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INTRODUCTION 
 

 
"Wisdom is not a product of schooling but of the life-long attempt to acquire it." 
 - Albert Einstein 
 
If acquiring wisdom is a life-long attempt, then the objective of teachers around 
the world is to produce independent, life-long readers and learners.  One 
acquires knowledge through reading, and writing plays a critical and important 
role in the expression of this acquired knowledge.  It is our responsibility as 
teachers to foster a life-long love of reading and writing through these two 
complementary productive skills.   
 
What is Literature?  The word literature is derived from the Latin words 
“litteratus”, meaning learned, scholarly, a person who can read and write, a 
person familiar with literature.  There are many different definitions of what 
Literature means, and scholars, linguists, and practitioners do not agree on one.  
Up until the 1960’s and 1970’s Literature was considered to be the study of 
canonical writers otherwise known as “dead white men” such as Shakespeare, 
Chaucer, Milton, Pope and Johnson.  R. Leavis (1948) in the mid twentieth 
century, through his book The Great Tradition

 

, established an “elite literary 
canon” of only six English novelists which included writers such as Jane Austen 
and D.H. Lawrence.  Leavis’s literary cannon encapsulated both moral and 
value judgments of American and British society and greatly influenced views 
on what Literature should be considered (Gilroy & Parkinson, 1997, p. 213).  
However, in the 1960’s and 1970’s, in response to Leavis’s views, literary critics 
and the literary theory revolution reacted to this strict meaning of Literature and 
the result was a much broader and inclusive definition.  Nowadays, Literature in 
its broad sense of the word includes writers from all over the world such as 
Sandra Cisneros and Maya Angelou, and ranges from the canon, the classics, 
fiction, poetry, plays, critical essays, and best-sellers.  English teachers also 
teach film, song lyrics, television, and all kinds of cultural material that fall 
outside the literary rubrics (Showalter, 2003, p. 22).  It appears that whether 
something is considered Literature or not is up to the criteria and judgment of 
teachers and his or her definition of Literature.  The most broadly accepted 
definition refers to Literature as “the art of written work” (whether published or 
not).  It is important to point out that Literature is also observed in terms of 
gender, race, nationality, and includes written work from around the world such 
as Africa, India, women writers, and so on. 

I chose the topic Literature in English as a Foreign Language (from now on 
EFL) because it interests me on a personal level.  I feel using Literature in the 
classroom is not only an excellent manner of teaching and learning English, it is 
also a window to the cultures and customs of the world.  Teachers of English do 
not only teach English per se, they play a vital role in teaching students about 
current events, history, and the cultures of the world.  Literature can be used to 
do this through authentic material.  Literature can also be used to introduce 
students to different literary genres, foster a love for reading and writing, and 
build upon personal and academic competences.  Exposure to poetry for 
example, makes students familiar with figures of speech (simile, metaphor, 
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irony, personification, imagery, etc.).  Furthermore, introducing Literature in the 
classrooms gives students the opportunity to improve their reading, writing, 
speaking and listening skills.  Through Literature, students can become active 
readers and writers (in the manner they view texts and their own roles as 
readers and writers).  Also, Literature is a subject which can be applied in any 
educational context, and socioeconomic and level education factors are not 
decisive in determining whether this subject is appropriate.   
 
Incorporating Literature into the classroom means exposing students to 
authentic texts.  Language course-books many times only focus on “referential” 
language: “language which communicates at only one level, usually in terms of 
information being sought or given, or of a social situation being handled” 
(McRae, 1991, p. 3).  The value of Literature is that it focuses on 
“representational” language: “language which, in order that its meaning potential 
be decoded by a receiver, engages the imagination of that receiver…Where 
referential language informs, representational language involves” (McRae, 
1991, p. 3).  Also, through course-books alone students are not “encouraged to 
read and experience the encounter with Literature as personally enriching” 
(Pieper, 2006, p. 5).   
 
The SGA (from now on Story Grammar Approach) consists primarily on 
students’ identifying story elements such as characters, settings, theme, plot 
events, conflict, and resolution.  After a narrative text is read, students are to 
identity all the aforementioned story elements and complete what is known as a 
Story Grammar Map (See Annex 1).  Once this is done, students then continue 
with follow-up activities.  Another possible SGA post-reading activity focuses on 
Plot Maps, where students have to identify the four main elements of the plot 
(exposition), rising action (conflict), climax (or turning point), and resolution (see 
Annex 2).  However, the SGA is limited because it is only applicable in narrative 
texts, which encapsulates stories and novels for they possess all these 
elements.  Studies show that the SGA is excellent in improving students’ 
reading comprehension and memory skills, and can be used to foster learner 
autonomy. 
 
The RRA (from now on Reader Response Approach) focuses on the “response” 
of the reader to a text (which is personalized), and the reader can somehow 
relate it to his or her life or his or her life experiences.  In the RRA, students 
study Literature “for the purpose of understanding, comprehending, and drawing 
conclusions about text, there is a transaction between the reader and the text in 
which the reader reflects, engages in a creative process and constructs his or 
her own unique meaning about the text” (The Expanding Cannon Website, 1st 
paragraph).  In the RRA, a typical pre-reading activity of a text includes a whole 
class discussion about  the title, what the students think it might mean, what the 
author intended it to mean, and what the students think the text will be about 
(prediction) according to the title.  An after-reading activity will focus on the 
students’ “response” and opinions of the meaning of the whole text or certain 
passages of the text.  The RRA is an excellent springboard for working on 
academic competences and social skills.   
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The SGA and RRA are present in EFL classes all over the world (to a fuller or 
lesser extent).  After the reading of a story, teachers and students discuss if not 
all, at least some of the story grammar elements of a story, for discussion of a 
book cannot omit basic information about characters, setting, theme, etc.  
However, when the SGA is fully applied, it is a standard procedure for students 
to complete a SGA Map or Plot Map. Also, where discussion and production on 
personal reflection and response to a text occurs either before, during, or after 
the reading of a text, the RRA is also present in English classrooms.  Applying 
the RRA specifically means giving students the opportunity to “respond” to the 
text by constructing their own meaning of the text (and relating it to their 
personal lives).  Also, in the RRA, the focus is on representational language, the 
activities student-centered, and they stimulate plenty of communicative practice.  
Both the SGA and the RRA directly tie into Task Based Learning and 
Communicative Language Teaching.  It should be noted that these two 
approaches do not have to be seen as alien to each other but can complement 
each other.     
 
In Spain, and specifically in Catalunya, the curriculum for Obligatory Secondary 
Education (from now on ESO), Baxtillerat levels, and the Escoles Oficials 
d’Idiomes (from now on EOIs) allows Literature to be incorporated.  Thus, the 
SGA and the RRA can be applied.  Also, in Catalunya where society is 
becoming more ethnically and culturally diverse, authentic texts from around the 
world fit right into English classroom curriculums.  Unfortunately, I did not have 
the opportunity to incorporate this topic to my practicum in the Escola Oficial 
d’Idioma Vall d’Hebron due to timing, as I had already prepared my lesson units 
and was in the middle of my teaching sessions when I was given my domain.  
 
Teachers should introduce more Literature as part of the curriculum and use 
Literature to complement course-books whenever possible.  Students should 
get more exposure to authentic language through more Literature in EFL 
classes, and the RRA and the SGA approaches should be implemented when 
teaching Literature (for they are very applicable in the EFL setting).  This paper 
is a proposal on the basis of my readings and my perceived needs of students.   
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CHAPTER ONE - THEORETICAL AND LEGAL FRAMEWORK 
 
 
Literature in EFL already forms part of many school curriculums here in Spain 
and throughout Europe.  There is an excellent Monograph by APAC and the 
British Council titled BritLit: Using Literature in EFL Classrooms, which gives 
accounts of teachers involved in the BritLit Project.  These teachers use 
Literature in their classrooms and have material readily available through the 
BritLit Kits.  The Monograph also gives accounts of various authors who have 
visited Catalonian and Portuguese Schools and their experience and opinion of 
the BritLit Project.  In addition, it offers sample materials which are excellent for 
Secondary Level Students (see Annex 4).  The EOIs also have available many 
BritLit Project activities in the Generalitat Webpage.  Many of the activities 
available are also representative of the RRA (see Annex 5).  However, they are 
only for 3rd, 4th and 5th Level students.  Brumfit and Benton (1993) in their 
book Teaching Literature: A Worldwide Perspective

 

, relay accounts from 
teachers all over the world and their experience with Literature inside the 
classroom.  Some of the accounts are from Denmark, Sweden, Germany, Italy, 
Spain, and Uruguay.  Thus, Literature is and forms part of schools all over the 
world, but how it is taught is something which needs further documentation. 

