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ABSTRACT

This study is an investigation into some questions regarding the teaching of Arabic
literary texts in secondary schools in the Sultanate of Oman. Literary texts carry a
significant weight in the Arabic curriculum at the secondary stage and are expected
to achieve multiple goals. The study examines the teaching of literary texts in
general and focuses on the teaching of poetry texts in its fieldwork. The introduction
outlines the scope of the study and raises the relevant questions. Chapter one
investigates the educational value of teaching literature. It describes the ancient and
modern Arab educationists’ perspectives on the aims of teaching literature and
discusses the different aspects of its value to society and the individual, including the
development of language, moral education, human experience, knowledge and
enjoyment. Chapter two discusses the selection of the content of the literary texts
syllabus. The various criteria for the selection are discussed with special reference to
those set by some modern Arab educationists. The discussion covers principles
relevant to the nature ofthe subject, pupils and society. Chapter three analyses the
constituent elements of the literary texts syllabus at the secondary stage: the goals,
the content and the teaching approach. Chapter four outlines the procedures
followed in the fieldwork of the study. It describes how the questionnaires were
compiled, tested for validity and reliability, and then applied. In chapter five, the
findings from the first questionnaire — the problems of studying poetry texts — were
presented and discussed. Different types of problems in studying poetry texts were
revealed, in both planning and practice. The reasons for such problems were
discussed in five categories: (1) the pupils’ role; (2) the nature of the poetry texts;
(3) the teacher’s role; (4) the content of the programme of poetry texts; and (5) the
relationship between literary texts and other parts of the Arabic teaching curriculum.
Chapter six presents and analyses the findings from the second questionnaire — the
poetry genres and forms. It appeared that secondary stage pupils prefer certain types
of poetry genres that are not necessarily congruous with those seen as appropriate by
their teachers and the inspectors and experts. In reverse, the set texts did not always
match the pupils’ poetry preferences. The thesis is wound up with suggested
remedies and improvements as well as recommendations for further studies in this

aspect of education.
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(a) Consonants
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o s damma and waw 9+ |uu
o sh
o $
U= d
L t (d) Diphthongs
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Introduction

This introduction highlights the topic of the present study and raises the relevant
questions. It also explains the importance of the study and outlines the content of its
chapters. = The introduction concludes by giving brief definitions of the terms

frequently used throughout the thesis.

1.  The Background of the Study

Teaching literature is seen as an important part of all stages of the Arabic teaching
curriculum. From the very beginning of their schooling, children have to learn by
heart different poetic extracts called andshid (songs) or mahfuuzat (poetic texts
known by heart) which are included in the set reading textbooks. The anashid and
maffuuzat are written in simple language and cover topics of the cultural and natural
environments in which the children live, such as family, friendship, nature, school,
the nation, etc. The light rhythm in which the anashid and mahfuuzat are composed
is intended to make them easy for reading and singing by individuals and groups.
Clearly, the teaching of such texts is meant to improve the children’s reading ability,
to enhance their enjoyment of poetical language and, at the same time, to instil in

them some social, cultural and moral values.

The language, rhythm and topics of the andshid and mafifuuzat become more
complex as children progress in their schooling. At the preparatory stage, children
are taught a variety of poetry and prose extracts from different periods. Arabic
poetry genres such as wasf (description) and ritha’ (elegy) are introduced at this

stage. The poetry extracts, though still linguistically easy, vary in their metrical



forms and represent the well-known traditional forms of Arabic prosody, for example

al-tawil, al-kamil, al-wdfir or al-basit meters.

At the secondary stage, the literary texts are included in a separate textbook
called al-Mutala ‘a wa al-nusuus (reading comprehension and literary texts), which is
a part of the literature syllabus in addition to literary history and literary criticism.
The literary texts represent the different periods of the history of Arabic literature —

from pre-Islamic to the modern times — and cover various topics and genres.

