method). The scores for each item of the cluster are summed, resulting in a total score. In 

this way, “no individual item carries an excessive load, and an inconsistent response to 

one item would cause limited damage” (Skehan, 1989, p. 11).  

10. Avoid biased or loaded questions. The inclusion of certain terms in a question and 

the way in which a question is worded may influence people to respond in a way that 
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does not accurately reflect their positions. It should always be remembered that “[w]ords 

have implicit connotative as well as explicit denotative meanings” (Lee, 2006, p.767). 

11. Take care with sensitive topics. In dealing with questions about a person’s salary, 

occupation, race, ethnicity, and so on, special care should be taken. People vary in the 

amount and type of information they are willing to disclose about these facts. As Moser 

& Kalton (1971, p. 316) explain:  

Classification questions … need a special introduction. After all, a respondent who 

agrees to answer questions about his leisure pursuits or to give his opinion about 

television may legitimately wonder why he should supply details about his family, 

his age, his education, his occupation, and even his income. 

12. Avoid negative constructions or double negatives. What does a negative answer to 

a negative item mean? Negative constructions (i.e. including ‘no’ or ‘not’) and double 

negatives are confusing and difficult to answer leading to misinterpretation. It is better to 

restate a negative item in a positive way. 

 

4.4.3.2 Rating Scales 

There are two types of questions found in questionnaires: open-ended and close-ended. 

Open-ended (or free-response) questions allow respondents to provide answers to 

questions using their own words (Dörnyei, 2003). Examples of open-ended questions 

include fill-in items, sentence completion items, short answer items, and essay items. On 

the other hand, close-ended (or fixed-response) questions list answers and the 

respondents are asked to select their answer (Dörnyei, 2003). Examples of close-ended 

questions include true or false and yes or no items, multiple choice items, rating scales, 

rank order items, numeric items and checklists.  

Among these items, the rating scales are the most popular in research questionnaires, as 

very often, respondents are asked to make an evaluative judgement by marking the most 

appropriate point on a scale.  
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The various points on the continuum of the scale indicate different degrees of a 

certain category; this can be of a diverse nature, ranging from various attributes 

(e.g., frequency or quality) to intensity (e.g., very much  not at all) and opinion 

(e.g., strongly agree  strongly disagree). (Dörnyei, 2003, p.36) 

Two of the most commonly used rating scales are the Likert Scale and the Numerical 

Rating Scale. 

The Likert Scale 

Named after its inventor, Rensis Likert, the Likert scale has been employed by the 

majority of researchers for more than seventy years. It is widely used in questionnaires 

because it is simple, versatile, and reliable (Dörnyei, 2003). 

On this scale, respondents are asked to indicate their level of agreement with a given 

statement related to a particular target by choosing the most appropriate point on an 

ordinal scale (Bertram, n.d.). The five-point ‘strongly agree’ to ‘strongly disagree’ format 

is used. Lee (2006, p.769) points out that the items on the rating scale “must allow for 

expression of a broad range of feelings, from strongly favourable through neutral to 

strongly unfavourable.”   

For example: 

Storytelling has helped me improve my oral skills in Greek. 

Strongly disagree     Disagree     Neither agree nor disagree    Agree    Strongly agree 

 

Some researchers use an odd number of response options as it allows the respondent to 

select a middle or neutral position (e.g., ‘neither agree nor disagree,’ ‘not sure,’ or 

‘neutral’). Others prefer using an even number of response options as it ‘forces’ the 

respondent to take sides. In this way, researchers know in what direction the people in the 

middle are leaning (Taylor-Powell, 1998). 

Moreover, modifications of the standard set of responses (i.e. strongly agree  strongly 

disagree) used by the Likert scale can be easily made by replacing them with other 

descriptive terms that are relevant to the target (Dörnyei, 2003). For example, categories 
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ranging from ‘always’ to ‘never’, ‘very important’ to ‘not important’, ‘definitely yes’ to 

‘definitely not’, etc., can also be used (Brown, 2010). 

The Numerical Rating Scale 

A numerical rating scale involves ‘giving so many marks out of so many’ with 5, 7 and 

10 being the most popular choices (where the large number is best and 1 is worst) 

(Hague, 1998). The two endpoints are labelled with a written descriptor.  

For example: 

 

In the following section we would like you to answer the questions by simply giving marks 

from 1 to 7. Please write one (and only one) whole number in front of each question. 

1                 2                 3                 4                 5                 6                 7 

              Not at all                                                                                                  Very much  

   

____ Do the vocabulary exercises we do in class help you understand vocabulary usage? 

 

 

The descriptors (e.g., ‘not at all’ and ‘very much’) used in the scale provide reference 

points that participants will use to direct the expression of their opinions. For this reason, 

Johnson & Christensen (2004) point out that the reference points should be clear, 

balanced and spaced at equal distances, otherwise the researcher will get an inaccurate 

measure of the participants’ opinions. 

Moreover, it is recommended that the researcher use an odd number of points for this 

type of numerical scale. If an even number is used, a respondent might misinterpret one 

of the two centremost numbers as representing the neutral point (Dillman, 2007). 

 

4.4.3.3 The Questionnaires of the Study    

The particular study made use of two different questionnaires. The one was used on the 

basis of the pretest – posttest design to investigate the participants’ opinions about using a 

novel as textbook to learn Greek, and the other was a course materials evaluation 
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questionnaire used to collect supplementary data in order to enhance confidence in 

findings. 

 

i) QUESTIONNAIRE 1: The Pretest – Posttest Questionnaire 

The aim of the particular questionnaire was to investigate the participants’ opinions about 

using a novel as textbook to learn Greek, before the intervention (i.e. before attending a 

course which employed the ‘novel-textbook’) and after the intervention (i.e. after 

attending a course which employed the ‘novel-textbook’). 

In constructing the questionnaire items, a numerical rating scale was used consisting of 

twelve attitudinal and two behavioural questions. Each item provided the respondents 

with seven choices. The lowest possible mark (i.e. 1) was labelled ‘Definitely not’ and 

the highest possible mark (i.e. 7) was labelled ‘Definitely yes’ (Figure 4.2). 

The pre- and post-intervention questionnaires contained exactly the same items. Here, 

developing variations of the pre-test items for the post-test in order to avoid the testing 

effect2 was not considered necessary. The particular questionnaire investigated 

participants’ opinions, and not factual knowledge or current skills. As Grinnell & Unrau 

(2011, p.266) point out, “[q]uestions that deal with factual matters, such as knowledge 

levels, may have a larger testing effect because they tend to be more easily recalled.” 

 

 

 

 

 

 

 

 

                                                           
2 The testing effect usually occurs in research designs that involve a pre-test and a post-test.  Taking a 

pre-test can influence the scores in the post-test. Thus, the differences in scores on the dependent 

variable may not be due to the independent variable, but rather due to the participantǯs experience 
with the pre-test ȋǲTesting Effects and Internal Validityǳ, ʹͲͳʹȌ. 
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Figure 4.2.1  The Pre-Post Intervention Questionnaire of the Study (p.1) 



CHAPTER 4 Research Methodology 

 

156 | P a g e  

 

 

 

 

Figure 4.2.2  The Pre-Post Intervention Questionnaire of the Study (p.2) 
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ii) QUESTIONNAIRE 2: The Course Materials Evaluation Questionnaire 

This questionnaire asked participants to evaluate the ‘novel-textbook’ of the course. In 

particular, the participants were asked to evaluate the materials retrospectively, i.e. after 

they used them. Ellis (1997b, p.37) mentions that such an evaluation provides 

“information which can be used to determine whether it is worthwhile using the materials 

again, which activities 'work' and which do not, and how to modify the materials to make 

them more effective for future use.” 

In developing the items for the Course Materials Evaluation Questionnaire, Miekley’s 

(2005) Textbook Evaluation Checklist (see Appendix 1) was used as a guide. This 

checklist is based on recent research in second language (L2) instruction and twenty-two 

previously developed textbook evaluation checklists. However, since there is no list of 

criteria that can be applied to all educational contexts without much modification, 

Miekley’s checklist was adapted appropriately. 

For the purposes of the present study, the questionnaire included ten categories which 

asked for students’ opinion about: (1) content, (2) exercises and activities, (3) the use of 

audio-visual materials, (4) grammar, (5) vocabulary, (6) reading, (7) writing,               

(8) speaking, (9) listening and (10) the ‘novel-textbook’ as a whole.  

In constructing the thirty-seven items of the questionnaire, the Likert scaling technique 

was used. The participants were asked to indicate the extent to which they agree or 

disagree with these items by ticking one of the six responses ranging from ‘strongly 

disagree’ to ‘strongly agree’. The 'undecided' category was omitted and an even number 

of responses was used because the researcher wanted to know in what direction the 

participants in the ‘undecided’ category were leaning (Taylor-Powell, 1998) (Figure 4.3). 
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Figure 4.3  The Course Materials Evaluation Questionnaire of the Study 
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4.5 Criteria for Selecting the Particular Research Design 

Selecting a particular research design depends on how the research questions are 

formulated (Kroll & Neri, 2009). In this study, the overarching research question was the 

following: 

Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the development 

of their language skills in Greek? 

According to Dickoff & James (1968), research questions of this type are called 

situation-relating and belong to the first level of questions that examines causality. They 

are usually expressed in the form “Will an X intervention have a particular effect?” This 

type of questions is best answered through quasi-experimental designs where the 

researcher is evaluating some intervention (Dickoff & James, 1968). 

In this study the researcher attempted to investigate the participants’ opinions on the 

feasibility and effectiveness of using a ‘novel-textbook’ in the GFL classroom. In 

particular, the researcher wanted to measure the dependent variables (i.e. the participants’ 

opinions) before and after the introduction of the intervention (i.e. a GFL course 

employing a ‘novel-textbook’ as its main material of instruction) in order to make 

inferences about the effect of the particular intervention. For this reason, a quasi-

experimental one group pretest-posttest design was found to be particularly suitable for 

this research project. 

Moreover, although true experimental designs are usually preferred to quasi-experimental 

designs lacking both a control group and randomisation, in some situations in educational 

research it is not possible to employ a true experimental design due to practical reasons 

(Johnson & Christensen, 2004). In this study, the researcher got permission to use one 

small classroom for a limited period of time. Thus, assignment of participants to two 

different groups (i.e. an experimental group and a control group) was not possible. 
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4.6 Research Site & Participants 

Research Site 

The present research was conducted in one of the classrooms of the Dutch Association in 

Athens, Greece. The Dutch Association in Athens was founded in 1974 and, since then, 

has been organising various educational courses for people of all nationalities. This fact 

rendered it an appropriate place for the purposes of this research.  

Participants 

The participants of the present study were twelve (n=12) adult volunteers of various 

nationalities. In particular, eight females and four males participated in the study. Some 

of them live in Greece permanently while others were there for a limited period of time 

and would eventually return to their home countries. All of them had attended Greek 

language courses before, with the last one being an intermediate Greek course, either at 

the Dutch Association or elsewhere. Table 4.2 below presents the features of the students 

who participated in the course/research project. 

Table 4.2  Students’ Features  

STUDENTS GENDER AGE NATIONALITY NATIVE LANGUAGE 

S1 Male 25 Spanish Spanish 

S2 Female 26 British English 

S3 Female 29 Albanian Albanian 

S4 Female 33 Dutch Dutch 

S5 Female 35 Dutch Dutch 

S6 Male 37 Dutch Dutch 

S7 Female 40 American English 

S8 Male 40 Dutch Dutch 

S9 Male 41 Ukrainian Ukrainian 

S10 Female 43 American English 

S11 Female 55 Dutch Dutch 

S12 Female 62 American English 
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Participants Recruitment 

In order to gather the participants for the present study, a call for volunteers was 

advertised at the Dutch Association and on three Athens expat blogs (Internations, Xpat 

Athens and Expat Blog Athens). Participation to the course required that all participants  

a) be over eighteen years old, b) have an intermediate knowledge of Greek, since it was 

an upper-intermediate/B2 Greek language course, and c) have at least an upper-

intermediate knowledge of English, since all the information about the course/research 

project was presented in English. Additionally, a limit was placed to the number of 

volunteers that could participate in the course/research project as the classroom at the 

Dutch Association could seat a maximum of fifteen students. 

On the first class meeting, seventeen potential participants came at the Dutch 

Association. However, after the teacher/researcher explained the details and the level of 

the course, five of them decided not to participate as they thought that it would be too 

difficult for them. Consequently, a total of twelve volunteers took part in the study. 

 

4.7 Research Procedure 

After all the information about the course/project was presented to the volunteers and the 

number of participants was finalised, the research was conducted over four main stages in 

order to collect data: 

Stage 1: Pre-Test 

At this stage the Pre-Intervention Questionnaire on the participants’ opinions about using 

a ‘novel-textbook’ to learn Greek was administered. 

 

Stage 2: Intervention 

Following the pre-test, fifty-one hours of instruction were offered to the participants. The 

class met once per week for three hours. Instruction was based on the ‘novel-textbook’3 

which formed the central focus of instruction in the particular GFL course.  

                                                           
3 The Ǯnovel-textbookǯ is discussed in Chapter ͵, The ǮNovel-Textbookǯ: From Theory to Practice. 
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Stage 3: Post-Test 

After the fifty-one hours of instruction, the Post-Intervention Questionnaire on the 

participants’ opinions about using a ‘novel-textbook’ to learn Greek was administered. 

 

Stage 4: Course Materials Evaluation Questionnaire 

Finally, the Course Materials Evaluation Questionnaire was distributed to the participants 

in order to collect supplementary data concerning their opinions on the effectiveness of 

the ‘novel-textbook’. This data helped to enhance confidence in findings. 

 

4.8 Methods for Data Analysis 

A. Analysing the Pre-Post Intervention Questionnaire Data: 

In analysing the data obtained from the pre-post intervention questionnaire, a Wilcoxon 

Signed-Rank Test was performed using SPSS statistics.  

The Wilcoxon Signed-Rank Test, which was introduced by Frank Wilcoxon in 1945 in 

the context of treatment comparisons (Bellera, Julien & Hanley, 2010), is a non-

parametric test equivalent of the paired t test.  

It is used to compare two sets of scores that come from the same participants. This 

can occur when we wish to investigate any change in scores from one time point to 

another, or when individuals are subjected to more than one condition. (“Wilcoxon 

Signed-Rank Test using SPSS Statistics”, para.1, 2013) 

Although in such cases the use of the parametric paired-sample t-test is very common, 

when “the data appear to arise from non-normal distributions, or where sample sizes are 

so small that we cannot check whether they do” (Bellera, Julien & Hanley, p.1, 2010), the 

use of the non-parametric Wilcoxon Signed-Rank Test is considered to be one of the best 

alternatives (Imam, Usman & Chiawa, 2014). 