Literature (and the SGA and the RRA) are both applicable in the Catalonian 
Education system.  The legal framework (curriculum) of the EOIs and ESO 
allows Literature, and thus SGA and RRA) to be included.  The result of 
introducing more Literature into the curriculum is that students will improve their 
overall and general competences.  In the EOI Framework, the two major 
competences are; General Competence (attitude, sociocultural competence, 
notional subject matter, linguistic abilities and strategies), and the Linguistic and 
Communicative Competence (pragmatic, sociolinguistic and linguistic 
competences).  Using Literature in the EOIs results in students working on all 
the aforementioned competences.  In ESO and Batxillerat, students are to work 
on Eight Competences.  The competences which the SGA and the RRA relate 
to are; communicative linguistic, artistic and cultural, digital competence and 
treatment of information, learning to learn, autonomy and personal initiative, 
interacting and learning about our world and social and civic competence.  The 
only basic competence which is not included here is math.  Thus, not only does 
using Literature in the classroom develop social and academic competences, 
the advantages and possibilities are unlimited. 
 
Both the SGA and the RRA are directly related to Task Based Learning 
Approach (from now on TBL).  In Task Based Lessons, “the teacher does not 
predetermine what language will be studied, the lesson is based around the 
completion of a central task and the language studied is determined by what 
happens as the students complete it” (Frost, 2007, p. 2).  Thus, if any questions 
arise regarding the language in the text (and its function) it should be attended 
to by the teacher, but it should not be the objective of the lesson.  According to 
Willis and Willis (2007) the following criteria should be met in TBL; it should 
engage the learners’ interest, its primary focus should be meaning, there should 
be a goal or outcome and the success judged in terms of these, and the activity 
should relate to real world activities (pgs. 12-14).  I believe all these factors are 
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very important and intricately tied to both approaches.  Willis and Willis (2007) 
also point out that “if learners are clear on the outcome…they are more likely to 
engage with the task, speak with more confidence…Successful task 
achievement will increase their satisfaction and motivation” (pgs. 12-14).  Most 
importantly in the EFL classroom, students “will look more closely at language 
forms used by others doing similar tasks, they will already be familiar with the 
context and have experienced the need for some of those forms” (Willis and 
Willis, 2007, pgs. 12-14).  Frost (2007) further points out that the following 
criteria are met in TBL;  
 
 “students are free of language control, a natural context is developed from  
 the students’ experiences with the language that is personalized and relevant  
 to them, they will also have a varied exposure to the language, it will arise  
 from the students’ needs, and there is a strong communicative approach  
 where students spend a lot of time communicating” (p. 3).   
 
Thus, the TBL approach is meaning-focused rather than form-focused (just as 
Literature is in general, including the SGA and the RRA).  In TBL, teachers 
should provide tasks which foster creativity, imagination, and communication.  It 
is important to point out that many linguists, literary critics and practitioners do 
not agree on one definition of a task.  
 
The SGA and the RRA are also related to the Communicative Language 
Teaching Approach (from now on CLT).  According to Hymes (1968) in the CLT 
approach “solely teaching grammar is not enough to prepare students for using 
the language independently…this method of teaching proposes that students 
need to understand the meaning and the communicative function of a language 
in order to learn the language.”  Using Literature not only fosters discussion and 
communication but is motivating because it “stimulates the imagination of 
students and develops critical abilities and emotional awareness” (Lazar, 1993, 
p. 11).  A critical factor in using these approaches is that the teacher should act 
as a facilitator and encourage discussion.  Both the SGA and the RRA are 
student-centered, and it is the students who should be doing most of the talking 
through the prompting of teachers.  “CLT involves encouraging learners to take 
part in and reflect on communication in as many different contexts as 
possible..and as many as necessary for their future and present language 
needs” (Thompson, 1996, p. 12).  In addition, through Literature students are 
first exposed to the text and “comprehensible context” so that meaning and 
function are understood.  Mc Donough and Shaw (2003), point out reasons why 
the CLT approach provides  
 
 “richer teaching and learning environments; it includes wider considerations  
 of what is appropriate as well as accurate, it can handle a wider range of  
 language, covering texts and conversations as well as sentences, it provides  
 realistic and motivating language practice, and it can use what learners  
 already know about the function of language from their mother tongue” (p. 34). 
 
Thus, both the SGA and the RRA are directly related to the CLT for they focus 
on the learner expressing his or her thoughts and ideas about texts and 
engaging with his or her peers by communicating, both in written and oral form. 
A great figure in the humanist school of educational psychology was Carl 
Rogers (1969).  According to Rogers (1969), significant learning “will only take 
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place when the subject matter is perceived to be of personal relevance to the 
learner and when it involves active participation by the learner”, or in other 
words, experiential learning (Cognitive Psychology, Chapter 1).   By working on 
Literature themes which are relevant and becoming actively involved, both 
adolescents and adults will be taking part in significant learning.  Adolescent 
students in ESO, Batxillerat, and adults in the EOIs bring into the classroom 
their past experiences, culture, knowledge and ideas to share with their peers.  
Literature can be used as a springboard for the sharing of the aforementioned, 
where connections can be drawn and made from texts to the personal lives of 
the students.  In the RRA, students not only construct their own meaning by 
connecting the textual material to issues in their lives and describing what they 
experience as they read, but work to learn about and understand others and 
their cultural background. 
 
Piaget (1972) through his constructivism theory, noted that adolescents enter 
the “formal operational” thinking stage in which abstract reasoning becomes 
possible (in Cognitive Psychology, 1.5.4).  Thus, in the beginning of ESO level 
when students are around twelve years old, and in relation to the SGA and 
RRA, this is important because students should become able to (if they are 
cognitively ready): engage in abstract, hypothetical and imaginative thinking and 
expression of thoughts.  These are areas Literature taps into through stories, 
poems, novels, and so on.  It is also important to point out that adolescents are 
able to do the following (which is normally not possible before the age of 
twelve); they are able to process more information and more quickly, they are 
able to reason, to think hypothetically, to think abstractly, they have more 
strategies (thinking, memory and attention), they are able to reason intuitively, 
and have higher metacognitive abilities than their pre-adolescent counterparts 
(Moreno, 2009, pgs. 49-59).  However, also important to keep in mind is that 
each individual is different and the maturation stages (both physical and 
psychological) are not the same for everyone.  Piaget’s theory is an essential 
aspect of learning and teaching a new language.  Teachers need to help and  
 
 encourage learners in the process of acquiring a new language, treat them 
 as individuals who are making sense and constructing meaning of a new  
 language, make them active learners, choose tasks and activities which are  
 relevant to their lives and needs, and most importantly, appropriate to the  
 cognitive level (in working with twelve year olds for example, tasks should not  
 be too abstract if students are not yet fully capable of functioning in that level)  
 (Cognitive Psychology, Chapter 1). 
 
Both Vygotsky’s (1978) and Feuerstein’s (1991) theories greatly influenced the 
field of educational psychology through their concept of mediation.  This refers 
to the part played by other significant people in the learners’ lives.  It is through 
the role of a person with more knowledge, usually a parent or teacher, and 
notably peers, where, by helping each other learn, significant learning takes 
place.  These significant others (family members, parents, teachers, and peers) 
help the learner enhance his or her learning by selecting and shaping the 
learning experiences presented.  Teachers significantly play a key and vital role 
in terms of promoting self-esteem and motivation in the classroom (Miras and 
Onrubia, 2004, p. 29).  Some of the following factors are also important for 
effective learning to take; social interaction with peers and teacher, affective 
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needs being met both at home and in school, the role of the teacher in the 
classroom, the materials selected, and a well-thought out lesson plan.  It has 
often been noted in the field of educational psychology that successful students 
are those who reach out to their peers to learn from them.   
 