Clearly, literary texts have strong presence in the curriculum during all the
stages of education, especially in the secondary school, where they are treated as a
separate part of the Arabic curriculum. The teaching of literary texts at this level is
intended to achieve multiple aims as listed in the following statements from the late
twentieth-century works on teaching Arabic literature (for example, Yuunus & al-
Naga, n.d: 221-223; Samak, 1979: 692-693; Quura, 1981: 233-234; Ibrahim, 1984:
253-261; al-Sayyid, 1988: 585-586; Ahmad, 1988: 270-276; Madkuur, 1991: 206—
207; Isma‘il, 1991: 268-270; Shahata, 1992: 180-181):

1. enable pupils to appreciate the beauty of the language, to enjoy the beauty of an

idea, style and discourse, which can expand their literary imagination;

2. develop the capacity ofthe pupils to understand, criticise and analyse literature,
to extract features of beauty from the ideas, style, sensory images and rhythm and

to expand critical thinking;

3. encourage pupils to invest their time in reading literature for solving social and

personal problems and for amusement;



4. link pupils with the literary heritage of their language, including aesthetic, social

and moral values;
5. improve the pupils’ ability to recite poetry and prose with expression;

6. increase the richness of the pupils’ language in vocabulary, sentence structure
and style to improve reading and understanding as well as enhance creative

writing and speech;

7. polish the pupils’ characters and cultivate their minds with upright values and

lofty sentiments;

8. expand the pupils’ intellectual horizons, deepen their understanding of life and
give them the opportunity to grasp the factors that make up the present and affect

the future from the experiences depicted in the range of literary texts;

9. connect the pupils with the history, traditions and motives which contribute to
their national pride, to help them understand their community and participate

effectively in solving its problems.

Clearly, the literary texts syllabus in secondary schools is expected to serve
different aims in the linguistic, literary, moral and national spheres. These aims are
excessively ambitious and impractical and the ability of the literary texts syllabus to
achieve all these aims is doubtful. However, these different aims demonstrate the

importance of teaching literary texts at both the theoretical and practical levels.

Nevertheless, those interested in teaching literary texts at the secondary stage
in Oman accept that several mistakes have been made in this area, and that these
impede the achievement of the aims of literature education. With regard to the
syllabus, the set texts are selected without the input of the teachers and their pupils —

who interact with the texts and study them. Most of the questions and activities



which follow the texts cover linguistic difficulties and provide no more than
superficial analysis of the figures of speech without enough attention to the

appreciation of the literary qualities of the texts concerned.

When teaching texts, teachers stop at illustrating the superficial meaning and
highlighting some figures of speech at the level of rhetorical definitions. Most of
them do not give the pupils enough opportunity to participate in the lesson. In
addition, most teachers ignore the activities associated with the literary texts, such as
the non-class activities and the memorisation of the required extracts. It appears that
this situation creates resentment against literature in the pupils and reduces their

desire to study it.

Recent written works in the field show that some of these mistakes are
apparent in the teaching of literary texts in the rest of the Arab world. Madkuur
(1991: 212) notices that most of the texts in secondary schools are difficult to
comprehend and analyse. Ahmad (1988: 45) emphasises that the texts are not
chosen to meet the pupils’ needs or to accord with the problems and future needs of

society.

Ahmad (1988: 375) also observes that most teachers do not give their pupils
enough time to think and form literary judgements. Moreover, he reports that most
teachers ignore literary appreciation, the integration of the units ofthe texts and

analysis of the figures of speech.

Furthermore, fieldwork in Egypt and Jordan reveals that the literary texts

syllabus has suffered some problems in both planning and practice. In his



“Bvaluative Study of the Literary Curriculum for the Third Secondary Year in
Jordanian and Egyptian schools”, Majid al-Ashmar (1979) points out that most of the
selected texts are poetry and that the curriculum in both countries neglects stories,
plays and other texts which encourage pupils to give their opinions, besides
addressing their needs and intellectual problems. He has also found that the pupils’

level of literary appreciation in both countries is very low.

In his research “An Evaluation of the Literature and Texts Syllabus of the
First Secondary Year in the Azhar Institutes” in Egypt, Shawqi Abuu ‘Arayis (1983)

shows that:

1. the content of the literature and texts curriculum has not achieved its goals;
2. it does not consider the needs and problems of the pupils and their society;
3. it needs reorganising and integrating;

4. most of the literary texts are difficult to study and analyse;

5. the content is geared to the historical facts more than the literary aspects of the

texts;

6. most of the pupils and teachers have agreed to reduce some of the topics, such as
the mu‘allagat and biographies, and add new topics, such as stories, plays and

modern literary genres.

In his research on “A Proposed Curriculum in Teaching Literature and
Literary Texts for the First Secondary Year” in Egypt, Muhammad Ahmad (1987)
has found that the experts questioned are not satisfied with the literature curriculum

and that there is no balance between prose and poetry in the set texts.