Whereas the parametric procedures are mainly focused on population means, non-

parametric procedures are mainly focused on population medians (Imam, Usman & 

Chiawa, 2014). Thus, the Wilcoxon Signed-Rank Test is used to test the null hypothesis 
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that the median of the differences between pairs is equal to zero (“The Wilcoxon Sign 

Test in SPSS”, 2016). 

In the case of the pre-post intervention questionnaire data of the study, a Shapiro-Wilk 

normality test was first performed to assess its normality (“Testing for Normality using 

SPSS Statistics”, 2013) (see Appendix 2). As data appeared to deviate from a normal 

distribution, the most appropriate statistical test to use was the Wilcoxon-Signed Rank 

Test. Thus, in analysing data, the Wilcoxon Signed-Rank Test was applied for testing the 

following hypotheses: 

- Null Hypothesis (H0): There will be no difference between the students’ pre-

intervention and post-intervention responses. 

- Alternative Hypothesis (HA): There will be a significant difference between the 

students’ pre-intervention and post-intervention responses. 

The students’ pre-intervention and post-intervention ratings (quantitative data) were 

entered in SPSS and after the Wilcoxon Signed-Rank Test was applied, the results were 

displayed in the following tables:  

i)      Descriptive Statistics Table: The median of the differences between pre-

intervention and post-intervention responses. 

ii)       Ranks Table: The rank totals for each time point, i.e. pre-intervention and 

post-intervention. The Ranks tables provided some interesting data on the 

comparison of the students’ answers before and after the intervention. 

iii)       The Test of Significance Statistics Table: The ‘Asymp. Sig. (2-tailed)’ value 

which is the p-value for the test. If the p-value is < 0.05, this means that we 

can reject the null hypothesis and accept the alternative hypothesis. On the 

other hand, if the p-value is > 0.05, we can accept the null hypothesis and 

reject the alternative hypothesis. Thus, we can discover whether the difference 

between the students’ pre- and post-intervention responses is statistically 

significant, i.e. it has not occurred by chance but due to the intervention (i.e., 
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attending a GFL course which employed the ‘novel-textbook’ as the main 

teaching material). 

 

B. Analysing the Course Materials Evaluation Questionnaire Data: 

In analysing the quantitative data obtained from the course materials evaluation 

questionnaire, a descriptive analysis was performed (Creswell & Plano Clark, 2011). In 

particular, data was entered in SPSS to yield the distribution of students’ responses for 

each questionnaire item in the form of percentages. In this way, the researcher could 

examine the percentages of students who agreed or disagreed with the statements 

concerning the ‘novel-textbook’ used in the GFL course of the study.  

 

 

4.9 Ethical Considerations 

This study was reviewed and granted approval4 by Flinders University Social and 

Behavioural Research Ethics Committee for research involving human subjects. 

Participation in this study was entirely voluntary and involved adult participants only.  

All participants were provided with an Information Sheet and a Letter of Introduction 

explaining the purposes and procedures of the study in detail. Their willingness to 

participate was expressed by signing a Consent Form. Moreover, they were able to 

withdraw at any stage of the research without the risk of any harms or consequences. 

The privacy of all participants was ensured, respected and treated with care in order to 

avoid discomfort and to build mutual trust during the process of data collection. As the 

questionnaires were anonymous, the names of participants did not appear on any data 

collection instruments. Any personal information disclosed by participants remained 

confidential and numbers (e.g., S1, S2, S3, etc.) were used for all participants in place of 

their real names in data analysis and discussion.  

                                                           
4 Approval number: 6962. Social and Behavioural Research Ethics Committee (SBREC), email 

address: human.researchethics@flinders.edu.au.  

mailto:human.researchethics@flinders.edu.au
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Moreover, the questionnaires were administered and collected by a person other than the 

teacher/researcher in order for the participants to feel no kind of obligation or pressure to 

respond in a particular way.  

All data collected from the study were analysed after the course ended.  

Finally, the confidentiality of the data is guaranteed as the original data will be kept 

secure by the researcher, and a copy will also be securely stored on the Flinders 

University computer server for a period of at least five years. 

 

 

4.10 Chapter Summary 

This chapter presented the research methodology of the study.  

In particular, the present study, drawing on the field of Language Teaching Research, was 

conducted in an attempt to answer a set of specific research questions. Its objective was 

to investigate whether adult upper-intermediate/B2 GFL learners would find a ‘novel-

textbook’ appropriate for the development of their language skills in Greek.  

The study was conducted within the theoretical framework of post-positivism and a 

quantitative approach was used for collecting and analysing data.  

In alignment with the objective of this research, a quasi-experimental one group pretest-

posttest design that allowed the researcher to make inferences on the effect of the 

intervention (i.e. a GFL course employing the ‘novel-textbook’) was found to be 

particularly suitable for this project.  

In collecting data, the following instruments were employed: a) a numerical rating scale 

questionnaire on the participants’ opinions (pre-intervention and post-intervention) about 

using a novel as the main teaching material to learn Greek, and b) a Likert scale course 

materials evaluation questionnaire. The data collected from the evaluation questionnaire 

played a supplementary role in helping to enhance confidence in findings. 

For the analysis of the data collected from the pre-post intervention questionnaire, a 

Wilcoxon Signed-Rank Test was performed using SPSS statistics. The data collected 
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from the course materials evaluation questionnaire was entered in SPSS to yield the 

distribution of students’ responses for each questionnaire item in the form of percentages. 

The study was carried out in a classroom at the Dutch Association in Athens, Greece and 

twelve adult volunteers participated. 

In the next chapter, the data collected is reported and the results are discussed.
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CHAPTER 5 

Data Presentation & Discussion of Results 
 

5.1 Introduction 

The data for the present study was gathered from the following two sources: a) two close-

ended questionnaires (one pre-intervention and one post-intervention) on the participants’ 

opinions about the feasibility and effectiveness of using a ‘novel-textbook’ as the core 

material of instruction in a GFL course, and b) a course materials evaluation 

questionnaire where learners were asked to evaluate the ‘novel-textbook’. The results 

obtained are presented and discussed in this chapter.  

 

5.2 Data from the Pre-Intervention/Post-Intervention Questionnaire 

This section contains the data gathered from the Pre-Post Intervention Questionnaire 

concerning the use of the ‘novel-textbook’ (see Appendix 3). The aim of the particular 

questionnaire was to investigate the participants’ opinions regarding the feasibility and 

effectiveness of using a ‘novel-textbook’ as the main teaching material in the GFL 

classroom, before the intervention (i.e. before attending a course which employed the 

‘novel-textbook’) and after the intervention (i.e. after attending a course which employed 

the ‘novel-textbook’). To this end, the pre- and post-intervention questionnaires 

contained the same fourteen questions. Each item provided the respondents with seven 

choices on a numerical rating scale: the lowest possible mark (i.e. 1) was labelled 

‘Definitely not’ and the highest possible mark (i.e. 7) was labelled ‘Definitely yes’ (see 

Chapter 4, Figure 4.2).   

In analysing the data obtained from the pre-post questionnaire, a Wilcoxon Signed Rank 

Test (see Chapter 4) was applied for testing the following hypotheses: 

- Null Hypothesis (H0): There will be no difference between the students’ pre-

intervention and post-intervention responses. 
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- Alternative Hypothesis (HA): There will be a significant difference between the 

students’ pre-intervention and post-intervention responses. 

In reporting the data, three tables (in SPSS output) are presented for every question of the 

questionnaire:  

The first table reports the median pre-intervention and post-intervention rating for every 

questionnaire item (descriptive statistics). 

In the second table, the difference is ranked in order to produce two rank totals, one for 

each condition, i.e. pre-intervention response and post-intervention response. The Ranks 

tables provide some interesting data on the comparison of the students’ answers before 

and after the intervention.  

Finally, in the third table, which contains the test of significance statistics, we can 

discover whether the difference in the students’ responses pre- and post-intervention is 

statistically significant, i.e. it has not occurred by chance. Here, we are looking for the 

‘Asymp. Sig. (2-tailed)’ value which is the p-value for the test. If the p-value is < 0.05, 

this means that we can reject the null hypothesis and accept the alternative hypothesis. 

On the other hand, if the p-value is > 0.05, it means that the we can accept the null 

hypothesis and reject the alternative hypothesis. In particular, by examining the final test 

statistics table, we can discover whether these changes in the students’ ratings due to the 

intervention (i.e., attending a GFL course which employed the ‘novel-textbook’ as the 

main teaching material) led overall to a statistically significant difference in students’ 

opinions regarding the feasibility and effectiveness of using an unabridged novel as the 

core material of instruction in the GFL classroom.  

Question 1:  

Is literature an essential part of learning Greek as a foreign language? 

Table 5.1 The Median of the students’ answers for q1pre & q1post 

Descriptive Statistics 

 N Mean Std. Deviation Minimum Maximum 

Percentiles 

25th 50th (Median) 75th 

q1post 12 5.92 .900 5 7 5.00 6.00 7.00 

q1pre 12 4.25 1.288 2 7 4.00 4.00 4.75 
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Table 5.1.1 Ranked differences for q1pre-q1post 

Ranks 

 N Mean Rank Sum of Ranks 

q1pre - q1post Negative Ranks 11a 6.00 66.00 

Positive Ranks 0b .00 .00 

Ties 1c   

Total 12   

a. q1pre < q1post 

b. q1pre > q1post 

c. q1pre = q1post 

 

For question 1 we can see that 11 students out of 12 gave a higher post-intervention mark 

(N=11 q1pre < q1post), no student gave a lower post-intervention mark (N=0 q1pre 

> q1post), and only one student gave the same mark in the post-intervention 

questionnaire (N=1 q1pre = q1post) (Table 5.1.1) 

Table 5.1.2 The test of significance statistics for q1pre-q1post 

Test Statisticsa 
 q1pre - q1post 

Z 

Asymp. Sig. (2-tailed) 

-2.976b 

.003 

a. Wilcoxon Signed Ranks Test 

b. Based on positive ranks 

 

 

 

A Wilcoxon signed-rank test indicated that attending a GFL course which employed a 

‘novel-textbook’ shifted the students’ opinion towards ‘Definitely yes’ on the matter of 

whether literature is an essential part of learning Greek as a foreign language. In 

particular, there was a significant difference between the students’ pre-intervention marks 

(Median = 4.00) and post-intervention marks (Median = 6.00), Z= -2.976, p = 0.003 < 

0.05 (Tables 5.1 and 5.1.2). 
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Question 2:  

Can literature play an important role in the Greek language classroom? 

 

Table 5.2 The Median of the students’ answers for q2pre & q2post 

Descriptive Statistics 

 N Mean Std. Deviation Minimum Maximum 

Percentiles 

25th 50th (Median) 75th 

q2post 12 6.08 .669 5 7 6.00 6.00 6.75 

q2pre 12 4.08 1.443 2 7 3.25 4.00 4.75 

 

Table 5.2.1 Ranked differences for q2pre-q2post 

Ranks 

 N Mean Rank Sum of Ranks 

q2pre-q2post Negative Ranks 11d 6.00 66.00 

 Positive Ranks 0e .00 .00 

 Ties 1f   

 Total 12   

d. q2pre < q2post 

e. q2pre > q2post 

f. q2pre = q2post 

 

For question 2 we can see that 11 students out of 12 gave a higher post-intervention mark 

(N=11 q2pre < q2post), no student gave a lower post-intervention mark (N=0 q2pre 

> q2post), and only one student gave the same mark in the post-intervention 

questionnaire (N=1 q2pre = q2post) (Table 5.2.1). 

Table 5.2.2 The test of significance statistics for q2pre-q2post 

Test Statisticsa 
 q2pre – q2post 

Z 

Asymp. Sig. (2-tailed) 

-2.961b 

.003 

a. Wilcoxon Signed Ranks Test 

b. Based on positive ranks 
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A Wilcoxon signed-rank test indicated that attending a GFL course which employed a 

‘novel-textbook’ shifted the students’ opinion towards ‘Definitely yes’ on the matter of 

whether literature can play an important role in the Greek language classroom. In 

particular, there was a significant difference between the students’ pre-intervention marks 

(Median = 4.00) and post-intervention marks (Median = 6.00), Z= -2.961, sig.= 0.003 < 

0.05 (Tables 5.2 and 5.2.2). 

Question 3:  

Can a ‘novel-textbook’ be used as a teaching material in the Greek language 

classroom? 

 

Table 5.3 The Median of the students’ answers for q3pre & q3post 

Descriptive Statistics 

 N Mean Std. Deviation Minimum Maximum 

Percentiles 

25th 50th (Median) 75th 

q3post 12 5.92 .669 5 7 5.25 6.00 6.00 

q3pre 12 3.17 1.115 2 5 2.00 3.00 4.00 

 

Table 5.3.1 Ranked differences for q3pre-q3post  

Ranks 

 

 

 

g. q3pre < q3post 

h. q3pre > q3post 

i. q3pre = q3post 

For question 3 we see that all students gave a higher post-intervention mark (N=12 

q3pre < q3post), no student gave a lower post-intervention mark (N=0 q3pre > 

q3post), and no student gave the same mark in the post-intervention questionnaire (N=0 

q3pre = q3post) (Table 5.3.1). 

 N Mean Rank Sum of Ranks 

q3pre-q3post            Negative Ranks 12g 6.50 78.00 

Positive Ranks 0h .00 .00 

Ties 0i   

Total 12   
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Table 5.3.2 The test of significance statistics for q3pre-q3post 

Test Statisticsa 
 q3pre – q3post 

Z 

Asymp. Sig. (2-tailed) 

-3.088b 

.002 

a. Wilcoxon Signed Ranks Test 

b. Based on positive ranks 

 

A Wilcoxon signed-rank test indicated that attending a GFL course which employed a 

‘novel-textbook’ shifted the students’ opinion towards ‘Definitely yes’ on the matter of 

whether a ‘novel-textbook’ can be used as a teaching material in the Greek language 

classroom. In particular, there was a significant difference between the students’ pre-

intervention marks (Median = 3.00) and post-intervention marks (Median = 6.00), Z=      

-3.088, sig.= 0.002 < 0.05 (Tables 5.3 and 5.3.2). 

Question 4:  

Can a ‘novel-textbook’ be used as the main teaching material in the Greek language 

classroom? 