Vygotsky’s (1978) most widely known concept is that of Zone of Proximal 
Development (ZDP), which refers to the layer of skill or knowledge which is just 
beyond that which the learner is capable of coping.  Thus, by working with more 
competent peers, parents and teachers, learners move on to the next layer of 
skill or knowledge.  The RRA is significant because “through interaction with 
their peers, students move beyond their initial individual reaction to take into 
account other ideas and interpretations, thus broadening their perspective” (The 
Expanding Cannon, 3rd Paragraph).  ZDP reveals the importance of interaction 
with family members, peers, teachers, and others.  Vygotsky (1978) also 
emphasized the importance of language (through speech, signs and symbols) 
in interacting with people.  He stated that culture was transmitted through 
language, just as thinking is developed and learning occurs through this mean.  
Thus, the importance of using stories which transmit culture, customs, etc.   
 
Feuerstein (1991) and Vygotsky (1978) also emphasized the importance of 
helping learners to become autonomous (an aspect which the SGA and RRA 
emphasize).  They both emphasized the concept which is also central to Carl 
Roger’s (1969) idea that the “most useful kind of learning is to prepare learners 
to cope with the demands of the modern world” by learning about the process of 
learning. (Cognitive Psychology, Chapter 2).  Both the SGA and the RRA can 
be used to foster learner autonomy (through Story Maps, Plot Maps, journal 
writing, diaries, etc.).  Furthermore, in the RRA, “students’ personal responses 
are valued, and they see themselves as having both the authority and the 
responsibility to make judgments about what they read (thus improving their 
self-esteem and confidence in making critical judgments)” (The Expanding 
Cannon, 5th Paragraph).   
 
According to Coll (2004), knowledge schemes (attributed to Piaget’s theory of 
intellectual genetic theory) condition the “initial interpretation of the content 
material, as well as the experiences they bring into the learning activities” (p. 
40).  Coll (2004) insists that schools are above all social settings where learning 
takes place (p. 62).  Here, communicative situations take place where students 
learn with others and thanks to others (Coll, 2004, p. 35).  According to Piaget’s 
cognitive development theory, this is known as “maturation” (where genetics 
and experience interact).  When learning a new language, new input is received 
by the learner, who has to modify what he or she already knows about the 
language (accommodation), and adapt the new information into the already 
existing knowledge (assimilation) (New Psychology, 1.5).  Significantly, this is 
the manner in which new knowledge develops.  The RRA “invites the students 
to experience, hypothesize, explore, and synthesize, which forms part of the 
constructive and dynamic process of learning” (The Expanding Cannon, 1st 
Paragraph).  For this reason, Literature is an excellent tool to expose students 
to authentic language, both in reading and through writing (texts). 
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CHAPTER TWO - METHODOLOGY 
 
 

As previously mentioned, I was not able to apply any research regarding my 
topic into my practicum teaching.  Unfortunately, and due to the fact that the 
planning of my classes during the practicum was done prior to the assigning of 
the TFM topic, it was difficult to incorporate any implementation of the proposals 
in this paper. However, on the basis of the expertise gained during this Master, I 
believe my proposals are relevant to EFL and worth researching into. 
 
Researching into this topic has not proved easy for many reasons.  To begin, 
there is no academic writing available which identifies these approaches here in 
Spain.  I was able to obtain information only through some of the on-line articles 
available from the UPF electronic library, and many academic articles posted in 
the internet.  I was also able to find a couple of videos which explain and reveal 
in detail how the RRA approach is applied in an American High School which 
teaches multicultural Literature.  I also found a short You-Tube video in which 
the SGA is not presented in a classroom, but as a manner of resolving conflict 
through the usage of a marker which represented some of the grammar 
elements of an individual problem; character, plot, event (problem), resolution.  
It was through this video that I learned that the SGA is not only applied in 
academic settings, but to improve students’ social competences as well, which 
is very interesting for it gives insight into more research possibilities in the field 
of social cognitive psychology.  In the Journal of Learning Disabilities, I also 
found an article by the title “Story Grammar-Effective Literature Instruction for 
High School Students with Learning Disabilities.”  The studies undergone 
proved that the SGA is effective in teaching reading comprehension through 
stories to students with learning disabilities (Gurney, Gersten, Dimino, and 
Carnine, 1990, pgs. 335-342).  Like many other interesting articles, this article is 
also not accessible unless fees are paid.   
 
The UPF Library also has available a great number of books on Literature which 
have been very helpful.  However, although there is bountiful information 
available on the topic of Literature in EFL, there are very few books which 
mention the SGA and the RRA.  Many times finding information in many of 
these books on the SGA and RRA has been virtually impossible.  I had to rely 
heavily on articles available in the internet, and also found that even though the 
UPF does offer the possibility of obtaining articles electronically, it proved to not 
be a very useful source.  Either the Journal articles are not available because 
they are only available after a certain date, or the system redirects the student 
to a particular Journal Webpage in which the student has to pay in order have 
access to the article.  Thus, it has been disheartening at times in terms of 
limited material on this topic.  The Journal articles I did find either concentrated 
on the SGA or the RRA, thus the amount of time spent on researching both 
approaches separately was very consuming.  Not only did I have to research 
into both methods separately, I also had to employ plenty of time reading on 
both approaches.   
 
I was also able to find plenty of information through the Google Book site.  This 
Internet site has proven very helpful in obtaining books about this topic.  
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However, it must be noted that Google Books does not publish the whole book, 
thus many times relevant and important information is not available.  The books 
I found here are from London, Australia, Japan, and the United States.  Had I 
not been able to access the articles through Internet and found information 
through Google Books, I know that I would have had to change my topic, due 
simply to lack of material and information.   
 
Whenever I had the opportunity, I inquired whether teachers in the EOIs and 
University Professors (here in Spain) were familiar with the SGA and the RRA.  
I not only spoke with teachers on a personal basis, but also sent e-mails to 
those teachers which I felt might be familiar with these approaches.  All the 
teachers I spoke to or contacted were not familiar with these approaches, 
something which further inspired me to do further research into this topic.  I 
found interesting that none of the readings which I came across identified these 
approaches in EFL classes in Spain.  It is also clear to me that even though 
these approaches are not known by these names, they are present in all EFL 
classes where Literature is taught to some extent.  I was personally exposed to 
the SGA when I attended a Literature Workshop in the British Council for ESO 
teachers.  The teacher gave the attendants a one-page text, and asked the four 
members of each group to identify the main character(s), the plot, the setting, 
and possible theme(s), and report back orally to the rest of the class.  This is 
the SGA put orally into practice. 
 
Once my interest was aroused, my objective became to learn about the SGA 
and RRA in relation to Literature, what these approaches consist of, how they 
can be taught, and their benefits in EFL.  I learned a great deal from the 
readings, and found that both the SGA and RRA are applicable when teaching 
Literature in EFL in ESO, Batxillerat and EOI classrooms here in Spain.  I also 
learned they offer great advantages on a personal and academic level. 
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CHAPTER THREE - DEVELOPMENT 
 
 

Why should Literature be used as a means to learn a foreign language?  There 
are many reasons why Literature should be used in EFL classrooms.  Mourao 
(2009) in the APAC Manual

 

 relates thirty reasons why stories should be 
included in EFL classrooms which include socio-emotional, cognitive, cultural 
and aesthetic ones (pgs. 20-22).  One of the reasons given is that “English is 
seen as a medium for language learning, and stories support this by focusing 
on content not language” (p. 20).  Implementing Literature in EFL is both 
stimulating for the student as well as for the teacher for it calls for creative and 
active learning and teaching.  The activities and material chosen by the teacher 
should motivate, stimulate, and in some manner relate to the lives of the 
students.  Students not only learn about Literature, and English through 
Literature, they also learn to respect and value other opinions besides their own 
through meaningful and significant discussion about the stories, poems, songs, 
and novels they are be exposed to.  Using Literature in the classroom also 
means learning about cultures, customs, geography, history, and so on.  
Students are given access to authentic and meaningful texts which open their 
eyes and minds to the world.  Also, students are not only exposed to different 
genres, but they are given access to authentic material, and thus authentic 
language use.  In short, implementing Literature fulfills the following factors: 

• Students learn about themselves 
• Students learn about others 
• Students learn about cultures and society 
• Students learn how texts operate, how they shape our thoughts 

and manipulate our emotions 
• Students learn how context shapes meaning 
• Students should learn about the processes by which they make 

meaning out of a literary text 
 
(Probst, 1994, p. 44). 
 