In his study “Analysing and Assessing the Values and Attitudes in the
Textbooks of Language and Literary Culture for the Secondary Stage in Jordan”,
Jamal al-Sha‘ir (1997) reveals that those textbooks display the following

weaknesses:

1. The content is not coherently organised.
2. The terminology is neither unified nor consistent.
3. The content is apparently irrelevant to the community’s concerns.

2. Questions Raised by the Study

The above observations and findings from previous studies raise the following
questions concerning the teaching of literary texts at the secondary stage in the

Sultanate of Oman:

1.  What is the value of teaching literature in secondary schools?

2.  What principles should be considered when selecting literary texts for

secondary school pupils?

3. How are literary texts treated in the sources written by the specialists in
teaching literature at the secondary stage in the Ministry of Education? This

question leads to the following questions:
(a) What are the stated goals for teaching literary texts?
(b) What are the principles used to select the set texts?
(c) What is the suggested approach for teaching literary texts?

(d) To what extent does the perspective on teaching literary texts as found in the
above sources comply with the nature of literary texts and their value in

education?



4.  What problems, if any, are associated with the study of poetry texts at the
secondary stage according to pupils, Arabic teachers, inspectors and

curriculum experts in the Sultanate of Oman?

5. Which poetry topics and genres are most preferred by secondary-stage pupils

in the Sultanate of Oman?

6. According to Arabic teachers, inspectors and experts, which poetry topics and
genres are most appropriate for secondary-stage pupils in the Sultanate of

Oman?

7. To what extent do the set poetry texts match the preferences of secondary-stage

pupils?

This study will seek to investigate the above questions.

3. Outline of the Chapters

The answers to the above questions and further discussion are covered by the six
chapters of the present thesis. The questions raised are of two types: theoretical
(questions 1-3) and practical (questions 4—7). They are discussed in chapters one to
three, and four to six respectively. The answers to the practical questions 47 were

obtained from fieldwork.

Chapters One and Two give theoretical background for the discussion carried
out in the remaining chapters. The educational value of teaching literature, which is
the theme of the first question, is investigated in chapter one. The chapter analyses
the reasons why literature was considered pedagogical by the early Arabs as well as
by modern Arab educationists. It also discusses the value of teaching literature in
society and to the individual, including the development of language, moral

education, human experience, knowledge and enjoyment.



Question 2, the content of the literary texts syllabus, is dealt with in Chapter
Two. Various criteria for selecting literary texts and relevant issues are listed and
discussed. A working model with specific principles for selecting literary texts for

secondary school pupils is then suggested.

Chapter Three presents an outline of the teaching of literary texts in the
Sultanate of Oman in answer to the third and associated questions. It describes the
constituent elements of the literary text curriculum, its goals, content and teaching
method. The chapter also clarifies the relationship between literary texts and other
parts of the curriculum and explores the subtle distinction between texts used in

mutala ‘a (reading comprehension) and those in nusuus adabiyya (literary texts).

Chapter Four describes the procedures in the fieldwork which I carried out to
investigate the practical questions. The chapter describes the population from which
the data were gathered and mentions the permissions needed to access the schools.
The questionnaires distributed as part of the study are described in detail with regard
to their purposes, sources, validity, reliability, first and final versions and their final
application. The chapter concludes with the statistical procedures used to analyse the

findings.

Chapter Five presents the findings from the questionnaire about the problems
of the study of poetry texts at the secondary stage, this being the answer to question
4. The findings from the three groups of samples — pupils, teachers, and inspectors
and experts — are presented and analysed, together with additional comments. The

chapter also discusses the reasons for the problems identified.



Chapter Six deals with questions 5-7 by analysing the findings from the
questionnaire about poetry genres and forms. The chapter first gives a brief
definition of each genre in the questionnaire. The findings are then presented in
three main sections: pupils, teachers, and inspectors and experts. Then the pupils’
poetry preferences are compared with the genres selected by the teachers, inspectors
and experts as appropriate for the pupils as well as the set poetry texts, following

which similarities and differences are identified.

The conclusion includes a general summary of the issues and findings
discussed and presented throughout the thesis. It also gives suggested remedies and
improvements for the current situation of teaching literary texts at the secondary
stage in the Sultanate of Oman. The thesis ends with recommended educational

studies in the field of teaching literary texts.