 

Table 5.4 The Median of the students’ answers for q4pre & q4post 
Descriptive Statistics 

 N Mean Std. Deviation Minimum Maximum 

Percentiles 

25th 50th (Median) 75th 

q4post 12 6.00 .603 5 7 6.00 6.00 6.00 

q4pre 12 2.75 .965 2 5 2.00 2.50 3.00 

 

Table 5.4.1 Ranked differences for q4pre-q4post 

Ranks 

 N Mean Rank Sum of Ranks 

q4pre-q4post       Negative Ranks 12j 6.50 78.00 

Positive Ranks 0k .00 .00 

Ties 0l   

Total 12   
j. q4pre < q4post 

k. q4pre > q4post 

l. q4pre = q4post 
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For question 4 we see that all students gave a higher post-intervention mark (N=12 

q4pre < q4post), no student gave a lower post-intervention mark (N=0 q4pre > 

q4post), and no student gave the same mark in the post-intervention questionnaire (N=0 

q4pre = q4post) (Table 5.4.1). 

Table 5.4.2 The test of significance statistics for q4pre-q4post 

Test Statisticsa 
 q4pre – q4post 

Z 

Asymp. Sig. (2-tailed) 

-3.111b 

.002 

a. Wilcoxon Signed Ranks Test 

b. Based on positive ranks 

 

 

A Wilcoxon signed-rank test indicated that attending a GFL course which employed a 

‘novel-textbook’ shifted the students’ opinion towards ‘Definitely yes’ on the matter of 

whether a ‘novel-textbook’ can be used as the main teaching material in the Greek 

language classroom. In particular, there was a significant difference between the 

students’ pre-intervention marks (Median = 2.50) and post-intervention marks (Median = 

6.00), Z= -3.111, sig.= 0.002 < 0.05 (Tables 5.4 and 5.4.2). 

 

Question 5:  

Can a ‘novel-textbook’ be effectively used as the main teaching material in the Greek 

language classroom? 

 

Table 5.5 The Median of the students’ answers for q5pre & q5post 

Descriptive Statistics 

 N Mean Std. Deviation Minimum Maximum 

Percentiles 

25th 50th (Median) 75th 

q5post 12 6.17 .577 5 7 6.00 6.00 6.75 

q5pre 12 2.92 .996 2 5 2.00 3.00 3.75 
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Table 5.5.1 Ranked differences for q5pre-q5post  

Ranks 

 N Mean Rank Sum of Ranks 

q5pre-q5post            Negative Ranks 12m 6.50 78.00 

Positive Ranks 0n .00 .00 

Ties 0o   

Total 12   

m. q5pre < q5post 

n. q5pre > q5post 

o. q5pre = q5post 

 

For question 5 we see that all students gave a higher post-intervention mark (N=12 

q5pre < q5post), no student gave a lower post-intervention mark (N=0 q5pre > 

q5post), and no student gave the same mark in the post-intervention questionnaire (N=0 

q5pre = q5post) (Table 5.5.1). 

 

Table 5.5.2 The test of significance statistics for q5pre-q5post 

Test Statisticsa 
 q5pre – q5post 

Z 

Asymp. Sig. (2-tailed) 

-3.111b 

.002 

a. Wilcoxon Signed Ranks Test 

b. Based on positive ranks 

 

A Wilcoxon signed-rank test indicated that attending a GFL course which employed a 

‘novel-textbook’ shifted the students’ opinion towards ‘Definitely yes’ on the matter of 

whether a ‘novel-textbook’ can be effectively used as the main teaching material in the 

Greek language classroom. In particular, there was a significant difference between the 

students’ pre-intervention marks (Median = 3.00) and post-intervention marks (Median = 

6.00), Z= -3.111, sig.= 0.002 < 0.05 (Tables 5.5 and 5.5.2). 
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Question 6:  

Can a ‘novel-textbook’ be used to teach language skills effectively? 

 

Table 5.6 The Median of the students’ answers for q6pre & q6post 

Descriptive Statistics 

 N Mean Std. Deviation Minimum Maximum 

Percentiles 

25th 50th (Median) 75th 

q6post 12 5.92 .669 5 7 5.25 6.00 6.00 

q6pre 12 3.00 .953 2 5 2.00 3.00 3.75 

 

Table 5.6.1 Ranked differences for q6pre-q6post 

Ranks 

 N Mean Rank Sum of Ranks 

q6pre-q6post            Negative Ranks 12p 6.50 78.00 

Positive Ranks 0q .00 .00 

Ties 0r   

Total 12   
p. q6pre < q6post 

q. q6pre > q6post 

r. q6pre = q6post 

 

For question 6 we see that all students gave a higher post-intervention mark (N=12 

q6pre < q6post), no student gave a lower post-intervention mark (N=0 q6pre > 

q6post), and no student gave the same mark in the post-intervention questionnaire (N=0 

q6pre = q6post) (Table 5.6.1). 

 

Table 5.6.2 The test of significance statistics for q6pre-q6post 

Test Statisticsa 
 q6pre – q6post 

Z 

Asymp. Sig. (2-tailed) 

-3.100b 

.002 

a. Wilcoxon Signed Ranks Test 

b. Based on positive ranks 
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A Wilcoxon signed-rank test indicated that attending a GFL course which employed a 

‘novel-textbook’ shifted the students’ opinion towards ‘Definitely yes’ on the matter of 

whether a ‘novel-textbook’ can be used to teach language skills effectively. In particular, 

there was a significant difference between the students’ pre-intervention marks (Median 

= 3.00) and post-intervention marks (Median = 6.00), Z= -3.100, p = 0.002 < 0.05 

(Tables 5.6 and 5.6.2). 

 

Question 7:  

Can a ‘novel-textbook’ be used to teach grammar effectively? 

 

Table 5.7 The Median of the students’ answers for q7pre & q7post 

Descriptive Statistics 

 N Mean Std. Deviation Minimum Maximum 

Percentiles 

25th 50th (Median) 75th 

q7post 12 5.83 .577 5 7 5.25 6.00 6.00 

q7pre 12 3.00 .853 2 4 2.00 3.00 4.00 

 

 

Table 5.7.1 Ranked differences for q7pre-q7post 

Ranks 

 N Mean Rank Sum of Ranks 

q7pre-q7post         Negative Ranks 12s 6.50 78.00 

Positive Ranks 0t .00 .00 

Ties 0u   

Total 12   

s. q7pre < q7post 

t. q7pre > q7post 

u. q7pre = q7post 

 

For question 7 we see that all students gave a higher post-intervention mark (N=12 

q7pre < q7post), no student gave a lower post-intervention mark (N=0 q7pre > 

q7post), and no student gave the same mark in the post-intervention questionnaire (N=0 

q7pre = q7post) (Table 5.7.1). 
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Table 5.7.2 The test of significance statistics for q7pre-q7post 

Test Statisticsa 
 q7pre – q7post 

Z 

Asymp. Sig. (2-tailed) 

-3.100b 

.002 

a. Wilcoxon Signed Ranks Test 

b. Based on positive ranks 

 

A Wilcoxon signed-rank test indicated that attending a GFL course which employed a 

‘novel-textbook’ shifted the students’ opinion towards ‘Definitely yes’ on the matter of 

whether a ‘novel-textbook’ can be used to teach grammar effectively. In particular, there 

was a significant difference between the students’ pre-intervention marks (Median = 

3.00) and post-intervention marks (Median = 6.00), Z= -3.100, p = 0.002 < 0.05 (Tables 

5.7 and 5.7.2). 

Question 8:  

Can a ‘novel-textbook’ be used to teach vocabulary effectively? 

 

Table 5.8 The Median of the students’ answers for q8pre & q8post 

Descriptive Statistics 

 N Mean Std. Deviation Minimum Maximum 

Percentiles 

25th 50th (Median) 75th 

q8post 12 6.42 .515 6 7 6.00 6.00 7.00 

q8pre 12 3.83 .718 3 5 3.00 4.00 4.00 

 

Table 5.8.1 Ranked differences for q8pre-q8post 

Ranks 

 N Mean Rank Sum of Ranks 

q8pre-q8post         Negative Ranks 12v 6.50 78.00 

Positive Ranks 0w .00 .00 

Ties 0x   

Total 12   
v. q8pre < q8post 

w. q8pre > q8post 

x. q8pre = q8post 
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For question 8 we see that all students gave a higher post-intervention mark (N=12 

q8pre < q8post), no student gave a lower post-intervention mark (N=0 q8pre > 

q8post), and no student gave the same mark in the post-intervention questionnaire (N=0 

q8pre = q8post) (Table 5.8.1). 

 

Table 5.8.2 The test of significance statistics for q8pre-q8post 

Test Statisticsa 
 q8pre – q8post 

Z 

Asymp. Sig. (2-tailed) 

-3.153b 

.002 

a. Wilcoxon Signed Ranks Test 

b. Based on positive ranks 

A Wilcoxon signed-rank test indicated that attending a GFL course which employed a 

‘novel-textbook’ shifted the students’ opinion towards ‘Definitely yes’ on the matter of 

whether a ‘novel-textbook’ can be used to teach vocabulary effectively. In particular, 

there was a significant difference between the students’ pre-intervention marks (Median 

= 4.00) and post-intervention marks (Median = 6.00), Z= -3.153, p = 0.002 < 0.05 

(Tables 5.8 and 5.8.2). 

 

Question 9:  

Can a ‘novel-textbook’ be used to teach reading effectively? 

 

Table 5.9 The Median of the students’ answers for q9pre & q9post 

Descriptive Statistics 

 N Mean Std. Deviation Minimum Maximum 

Percentiles 

25th 50th (Median) 75th 

q9post 12 6.58 .515 6 7 6.00 7.00 7.00 

q9pre 12 4.83 .577 4 6 4.25 5.00 5.00 
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Table 5.9.1 Ranked differences for q9pre-q9post 

Ranks 

 N Mean Rank Sum of Ranks 

q9pre-q9post         Negative Ranks 12y 6.50 78.00 

Positive Ranks 0z .00 .00 

Ties 0aa   

Total 12   

y. q9pre < q9post 

z. q9pre > q9post 

aa. q9pre = q9post 

 

For question 9 we see that all students gave a higher post-intervention mark (N=12 

q9pre < q9post), no student gave a lower post-intervention mark (N=0 q9pre > 

q9post), and no student gave the same mark in the post-intervention questionnaire (N=0 

q9pre = q9post) (Table 5.9.1). 

 

Table 5.9.2 The test of significance statistics for q9pre-q9post 

Test Statisticsa 
 q9pre – q9post 

Z 

Asymp. Sig. (2-tailed) 

-3.140b 

.002 

a. Wilcoxon Signed Ranks Test 

b. Based on positive ranks 

 

A Wilcoxon signed-rank test indicated that attending a GFL course which employed a 

‘novel-textbook’ shifted the students’ opinion towards ‘Definitely yes’ on the matter of 

whether a ‘novel-textbook’ can be used to teach reading effectively. In particular, there 

was a significant difference between the students’ pre-intervention marks (Median = 

5.00) and post-intervention marks (Median = 7.00), Z= -3.140, p = 0.002 < 0.05 (Tables 

5.9 and 5.9.2). 
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Question 10:  

Can a ‘novel-textbook’ be used to teach writing effectively? 

 

Table 5.10 The Median of the students’ answers for q10pre & q10post 

Descriptive Statistics 

 N Mean Std. Deviation Minimum Maximum 

Percentiles 

25th 50th (Median) 75th 

q10post 12 6.08 .669 5 7 6.00 6.00 6.75 

q10pre 12 3.50 .674 2 4 3.00 4.00 4.00 

 

Table 5.10.1 Ranked differences for q10pre-q10post 

Ranks 

 N Mean Rank Sum of Ranks 

q10pre-q10post        Negative Ranks 12ab 6.50 78.00 

Positive Ranks 0ac .00 .00 

Ties 0ad   

Total 12   

ab. q10pre < q10post 

ac. q10pre > q10post 

ad. q10pre = q10post 

 

For question 10 we see that all students gave a higher post-intervention mark (N=12 

q10pre < q10post), no student gave a lower post-intervention mark (N=0 q10pre > 

q10post), and no student gave the same mark in the post-intervention questionnaire (N=0 

q10pre = q10post) (Table 5.10.1). 

 

Table 5.10.2 The test of significance statistics for q10pre-q10post 

Test Statisticsa 
 q10pre – q10post 

Z 

Asymp. Sig. (2-tailed) 

-3.126b 

.002 

a. Wilcoxon Signed Ranks Test 

b. Based on positive ranks 
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A Wilcoxon signed-rank test indicated that attending a GFL course which employed a 

‘novel-textbook’ shifted the students’ opinion towards ‘Definitely yes’ on the matter of 

whether a ‘novel-textbook’ can be used to teach writing effectively. In particular, there 

was a significant difference between the students’ pre-intervention marks (Median = 

4.00) and post-intervention marks (Median = 6.00), Z= -3.126, p = 0.002 < 0.05 (Tables 

5.10 and 5.10.2) 

 

Question 11:  

Can a ‘novel-textbook’ be used to teach speaking effectively? 

 

Table 5.11 The Median of the students’ answers for q11pre & q11post 

Descriptive Statistics 

 N Mean Std. Deviation Minimum Maximum 

Percentiles 

25th 50th (Median) 75th 

q11post 12 6.33 .651 5 7 6.00 6.00 7.00 

q11pre 12 3.33 .778 2 4 3.00 3.50 4.00 

 

Table 5.11.1 Ranked differences for q11pre-q11post  

Ranks 

 N Mean Rank Sum of Ranks 

q11pre-q11post     Negative Ranks 12ae 6.50 78.00 

Positive Ranks 0af .00 .00 

Ties 0ag   

Total 12   

ae. q11pre < q11post 

af. q11pre > q11post 

ag. q11pre = q11post 

 

For question 11 we see that all students gave a higher post-intervention mark (N=12 

q11pre < q11post), no student gave a lower post-intervention mark (N=0 q11pre > 

q11post), and no student gave the same mark in the post-intervention questionnaire (N=0 

q11pre = q11post) (Table 5.11.1). 
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Table 5.11.2 The test of significance statistics for q11pre-q11post 

Test Statisticsa 
 q11pre – q11post 

Z 

Asymp. Sig. (2-tailed) 

-3.274b 

.001 

a. Wilcoxon Signed Ranks Test 

b. Based on positive ranks 

 

 

A Wilcoxon signed-rank test indicated that attending a GFL course which employed a 

‘novel-textbook’ shifted the students’ opinion towards ‘Definitely yes’ on the matter of 

whether a ‘novel-textbook’ can be used to teach speaking effectively. In particular, there 

was a significant difference between the students’ pre-intervention marks (Median = 

3.50) and post-intervention marks (Median = 6.00), Z= -3.274, p = 0.001 < 0.05 (Tables 

5.11 and 5.11.2). 

Question 12:  

Can a ‘novel-textbook’ be used to teach listening effectively? 