When students finish ESO they will approximately have a level A2 according to 
the ESO curriculum.  This means they are basic users of English and can 
“understand sentences and frequently used expressions, communicate in 
simple and routine tasks, describe in simple terms aspects of his/her 
background, immediate environment and matters in areas of immediate need” 
(CEFR, p. 24).  The SGA is an excellent approach to teaching Literature in EFL 
students of all levels, but is particularly an advantage to students who possess 
lower levels of English.  The language is repetitive but varied as well.  Students 
will become used to using terms related to story grammars and will have 
authentic English language exposure to the correct level material presented by 
the teacher.  The RRA will probable prove to be a challenge to students at this 
level, for it requires students to possess a sufficient fluency level of English in 
order to express higher order cognitive thinking skills in the target language.  As 
stated in many of the readings, if teachers plan and stage their lessons 
correctly, students will benefit and learn from classroom discussion and 
guidance from the teacher.  Of primal importance is the material selected, which 
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should meet students’ interests, motivate and challenge them.  The SGA and 
RRA can also indiscriminately be applied to the EOIs for it is the level of English 
which is of importance, and not the age of the students. 

 
 

 
Story Grammar Approach 

The SGA was “born” when the American Psychologist David Rumelhart (1975) 
developed a story grammar to describe the underlying cognitive structures used 
to encode, represent, and retrieves story information (Stein, 1978, p. 9).  
Rumelhart’s (1975) story grammar was based upon the original work by British 
Psychologist Frederick Bartlett (1932) and Russian Vladimir Propp’s (1958) 
work on morphology of the folktale.  However, Rumelhart’s Story Grammar was 
difficult to use in the analysis of many different stories and in the 1970’s the 
following investigator’s modified Rumelhart’s grammar; Glenn and Stein (1978), 
Madler and Johnson (1977), and Thorndyke (1977).  Rumelhart’s SGA “was 
modified so that the underlying representation of stories could be described” 
(Stein, 1978, p. 6).  According to Stein (1978), the SGA emphasizes the 
“psychological structures guiding the comprehension process, and a set of 
specific predictions concerning the quality of comprehension can be derived 
from them” (p. 6).  For this reason, the SGA is known for improving reading 
comprehension.  The SGA “gives readers a way of describing and discussing 
what they read” (Stoodt, Hunt, and Amspaugh, 1996, p. 45).  Thus, readers who 
understand story structure expect to encounter the aforementioned elements.  
This “anticipation also aids their reading comprehension” (Stoodt et al., 1996, p. 
46). 
 
The SGA deals with the grammar of stories where students identify the different 
elements in stories (characters, settings, plot (events), conflict, and resolution) 
(see Annex 1).  In Plot Maps students have to identify the four main elements of 
the plot (exposition, rising action (conflict), climax (or turning point), and 
resolution (see Annex 2).  Implementing the SGA means Story Maps and Plot 
Maps are a standard procedure after the reading of a book, stories or narrative 
texts.  Practitioners who use the SGA focus on direct instruction in Story 
Grammar “to help students learn to recognize the elements of narrative text and 
the use of these elements to improve their comprehension of the story” (Amer, 
1992, p. 713).  Teachers do this by using guiding questions similar to the 
following (See Annex 3): 
 
Setting: Where did the story happen?  When did the story happen? 
Characters: Who was the story about?  Who were the people in the story?   
  Who was the most important person in the story? 
Problem: Did the main character have a problem?   
  What was the big problem in the  story? 
Action: What did the main character do to solve the problem? 
  What were the important events that happened in the story? 
Resolution: How did the people solve the problem? 
  How did the story end? 
Theme: What could we learn from the story? 
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Other prompters are: 
• Describe the main character 
• How did he/she change in the story? 
• Why did she/he change?  
• What events caused her to change?  
• What is the theme about?  
• What makes you think this is the theme?  
• What is the setting, what makes you think this is the setting? 

 
In Catalunya, the SGA can be used at all learner levels and applied in all EFL 
settings, despite age or learner level.  Although advanced and proficient 
students of English do not necessarily need to apply the SGA in order to 
understand texts, it is appropriate for low and intermediate levels.  For this 
reason, it can be applied in ESO, Baxtillerat, and in the EOIs at all levels.   
 
Following are four example activities of the SGA.   
 
Activity 1: The SGA can be used after reading parts of the The Joy Luck Club

 

 
by Amy Tan (see Annex 6).  This can be used with a 4th level ESO group, 
Batxillerat, or 3rd level EOI.  The story revolves around a complicated  
relationship between mother and daughter.   

Pre-Reading

 

:  Tapping into student schemas:  When you were younger, did 
you do something which your parents disapproved of?  Have you done 
something which your parents disapprove of?  Write a short note to your 
parents, older relative of caretaker and explain what you did and why. 

Post-Reading Discussion

 

: Class discussion on all the Story Grammar 
elements: 

Setting: Restaurant and Hairdressers. 
Characters:  Mother and Daughter. 
Problem:  They don’t understand each other (generational differences, lived 
experiences, living in different cultures America vs. China). 
Action:  Daughter is getting married and feels mother doesn’t understand her.  
Mother feels her daughter doesn’t understand her, she feels her daughter is 
ashamed of her. 
Resolution:  Is there one?  In this chapter a resolution is not arrived at. 
Theme:  Open. 
 
After class discussion

 

:  Students (either independently or in groups complete 
a Story Grammar Map).  Groups can then be assigned to present to the class 
each part of the SGA elements.  This forms part of a Group Mapping Activity 
which consists of two parts: creating the maps and displaying or sharing the 
maps (Rudell, 1999, p. 134).  Rudell (1999) stated that Group Mapping Activity 
(GMA) shows “positive effects on students’ abilities in integrating and 
synthesizing the story ideas and concepts which in turn can nurture their 
speaking and writing abilities" (Cited in Mahmoud & Nazzal, 1999, p. 32).   
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When students are asked the aforementioned questions, they are adapted to fit 
the content of the story.  For example, what problem did the daughter have in 
this chapter?  What did she do to solve the problem?  Studies also reveal that 
story grammar and guided reading questions that bring out the elements of 
story structure helps EFL students develop a mental representation of the story, 
otherwise known as story schema (Amer, 1992, p. 716).  It is the readers’ 
“schemata” (what they already know about stories) that helps them make 
meaning of the text and thus comprehend it.  This is why it is important for 
teachers to teach their students these strategies, tap into students “schemas” 
(prior knowledge and experiences) and point out text structure and the SGA 
story elements to enhance reading comprehension and story re-call.  
 
Story Maps are an excellent manner of helping students become autonomous 
learners and work with their peers.  In the beginning, the teacher has to teach 
the students how to use Story Maps, but once the students know how to 
complete them, they can be left to work independently, in groups, or pairs.  It is 
then that the role of the teacher is not central and he or she becomes an 
observer to make sure students are completing the map correctly.  Studies 
reveal that autonomous learners are those who have a higher self-esteem. 
 
Possible follow-up activities
 

:   

• After the SGA Mapping, students can choose from one of the writing 
topics from the Topics for Discussion or Writing Section (see Annex 7) 
and write in their journal.  These writing proposals are representative of 
the RRA (the SGA and RRA complement each other). 

• Role-Play 
 
Please note the above are only two activities which can be adapted to this 
excerpt, but any of the following activities can be adapted to take into 
consideration student diversity needs.  The following are post-reading Literature 
activities which take into consideration Howard Gardner’s multiple intelligences. 
 

• Bodily Kinesthetic- Learners create a similar scene to one they 
have read about and act it out. 

• Interpersonal- In groups, learners discuss their preferences for 
characters in a book. 

• Intrapersonal- Learners write a diary for a few days in the life of a 
character in a book. 

• Linguistic- Learners rewrite part of a book as a film script, with 
instructions for the director and actors. 

• Logical-Mathematical- Learners reorder a jumbled version of 
events in a chapter of a novel they have read. 

• Musical- Learners find a piece of appropriate music to accompany 
a passage from a book. 

• Naturalist- Learners read descriptions of nature in a novel and 
then draw or write their own. 

• Spatial- Learners draw a cartoon version of a story. 
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 (English Teaching Professional, 2001, p. 41). 
 
 
Activity 2

 

:  “The Jacket” by Gary Soto.  In this story, Gary Soto (Latin 
American) writes about how difficult it was growing up poor in California, U.S.A. 
(see Annex 8). 

This story is very appropriate for teenagers because of the theme, the 
vocabulary is simple, and so it can be used at any level.  It is also appropriate 
for EOI students since they are adults, and would probably have a lot to 
contribute on this topic. 
 
Pre-reading

 

:  Think about something that embarrassed you when you were a 
child, either a garment or haircut.  This can be discussed in pairs and then as a 
whole class. 