4. Importance of the Study

This study gains its importance from being the first to investigate the situation of
teaching literary texts in the Sultanate of Oman. It includes an assessment of the
teaching of literary texts in secondary schools in the Sultanate of Oman with regard
to the texts themselves and the teaching process, to improve the teaching of these
texts and to tackle the problems that might impede it. In particular, it is hoped that it

will be useful in clarifying the following:
1.  the real value of teaching literary texts;
2. principles for selecting suitable literary texts for secondary school pupils;

3. the teaching of literary texts in the Omani secondary schools in its goals,

content and teaching approach;



4. the poetry preferences of the Omani secondary school pupils;

5. the problems facing secondary school pupils in studying literary texts, the

causes of these problems and suitable suggestions to solve them; and

6. suggestions for new educational studies in this field.

Needless to say, the previous points should enable those in charge of teaching
Arabic literature to observe effectively the teaching of literary texts in secondary

schools.

5. Limitations of the Study

1. General secondary schools under the auspices of the Ministry of Education;

therefore it excludes Islamic, vocational and private schools.

2. Literary texts set for the secondary school pupils; therefore it does not deal with
the texts set for reading comprehension, literary criticism or the history of Arabic

literature.
3. Boys’ and girls’ schools in the Governate of Muscat. (details are given in Chapter

Four, section 4.1)

6. Operational definitions

e Secondary stage: that which follows the preparatory stage in the Omani
educational system. It consists of three years, the first of which is general and the
second and third of which are divided into literary and scientific divisions. The
usual age of the pupils at this stage is 15 to 17. In the Omani educational system

boys and girls are taught in separate schools.

e Literary texts: the poetry and prose extracts that are included in the literary

textbooks set for secondary school pupils in the Sultanate of Oman.
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Problems of studying literary texts: difficulties that impede the effective study of
literary texts at the secondary stage, including mistakes made by the education
authority, which plans the literary texts syllabus, and the Arabic teachers in the

secondary schools.

Non-class activities: learning activities that are done by pupils whether as
individuals or in groups, under the teachers’ supervision, to help achieve the set
goals, widen the pupils’ knowledge of the subject and increase their interests in

it. These activities encompass those performed in or out of school.

Literary preferences: literary topics and genres that the secondary stage pupils

prefer and in which they are interested.

Behavioural objectives: statements of intent, much more precise than goals, and
quite specific as to the learned behaviours the pupil is expected to be able to

exhibit as a result of the teaching (Rowntree, 1981:22).

Goals: broad statements of educational intention, which describe what pupils are
expected to acquire as a result of the teaching and learning interaction with a

specific school subject.
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CHAPTER ONE

The Educational Value of Teaching Literature

This chapter investigates the educational value of teaching literature from the
perspective of ancient and modern Arab’s educationists. The first part analyses the
reason why literature was considered pedagogical by the early Arab leaders and
scholars. The second part outlines the aims of modern Arab educationists in teaching
literature. Finally, the chapter discusses the value to society and the individual of
teaching literature, including the development of language, moral education, human

experience, knowledge and enjoyment.

1.1 The Ancient Arabs’ Perspective

From the dawn of Arab history, literature was perceived to possess educational value
for future generations. It was used to instil tribal pride in the minds of the people.
Children were required to learn by heart the famous poems that celebrated their
tribe’s exploits and reviled the enemy. For example, the children of the Arab tribe
Taghlib were forced to learn by heart the famous Mu‘allaga of ‘Amr b. Kulthuum
(lived in the 6th century AD), although this keenness brought them vilification from
the tribe’s rivals (see al-Bustdni, 1979a: 161-162). The educational value of
literature in general and poetry, in particular, as considered by the early Arabs, is
revealed in analysis of (1) the development of the Arabic word for literature (adab);
(2) some sayings by early Arab leaders and scholars; and (3) the movement of
didactic poetry in the Abbasid period. These three items are discussed in details in

the following three sections.
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1.1.1 The Implication of Education in the Development of the Meaning of

Adab

The Arabic word for literature, adab, has developed through the different periods of
Arab history. In the pre-Islamic period, adab shifted from the meaning of inviting
people to a banquet to inviting them to perform noble actions and practice good
behaviour. The relationship between the two meanings originated in the nature of
life in the desert. Harsh living conditions and shortages of food and water required
people to be generous and to co-operate with one another. Since inviting people to a
feast was a noble action that showed generosity, encouraging them to continue

practising such good behaviour was also necessary.