 

Table 5.12 The Median of the students’ answers for q12pre & q12post 

Descriptive Statistics 

 N Mean Std. Deviation Minimum Maximum 

Percentiles 

25th 50th (Median) 75th 

q12post 12 5.67 .651 5 7 5.00 6.00 6.00 

q12pre 12 2.58 .515 2 3 2.00 3.00 3.00 

 

Table 5.12.1 Ranked differences for q12pre-q12post 

Ranks 

 N Mean Rank Sum of Ranks 

q12pre-q12post     Negative Ranks 12ah 6.50 78.00 

Positive Ranks 0ai .00 .00 

Ties 0aj   

Total 12   
ah. q12pre < q12post 

ai. q12pre > q12post 

aj. q12pre = q12post 
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For question 12 we see that all students gave a higher post-intervention mark (N=12 

q12pre < q12post), no student gave a lower post-intervention mark (N=0 q12pre > 

q12post), and no student gave the same mark in the post-intervention questionnaire (N=0 

q12pre = q12post) (Table 5.12.1). 

 

Table 5.12.2 The test of significance statistics for q12pre-q12post 

Test Statisticsa 
 q12pre – q12post 

Z 

Asymp. Sig. (2-tailed) 

-3.134b 

.002 

a. Wilcoxon Signed Ranks Test 

b. Based on positive ranks 

 

A Wilcoxon signed-rank test indicated that attending a GFL course which employed a 

‘novel-textbook’ shifted the students’ opinion towards ‘Definitely yes’ on the matter of 

whether a ‘novel-textbook’ can be used to teach listening effectively. In particular, there 

was a significant difference between the students’ pre-intervention marks (Median = 

3.00) and post-intervention marks (Median = 6.00), Z= -3.134, p = 0.002 < 0.05 (Tables 

5.12 and 5.12.2). 

 

Question 13:  

Would you attend a Greek language course where a ‘novel-textbook’ was the main 

teaching material? 

 
Table 5.13 The Median of the students’ answers for q13pre & q13post 

Descriptive Statistics 

 N Mean Std. Deviation Minimum Maximum 

Percentiles 

25th 50th (Median) 75th 

q13post 12 6.50 .522 6 7 6.00 6.50 7.00 

q13pre 12 3.83 .718 3 5 3.00 4.00 4.00 
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Table 5.13.1 Ranked differences for q13pre-q13post 

Ranks 

 N Mean Rank Sum of Ranks 

q13pre-q13post        Negative Ranks 12ak 6.50 78.00 

Positive Ranks 0al .00 .00 

Ties 0am   

Total 12   

ak. q13pre < q13post 

al. q13pre > q13post 

am. q13pre = q13post 

 

For question 13 we see that all students gave a higher post-intervention mark (N=12 

q13pre < q13post), no student gave a lower post-intervention mark (N=0 q13pre > 

q13post), and no student gave the same mark in the post-intervention questionnaire (N=0 

q13pre = q13post) (Table 5.13.1). 

 

Table 5.13.2 The test of significance statistics for q13pre-q13post 

Test Statisticsa 
 q13pre – q13post 

Z 

Asymp. Sig. (2-tailed) 

-3.097b 

.002 

a. Wilcoxon Signed Ranks Test 

b. Based on positive ranks 

 

 

A Wilcoxon signed-rank test indicated that attending a GFL course which employed a 

‘novel-textbook’ shifted the students’ opinion towards ‘Definitely yes’ on the matter of 

whether they would attend a Greek language course where a ‘novel-textbook’ was the 

main teaching material. In particular, there was a significant difference between the 

students’ pre-intervention marks (Median = 4.00) and post-intervention marks (Median = 

6.50), Z= -3.097, p = 0.002 < 0.05 (Tables 5.13 and 5.13.2). 
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Question 14:  

Would you recommend a Greek language course which employed a ‘novel-textbook’ as 
the main teaching material to a friend? 

 
Table 5.14 The Median of the students’ answers for q14pre & q14post 

Descriptive Statistics 

 N Mean Std. Deviation Minimum Maximum 

Percentiles 

25th 50th (Median) 75th 

q14post 12 6.50 .522 6 7 6.00 6.50 7.00 

q14pre 12 3.75 .622 3 5 3.00 4.00 4.00 

 

 

Table 5.14.1 Ranked differences for q14pre-q14post 

Ranks 

 N Mean Rank Sum of Ranks 

q14pre-q14post        Negative Ranks 12an 6.50 78.00 

Positive Ranks 0ao .00 .00 

Ties 0ap   

Total 12   
an. q14pre < q14post 

ao. q14pre > q14post 

ap. q14pre = q14post 

 

For question 14 we see that all students gave a higher post-intervention mark (N=12 

q14pre < q14post), no student gave a lower post-intervention mark (N=0 q14pre > 

q14post), and no student gave the same mark in the post-intervention questionnaire (N=0 

q14pre = q14post) (Table 5.14.1).  

Table 5.14.2 The test of significance statistics for q14pre-q14post 

Test Statisticsa 
 q14pre – q14post 

Z 

Asymp. Sig. (2-tailed) 

-3.111b 

.002 

a. Wilcoxon Signed Ranks Test 

b. Based on positive ranks 
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A Wilcoxon signed-rank test indicated that attending a GFL course which employed a 

‘novel-textbook’ shifted the students’ opinion towards ‘Definitely yes’ on the matter of 

whether they would recommend a Greek language course which employed a ‘novel-

textbook’ as the main teaching material to a friend. In particular, there was a significant 

difference between the students’ pre-intervention marks (Median = 4.00) and post-

intervention marks (Median = 6.50), Z= -3.111, p = 0.002 < 0.05 (Tables 5.14 and 

5.14.2). 

5.2.1 Summary of Results from the Pre-Intervention/Post-Intervention 

Questionnaire 

The Wilcoxon signed-rank test indicated that the observed difference between the 

students’ pre-intervention and post-intervention responses is significant (p values < 0.05). 

Therefore, we can reject the null hypothesis and accept the alternative hypothesis. 

These results indicate that attending a GFL course which employed a ‘novel-textbook’ as 

its main material of instruction caused a significant difference between the students’ pre-

intervention and post-intervention responses. In particular, the median of the students’ 

post-intervention ratings was higher than the median of their pre-intervention ratings (see 

Figure 5.1).  

 

Figure 5.1 Pre- & Post-Intervention Median of the Students’ Ratings for Questions 1-14 



CHAPTER 5 Data Presentation & Discussion of Results 

 

187 | P a g e  

 

5.3 Data from the Course Materials Evaluation Questionnaire 

This section reports the data gathered from the thirty-seven statements made in the 

Course Materials Evaluation Questionnaire concerning the ‘novel-textbook’ (see 

Appendix 4). These statements were grouped into ten categories based on their area of 

focus. In particular, these categories are: (1) content, (2) exercises and activities, (3) 

audio-visual materials, (4) grammar, (5) vocabulary, (6) reading, (7) writing, (8) 

speaking, (9) listening, and (10) overall opinion. 

In constructing the questionnaire items, the Likert scaling technique was used. The 

participants were asked to indicate the extent to which they agree or disagree with these 

items by circling one of the six responses ranging from ‘strongly disagree’ to ‘strongly 

agree’ (see Chapter 4, Figure 4.3). The 'undecided' category was omitted and an even 

number of responses was used because the researcher wanted to know in what direction 

the participants in the ‘undecided’ category were leaning (Taylor-Powell, 1998).  

The development of the items was based on Miekley’s (2005) Textbook Evaluation 

Checklist; however, since there is no list of criteria that can be applied to all educational 

contexts without much modification, Miekley’s checklist was adapted appropriately. 

The data gathered was entered and calculated with SPSS to yield the distribution of 

students’ responses in the form of percentages (descriptive analysis).  

 

Category 1: Content 

This section contains the data relating to statements asking students for their opinions 

about the content of the ‘novel-textbook’. This data refers to statements 1, 2, 3, 4, 5, 6, 7 

and 8 of the questionnaire and is reported in Tables C1.1 to C1.8 below. 

Statement 1: 

The subject matter was presented in a logical, organized manner 

Table C1.1 Data from Statement 1 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly 
agree 

Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 1 8.33 3 25 4 33.33 4 33.33 12 100 
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Table C1.1 shows that the majority of the students agreed with the statement ‘The subject 

matter was presented in a logical, organized manner’. ‘Agree’ was chosen by 33.33% of 

the students and ‘Strongly agree’ by another 33.33%. The two combined made up 

66.66% of the respondents. There were 25% who partly agreed, while only 8.33% (1 

student) slightly disagreed with the statement. No student chose ‘Disagree’ or ‘Strongly 

disagree’. 

Statement 2:  

The content of the ‘novel-textbook’ served as a window into learning about the Greek 

culture 

Table C1.2 Data from Statement 2 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly agree Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 0 0 2 16.67 4 33.33 6 50 12 100 

 

The majority of students, 83.33%, agreed with the statement ‘The content of the textbook 

served as a window into learning about the Greek culture’ as Table C1.2 shows. ‘Agree’ 

was chosen by 33.33% of the students and ‘Strongly agree’ by 50%. There were 16.67% 

who partly agreed, while no student disagreed with the statement in any way. 

Statement 3: 

The texts were authentic pieces of language 

Table C1.3 Data from Statement 3 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly 
agree 

Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 0 0 1 8.33 1 8.33 10 83.33 12 100 

Table C1.3 shows that the majority of the students agreed with the statement ‘The texts 

were authentic pieces of language’. ‘Agree’ was chosen by 8.33% of the students and 

‘Strongly agree’ by 83.33%. The two combined made up 91.66% of the respondents. 

There were 8.33% who partly agreed, but 0% who disagreed with the statement in any 

way. 
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Statement 4: 

The ‘novel-textbook’ contained real-life issues that challenged me to think critically 

about my worldview 

Table C1.4 Data from Statement 4 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly 
agree 

Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 0 0 1 8.33 2 16.67 9 75 12 100 

 

When asked about their opinion concerning the statement ‘The textbook contained real-

life issues that challenged me to think critically about my worldview’, 16.67% chose 

‘Agree’ and 75% chose ‘Strongly agree’, a total of 91.67% (Table C1.4). There was 1 

student who partly agreed with the statement, but no student disagreed with the particular 

statement in any way. 

Statement 5: 

The content was interesting 

Table C1.5 Data from Statement 5 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly 
agree 

Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 0 0 1 8.33 2 16.67 9 75 12 100 

 

As Table C1.5 shows, most students found the content of the ‘novel-textbook’ 

interesting. In particular, ‘Agree’ was chosen by 16.67% of the students and ‘Strongly 

agree’ by 75%. The two combined made up 91.67% of the respondents. ‘Partly agree’ 

was chosen by 8.33%, while no student chose ‘Slightly disagree’, ‘Disagree’ or ‘Strongly 

disagree’. 

Statement 6: 

The content was suitable for my age 

Table C1.6 Data from Statement 6 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly 
agree 

Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 1 8.33 3 25 3 25 5 41.67 12 100 
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The majority of students agreed with the statement ‘The content was suitable for my age’. 

Table C1.6 shows that 25% chose ‘Agree’ and 41.67% chose ‘Strongly agree’, a total of 

66.67%. ‘Partly agree’ was chosen by 25% and ‘Slightly disagree’ by 8.33%. ‘Disagree’ 

and ‘Strongly disagree’ were not chosen by any student. 

 

Statement 7: 

The content was suitable for my needs 

Table C1.7 Data from Statement 7 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly 
agree 

Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 2 16.67 1 8.33 3 25 6 50 12 100 

 

When asked about their opinion concerning the statement ‘The content was suitable for 

my needs’, a total of 75% agreed as 25% chose ‘Agree’ and 50% chose ‘Strongly agree’ 

(Table C1.7). One student (8.33%) partly agreed with the statement, while two students 

(16.67%) slightly disagreed. However, no student chose ‘Disagree’ or ‘Strongly 

disagree’. 

Statement 8: 

The content was free of material that might be offensive 

Table C1.8 Data from Statement 8 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly 
agree 

Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 0 0 0 0 2 16.67 10 83.33 12 100 

As shown in Table C1.8, no student disagreed with the statement ‘The content was free 

of material that might be offensive’ in any way. Also, no student partly agreed. On the 

contrary, a total of 100% of the students agreed with the statement as 16.67% chose 

‘Agree’ and 83.33% chose ‘Strongly agree’. 

In summary, in the section regarding the content of the ‘novel-textbook’, the majority of 

students gave a positive evaluation as most of them chose ‘Agree’ and ‘Strongly agree’ 
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for all the statements in this section. Thus, it could be inferred that the content of the 

‘novel-textbook’ was found appropriate by most students. 

 

Category 2: Exercises & Activities 

This section contains the data relating to statements asking students for their opinion 

about the exercises and activities of the ‘novel-textbook’. This data refers to statements 9, 

10, 11, 12, 13, 14, 15, 16 and 17 of the questionnaire and is reported in Tables C2.9 to 

C2.17 below. 

Statement 9: 

The ‘novel-textbook’ provided an appropriate balance of the four language skills (i.e. 

reading, writing, speaking, listening) 

Table C2.9 Data from Statement 9 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly 
agree 

Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 1 8.33 1 8.33 2 16.67 4 33.33 4 33.33 12 100 

 

Table C2.9 shows students’ opinions towards the statement ‘The textbook provided an 

appropriate balance of the four language skills (i.e. reading, writing, speaking, listening)’. 

Whereas ‘Strongly disagree’ was chosen by 0% of the students, ‘Disagree’ was chosen by 

8.33% and ‘Slightly disagree’ by another 8.33%. However, most students thought in the 

opposite way as 16.67% partly agreed, 33.33% agreed and another 33.33% strongly 

agreed. The ‘Agree’ plus the ‘Strongly agree’ responses make up 66.66% of the 

respondents. 

Statement 10: 

The ‘novel-textbook’ contained a sufficient number of revision exercises 

Table C2.10 Data from Statement 10 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly agree Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 3 25 2 16.67 4 33.33 3 25 12 100 
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When asked about their opinion concerning the statement ‘It contained a sufficient 

number of revision exercises’, a total of 58.33% agreed as 33.33% chose ‘Agree’ and 

25% chose ‘Strongly agree’ (Table C2.10). Whereas no student disagreed or strongly 

disagreed with the statement, 25% slightly disagreed and 16.67% partly agreed. 