Post-reading Discussion

 

:  Students complete a SGA Map.  Again then can 
continue with a GMA and share with the class. 

Setting:  Various places, mainly school and home 
Characters:  Narrator-Gary Soto, mother, siblings 
Problem:  His mother buys him a Guacamole colored jacket which he hates. 
Action:  He relates his experiences (negative) about his jacket 
Resolution:  He finally outgrows it…but its memory is always with him 
Theme:  Open (poverty, necessities, etc.) 
 
Follow-up Activities

 

:  Journal Writing from Topics for Discussion or Writing 
section (see Annex 9) can be done, or any of the following adapted to student 
needs.  Please note these writing topics are representative of the RRA (both the 
SGA and RRA complement each other). 

• Bodily Kinesthetic- Learners create a similar scene to one they 
have read about and act it out. 

• Interpersonal- In groups, learners discuss their preferences for 
characters in a book. 

• Intrapersonal- Learners write a diary for a few days in the life of a 
character in a book. 

• Linguistic- Learners rewrite part of a book as a film script, with 
instructions for the director and actors. 

• Logical-Mathematical- Learners reorder a jumbled version of 
events in a chapter of a novel they have read. 

• Musical- Learners find a piece of appropriate music to accompany 
a passage from a book. 

• Naturalist- Learners read descriptions of nature in a novel and 
then draw or write their own. 

• Spatial- Learners draw a cartoon version of a story. 
 
(English Teaching Professional, 2001, p. 41). 
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Activity 3

 

:  Short story “A Day’s Wait” by Ernest Hemingway (see Annex 11).  
This short story is appropriate for all levels because the vocabulary is simple 
and sentence structures are easy to follow and uncomplicated.  The following 
would be the layout for the SGA Map. 

Setting:  The father and son’s home. 
Characters:  Father and Son. 
Problem:  The son who is a boy of nine is sick with the flue and thinks he is 
going to die, but keeps this fear to himself until the end of the stories. 
Action:  Father takes care of son by giving him his medicines, reading by his 
side, and calming down his fears.  Father takes the dog out to goes on a short 
hunting for quails. 
Resolution:  Father convinces his son that he is not going to die. 
Theme:  Childhood fears and caretakers and their roles.   
 
Activity 4

 

:  Excerpt from “The Nowhere Man” by Kamala Markandaya (see 
Annex 12).  This story is about an immigrant Indian man who lives in London, 
and whose wife has just died.  This text is appropriate for a 4th and 5th EOI 
Level, for the vocabulary is advanced and the sentence structures are complex.  
The following is an example of the Story Grammar Elements to be included in a 
SGA Map. 

Setting:  London (specifically the London Bridge) 
Characters:  Srinivas, and Indian immigrant 
Problem:  Srinivas is given the advice to scatter his wife’s ashes but he is torn 
inside because he knows her wishes were to have her ashes scattered in an 
Indian river.  Srinivas takes the advice and most of the action takes place in the 
River Thames. 
Action:   His wife has just died and he is given her ashes.  The action takes 
place in the river Thames where he scatters his wife’s ashes and is 
reprimanded by a policeman who thinks Srinivas is throwing rubbish into the 
river. 
Resolution:  Srnivas makes clear to the officer that it was his deceased wife’s 
ashes he had thrown and not “rubbish”.  The policeman is embarrassed and in 
a bodily gesture, apologizes. 
Theme:  Being an immigrant in another country, life changes, adapting to 
change, and death. 
 
The benefits for using the SGA in Spain are many.  One advantage is that the 
SGA calls for CLT and TBL and teaching.   As previously mentioned, it can be 
used to improve reading comprehension of a narrative text, and to recall stories.  
Krashen (1985) said that “Story Grammars” provided students with fun and 
lowered their affective filter, making them more open to the language 
(Mahmoud and Nazzal, 2005, p. 34).  Also, in applying the SGA, students 
practice the four elements of communicative competence: grammatical, 
discourse, sociolinguistic, and strategic competence (Mahmoud, 2005, p. 33).  
The SGA also gives students plenty of opportunities to work on their productive 
and receptive skills. 
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Reader Response Approach 

Many trace the beginning of reader-response theory to scholar Louise 
Rosenblatt’s 1938 influential work Literature as Exploration

 

.  Rosenblatt’s 
(1938) ideas were a reaction to the formalist theories of the New Critics, who 
promoted “close readings” of Literature, a practice which advocated rigid 
scholarly detachment in the study of texts and rejected all forms of personal 
interpretation by the reader. According to Rosenblatt (1938), the New Critics 
treated the text as “an autonomous entity that could be objectively analyzed” 
using clear-cut technical criteria. Rosenblatt believed instead that “the reading 
of any work of Literature is, of necessity, an individual and unique occurrence 
involving the mind and emotions of some particular reader and a particular text 
at a particular time under particular circumstances” (The Expanding Cannon, 2nd 
paragraph). 

 RRA stresses the importance of the reader's role in interpreting texts.   
 Rejecting the idea that there is a single, fixed meaning inherent in every  
 literary work, this theory holds that the individual creates his or her  
 own meaning through a "transaction" with the text based on personal  
 associations (The Expanding Cannon, 1st paragraph). 
 
Thus, the RRA focuses on the “response” of the reader to a text, in which the 
reader formulates hypothesis and brings into discussions his or her own ideas 
about the text.  
 
During my practicum, I feel I unintentionally asked the students to write an 
assignment which falls under the RRA.  I taught a topic which dealt with 
“Heroes.”  The students had to write a one-hundred and twenty word paper 
where they had to explain who their hero was, why this person was their hero, 
and what this person had done.  I feel this falls under the RRA approach 
because students had to express what the word “hero” meant to them, thus it 
was a personal opinion and response to this word that was handed back to me.  
The answers were as varied and unique as each individual student in the class.  
Many students wrote about a close family member, past teachers, political 
heroes, civil servants like firemen, and some wrote about important historical 
figures like Gandhi.  I was very pleased with the written assignments and found 
great pleasure in reading them because it gave me more insight into the 
students.   
 
 
Following are two example activities of the RRA. 
 
Activity 1

 

:  “Teenagers”, a poem by Pat Mora (See Annex 10).    This poem is 
appropriate for an intermediate level onward, mainly because students are 
supposed to express higher-order cognitive thinking.  However, it can be 
adapted to 4th year ESO students, and used with Batxillerat, and third-level 
onward EOI students. 

Pre-reading discussion: In the RRA, a typical pre-reading activity of a text 
includes a whole class discussion about the title, what the students think it 
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might mean and what the author intended it to mean, and what the students 
think the text will be about (prediction), according to the title.   
 
While-reading activity (students read individually)

 

:  Read the text and 
record what happens as you read-what do you remember, feel, question, or 
see.  Then think back over the experience.  What is your own sense of the text-
does it have any significance for you?  Does it recall memories?  Does it affirm 
or contradict any of your own attitudes or ideas? 

Post-reading whole or group class discussion

 

:  In the RRA approach the 
teacher’s role is that of facilitator through the prompting of discussion and 
questions.  The teacher’s role is also that of mediator because although the 
RRA asks for personal responses to texts and there is no correct answer, any 
answer is also not valid (the teacher should make sure students do not go off on 
different tangents).   

• What image was called to mind by the text?  Describe it briefly. 
• What is the most important word in the text? 
• Discuss your readings with a partner (or in small groups).  Did it call to 

mind different memories, feelings, or thoughts? 
• What similarities and differences do you notice in your experience with 

the text?  What might account for those differences? 
• Does the poem call to mind any other literary word (poem, play, film, 

story, or genre)?  If so, what connection do you see between the two? 
• How did your understanding of the text or your feelings about it change 

as you talked? 
 
An after-reading activity will focus on the students’ “response” and opinions of 
the meaning of the whole text or certain passages of the text.  There are no 
right or wrong answers, and each answer will be as singular as each individual 
student in the classroom.  As previously mentioned, when applying the RRA, 
teachers need to make sure that students do not “run wild” in their 
interpretations.  Students need to know that “the meaning of a text is not an 
entirely subjective matter and it is crucial that responses be grounded in the text 
itself and in the context in which the text is read” (The Expanding Cannon, 8th 
paragraph).  If a teacher structures the exercises carefully, students will move 
beyond their initial response as they are challenged by the discussion with their 
peers.  In this manner, “although the initial reaction is based on a particular 
students’ ‘schema’, this student will realize in the discussion that that not 
everyone shares the same perspective” (The Expanding Cannon, 8th 
paragraph).  The RRA engages readers actively and lets them “explore their 
own thinking and trust their own responses”, thus boosting self-esteem (The 
Expanding Cannon, 6th paragraph).  As stated in the Expanding Cannon 
Website, “all readers bring their own emotions, concerns, life experiences, and 
knowledge to their reading, and each interpretation is subjective and unique” 
(1st paragraph).   
 