In the Islamic period, adab evolved to mean educating people to be
knowledgeable, noble-mannered and well-behaved. This may be seen in the tradition
of the Prophet Muhammad: “Addabanirabbifa ahsana ta’dibi” (My Lord educated
me and He educated me well). Such an education could be obtained from poetry, for
‘Umar b. al-Khattab (d. 23 AH/644 AD) advised his son: “wa ififaz mahasin al-shi'r
yahsun adabuk” (Learn by heart good poetry so that you might be well-mannered)
(Ahmad, 1979: 33). This educational meaning was enhanced in the Umayyad period
by the emergence of the word mu ’addib (teacher/educator). The mu’addib’s job was
to educate the children of the caliphs and the upper class to have good manners by

teaching them the ayyam and akhbar (wars and stories) of the Arabs and Arabic

poetry.

In the Abbasid period, adab was extended to include other kinds of

knowledge, especially the language-related sciences such as syntax, morphology,



rhetoric and prosody. Recently, adab has acquired two meanings. The first is
politeness and courtesy, which is related to its educational aspect. The second is the
equivalent of the English word “literature” which means, in its broadest sense,
fictional and other compositions designed to express emotions and analyse and

advocate ideas.

1.1.2 The Relationship between Poetry and Education from the Ancient

Arabs’ Perspective

Early Arab leaders and scholars gave poetry a special role with regard to its
educational value. In addition to giving his son the above-mentioned advice, the
caliph ‘Umar b. al-Khattab wrote to the people in the main cities of the Islamic
empire, ordering them to teach their children swimming and horsemanship, proverbs
and good poetry (al-Jahiz, vol.2, n.d.: 182). Furthermore, poetry comes, in order of
importance, after the Holy Qur’an in the two pieces of advice which the caliphs
Sulayman b. ‘Abd al-Malik (d. 99 AH/717 AD) and Haruun al-Rashid (d. 194
AH/809 AD) gave to the mu’addibs of their sons (see ‘Ashuur & Khulayfat, 1988:
212-213). They included the basic principles of the kind of instruction that the two
caliphs wanted for their sons. In addition, there was an emphasis on the moral values
to be acquired and the type of behaviour that the mu’addibs needed from them to
nurture the sons’ abilities and help them reach a high level of education. The
Muslim scholar, Ibn Sina (d. 429 AH/1037 AD) in his book al-Siyasa, outlined the
primary knowledge and skills necessary for children once they are physically and
mentally ready to learn. Good poetry which awakened the child’s desire to learn,

warned him of ignorance, fostered generosity and urged him to respect his parents
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was one of the most important kinds of knowledge that children needed in their early

education (see Ma‘ruuf, 1987: 113).

The Arabic word used for teaching poetry is riwdya (narration) and the
imperative verb form used in the above pieces of advice is rawwi. Riwdya does not
only mean teaching; it also suggests training the child to be a rawi (i.e. narrator).

This implies encouraging the child to memorise as much poetry as possible.

It may be concluded from the perspective of the ancient Arabs that teaching
poetry was intended to achieve three aims. First, poetry was seen as a vehicle for
moral education. It included wisdom and values and called for noble manners. It
was believed that poetry had the power to shape one’s character and conduct.
Second, poetry was considered to be an elevated form of expression in which ideas
and images were presented in a select beautiful language. Therefore, poetry was an
example of a high level of linguistic skill that could be imitated in speech and
writing. Memorising a large amount of poetry was considered a condition for
developing into a good writer or speaker. From Ibn Khalduun’s point of view (d.
808 AH/1406 AD), memorising the words of the Arabs is the only way to achieve
what he calls “malakat al-lisan al-‘arabi” (the talent of Arabic tongue). Memorising
their words, he explains, helps one to recognise their patterns of speech and puts one
on the same footing with those brought up in the time of the ancient Arabs (see
Ma‘ruuf, 1987: 114). Third, Arabic poetry was seen as a repository of Arab history
(ayyam & akhbar). It narrated the stories of the Arabs and described their way of
life. It was, therefore, a means to acquaint children with the history of their

ancestors.
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In addition, having a large amount of Arabic poetry memorised and ready to
recall enables one to quote in speech or writing the verse appropriate to the situation.
Such an ability is still seen in Arab culture as a sign of good education and wit. It
also qualifies one to be a munshid, a reciter of poetry at social gatherings in the

evening. The munshid was highly regarded in Arab society.