Statement 11: 

The ‘novel-textbook’ contained a sufficient number of exercises and activities 

Table C2.11 Data from Statement 11 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly agree Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 1 8.33 1 8.33 2 16.67 3 25 5 41.67 12 100 

 

A total of 66.67% of the students agreed with the statement ‘It contained a sufficient 

number of exercises and activities’ as 25% chose ‘Agree’ and 41.67% chose ‘Strongly 

agree’ (Table C2.11). ‘Partly agree’ was chosen by 16.67%, while only 8.33% slightly 

disagreed and another 8.33% disagreed with the particular statement. ‘Strongly disagree’ 

was chosen by 0% of the students. 

Statement 12: 

The exercises and activities were learner friendly 

Table C2.12 Data from Statement 12 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly agree Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 0 0 2 16.67 4 33.33 6 50 12 100 

 

The majority of students agreed with the statement ‘The exercises and activities were 

learner friendly’. Table C2.12 shows that 33.33% chose ‘Agree’ and 50% chose 

‘Strongly agree’, a total of 83.33% of the respondents. Only 16.67% partly agreed, while 

no student disagreed with the statement in any way. 
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Statement 13: 

The exercises and activities helped me improve my language skills 

Table C2.13 Data from Statement 13 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly 
agree 

Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 1 8.33 1 8.33 2 16.67 4 33.33 4 33.33 12 100 

 

Table C2.13 shows students’ opinions towards the statement ‘The exercises and activities 

helped me improve my language skills’. A total of 66.66% agreed with the particular 

statement as 33.33% chose ‘Agree’ and another 33.33% chose ‘Strongly agree’. ‘Partly 

agree’ was chosen by 16.67% of the students, ‘Slightly disagree’ by 8.33% and 

‘Disagree’ by another 8.33%. No student chose ‘Strongly disagree’. 

Statement 14: 

The activities encouraged sufficient communicative and meaningful practice 

Table C2.14 Data from Statement 14 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly 
agree 

Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 0 0 3 25 3 25 6 50 12 100 

 

As shown in Table C2.14, no student disagreed with the statement ‘The activities 

encouraged sufficient communicative and meaningful practice’ in any way. Whereas 

25% of the students partly agreed, a total of 75% agreed with this statement as 25% chose 

‘Agree’ and 50% chose ‘Strongly agree’. 

Statement 15: 

Activities were balanced between individual response, pair and group work 

Table C2.15 Data from Statement 15 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly 
agree 

Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 2 16.67 3 25 4 33.33 3 25 12 100 
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The majority of students thought that the ‘Activities were balanced between individual 

response, pair and group work’ as 33.33% chose ‘Agree’ and 25% chose ‘Strongly 

agree’, a total of 58.33% (Table C2.15). ‘Partly agree’ was chosen by 25% of the students 

and ‘Slightly disagree by 16.67%. No student chose ‘Disagree’ or ‘Strongly disagree’. 

 

Statement 16: 

The examples and explanations were sufficient 

Table C2.16 Data from Statement 16 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly 
agree 

Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 1 8.33 2 16.67 3 25 3 25 3 25 12 100 

 

As Table C2.16 shows, 50% of the students clearly agreed with the statement ‘The 

examples and explanations were sufficient’ as 25% chose ‘Agree’ and 25% chose 

‘Strongly agree’. Also 25% of the students chose ‘Partly agree’ while ‘Slightly disagree’ 

was chosen by 16.67%, ‘Disagree’ by only 8.33% and ‘Strongly disagree’ by 0%. 

 

Statement 17: 

The examples and explanations were understandable 

Table C2.17 Data from Statement 17 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly agree Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 1 8.33 2 16.67 5 41.67 4 33.33 12 100 

The majority of students found that ‘The examples and explanations were 

understandable’ (Table C2.17). ‘Agree’ was chosen by 41.67% of the students and 

‘Strongly agree’ by 33.33%, a total of 75%. A percentage of 16.67% partly agreed with 

the statement and only 8.33% slightly disagreed. No student disagreed or strongly 

disagreed. 
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In summary, in the section about the exercises and activities of the ‘novel-textbook’, the 

majority of the students gave a positive evaluation. Most of them chose ‘Agree’ and 

‘Strongly agree’ for all statements apart from statement 16 (‘The examples and 

explanations were sufficient’) with which 50% of the students clearly agreed, 25% agreed 

partly, 16.67% slightly disagreed and 8.33% disagreed.  

 

Category 3: Audio-Visual Materials 

This section contains the data relating to statement 18 of the questionnaire which was 

asking students for their opinion about whether the ‘novel-textbook’ was adequately 

supported by audio-visual materials. This data is reported in Table C3.18 below. 

Statement 18: 

The ‘novel-textbook’ was supported adequately by audio-visual materials 

Table C3.18 Data from Statement 18 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly 
agree 

Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 1 8.33 1 8.33 4 33.33 6 50 12 100 

 

When asked about their opinion concerning the statement ‘The textbook was supported 

adequately by audio-visual materials’, the majority of students agreed (Table C3.18). 

‘Agree’ was chosen by 33.33% and ‘Strongly agree’ by 50%, a total of 83.33% of the 

respondents. Only 8.33% partly agreed and another 8.33% slightly disagreed with the 

statement, while no student disagreed or strongly disagreed. 

Thus, regarding the audio-visual materials that accompanied the ‘novel-textbook’, the 

majority of students (83.33%) thought that ‘The textbook was supported adequately by 

audio-visual materials’. 

 

Category 4: Grammar 

This section contains the data relating to statements asking students for their opinion 

about the teaching of grammar provided by the ‘novel-textbook’. This data refers to 
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statements 19, 20, 21 and 22 of the questionnaire and is reported in Tables C4.19 to 

C4.22 below. 

Statement 19: 

Grammar was introduced explicitly 

Table C4.19 Data from Statement 19 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly agree Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 2 16.67 2 16.67 4 33.33 4 33.33 12 100 

 

As Table C4.19 shows, most students clearly agreed with the statement ‘Grammar was 

introduced explicitly’. ‘Agree’ was chosen by 33.33% and ‘Strongly agree’ by another 

33.33%, a total of 66.66% of the respondents. The students who partly agreed were 

16.67%, those who slightly disagreed 16.67%, while no student chose ‘Disagree’ or 

‘Strongly disagree’.  

Statement 20: 

The ‘novel-textbook’ provided adequate grammar practice 

Table C4.20 Data from Statement 20 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly agree Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 1 8.33 2 16.67 2 16.67 4 33.33 3 25 12 100 

 

Table C4.20 shows students’ opinion towards the statement ‘The textbook provided 

adequate grammar practice’. A total of 58.33% agreed with the particular statement as 

33.33% chose ‘Agree’ and 25% chose ‘Strongly agree’. Whereas 16.67% partly agreed 

and another 16.67% partly disagreed, only 8.33% disagreed and 0% strongly disagreed. 

Statement 21: 

Grammar was contextualized 

Table C4.21 Data from Statement 21 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly agree Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 1 8.33 2 16.67 6 50 3 25 12 100 
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The majority of students agreed with the statement ‘Grammar was contextualized’ (Table 

C4.21). In particular, 50% chose ‘Agree’ and 25% chose ‘Strongly agree’, a total of 75%. 

Also, ‘Partly agree’ was chosen by 16.67%, while ‘Slightly disagree’ by only 8.33%. No 

student chose ‘Disagree’ or ‘Strongly disagree’. 

Statement 22: 

The ‘novel-textbook’ helped me improve my grammar skills 

Table C4.22 Data from Statement 22 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly 
agree 

Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 3 25 3 25 4 33.33 2 16.67 12 100 

 

When asked about their opinion concerning the statement ‘The ‘novel-textbook’ helped 

me improve my grammar skills’, 50% of the students clearly agreed as 33.33% chose 

‘Agree’ and 16.67% chose ‘Strongly agree’ (Table C4.22). Although 25% slightly 

disagreed with the statement, another 25% partly agreed, whereas no student disagreed or 

strongly disagreed. 

To sum up, as is evident from the data about the teaching of grammar skills provided by 

the ‘novel-textbook’, the majority of students gave a positive evaluation as most of them 

chose ‘Agree’ and ‘Strongly agree’ for almost all statements in this section. However, for 

statement 22 (‘The ‘novel-textbook’ helped me improve my grammar skills’), 50% of the 

students clearly agreed, 25% partly agreed and 25% slightly disagreed. 

 

Category 5: Vocabulary 

This section contains the data relating to statements asking students for their opinions 

about the teaching of vocabulary provided by the ‘novel-textbook’. This data refers to 

statements 23, 24, 25, 26 and 27 of the questionnaire and is reported in Tables C5.23 to 

C5.27 below. 
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Statement 23: 

New vocabulary was presented at an appropriate rate so that the text was 

understandable 

Table C5.23 Data from Statement 23 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly 
agree 

Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 1 8.33 1 8.33 3 25 4 33.33 3 25 12 100 

The majority of students thought the ‘New vocabulary was presented at an appropriate 

rate so that the text was understandable’ as 33.33% chose ‘Agree’ and 25% chose 

‘Strongly agree’, a total of 58.33% of the respondents (Table C5.23). Also, 25% chose 

‘Partly agree’. ‘Slightly disagree’ was chosen by only 8.33% and ‘Disagree’ by another 

8.33% with no student choosing ‘Strongly disagree’. 

Statement 24: 

New vocabulary was presented at an appropriate rate so that I was able to retain it 

Table C5.24 Data from Statement 24 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly agree Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 2 16.67 2 16.67 5 41.67 3 25 12 100 

 

As Table C5.24 shows, most students clearly agreed with the statement ‘New vocabulary 

was presented at an appropriate rate so that I was able to retain it’ as ‘Agree’ was chosen 

by 41.67% and ‘Strongly agree’ by 25%. The two combined made up 66.67% of the 

respondents. There were 16.67% who partly agreed and 16.67% who slightly disagreed, 

while no student chose ‘Disagree’ or ‘Strongly disagree’. 

Statement 25: 

The ‘novel-textbook’ provided adequate vocabulary practice 

Table C5.25 Data from Statement 25 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly 
agree 

Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 1 8.33 1 8.33 3 25 4 33.33 3 25 12 100 
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When asked about their opinion towards the statement ‘The ‘novel-textbook’ provided 

adequate vocabulary practice’, 33.33% agreed and 25% strongly agreed, a total of 

58.33% (Table C5.25). Also, 25% of the students partly agreed with the statement. Only 

8.33% chose ‘Slightly disagree’ and another 8.33% ‘Disagree’. No student disagreed 

strongly. 

Statement 26: 

New vocabulary was contextualized 

Table C5.26 Data from Statement 26 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly agree Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 0 0 2 16.67 5 41.67 5 41.67 12 100 

 

A total of 83.34% clearly agreed with the statement ‘New vocabulary was 

contextualized’, as 41.67% chose ‘Agree’ and 41.67% chose ‘Strongly agree’ (Table 

C5.26). Whereas 16.67% of the students chose ‘Partly agree’, no student disagreed with 

this statement in any way. 

Statement 27: 

The ‘novel-textbook’ helped me improve my vocabulary skills 

Table C5.27 Data from Statement 27 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly agree Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 2 16.67 2 16.67 5 41.67 3 25 12 100 

 

Table C5.27 shows that the majority of students agreed with the statement ‘The ‘novel-

textbook’ helped me improve my vocabulary skills’. In particular, 41.67% agreed and 

25% strongly agreed. The two combined make up 66.67% of the respondents. Although 

16.67% slightly disagreed with the statement, another 16.67% partly agreed, while no 

student disagreed or strongly disagreed. 
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All in all, in the section concerning vocabulary teaching, the ‘novel-textbook’ received a 

positive evaluation by the majority of students. ‘Agree’ and ‘Strongly agree’ was chosen 

by most students for all statements in this section. 

 

Category 6: Reading 

This section contains the data relating to statements asking students for their opinion 

about the teaching of reading provided by the ‘novel-textbook’. This data refers to 

statements 28, 29 and 30 of the questionnaire and is reported in Tables C6.28 to C6.30 

below.  

Statement 28: 

The instructions in the ‘novel-textbook’ told me to read for comprehension 

Table C6.28 Data from Statement 28 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly 
agree 

Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 0 0 3 25 4 33.33 5 41.67 12 100 

 

When asked about their opinion concerning the statement ‘The instructions in the ‘novel-

textbook’ told me to read for comprehension’, a total of 75% clearly agreed (33.33% 

agreed and 41.67% strongly agreed) and 25% partly agreed (Table C6.28). For this 

statement, no student chose ‘Slightly disagree’, ‘Disagree’ or ‘Strongly disagree’.  

 

Statement 29: 

The ‘novel-textbook’ provided adequate reading practice 

Table C6.29 Data from Statement 29 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly 
agree 

Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 0 0 1 8.33 5 41.67 6 50 12 100 
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Table C6.29 shows that the majority of students thought that ‘The ‘novel-textbook’ 

provided adequate reading practice’ as ‘Agree’ was chosen by 41.67% of the students and 

‘Strongly agree’ by 50%, a total of 91.67%. Only 8.33% agreed partly with the statement, 

while no student disagreed in any way. 

Statement 30: 

The ‘novel-textbook’ helped me improve my reading skills 

Table C6.30 Data from Statement 30 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly agree Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 2 16.67 2 16.67 5 41.67 3 25 12 100 

 

Although 16.67% slightly disagreed and another 16.67% partly agreed with the statement 

‘The ‘novel-textbook’ helped me improve my reading skills’, the majority of students 

clearly agreed as 41.67% chose ‘Agree’ and 25% ‘Strongly agree’. The two combined 

make up 66.67% of the respondents. Also, 0% disagreed or strongly disagreed. 

In summary, in the section about the teaching of reading skills, the ‘novel-textbook’ 

received a positive evaluation by the majority of students as most of them chose ‘Agree’ 

and ‘Strongly agree’ for all the statements of the particular section. 

 

Category 7: Writing 

This section contains the data relating to statements asking students for their opinion 

about the teaching of writing provided by the ‘novel-textbook’. This data refers to 

statements 31 and 32 of the questionnaire and is reported in Tables C7.31 to C7.32 

below. 

Statement 31: 

The ‘novel-textbook’ provided adequate writing practice 

Table C7.31 Data from Statement 31 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly 
agree 

Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 1 8.33 2 16.67 3 25 3 25 3 25 12 100 
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Table C7.31 shows that 50% of the students thought that ‘The ‘novel-textbook’ provided 

adequate writing practice’ as 25% chose ‘Agree’ and 25% chose ‘Strongly agree’. Also, 

25% of the students agreed partly with the statement, 16.67% slightly disagreed, while 

only 8.33% disagreed and 0% disagreed strongly. 