Follow-up Activities:  There are countless possibilities, and student diversity 
needs should be taken into consideration.  One possibility is for students to 
produce writing assignments which range from personal narrative, writing of a 
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poem from the perspective of the daughter/son, or reactions to the poem.  
Another possibility is for students to be creative and produce their own poem 
around this theme, and find a piece of music to accompany it.  The poems can 
be shared in a class Blog. 
 
 
Activity 2: To practice the RRA with 3rd and 4th year ESO students, Batxillerat 
students, and EOI students I would use the book We Bought a Zoo

 

, a true story 
by Benjamin Mee.   

Pre-Reading Discussion (Whole Class then in pairs)

 

: Who likes going to the 
zoo?  Why, why not?  How often do you go?  Did you go more when you were 
younger?  Do only young people go to zoos? 

Introduce book- What do you think the title means?  What will the book be 
about? 
 
Reading

 

:  After reading a synopsis of the movie teacher asks: Would you like to 
live in a zoo?  Why or why not? 

Listening (audio-visual)

 

: Watch Trailer to Movie.  Ask students what their 
reaction is to trailer.  

Reading

 

: Hand out short bibliography on the screenplay writers of the film- 
Cameron Crowe and Aline McKenna.  Interesting Facts for students-Cameron 
Crowe started his writing career as a 15 year old High School Student. 

Reading of Chapters

 

:  This depends on length of chapters.  Chapters can be 
divided and students can complete either a SGA Map or Plot Map (or both) and 
report back (in groups) to their peers on the Story Grammar Elements. 

While-reading discussion

 

: What values and goals does the main character 
have?  What character do you identify with?  Why?  In the RRA, the following 
happens during and after the reading of a text. 

• teacher asks probing questions about students’ feelings and identification 
with characters and events in the story. 

• students transfer the situation from the book to real life situations that will 
lead them to explore the effects of certain feelings and behaviors (book is 
personalized). 

• students draw conclusions and generalizations from events in the book. 
 
Think aloud activities should always be encouraged in the RRA.  McRae (1991) 
states that “representational language opens up, calls upon, stimulates and 
uses areas of the mind, from imagination to emotion, from pleasure to pain, 
which referential language does not reach” (p. 3).  Where referential exercises 
focus on information comprehension, representational exercises work to involve 
the reader and bring him or her closer to the text.  When working with texts, it is 
very important for teachers to show students that in order for them to truly 
engage with a text, they need to be active readers, and in turn annotate and 
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“mark-up” the texts as they read.  This teaches students that underlining, writing 
comments on the margins, or drawing symbols is a strategy that all proficient 
readers use when reading and making sense of texts.  It also encourages them 
to become aware of their thoughts, and become better critical readers and 
writers (The Expanding Cannon, Teaching Strategies, 2nd paragraph).  
Annotation can be used as a springboard to many other activities that use the 
reactions of the reader, from discussion to essay or journal writing. 
 
Post-reading Activities

 

: The focus of the RRA is representational language, 
the activities are student-centered, and foster plenty of communicative practice.  
The post-reading activities in the RRA include; open-ended discussions, 
Literature circles, journal writing, and peer writing groups.   

• Students watch the movie, and afterwards engage in an RRA discussion: 
 What is your favorite part of the movie so far?  Why?  This is a true story, 
 what motivated the main character to make changes in his life?  This 
 book touches on many themes (family, change, love, courage, 
 relationships between parents and children, death, etc.).  Choose one 
 theme and explain why you chose it.  How does it relate to your 
 personal life? 

• Writing Assignment.  Choose a theme from the movie and write about it.  
Personalize the theme you chose to write about (explain why you chose 
that theme and give reasons for it).  The teacher can display the finished 
papers around the room, and have students go around silently reading 
each other’s papers. 

• Write a letter to Benjamin Mee about anything you want to tell him. 
• Role Plays. 
• Journal Writing (personal or from character’s point of view). 
• Blog on reaction to movie after watching it (where students can write 

about their favorite part). 
• Alternative endings. 
• Turn narrative into drama.  
• Role-play. 
• Reading-logs. 

 
There are also countless benefits in applying the RRA when teaching Literature 
in Spanish EFL classes.  Students who apply the RRA “read more, apply 
techniques that help them recognize the formation of their own arguments and 
have the strategies to examine the arguments of others, make richer and 
personal connections with text, and are more tolerant to multiple interpretations” 
(The Expanding Cannon, 7th paragraph).  Thus, the RRA fosters empathy 
towards others and other cultures.  This approach also challenges students by 
having them think critically and works on social and academic competences 
(especially communicative).  It also fosters active learning by making them 
participative learners in classroom activities, and giving them the responsibility 
to react to texts and voice their own personal opinions about them. The RRA 
also works on higher order cognitive skills.  According to Farnan and Kelly 
(1989), the intrinsic value in RRA “lies in the challenge it provides students to 
move beyond literal recall of information about Literature, and instead, to 
engage in critical and higher-order thinking” (p. 1).  
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RRA produces autonomous learners and increases students’ self-esteem by 
“giving them the authority and the responsibility to make judgments about what 
they read” (The Expanding Cannon, 5th paragraph).  It also allows them to 
construct their own meaning by connecting the textual material to issues in their 
lives and describing what they experience as they read.  In RRA, through 
working and interacting with their peers students not only become better critical 
readers, but move beyond their own interpretation to take the interpretation of 
others into account and thus broaden their perspective (The Expanding 
Cannon, 5th paragraph).  Thus students work on social competence skills as 
they learn about themselves and their peers (and others through texts). 
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CONCLUSION 
 

 
Literature in the classroom can be used as a mean to teach English for many 
reasons.  It can be used to complement the traditional course-book used 
because its focuses on “representational” language.  Literature can also be 
used to introduce students to authentic texts and different literary genres, foster 
a love for reading and writing, and build upon personal and academic 
competences as well.  In addition, implementing the SGA and the RRA when 
teaching Literature in EFL offers boundless benefits.  The SGA is not only used 
to improve reading comprehension and story recall and work on student 
autonomy, but is also used to work with children with behavior problems and 
learning disabilities.  Thus, SGA is not only useful in the classroom, but there is 
more research to be implemented in how it can be applied in cognitive and 
social psychology, and the field of neuroscience.  The RRA on the other hand 
taps into higher order cognitive thinking.  Both approaches work on almost all 
competences in the Spanish Curriculum for ESO, Batxillerat, and the EOIs.  
Through Literature and authentic texts students will get exposure to the world, 
the way of living and thinking of others, and thus become more culturally aware.  
This is very relevant here in Catalunya, where classrooms are becoming more 
culturally diverse. 
 
The curriculum in the Spanish school system can be covered by introducing 
more Literature in classrooms.  English through Literature can be taught by the 
introduction of poems, short stories, extracts of novels (reading just one 
chapter), etc.  The content would be more diverse, and students and teachers 
would benefit more from the exposure to different genres and multicultural texts.   
Literature can foster more dynamic, challenging, and creative classes, and 
students will be given more opportunities to work with their peers, practice their 
communication skills, and be more challenged.  For many students who do not 
read outside of school, this can benefit them by making them more culturally 
aware, and by exposing them to authors who are part of Literature with a capital 
“L” (the Cannon and the Classics), and those who have been classified in the 
Literature with a small “l” (all texts which are not considered part of the 
Cannon).   
 
There are many reasons why teachers feel reticent about teaching English 
through Literature.  Many teachers are scared to teach Literature because they 
feel they are not capable of doing it.  I believe this is where the challenge lies, 
and why teacher training in this area is also important.  Experienced teachers 
should teach the newcomers how they implement Literature in their classes, 
share material already designed, and orient these less experienced teachers.  I 
do not believe teachers do not like the idea of teaching Literature, the problem 
is they do not know how to go about it, are inexperienced, and thus feel 
inadequate in a subject they do not completely have a hand over.  Also, 
applying more Literature in classrooms would probably mean more initial work 
for teachers.  Since this is a relatively unexplored world in EFL settings, teacher 
training is of utmost importance if schools want to succeed in the 
implementation of a Literature program.  The British Council resources can here 
be of great help and offer teaching training in schools in order for projects to 
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become a reality.  Teachers helping each other and pooling information, 
material, and experience is also vital for the initiation of new projects.  Although 
it might mean more work, experienced teachers and teachers who are bored 
with course-books should be the ones to endeavor in these types of projects.  
Teachers who also possess Literature Degrees can be of great resource to 
everyone else.   
 