1.1.3 The Movement of Didactic Poetry (Nazm): Using a Poetic Form for

Educational Purposes

The Abbasid period witnessed the emergence of recording knowledge in writing,
starting with language and religion which were motivated by the necessity to
preserve the Holy Qur’an. Poetry was related to this movement in three ways. The
language of poetry was considered to represent standard Arabic usage. Scholars
looked to poetry to deduce the rules of Arabic grammar. Poetry was a means of
explaining certain words used in the Holy Qur‘an. Ibn ‘Abbas (d. 68 AH/687-8
AD), the famous Companion ofthe Prophet Muhammad, advised people to extract
the meaning of obscure words in the Holy Qur’an by examining how they were used

in Arabic poetry.

The expansion of knowledge and the fact that poetry was easy to memorise,
saw the emergence of didactic poetry (nazm) in that period. Didactic poetry was
composed in the various fields of knowledge of the time including astronomy,
medicine, history, zoology, Islamic sciences such as figh (Islamic jurisprudence) and
language-related sciences such as nafw (syntax), sarf (morphology), ‘aruud
(prosody) and baldgha (rhetoric). Even myths and stories were rewritten in nazm to

make them easy to memorise. Abanb. ‘Abd al-Hamid al-Lahiqi (d. 200 AH/815



AD) who was famous for his nazn in different fields, composed a poem on Kalila
wa dimna, which included animal tales translated from Persian, and another one on
the myth of Sindibad, which was translated from an Indian book. (For details see:

Haddara, 1981: 380-393; Stern, 1960: 2)

In addition to making knowledge easy for rote learning, it appears that nazm
also encouraged poetry readings at social gatherings, which help in making
knowledge available for everyone. This might account for the rewriting of entire
books with their details in nazn despite the fact that they were written originally in
prose. Furthermore, the popularity of nazn reflected the Arab nation’s fondness for

metrical language.

The main points of a certain subject are first condensed and then put in a
manzuuma (knowledge composed in a metrical form). The poetic metre used for
nazm is usually rajaz because of its flexibility and metrical variation and irregularity.
Such manzuuma is then regarded as matn (the main body) of that subject and usually
interpreted and commented on by some scholars, including sometimes the writers

themselves.

Traditionally, a student who was interested in a particular subject first had to
memorise the relevant manzuuma and then study it under a scholar who would
explain it in detail. Memorising the basic principles of a subject was based on the
theory that the learner needed to keep them in mind and recall them as necessary.
The traditional system of education in the Sultanate of Oman, where the present

study took place, began in the Qur’anic schools with literacy after memorising short



chapters from the Holy Qur’an. Inthe past, education for most people ended with
learning how to read the Holy Qur’an and write simple letters. Children who wanted
to continue their education then had to memorise Mulhat al-i ‘rab, a manzuuma in
Arabic grammar written by al-Hariri (d. 516 AH/1192 AD). The next stage was to
join a scholar to have it explained. Learning Arabic grammar in this way was
considered to be the essential foundation of education because grammar was seen as
a vehicle for studying other fields, namely Islamic knowledge. Memorising Alfiyyat
ibn Malik — a manzuuma of thousand verses written by Ibn Malik (d. 672 AH/1274)
AD) — and reading one of its commentaries could follow for those who want to
deepen their study of grammar. Alternatively, a student could turn to Islamic
sciences such as ‘aqida (Islamic faith) and figh (Islamic jurisprudence), starting with
memorising the appropriate manzuuma. Memorising the Mulha and various relevant
manzuumat is still required for students of Islamic sciences. Omani scholars have
provided manzuumat in different fields of knowledge, especially Arabic syntax,
morphology, prosody and Islamic faith (‘agida), jurisprudence (figh), and its
foundations (usuul al-figh). Some Omani scholars educated in the traditional system
are still writing manzuumat, despite the fact that most students are no longer

interested in such methods.

1.2 The Educational Value of Teaching Literature from the

Modern Arabs’ Perspective

Literature forms an important part of the Arabic teaching curriculum at the different

stages of education in the Arab world. This demonstrates that Arab educationists
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believe in the vital educational value of literature, inherited from the earlier Arab

scholars as described above.