Statement 32: 

The ‘novel-textbook’ helped me improve my writing skills 

Table C7.32 Data from Statement 32 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly 
agree 

Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 1 8.33 1 8.33 3 25 5 41.67 2 16.67 12 100 

  

Most students agreed with the statement ‘The ‘novel-textbook’ helped me improve my 

writing skills’ (Table C7.32). In particular, 41.67% chose ‘Agree’ and 16.67% chose 

‘Strongly agree’, a total of 58.34%. There were 25% who partly agreed, whereas only 

8.33% slightly disagreed and 8.33% disagreed with the statement. No student disagreed 

strongly. 

Thus, the teaching of writing skills provided by the ‘novel-textbook’ received overall a 

positive evaluation. However, although for statement 32 (‘The ‘novel-textbook’ helped 

me improve my writing skills’), the majority of students chose ‘Agree’ and ‘Strongly 

agree’, half of the students clearly agreed with statement 31 (‘The ‘novel-textbook’ 

provided adequate writing practice’). Nevertheless, 25% of the students were leaning 

towards a more positive rather than negative evaluation as they chose ‘Partly agree’. 

 

Category 8: Speaking 

This section contains the data relating to statements asking students for their opinion 

about the teaching of speaking skills provided by the ‘novel-textbook’. This data refers to 

statements 33 and 34 of the questionnaire and are reported in Tables C8.33 to C8.34 

below. 
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Statement 33: 

The ‘novel-textbook’ provided adequate speaking practice 

Table C8.33 Data from Statement 33 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly 
agree 

Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 1 8.33 3 25 4 33.33 4 33.33 12 100 

 

A total of 66.66% thought that ‘The ‘novel-textbook’ provided adequate speaking 

practice’ as ‘Agree’ was chosen by 33.33% and ‘Strongly agree’ by another 33.33% 

(Table C8.33). Also, 25% chose ‘Partly agree’, whereas only 8.33% chose ‘Slightly 

disagree’ and 0% chose ‘Disagree’ and ‘Strongly disagree’. 

Statement 34: 

The ‘novel-textbook’ helped me improve my speaking skills 

Table C8.34 Data from Statement 34 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly agree Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 2 16.67 2 16.67 5 41.67 3 25 12 100 

When asked about their opinion towards the statement ‘The ‘novel-textbook’ helped me 

improve my speaking skills’, 41.67% chose ‘Agree’ and 25% ‘Strongly agree’, a total of 

66.67% of the respondents (Table C8.34). Although 16.67% disagreed slightly, another 

16.67% partly agreed and no student chose ‘Disagree’ or ‘Strongly disagree’. 

Thus, regarding the teaching of speaking skills, the ‘novel-textbook’ received a positive 

evaluation by the majority of students as ‘Agree’ and ‘Strongly agree’ were chosen by 

most students for both statements in this section. 

 

Category 9: Listening 

This section contains the data relating to statements asking students for their opinion 

about the teaching of listening skills provided by the ‘novel-textbook’. This data refers to 
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statements 35 and 36 of the questionnaire and is reported in Tables C9.35 to C9.36 

below. 

Statement 35: 

The ‘novel-textbook’ provided adequate listening practice 

Table C9.35 Data from Statement 35 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly agree Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 2 16.67 2 16.67 2 16.67 3 25 3 25 12 100 

 

Table C9.35 shows that 50% of the students clearly agreed with the statement ‘The 

‘novel-textbook’ provided adequate listening practice’ as 25% chose ‘Agree’ and another 

25% chose ‘Strongly agree’. There were 16.67% who partly agreed, while another 

16.67% slightly disagreed and yet another 16.67% disagreed. No student disagreed 

strongly. 

Statement 36: 

The ‘novel-textbook’ helped me improve my listening skills 

Table C9.36 Data from Statement 36 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly agree Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 1 8.33 2 16.67 4 33.33 3 25 2 16.67 12 100 

 

When asked about their opinion concerning the statement ‘The ‘novel-textbook’ helped 

me improve my listening skills’, 41.67% of the students clearly agreed as 25% chose 

‘Agree’ and 16.67% chose ‘Strongly agree’ (Table C9.36). Also, 33.33% agreed partly 

with the statement, while 16.67% slightly disagreed and only 8.33% disagreed. No 

student chose ‘Strongly disagree’. 

In summary, in the section about the teaching of listening skills, the ‘novel-textbook’ 

received a positive evaluation overall. Although ‘Agree’ and ‘Strongly agree’ was not 

chosen by the majority of students for statements 35 (‘The ‘novel-textbook’ provided 

adequate listening practice’) and 36 (‘The ‘novel-textbook’ helped me improve my 
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listening skills’), most of them were generally leaning towards a positive evaluation as 

16.67% chose ‘Partly agree’, 25% ‘Agree’ and another 25% ‘Strongly agree’ for 

statement 35, and for statement 36, 33% chose ‘Partly agree’, 25% ‘Agree’ and 16.67% 

‘Strongly agree’. 

 

Category 10: Overall Opinion 

This section contains the data relating to statement 37 of the questionnaire which was 

asking students for their overall opinion about the effectiveness of the ‘novel-textbook’ as 

a teaching material. This data is reported in Table C10.37 below. 

Statement 37: 

Overall, I believe that the ‘novel-textbook’ helped me improve my language skills 

Table C10.37 Data from Statement 37 

No 
response 

Strongly 
disagree 

Disagree Slightly 
disagree 

Partly 
agree 

Agree Strongly 
agree 

Total 

N N % N % N % N % N % N % N % 

0 0 0 0 0 0 0 3 25 5 41.67 4 33.33 12 100 

 

As Table C10.37 shows, the majority of students clearly agreed with the statement 

‘Overall, I believe that the ‘novel-textbook’ helped me improve my language skills’. In 

particular, no student disagreed with this statement in any way, while 41.67% chose 

‘Agree’ and 33.33% chose ‘Strongly agree’, a total of 75% of the respondents. Also, the 

remaining 25% agreed partly. 

Thus, the majority of students thought that the ‘novel-textbook’ did help them improve 

their language skills overall as 75% clearly agreed with the particular statement and the 

remaining 25% were leaning towards a positive evaluation as they chose ‘Partly agree’. 
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5.3.1 Summary of Results from the Course Materials Evaluation 

Questionnaire 

The data from the Course Materials Evaluation Questionnaire presented above indicate 

that, overall, the ‘novel-textbook’ received a positive evaluation by the majority of 

students (see Figure 5.2). In particular, most students chose ‘Agree’ and ‘Strongly agree’ 

for all statements concerning the content of the ‘novel-textbook’, its use of audio-visual 

materials, and the teaching of vocabulary, reading and speaking skills that it provided. 

For very few statements in categories ‘Exercises & Activities’, ‘Grammar’, ‘Writing’ and 

‘Listening’, the majority of students did not choose ‘Agree’ and/or ‘Strongly agree’. 

However, even in those statements, the students were leaning towards a positive 

evaluation as the majority of their responses were divided among ‘Partly agree’, ‘Agree’ 

and ‘Strongly agree’ with 50% of the students choosing ‘Agree’ and ‘Strongly agree’ for 

most of those statements. Finally, in the last category concerning their overall opinion 

about the ‘novel-textbook’, 75% of the students clearly agreed with the statement 

‘Overall, I believe that the ‘novel-textbook’ helped me improve my language skills’, with 

no student disagreeing in any way. 

 

Figure 5.2 The Combined Percentages of ‘Agree’ & ‘Strongly Agree’ 

Students’ Responses for Statements 1-37 
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5.4 Discussion of Results: Answering the Research Questions 

This section provides a discussion of the results organised around the research questions 

of the study. The answers to the research questions are derived from both the Pre-Post 

Intervention Questionnaire results and the Course Materials Evaluation Questionnaire 

results.  

First, the research sub-questions are answered and, then, the answer to the overarching 

research question is arrived at through an examination of the answers to the research sub-

questions and the results from the items addressing the particular research question. 

 

Research sub-question 1: 

Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their grammar skills in Greek? 

The items that addressed this research question were: 

A) Pre-Post Intervention Questionnaire 

Question 7: ‘Can a ‘novel-textbook’ be used to teach grammar effectively?’ 

B) Course Materials Evaluation Questionnaire   

Statement 19: ‘Grammar was introduced explicitly’ 

Statement 20: ‘The ‘novel-textbook’ provided adequate grammar practice’ 

Statement 21: ‘Grammar was contextualized’ 

Statement 22: ‘The ‘novel-textbook’ helped me improve my grammar skills’ 

The results from the above items indicate that, for the particular GFL course, the ‘novel-

textbook’ was found appropriate by GFL learners for the development of their grammar 

skills in Greek.  

In particular, the results from the pre-post intervention questionnaire indicate that 

attending a course which employed a ‘novel-textbook’ shifted the students’ opinion 
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towards ‘Definitely yes’ on the matter of whether a ‘novel-textbook’ can be used to teach 

grammar effectively (pre-intervention median = 3.00, post-intervention median = 6.00) 

(see Table 5.7). 

Additionally, the results from the Course Materials Evaluation Questionnaire also 

indicate that the teaching of grammar skills provided by the ‘novel-textbook’ received a 

positive evaluation by the majority of students (see Tables C4.19-C4.22). However, a 

special note should be made about statement 22 (i.e. ‘The ‘novel-textbook’ helped me 

improve my grammar skills’). For the particular statement, 50% of the students clearly 

agreed as 33.33% chose ‘Agree’ and 16.67% chose ‘Strongly agree’ (see Table C4.22). 

Although most students were leaning towards a positive evaluation, as their responses 

were divided among ‘Partly agree’ (25%), ‘Agree’ (33.33%) and ‘Strongly agree’ 

(16.67%), the fact that 25% partly agreed and 25% slightly disagreed probably suggests 

that more attention should be paid to the way grammar is taught through the ‘novel-

textbook’. 

Research sub-question 2: 

Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their vocabulary skills in Greek? 

The items that addressed this research question were: 

A) Pre-Post Intervention Questionnaire 

Question 8: ‘Can a ‘novel-textbook’ be used to teach vocabulary effectively?’ 

B) Course Materials Evaluation Questionnaire  

Statement 23: ‘New vocabulary was presented at an appropriate rate so that the text was 

understandable’ 

Statement 24: ‘New vocabulary was presented at an appropriate rate so that I was able to 

retain it’ 

Statement 25: ‘The ‘novel-textbook’ provided adequate vocabulary practice’ 
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Statement 26: ‘New vocabulary was contextualised’ 

Statement 27: ‘The ‘novel-textbook’ helped me improve my vocabulary skills’ 

The results from the above items indicate that, for the particular GFL course, the ‘novel-

textbook’ was found appropriate by GFL learners for the development of their vocabulary 

skills in Greek.  

In particular, the results from the pre-post intervention questionnaire indicate that 

attending a course which employed a ‘novel-textbook’ shifted the students’ opinion 

towards ‘Definitely yes’ on the matter of whether a ‘novel-textbook’ can be used to teach 

vocabulary effectively (pre-intervention median = 4.00, post-intervention median = 6.00) 

(see Table 5.8). 

Moreover, the results from the Course Materials Evaluation Questionnaire also indicate 

that the teaching of vocabulary provided by the ‘novel-textbook’ received a positive 

evaluation by the majority of students (see Tables C5.23-C5.27). 

Research sub-question 3: 

Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their reading skills in Greek? 

The items that addressed this research question were: 

A) Pre-Post Intervention Questionnaire 

Question 9: ‘Can a ‘novel-textbook’ be used to teach reading effectively?’ 

B) Course Materials Evaluation Questionnaire  

Statement 28: ‘The instructions in the ‘novel-textbook’ told me to read for 

comprehension’  

Statement 29: ‘The ‘novel-textbook’ provided adequate reading practice’ 

Statement 30: ‘The ‘novel-textbook’ helped me improve my reading skills’ 
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The results from the above items indicate that, for the particular GFL course, the ‘novel-

textbook’ was found appropriate by GFL learners for the development of their reading 

skills in Greek.  

In particular, the results from the pre-post intervention questionnaire indicate that 

attending a course which employed a ‘novel-textbook’ shifted the students’ opinion 

towards ‘Definitely yes’ on the matter of whether a ‘novel-textbook’ can be used to teach 

reading effectively (pre-intervention median = 5.00, post-intervention median = 7.00) 

(see Table 5.9). 

Additionally, the results from the Course Materials Evaluation Questionnaire also 

indicate that the teaching of reading provided by the ‘novel-textbook’ received a positive 

evaluation by the majority of students (see Tables C6.28-C6.30). 

Research sub-question 4: 

Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their writing skills in Greek? 

The items that addressed this research question were: 

A) Pre-Post Intervention Questionnaire 

Question 10: ‘Can a ‘novel-textbook’ be used to teach writing effectively?’ 

B) Course Materials Evaluation Questionnaire  

Statement 31: ‘The ‘novel-textbook’ provided adequate writing practice’ 

Statement 32: ‘The ‘novel-textbook’ helped me improve my writing skills’ 

The results from the above items indicate that, for the particular GFL course, the ‘novel-

textbook’ was found appropriate by GFL learners for the development of their writing 

skills in Greek.  

In particular, the results from the pre-post intervention questionnaire indicate that 

attending a course which employed a ‘novel-textbook’ shifted the students’ opinion 

towards ‘Definitely yes’ on the matter of whether a ‘novel-textbook’ can be used to teach 
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writing effectively (pre-intervention median = 4.00, post-intervention median = 6.00) (see 

Table 5.10). 

Moreover, the results from the Course Materials Evaluation Questionnaire indicate that, 

in general, the teaching of writing provided by the ‘novel-textbook’ received a positive 

evaluation by the majority of students (see Tables C7.31-C7.32). However, here we see 

that although most students thought that the ‘novel-textbook’ helped them improve their 

writing skills (statement 32), 50% of the students thought that it provided adequate 

writing practice (statement 31). Another 25% of the students were leaning towards a 

more positive rather than negative evaluation as they chose ‘Partly agree’. Nevertheless, 

the results from these two statements seem rather contradictory and probably indicate that 

students believe there would have been more room for improvement of their writing 

skills if more writing practice had been included in the ‘novel-textbook’. 

Research sub-question 5: 

Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their listening skills in Greek? 

The items that addressed this research question were: 

A) Pre-Post Intervention Questionnaire 

Question 12: ‘Can a ‘novel-textbook’ be used to teach listening effectively?’ 

B) Course Materials Evaluation Questionnaire  

Statement 35: ‘The ‘novel-textbook’ provided adequate listening practice’ 

Statement 36: ‘The ‘novel-textbook’ helped me improve my listening skills’ 

The results from the above items indicate that, for the particular GFL course, the ‘novel-

textbook’ was found appropriate by GFL learners for the development of their listening 

skills in Greek.  