McRae (1991) makes an excellent point when he states that we are not talking 
about Literature courses.  Implementing Literature in the classrooms does not 
mean “heavy reading load, emphasis on the classics and the canon, having to 
read certain texts, studying and analyzing Literature or critical approaches” 
(McRae, 1991, p. 9).  The objective is to introduce into the classrooms 
representational material for the purpose of language learning.  McRae (1991) 
states that “when such barriers are removed from the minds of both teachers 
and learners, a whole new range of possibilities are opened” (p. 9).  Another 
reason why teachers might feel reticent about teaching English through 
Literature is that it makes greater demands on students.  Students will be 
learning English, literary aspects, and about history through the sociohistorical 
contexts of the texts.  This should not be seen as something unattainable, but 
as a challenge.  McRae’s (1991) book Literature with a small “l”

 

 makes an 
excellent book which presents the whole notion of Literature and Language as 
seen separately.  McRae (1991) argues that this barrier should be broken down 
and that language teaching and language awareness are central to reading all 
kinds of texts (and through these the writings of the world).  One of the main 
objectives of teachers is to develop literacy competence in their students when 
teaching them a language.  Literacy competence results in speaking and writing 
competence.  McRae states that  

 Language starts with words, words soon lead to phrases and sentences,  
 and expression urgently needs to go beyond simple identification and   
 reference,..it can move rapidly into abstract realms (McRae, 1991, p. 126). 
 
Thus, the role of language teachers is to help students move successfully 
through these steps or processes and form independent and life-long literacy 
learners and readers.  Teachers themselves are life-long readers who learn 
from books and others on a daily basis.  According to Carl Rogers (1969),  
 
 the only man who is educated is the man who has learned how to adapt   
 and change; the man who has realized that no knowledge is secure;  
 that only the process of seeking knowledge gives a basis for security  
 (Cited in Humanistic Approaches: 2.2.3) 
 
In this day and age when the world is changing on a daily basis, teachers also 
need to learn to adapt to reality.  Teachers are dealing with larger classes, 
classes which are more culturally diverse, students who are newly arrived and 
submerged in a culture and language that is not theirs.  Appleman (2010) 
describes four areas which are directly related to literacy in America, but which 
are representative of situations all over the world.  They are; shifting literary 
demands (text messaging and video games), multiple and social literacies 
(discourse communities in and out of school), the importance of motivation, and 
multicultural perspectives.  Appleman (2010) points out that Tweeting, 
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Facebooking and text messaging nowadays engage students all over the world 
in literacy acts, and “never have decoding and receiving messages been so 
widespread and never have reading and producing texts been more important 
to adolescents” (p. 4).  From a teacher’s point of view, this is both challenging 
and promising.   
 
More research needs to be done in all areas of teaching Literature in Spanish 
EFL classrooms.  According to Beach and Purves (1973), studies are needed 
which document the following areas; material, instructional techniques, 
curricula, reading programs, Literature in reading and writing, and dealing with 
teacher and teacher training (p. 153).  Teachers should document how they 
teach literature in their classrooms, the observations they make, the 
improvements that can be made, and the materials (texts) in terms of interests, 
difficulty, and appropriateness.  In doing so, more insight will be given into this 
field, thus helping newcoming teachers and improving the teaching of Literature 
in Spanish EFL classrooms.   
 
Developing this topic has been rewarding but strenuous.  I feel I have learned a 
great deal on my topic but I am aware that that I was limited in terms of material 
for I was not able to access articles in Journals which may have been very 
helpful and given me more insight into my topic.  Time has also been pressing 
for there are many stages and processes that need to be undergone when 
writing a paper with set limitations.  Getting together a bibliography, reading all 
the material available on the topic, organizing the paper, and writing it (which is 
the most difficult part), has proven at times stressful.  However, I feel I have 
done my best to contribute something to this field in a specific context (teaching 
Literature in Spain) and have learned a great deal in the process. 
 
If given the opportunity in the future, I will definitely try to implement the SGA 
and the RRA in my classes.  The SGA and RRA are two very valid approaches 
to teaching Literature and offer great opportunities to expand on regarding 
teaching English through other means besides textbooks and course-books.  
Teaching offers teachers the opportunity to be creative and dynamic, which is 
also something the SGA and the RRA entail.  The fact that these two 
approaches are student-centered and involve learners actively are two reasons 
why I would like to implement them in my future classes.  Literature also 
involves the students’ imagination.  Countless authors use this word when 
exposing their ideas about the benefits of using Literature in the classroom.   
 
I have learned that I still need to do a great deal of reading in this field in order 
to gain more knowledge and confidence in the teaching of Literature.  There is 
boundless information available in the field of Education, but through writing this 
paper, Literature has captured my interest greatly, enough to make me want to 
learn more about this topic and these two specific approaches.  Reading about 
how to teach English through Literature doesn’t make a good teacher.  There 
are countless factors which influence and need to be taken into consideration.  
However, if the teacher loves his or her profession, nothing more than 
continuous self-learning, exposure, and experience will result in one being the 
best teacher possible in any subject matter. 
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APPENDIX A 
 
 

 
Role of the Teacher 

A teacher’s role and responsibility is also to be aware of how students learn.  If 
Literature in EFL is to be taught, teachers should know how literacy develops.  
Goodman (1986) described key ideas about whole language relevant to 
reading.  They are: 
 

• Literacy develops from whole to part during functional, meaning, 
and relevant language use. 

• Readers construct meaning while reading, drawing on prior 
knowledge and experience. 

• Readers predict, select, confirm, and self-correct as they make 
sense of print. 

• Three language systems interact in written language: the 
graphophonic (sound and letter patterns), the syntactic (sentence 
patterns), and the semantic (meanings).  They all work together 
and cannot be isolated in instruction.   

• Comprehension of meaning is always the goal of the reader.  In a 
whole language classroom, Literature and authentic text should be 
the reading material, and it is the teacher who chooses and 
decides how reading is taught.   

 
These key ideas act as the basic structure to understanding how students learn 
to read.  By incorporating them into their lessons teachers can help students 
become competent readers and foster life-long literacy.  There has been an 
ongoing debate as to whether Literature teachers are also teachers of reading.  
Teachers also teach students reading strategies (skimming, scanning, reading 
for detail for meaning, etc.).   Humans in general read to learn and make sense 
of things, in other words we read and interpret.  Some say the whole point of 
reading is interpreting.  Smith (nd) offers an interesting definition of reading.  He 
points out,  
 
 “reading is making sense of things, when you read someone’s face,   
 you are trying to make sense of what might be going on between the eyes,  
 when you read printed page, you’re trying to make sense of what is  
 written on it….Interpretation is the fundamental way of life for all of us, from  
 birth to final breath…We’re always trying to figure out what is going on”  
 (quoted in Appleman, 2010, p. 3). 
 