Late twentieth-century works on teaching Arabic have dealt with the teaching
of literature, and its aims in particular, as an important part of the Arabic teaching
programme (Yuunus & al-Naga, n.d: 221-223; Samak, 1979: 692—693; Quura, 1981:
233-234; Ibrahim, 1984: 253-261; al-Sayyid, 1988: 585-586; Ahmad, 1988: 270—

276; Madkuur, 1991: 206-207; Isma‘il, 1991: 268-270; Shahata, 1992: 180-181).

Ibrahim (1984: 253-261) summarises the role of teaching literature from

three aspects.

Firstly, the study of literature is, in his view, a learning process intended to
effect desirable changes in the learners’ characters by three types of influence: the
cognitive, the emotional, and the practical. Ibrahim explains that literature offers
learners new knowledge and experience (the cognitive influence) and, at the same
time, affects their feelings (the emotional influence). These impacts on the learners’
intellect and emotions may alter their beliefs and be demonstrated in their behaviour
(the practical influence). Ibrahim supports the above points by providing examples
of the effect of poetry and prose extracts on people’s sentiments as well as the
important role played by literature in creating some major events that influenced the

history of the human race in general and that of the Arabs in particular.

Secondly, literature is a linguistic material which can be exploited to improve
the learners’ reading ability, training them in the comprehension of meaning,

enriching their language, and developing their literary appreciation.
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Thirdly, literature is a vehicle of knowledge which depicts life, including
human nature and the natural environment. Ibrahim says that literature provides
learners with social, moral, political and historical experiences from its descriptions

of different aspects of human society.

Apart from Ibrahim, most late twentieth-century works on teaching Arabic
literature describe its goals in broad statements (see the Introduction to the present
thesis). These statements are similar to those about the goals for teaching literary
texts in secondary schools in the Sultanate of Oman, which will be discussed and

criticised in Chapter Three.

It seems that works of the above type attempt to justify the inclusion of
literature in education by gathering all the possible results of the study of literature,
regardless of the time required to achieve them on the one hand, and their relevance
to the nature of literature on the other. Most of those statements are useful in
defending the place of literature in education and can be utilised as general principles
in planning the programme of teaching Arabic literature. However, it is difficult for
teachers to translate these statements into behavioural objectives that could be
achieved with organised teaching and at the same time observed and assessed as

learning outcomes.

This problem was recognised by Ahmad (1988: 270-276) in his study:
Manhaj mugqtarah fi al-adab wa al-nusuus li al-saff al-awwal al-thanawi (i.e. A
Proposed Curriculum in Literature and Texts for the First Secondary Year). Ahmad
noticed that the guidebook for teaching Arabic in Egyptian schools stated five broad

goals for teaching literature, which were inappropriate for actual teaching. He made
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a list of objectives as a prerequisite for his proposed curriculum. The list was
divided into three categories, using Bloom’s Taxonomy for instructional objectives.
To demonstrate the validation of the list, Ahmad gave it to a number of referees and
modified it in accordance with their suggestions. The final version of the list
consisted of 19 cognitive objectives, 16 affective objectives and 8 psychomotor

objectives. The objectives in the list were based on the following goals:

1. acquiring background knowledge of the text and its author;

2. extracting new vocabulary, ideas, figures of speech and images embodied in the

text;
3. eliciting some literary characteristics that are apparent in the text;
4. developing an interest in reading Arabic literature;
5. acquiring criteria for particular preferences and dislikes in literature;
6. developing moral values;
7. acquiring experience of human society; and

8. improving oral reading.

However, some of the statements were irrelevant to the study of literature, for
example, the psychomotor objective which stated that pupils should be able to recall
the text from memory and write it down correctly in beautiful handwriting.
Developing beautiful clear handwriting should not be an objective of a literary
lesson. Some objectives were also very broad and could be achieved by most school
subjects, such as the statement which indicates that pupils should be proud of

belonging to the nation and should glorify the exploits of the Arabs. In addition, no
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statements regarding the criticism and appreciation of the texts were articulated

clearly in the list.

Regardless of the difficulties inherent in the aims of teaching Arabic literature
as described above, one can find some important educational values that are relevant,
whether directly or indirectly, to the teaching of literature. Some of them are
inferred from the value of teaching literature as perceived by the earlier Arab
scholars. These aspects are discussed in the following sections. The discussion will
be limited to (1) how literature can further an educational value; and (2) the extent to

which that value is relevant to the nature of teaching literature in schools.