In particular, the results from the pre-post intervention questionnaire indicate that 

attending a course which employed a ‘novel-textbook’ shifted the students’ opinion 
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towards ‘Definitely yes’ on the matter of whether a ‘novel-textbook’ can be used to teach 

listening effectively (pre-intervention median = 3.00, post-intervention median = 6.00) 

(see Table 5.12). 

The results from the Course Materials Evaluation Questionnaire indicate that, in general, 

the ‘novel-textbook’ received a positive evaluation regarding the teaching of listening. 

Although ‘Agree’ and ‘Strongly agree’ was not chosen by the majority of students for 

statements 35 and 36 (see Tables C9.35-C9.36), most of them were generally leaning 

towards a positive evaluation as 16.67% chose ‘Partly agree’, 25% ‘Agree’ and another 

25% ‘Strongly agree’ for statement 35, and for statement 36, 33% chose ‘Partly agree’, 

25% ‘Agree’ and 16.67% ‘Strongly agree’. However, these results may suggest that more 

emphasis should be put on the teaching of listening skills through the ‘novel-textbook’.   

Research sub-question 6: 

Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their speaking skills in Greek? 

The items that addressed this research question were: 

A) Pre-Post Intervention Questionnaire 

Question 11: ‘Can a ‘novel-textbook’ be used to teach speaking effectively?’ 

B) Course Materials Evaluation Questionnaire  

Statement 33: ‘The ‘novel-textbook’ provided adequate speaking practice’ 

Statement 34: ‘The ‘novel-textbook’ helped me improve my speaking skills’ 

The results from the above items indicate that, for the particular GFL course, the ‘novel-

textbook’ was found appropriate by GFL learners for the development of their speaking 

skills in Greek.  

In particular, the results from the pre-post intervention questionnaire indicate that 

attending a course which employed a ‘novel-textbook’ shifted the students’ opinion 

towards ‘Definitely yes’ on the matter of whether a ‘novel-textbook’ can be used to teach 
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speaking effectively (pre-intervention median = 3.50, post-intervention median = 6.00) 

(see Table 5.11). 

Additionally, the results from the Course Materials Evaluation Questionnaire also 

indicate that the teaching of speaking provided by the ‘novel-textbook’ received a 

positive evaluation by the majority of students (see Tables C8.33-C8.34). 

Overarching Research Question: 

Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their language skills in Greek? 

This is the overarching research question of the study and refers to the students’ overall 

opinion about the ‘novel-textbook’. In order to answer it, the answers to the research sub-

questions discussed above were taken into consideration. Additionally, the results from 

the following items were examined:  

A) Pre-Post Intervention Questionnaire 

Question 1: ‘Is literature an essential part of learning Greek as a foreign language?’ 

Question 2: ‘Can literature play an important role in the Greek language classroom?’ 

Question 3: ‘Can a ‘novel-textbook’ be used as a teaching material in the Greek language 

classroom?’ 

Question 4: ‘Can a ‘novel-textbook’ be used as the main teaching material in the Greek 

language classroom?’ 

Question 5: ‘Can a ‘novel-textbook’ be effectively used as the main teaching material in 

the Greek language classroom?’ 

Question 6: ‘Can a ‘novel-textbook’ be used to teach language skills effectively?’ 

Question 13: ‘Would you attend a Greek language course where a ‘novel-textbook’ was 

the main teaching material?’ 

Question 14: ‘Would you recommend a Greek language course which employed a 

‘novel-textbook’ as the main teaching material to a friend?’ 
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The results from the pre-post intervention questionnaire indicate that attending a course 

which employed a ‘novel-textbook’ shifted the students’ opinion towards ‘Definitely yes’ 

on the matters addressed by questions 1 (pre-intervention median = 4.00, post-

intervention median = 6.00), 2 (pre-intervention median = 4.00, post-intervention median 

= 6.00), 3 (pre-intervention median = 3.00, post-intervention median = 6.00), 4 (pre-

intervention median = 2.50, post-intervention median = 6.00), 5 (pre-intervention median 

= 3.00, post-intervention median = 6.00), 6 (pre-intervention median = 3.00, post-

intervention median = 6.00), 13 (pre-intervention median = 4.00, post-intervention 

median = 6.50), and 14 (pre-intervention median = 4.00, post-intervention median = 6.50) 

(see Tables 5.1-5.5 and 5.13-5.14). 

B) Course Materials Evaluation Questionnaire  

Statement 1: ‘The subject matter was presented in a logical, organized manner’ 

Statement 2: ‘The content of the ‘novel-textbook’ served as a window into learning about 

the Greek culture’ 

Statement 3: ‘The texts were authentic pieces of language’ 

Statement 4: ‘The ‘novel-textbook’ contained real-life issues that challenged me to think 

critically about my worldview’ 

Statement 5: ‘The content was interesting’ 

Statement 6: ‘The content was suitable for my age’ 

Statement 7: ‘The content was suitable for my needs’ 

Statement 8: ‘The content was free of material that might be offensive’ 

Statement 9: ‘The ‘novel-textbook’ provided an appropriate balance of the four language 

skills (i.e. reading, writing, speaking, listening)’ 

Statement 10: ‘The ‘novel-textbook’ contained a sufficient number of revision exercises’ 

Statement 11: ‘The ‘novel-textbook’ contained a sufficient number of exercises and 

activities’ 
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Statement 12: ‘The exercises and activities were learner friendly’ 

Statement 13: ‘The exercises and activities helped me improve my language skills’ 

Statement 14: ‘The activities encouraged sufficient communicative and meaningful 

practice’ 

Statement 15: ‘The activities were balanced between individual response, pair and group 

work’ 

Statement 16: ‘The examples and explanations were sufficient’ 

Statement 17: ‘The examples and explanations were understandable’ 

Statement 18: ‘The ‘novel-textbook’ was supported adequately by audio-visual materials’ 

Statement 37: ‘Overall, I believe that the ‘novel-textbook’ helped me improve my 

language skills’ 

The majority of students chose ‘Agree’ and ‘Strongly agree’ for all the above statements 

apart from statement 16 (i.e. ‘The examples and explanations were sufficient’) (see 

Tables C1.1-C3.18 and C10.37). However, although for this statement 50% clearly 

agreed, most students were leaning towards a positive evaluation as the majority of their 

responses were divided among ‘Partly agree’ (25%), ‘Agree’ (25%) and ‘Strongly agree’ 

(25%) (see Table C2.16). 

Taking the results from the above items and the answers to the research sub-questions 

into consideration, we see that, overall, the majority of the adult GFL learners who 

participated in the upper-intermediate/B2 GFL course of the study believe that the ‘novel-

textbook’ was appropriate for effective language teaching in terms of : i) its content 

(statements 1-8), ii) its exercises and activities (statements 9-17), iii) its audio-visual 

materials (statement 18), iv) the teaching of grammar and vocabulary (questions 7-8, 

statements 19-22 and 23-27), and v) the teaching of the four language skills (i.e. reading, 

writing, speaking, listening) (questions 6, 9-12, statements 28-36). Moreover, these 

results are strengthened by the fact that the majority of students stated that overall, the 

‘novel-textbook’ helped them improve their language skills (statement 37), that they 
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would attend a Greek language course where a ‘novel-textbook’ was the main teaching 

material (question 13) and that they would also recommend such a course to a friend 

(question 14). Finally, through their responses, the majority of students indicated that 

literature is an essential part of learning Greek as a foreign language (questions 1-2) and 

that, when accompanied by the appropriate materials, it can effectively form the central 

focus of instruction in the Greek language classroom (questions 3-5).   

In conclusion, for the particular GFL course, the ‘novel-textbook’ was found appropriate 

by adult GFL learners for the development of their language skills in Greek.  

 

5.5 Chapter Summary 

In this chapter, the data obtained from the Pre-Post Intervention Questionnaire and the 

Course Materials Evaluation Questionnaire were presented followed by a discussion of 

the results. The discussion of the results was organised around the research questions of 

the study. 

In particular, an examination of the data gathered for the purposes of the present study 

revealed that the ‘novel-textbook’ was found appropriate by adult GFL learners for the 

development of their language skills in Greek in terms of the teaching of grammar, 

vocabulary, reading, writing, speaking and listening that it provided. 

Moreover, although the ‘novel-textbook’ received a positive evaluation overall, the 

results also suggested that in the future more attention should be paid to certain areas 

such as the activities regarding the teaching of grammar, listening and writing. 
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CHAPTER 6  

Conclusion 
 

 

6.1 Introduction 

As this is the concluding chapter of the thesis, it firstly offers an overview of the 

present study and summarises its findings with a focus on the overarching research 

question, “Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their language skills in Greek?” Secondly, the pedagogical 

implications drawn from this research are discussed. Thirdly, the limitations of this 

study are acknowledged, and, finally, recommendations are made as to the direction 

of future research. 

 

6.2 An Overview of the Research Project 

As the literature review has shown, although the importance of using literature as a 

supplementary teaching material in the GFL/GSL classroom and the practical 

considerations involved have been the focus of a number of papers in the last few 

years, there has not yet been an investigation on the use of an unabridged literary 

work, an unabridged novel in particular, as the core, not supplementary, material of 

instruction.  

The present study, drawing on the field of Language Teaching Research, was an 

attempt to examine one aspect of this topic by investigating whether adult GFL 

learners would find a novel appropriate for the development of their language skills in 

Greek. In particular, this study attempted to investigate the feasibility and 

effectiveness of using a ‘novel-textbook’ as the main teaching material in the GFL 

classroom based on the learners’ opinions. 

With the above aim in mind, the following research questions were formed: 

Overarching Research Question: 

Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their language skills in Greek? 

 



CHAPTER 6 Conclusion 

 

218 | P a g e  

 

Research sub-questions:  

1a. Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their grammar skills in Greek? 

1b. Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their vocabulary skills in Greek? 

1c. Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their reading skills in Greek? 

1d. Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their writing skills in Greek? 

1e. Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their listening skills in Greek? 

1f. Will a ‘novel-textbook’ be found appropriate by adult GFL learners for the 

development of their speaking skills in Greek? 

To seek answers to these questions, a quantitative research design was employed. In 

particular, a quasi-experimental one group pretest-posttest design that allowed the 

researcher to make inferences on the effect of the intervention was found to be 

particularly suitable for this project. In this case, the intervention took the form of an 

upper-intermediate/B2 GFL course employing a ‘novel-textbook’ as its main material 

of instruction.  

Data was obtained from: a) a numerical rating scale questionnaire on the participants’ 

opinions (pre-intervention and post-intervention) about using a ‘novel-textbook’ as 

the main teaching material to learn Greek, and b) a Likert scale course materials 

evaluation questionnaire. The data collected from the evaluation questionnaire played 

a supplementary role in helping to enhance confidence in findings. 

The twelve adult volunteers who took part in the study received fifty-one hours of 

instruction at the Dutch Association in Athens, Greece. 
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6.3 A Summary of the Results 

The answer to the overarching research question was arrived at through an 

examination of the answers to the research sub-questions and the results from the 

items addressing that particular question (see Chapter 5, section 5.4). The examination 

revealed that, overall, the adult GFL learners who participated in the study found that 

a ‘novel-textbook’ was appropriate for the development of their language skills in 

Greek. In particular, as the data presented in Chapter 5 (sections 5.2-5.3.1) indicated, 

the majority of students gave the ‘novel-textbook’ a high rating in terms of: i) its 

content, ii) its exercises and activities, iii) its audio-visual materials, iv) the teaching 

of grammar and vocabulary, v) the teaching of the four language skills (i.e. reading, 

writing, speaking, listening), and vi) its overall effectiveness as the main teaching 

material of the GFL course.  Moreover, these results were strengthened by the fact 

that the majority of students stated that that they would attend a Greek language 

course where a ‘novel-textbook’ was the main teaching material and that they would 

also recommend such a course to a friend. Additionally, through their responses, the 

majority of students also indicated that literature is an essential part of learning Greek 

as a foreign language and that, when accompanied by the appropriate materials, it can 

effectively form the central focus of instruction in the Greek language classroom. 

Finally, an analysis of the results also suggested that more attention should be paid to 

the preparation of the accompanying materials for the teaching of grammar, listening 

and writing. 

 

6.4 Implications for GFL Pedagogy 

As was discussed in Chapter 4, the present study, drawing on the field of Language 

Teaching Research, attempted to answer some questions related to GFL pedagogy in 

order to gain a better understanding of the practice of language teaching and its 

contribution to language learning. In particular, it attempted to investigate the 

effectiveness of an alternative ‘instructional artefact’ (Ellis, 2012), the ‘novel-

textbook’, based on the learners’ opinions. 

Language teaching research can inform FL pedagogy by serving as a resource in order 

for teachers to question their existing conceptions of how to teach, and, thereby, 
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develop reflective practice (Lightbown, 1985, 2000). Thus, a number of implications 

for GFL pedagogy can be drawn from the present study: 

 Although traditional GFL textbooks are invaluable resources for teaching 

Greek, they are not the only choice for a given course. 

 Literature should be more often employed as a teaching material in adult GFL 

classes. 

 Literature should be more often employed as the core teaching material in 

adult GFL classes. 

 Literature should be employed in the GFL classroom with a clear pedagogic 

goal in mind in order for its benefits to be fully exploited. 

 Selecting the appropriate literary text is of significant importance. Thus, a 

number of criteria should be applied before the final selection is made. 

 When accompanied by the appropriate materials, a novel can form the central 

focus of instruction in adult GFL courses. 

 Using an unabridged novel rather than a series of extracts, especially when the 

novel is intended to form the central focus of instruction in the GFL 

classroom, seems to be more interesting, motivating and, thus, beneficial to 

adult GFL learners both in terms of language learning and the students’ 

experience with literature. 

 Particular attention should be paid to the preparation of the materials that will 

accompany the novel, especially in relation to the teaching of grammar, 

listening and writing. 

 The implementation of an Integrated Approach to the teaching of literature 

within the general framework of CLT seems to be beneficial to adult GFL 

learners. In particular, the integration of elements from ‘cultural’, ‘linguistic’ 

and ‘personal growth’ approaches seems to enhance the effectiveness of 

literature as a tool for the development of communicative competence as it 

combines a focus on language with a focus on the students’ experience with 

the literary text. 

 In order for teachers to be able to fully exploit the benefits of literature in the 

GFL classroom, teacher training workshops focusing on the use of the literary 

text as the main teaching material and the preparation of appropriate 

accompanying materials would be extremely helpful. 
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6.5 Limitations of the Present Study 

The present study has some limitations which can question its suitability for 

generalisation. 