When applying the SGA and RRA, the role of the teacher is one of facilitator.   
When giving a text to a student, while many are able to decode texts, many will 
probably not derive sufficient meaning or pleasure from the text simply because 
they are not adequately prepared to read them.  Teachers (and students) need 
to know that successful reading entails “recognition of context, attitude, 
ambiguity, and the possibility of multiple meanings” (Appleman, 2010, p. 8).  If a 
student succeeds at these tasks, it translates into enjoyment of reading, but 
failure leads to frustration and lack of motivation.  Thus, it is the role of the 
teacher to facilitate the learning of reading strategies, boost motivation through 
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dynamic and interesting student-centered and appropriate level lesson plans, 
and create room environments which foster learning through respect and 
comprehension.  When discussing texts for example, it is important for teachers 
to also discuss the social, cultural and political context of when the text was 
written to aid understanding of the text.  Class discussions of any issues which 
arise are primal to aid student understanding. 
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APPENDIX B 
 
 

 
Teacher Attitude 

Teachers’ attitudes towards Literature in the classroom are of utmost 
importance in fostering the love of Literature to students.  Teachers bring books 
and students together in meaningful ways (Stoodt et al., 1996, p. 3).  Teachers 
should express their enthusiasm and interest when working with any literary 
genre in order to motivate their students and capture their students’ interest.  It 
is important for teachers to talk to their students about their favorite books and 
authors so students learn how important Literature is in his or her life.  In this 
manner, students will be stimulated, encouraged, and motivated to explore 
Literature, share their thoughts, make connections between books, and relate 
books to their own lives (Stoodt et al., 1996, p. 3).  Thus, if teachers want to 
create life-long readers they must first convey their own love of Literature to 
their students.  Also, Widdowson (1990) stated that an appropriate interaction 
between teacher and student, a cohesive and harmonious environment can be 
created so that there is also quality interaction between students (as cited in 
Mahmound, 2010, p. 34).  This in turn results in promoting meaningful 
communication.  According to Hiltz (1994), “Literature is said to be among the 
most effective factors to achieve active and successful learning” (p. 5).  Thus, 
developing literacy competence will foster autonomy, enjoyment, self-esteem, 
and active participation. 
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APPENDIX C 
 
 

 
Material 

It is also very important for teachers to choose appropriate books and material 
and make use of technology to teach Literature.  According to Mahmoud and 
Nazzal (2005), many EFL graded readers and textbooks have versions of 
fables, legends, folktales, and myths that most teachers rarely use (p. 32).  In 
EFL classrooms, stories provide socio-emotional, cognitive, cultural, and 
aesthetic benefits to students and thus are an excellent source of reading 
material.  There is also an abundance of material available on Adolescent 
Literature which teachers can use.  The genre which encapsulates adolescent 
Literature are; novels, short stories, poetry, drama, non-fiction, stories of 
accomplishment, romances, mysteries, tales of the supernatural, folklore, 
humor, fantasy, science fiction, history, autobiography, series books, and 
informative non-fiction (Guzetti, 2002, p. 16).  Gender is another factor which 
teachers should keep in mind when selecting books for their classes.  Where 
boys tend to prefer action books, science fiction and plot driven stories, girls 
prefer character driven stories (Appleman, 2010) p. 9).  According to Appleman 
(2010), “gendered predispositions toward reading affect both male and female 
roles in the Literature classroom as well as their reading habits” (p. 9).   
 
In this day and age when students are considered “digital natives” (Prensky, 
2001) technology is something which needs to be incorporated into lessons, 
thus making the lessons more personal and stimulating.  Films and videos are 
also excellent sources when teaching Literature. The British Council Site offers 
excellent ideas and resources regarding teaching Literature in EFL classrooms.  
Many of these resources can be used by incorporating technology in the 
classroom, which is very stimulating and motivating for students.  Some of 
these resources include; audio and text (poetry and short stories), film and 
video (poetry made into film), Manga (graphic novels), and Hyperfiction.  This 
website is excellent for teachers regarding material, activities, further readings, 
and ideas about how to teach Literature.  In addition, multiple texts and multiple 
literacies when working with adolescents means using computers, cell phones, 
Internet, electronic mail, art, music, drama, film, and video games just to name 
a few (Guzetti, 2002, p. 15).   
 
There are now endless ways to engage our students.  For example, Blogs and 
Wikis are excellent resources in engaging students in different manners.  
Regarding motivation, Appleman (2010) states that the level of motivation and 
level of literacy skill will determine whether a student engages in literacy 
learning (p. 6).  Also, it is very important for students to see their own cultures 
reflected in the texts they read, and their home language valued in the 
classroom.  This is where multicultural literacy comes into play, as well as 
bilingual literature.  Spain is very rich in this area as has an extensive literature 
anthology from which to choose from.  If these authors have been translated, 
there is a tremendous amount of material which can be gathered from here and 
thus some of these authors should be introduced into the classroom.  
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Implementing Literature means exposing students to authors from all over the 
world.   
 
When choosing appropriate level material Guzetti (2002) makes a very good 
point by stating that students’ first language skills and knowledge are very 
important.  She states that literacy transfers across languages and if students 
are strong in their primary language and possess literacy competence, they will 
transfer this literacy competence into their new English literacy knowledge (p. 
49).  Also of importance is for teachers to choose material which taps on 
background knowledge and experiences of the students.  In Addition, Goleman 
(1995) points out that quality Literature can be used to “foster the development 
of emotional intelligence which is essential for empathy and tolerance” (cited in 
Gohsn, 2002, p. 174). In classrooms (especially those that are culturally 
diverse), teachers should resort to using multicultural Literature, keeping in 
mind the age of the learner, individual differences and interests of the students.   
 
The following criteria should be kept in mind when choosing material for 
children.  However, I believe it can also be used and adapted when working 
with lower EFL levels: 
 

• Theme:  universal themes for they allow for a variety of spin-off activities 
• Storyline: For lower levels, clear and uncomplicated with satisfying 

conclusions.  No complex, multifaceted characters.  Also, the storyline 
should appeal to the reader for it allows for a variety of interpretations.  
McRae (1991) calls for “imaginative texts” (p. 44). 

• Language: a certain amount of amusing predictable repetition.  Repeated 
grammatical structures and formulaic expressions that are made clear in 
the story context.  Use of vocabulary that provides synonyms and 
alternative expressions. 

• Illustrations:  Aesthetically pleasing illustrations that help to clarify the 
text; good illustrations provide opportunities for discussion in which the 
key vocabulary can be exploited. 
 
(Gohsn, 2002, p. 174). 

 
McRae (1991) also makes a very important point when he states that tasks 
should be graded, not texts (p. 47).  Thus, it depends on the purpose of the 
lesson and not the text which needs to be considered.   
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ANNEXES 
 
 

Annex 1
 

: 

 
Example of a SGA Map to be completed after the reading of a narrative text. 
Retrieved from: 
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Annex 1: 

 
 
Another example of a SGA Map.   
Retrieved from: 
http://www.palmbeachschools.org/multicultural/documents/StoryGrammar.pdf 
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Annex 2: 

 
Example of a SGA Plot Map. 
Retrieved from: 
http://www.svsd.ca/esrss/support/5comprehending.htm 
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Annex 3
 

: 

Questions for the Elements of Story Grammar 

Questions for Story Grammar Elements 

Elements Questions 
Characters Who were the characters in the story? 

Who was the most important character in the story? 
Which character did you enjoy the most? Why? 
What is (a particular character) like? 
How are you like the character in the story? How are you 
different? 
If you were the main character, what might you have done 
differently? Why? 
How did the Character in the story change? 

Setting Where does the story take place? 
When does the story take place? 
How could the setting have been different? 
Why do you think the author chose this setting? 

Initiating Event What started the chain of events in this story? 
What is the connection between this event and the problem or 
goal? 

Conflict/Goal What is the main problem/goal? 
Why is this a problem/goal for the main character? 
What does this problem/goal tell us about this character? 
How is the setting related to the problem/goal? 
What is there about the other characters that contribute to this 
problem/goal? 

Events What important events happen in the story? 
What did _______ do about _______? 
What was the results of this? 
Why did it not succeed? 
What did _______ do next? 
How did _______ react to this? 
What do you learn about _______ from the course of action 
taken? 
What are some good/unfortunate things that happened in the 
story? 

Resolution How is the problem solved/goal achieved? 
How else could the problem have been solved/goal achieved? 
How would you change the story if you were the author? 

Theme What is the theme of this story? 
What do you think the author was trying to tell readers in this 
story? 
What did _______ learn at the end of this story? 

Question prompters when implementing the SGA. 
Retrieved from:  http://www.svsd.ca/esrss/support/5comprehending.htm 
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Annex 4
 

: 

 
 
 
 
BritLit Project Sample Activities for Secondary Level.  This is representative of 
the RRA in the personalization of what constitutes a fairy tale and the definition 
of one.   
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Activity 6 is an RRA activity and an example of the CLT approach.  Activity 7 is 
representative of TBL. 
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Activity 2 is also an example of the RRA, it asks for students’ prediction of story. 
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This is also representative of the RRA for it asks students to relate their own 
ideas about the text and its meaning. 
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The Writing Activity is also a very common one in the RRA, where students 
have to create their own ending to a story.  The Discussion is an example of 
CLT and the writing activity and example of TBL. 
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Annex 5: 

 
 
This is an example of a BritLit Activity for the EOIs intended for Intermediate 
and Upper Intermediate Levels.  Activity 3 on the next page is very exemplary of 
the RRA approach. 
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