First of all, this was a small-scale research in which twelve participants took part 

(n=12). Moreover, the selection of these participants was not a random one, but was 

based on a voluntary factor due to practical reasons. Therefore, the specific findings 

cannot be generalised to all GFL contexts. 

Secondly, the native languages of the participants (Albanian, Dutch, English, Spanish 

and Ukrainian) had similar conventions to those in Greek for reading and interpreting 

literature. Thus, the findings of this study cannot probably be generalised to GFL 

contexts where learners’ native languages have different conventions regarding the 

reading and interpretation of literary texts. Additionally, all participants already had 

some exposure to L1 literature with which they were more or less familiar. A GFL 

context where learners do not have previous exposure to L1 literature might yield 

different results. 

Finally, the present study investigated the effectiveness and feasibility of using a 

‘novel-textbook’ as the main teaching material of instruction in the adult GFL class 

from a very specific perspective: the learners’ opinions. Exploring the topic from 

different angles, such as the teachers’ perceptions or the learning outcome, may result 

in different findings. 

 

6.6 Recommendations for Future Research 

The present study intended to offer an introduction to the topic and serve as a starting 

point for further extensive research. Thus, a better understanding of the use of an 

unabridged Greek novel as the main GFL teaching material and the issues involved 

could be gained through research that would: 

 Include a large number of participants that will have been randomly selected. 

 Collect both quantitative and qualitative data on GFL learners’ opinions about 

using a ‘novel-textbook’ as the core material of instruction. 

 Collect both quantitative and qualitative data on GFL teachers’ opinions about 

using a ‘novel-textbook’ as the core material of instruction. 
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 Investigate the effectiveness of such a course through the administration of 

pre- and post-tests targeting specific language items/areas. 

 Include both an experimental and a control group where participants will have 

been randomly assigned. Such a design would give important insight into the 

practical issues involved in employing a ‘novel-textbook’ as an alternative to 

the traditional GFL textbook. 

 Investigate the preparation of appropriate accompanying materials and the 

issues involved. 

 Investigate the effectiveness of different pedagogical approaches to the use of 

the ‘novel-textbook’ in the GFL classroom. 

 Investigate the use of the ‘novel-textbook’ with beginner, intermediate and 

advanced adult GFL classes. 

 Investigate the use of the ‘novel-textbook’ both in GFL and GSL contexts. 

 

6.7 A Final Note 

Asserting the feasibility and effectiveness of using a literary text as the core material 

of instruction by providing empirical evidence based on the learners’ opinions, the 

present study affirms the important role of literature in GFL teaching and learning. 

Moreover, it suggests that the benefits of using literature in the GFL classroom can be 

fully exploited and extended when a ‘novel-textbook’ is used as the main teaching 

material. Finally, it proposes that employing a ‘novel-textbook’ can provide teachers 

with the opportunity to use instructional materials in a number of creative ways in 

order to enhance their learners’ language skills and create a stimulating learning 

environment. In this way, language learning becomes the exciting and inspiring 

experience that it should always be. 
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APPENDIX 1: 

Miekley’s Textbook Evaluation Checklist 
(source: http://www.readingmatrix.com/reading_projects/miekley/project.pdf.) 
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I. Textbook 
  

 

          
 

 A. Content           
 

  i. Is the subject matter presented either topically or functionally in a  
4 3 2 1 0 M O N 

 

  logical, organized manner? (1,2,3)ii  
 

           
 

  ii. Does the content serve as a window into learning about the target  
4 3 2 1 0 M O N 

 

  language culture (American, British, ect.)? (2,18)  
 

           
 

  iii. Are the reading selections authentic pieces of language? (5,10)  4 3 2 1 0 M O N 
 

  iv. Compared to texts for native speakers, does the content contain  

4 3 2 1 0 M O N 
 

  real-life issues that challenge the reader to think critically about  
 

  his/her worldview? (1,2,3,7,21)          
 

  v. Are the text selections representative of the variety of literary  
4 3 2 1 0 M O N 

 

  genres, and do they contain multiple sentence structures? (1,13)  
 

           
 

 B. Vocabulary and Grammar          
 

  i. Are the grammar rules presented in a logical manner and in  
4 3 2 1 0 M O N 

 

  increasing order of difficulty? (1,2,3)  
 

           
 

  ii. Are the new vocabulary words presented in a variety of ways (e.g.  
4 3 2 1 0 M O N 

 

  glosses, multi-glosses, appositives)? (2,3,12)  
 

           
 

  iii. Are the new vocabulary words presented at an appropriate rate          
 

  so that the text is understandable and so that students are able to  4 3 2 1 0 M O N 
 

  retain new vocabulary? (1,2,3,5)          
 

  iv. Are the new vocabulary words repeated in subsequent lessons to  
4 3 2 1 0 M O N 

 

  reinforce their meaning and use? (1,2,3,)  
 

           
 

  v. Are students taught top-down techniques for learning new  
4 3 2 1 0 M O N 

 

  vocabulary words? (7,8,9,11)  
 

           
 

 C. Exercises and Activities          
 

  i. Are there interactive and task-based activities that require  
4 3 2 1 0 M O N 

 

  students to use new vocabulary to communicate? (1,2,3,5)  
 

           
 

  ii. Do instructions in the textbook tell students to read for  
4 3 2 1 0 M O N 

 

  comprehension? (6)  
 

           
 

  iii. Are top-down and bottom-up reading strategies used? (17)  4 3 2 1 0 M O N 
 

  iv. Are students given sufficient examples to learn top-down  
4 3 2 1 0 M O N 

 

  techniques for reading comprehension? (7,8,9,10)  
 

           
 

  v. Do the activities facilitate students’ use of grammar rules by  
4 3 2 1 0 M O N 

 

  creating situations in which these rules are needed? (1,2,3)  
 

           
 

  vi. Does the text make comprehension easier by addressing one  
4 3 2 1 0 M O N 

 

  new concept at a time instead of multiple new concepts? (2,3)  
 

           
 

  vii. Do the exercises promote critical thinking of the text? (2)  4 3 2 1 0 M O N 
 

 D. Attractiveness of the Text and Physical Make-up          
 

  i. Is the cover of the book appealing? (1,2,3)  4 3 2 1 0 M O N 
 

  ii. Is the visual imagery of high aesthetic quality? (1,2,3,14)  4 3 2 1 0 M O N 
 

  iii. Are the illustrations simple enough and close enough to the text  
4 3 2 1 0 M O N 

 

  that they add to its meaning rather than detracting from it? (1)  
 

           
 

  iv. Is the text interesting enough that students will enjoy reading it?  
4 3 2 1 0 M O N 

 

  (15)   
 

            
 

http://www.readingmatrix.com/reading_projects/miekley/project.pdf
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II Teacher's Manual  
 A. General Features          

 

  i. Does the manual help teachers understand the objectives and  
4 3 2 1 0 M O N 

 

  methodology of the text? (1,2,3)  
 

           
 

  ii. Are correct or suggested answers given for the exercises in the  
4 3 2 1 0 M O N 

 

  textbook? (1,2,3,4)  
 

           
 

 B. Background Information          
 

  i. Are teachers shown how to teach students to use cues from  

4 3 2 1 0 M O N 
 

  morphology, cognates, rhetorical relationships, and context to assist  
 

  them in lexical inferencing? (7)          
 

  ii. Is there a list of true and false cognates for vocabulary words?  
4 3 2 1 0 M O N 

 

  (1,2,3)  
 

           
 

 C. Methodological Guidance          
 

  i. Are teachers given techniques for activating students’ background  
4 3 2 1 0 M O N 

 

  knowledge before reading the text? (8,9,22)  
 

           
 

  ii. Are teachers given adequate examples for teaching students to  
4 3 2 1 0 M O N 

 

  preview, skim, scan, summarize, and to find the main idea? (8,11,6)  
 

           
 

  iii. Does the manual suggest a clear, concise method for teaching  
4 3 2 1 0 M O N 

 

  each lesson? (1,2,3)  
 

           
 

 D. Supplementary Exercises and Materials          
 

  i. Does the manual give instructions on how to incorporate audio-  
4 3 2 1 0 M O N 

 

  visual material produced for the textbook? (2)  
 

           
 

  ii. Does the manual provide teachers with exercises to practice, test,  
4 3 2 1 0 M O N 

 

  and review vocabulary words? (1,2,3)  
 

           
 

  iii. Does the manual provide additional exercises for reinforcing  
4 3 2 1 0 M O N 

 

  grammar points in the text? (1,2,3)  
 

           
 

III. Context          
 

 A. Is the textbook appropriate for the curriculum? (1,2,19,20)  4 3 2 1 0 M O N 
 

  i. Does the text coincide with the course goals? (1,2,3,19,20)  4 3 2 1 0 M O N 
 

 B. Is the textbook appropriate for the students who will be using it? (1,2)  4 3 2 1 0 M O N 
 

  i. Is the text free of material that might be offensive? (1,6,16)  4 3 2 1 0 M O N 
 

  ii. Are the examples and explanations understandable? (1)  4 3 2 1 0 M O N 
 

  iii. Will students enjoy reading the text selections? (1,2,3,15)  4 3 2 1 0 M O N 
 

  iv. Will the content meet students’ felt needs for learning English or  
4 3 2 1 0 M O N 

 

  can it be adapted for this purpose? (2,3)  
 

           
 

 C. Are the textbook and teacher’s manual appropriate for the  
4 3 2 1 0 M O N 

 

  teacher who will be teaching from them? (1,2,4)  
 

           
 

  i. Is the teacher proficient enough in English to use the teacher’s  
4 3 2 1 0 M O N 

 

  manual? (1)  
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APPENDIX 2: 

The Shapiro-Wilk Normality Test for the Pre-Post 

Intervention Questionnaire Data 
 

 

TESTS OF NORMALITY 

 

Kolmogorov-Smirnov
a
 Shapiro-Wilk 

Statistic df Sig. Statistic df Sig. 

dif1** .251 12 .036 .877 12 .080 

dif2 .167 12 .200
*
 .947 12 .598 

dif3 .198 12 .200
*
 .894 12 .134 

dif4 .307 12 .003 .764 12 .004 

dif5 .307 12 .003 .764 12 .004 

dif6 .209 12 .153 .824 12 .018 

dif7 .258 12 .027 .802 12 .010 

dif8 .374 12 .000 .640 12 .000 

dif9 .323 12 .001 .780 12 .006 

dif10 .309 12 .002 .768 12 .004 

dif11 .417 12 .000 .599 12 .000 

dif12 .300 12 .004 .809 12 .012 

dif13 .230 12 .080 .900 12 .160 

dif14 .307 12 .003 .764 12 .004 

* This is a lower bound of the true significance. 

** For data description and analysis purposes, a new variable was created which 

was the difference (dif) between each pair (i.e., post-intervention score minus pre-

intervention score). 

a. Lilliefors Significance Correction 
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APPENDIX 3: 

Data from the Pre- & Post-Intervention Questionnaire 
 

 

Q = Question 

S = Student 

STUDENTS’ MARKS 

Q S1 S2 S3 S4 S5 S6 S7 S8 S9 S10 S11 S12 

 PRE POST PRE POST PRE POST PRE POST PRE POST PRE POST PRE POST PRE POST PRE POST PRE POST PRE POST PRE POST 

1 3 5 4 5 6 7 2 5 4 6 4 7 5 6 3 5 4 7 7 7 2 5 4 6 

2 3 5 4 6 6 7 3 6 4 6 4 7 5 6 2 5 3 6 7 7 2 6 4 6 

3 2 5 3 6 5 6 2 6 3 5 3 6 4 6 2 5 2 6 5 7 2 6 4 7 

4 2 5 2 6 4 6 2 6 3 5 3 6 3 6 2 6 2 6 5 7 2 6 3 7 

5 2 6 2 6 4 6 2 6 3 5 3 7 3 6 2 6 2 6 5 7 3 6 4 7 

6 2 6 2 6 4 6 2 5 3 5 3 6 3 6 3 6 2 6 5 7 3 5 4 7 

7 2 5 3 5 4 6 3 6 4 6 3 5 2 6 2 6 2 6 4 6 3 6 4 7 

8 3 6 4 6 4 7 3 6 5 7 4 6 4 6 3 6 3 6 5 7 4 7 4 7 

9 4 6 5 6 5 7 5 6 6 7 5 7 5 6 4 6 5 7 5 7 5 7 4 7 

10 2 6 3 6 4 6 3 5 4 6 4 7 4 6 3 6 4 6 4 7 3 5 4 7 

11 3 6 2 5 4 7 3 6 4 7 4 7 4 6 3 6 3 6 4 7 2 6 3 7 

12 2 5 2 5 3 6 3 5 3 6 3 7 2 5 2 6 3 5 3 6 2 6 3 6 

13 3 6 4 6 5 7 3 6 4 6 4 7 5 6 3 7 4 7 4 6 3 7 4 7 

14 3 6 4 6 5 7 4 6 4 6 3 7 4 6 3 7 4 7 4 6 3 7 4 7 
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APPENDIX 4: 

Data from the Course Materials Evaluation Questionnaire 
Statement No 

Response 

Strongly 

disagree 

Disagree Slightly 

disagree 

Partly  

agree 

Agree Strongly 

agree 

1 0 0 0 1 3 4 4 

2 0 0 0 0 2 4 6 

3 0 0 0 0 1 1 10 

4 0 0 0 0 1 2 9 

5 0 0 0 0 1 2 9 

6 0 0 0 1 3 3 5 

7 0 0 0 2 1 3 6 

8 0 0 0 0 0 2 10 

9 0 0 1 1 2 4 4 

10 0 0 0 3 2 4 3 

11 0 0 1 1 2 3 5 

12 0 0 0 0 2 4 6 

13 0 0 1 1 2 4 4 

14 0 0 0 0 3 3 6 

15 0 0 0 2 3 4 3 

16 0 0 1 2 3 3 3 

17 0 0 0 1 2 5 4 

18 0 0 0 1 1 4 6 

19 0 0 0 2 2 4 4 

20 0 0 1 2 2 4 3 

21 0 0 0 1 2 6 3 

22 0 0 0 3 3 4 2 

23 0 0 1 1 3 4 3 

24 0 0 0 2 2 5 3 

25 0 0 1 1 3 4 3 

26 0 0 0 0 2 5 5 

27 0 0 0 2 2 5 3 

28 0 0 0 0 3 4 5 

29 0 0 0 0 1 5 6 

30 0 0 0 2 2 5 3 

31 0 0 1 2 3 3 3 

32 0 0 1 1 3 5 2 

33 0 0 0 1 3 4 4 

34 0 0 0 2 2 5 3 

35 0 0 2 2 2 3 3 

36 0 0 1 2 4 3 2 

37 0 0 0 0 3 5 4 
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