1.2.1 Development of Language

Officially, teaching literature is a part of the programme of teaching Arabic.
Therefore, it is not surprising that literature is seen as a vehicle for achieving
linguistic aims. Literature is considered to play a significant part in the improvement
of the pupils’ linguistic competence in different ways: increasing vocabulary,
improving oral reading, improving written and oral composition, and enhancing

sensitivity to language.

1.2.1.1 Enrichment of Language

With regard to the enrichment of language, Arab educationists refer to an increase in
the meaning and usage of vocabulary and expressions. In the literature lesson, pupils
should come across new vocabulary and groups of words and add them to their
lexicon. Although new vocabulary can be obtained from a variety of sources,

literature constitutes a valuable one as Yorke (1977: 327) states:
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[t seems common sense that any language activity whether it be watching television,
listening to radio, talking, reading a newspaper, or reading a novel or a poem is likely to
throw up vocabulary with which one is not familiar. Because the new word occurs in a
context and is maybe repeated in a variety of contexts one may begin to pick up its
meaning especially if one is interested in the topic in which it is embedded. Literature
is only one source of new vocabulary but because of its rich contexts and the strong

motivations of the fully engaged reader it might be a fruitful one.

In addition, teaching literature may differ from the other sources outlined
above because it lends itself to an organised and planned experience. However,
using literature as a means of acquiring new vocabulary may create dangers in the
selection of texts and the teaching performance. Ibrahim (1984: 260) warns that the
desire to enrich the pupils’ “treasure of vocabulary” should not lead to selecting texts
on the basis of lexical difficulty. With regard to teaching performance, teachers
should not plan the literature lesson on the basis of increasing vocabulary. The
danger here is that such action may result in distorting the genuine function of the
literature lesson and turn it into a useless and boring word puzzle. So, how can the
study of literature contribute to the enrichment of pupils’ language in terms of words

and expressions?

Words form the smallest lexical units in the text. Recognising the meaning of
words and phrases is the basic activity required to understand the message. The
location and role of some new words make it inevitable that pupils will explore that
role without knowing the meaning of these new words. The discussion of these
words in the context in which they occur in the text cannot pass without influencing
to some extent the pupils’ linguistic competence. The words may appear in oral or

written expression or the pupils may recall their meaning when they meet them again
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in a new context. Again, what is special about vocabulary caught during the

treatment of literary texts is the literary context in which these words appear.

Most of the vocabulary acquired from literary texts should be caught rather
than taught. In other words, pupils, at different rates and to fulfil different needs,
will spontaneously catch new words and phrases (Yorke, 1977: 328) as pupils deal
with a diversity of contexts in various literary texts. However, it may be argued that
there seems little reason why teachers cannot refer to selected words or phrases with
the aim of increasing their pupils’ treasury of language. Three conditions need to be
stressed here. The first is that the desire to introduce new vocabulary and phrases to
pupils should not spoil the exploration of the literary qualities of the text during the
instructional process. The second is that the new words should be carefully chosen
on the basis of their usefulness to pupils. In other words, those words and phrases
should be frequently used so that pupils will meet them again in their reading, both
within and out with the school, and use them in their written and oral composition.
The third is that those words or phrases should have a conspicuous role in the text
and pupils need to deal with them separately to grasp the message or to be affected

by a certain aspect of the text.

1.2.1.2 Oral Reading

Teaching literature is generally considered a vehicle for improving reading ability,
the skill of which is a prerequisite for the study of any literary work. It will be clear
in the discussion of the other values that literature may perform an essential role in
developing pupils’ capability in silent reading. The impact of teaching literature on

the pupils’ reading ability is not confined to the improvement in comprehension,
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analysis and criticism in silent reading, but also enhances more efficiently the

standard of oral reading.

Reading aloud is necessary for some literary forms, especially those which
are written to be read aloud, such as poetry and speeches (khutba). Reading poetry
and speeches aloud requires certain skills. In addition to the articulation of the
words, the reader needs to represent the meanings and feelings implied in the text
and attract the listeners’ attention to convey the message and invite them to share the

experience.

In poetry, for example, sound patterns are “devised by the poet to intensify
the images and thus to heighten emotion and vitalise meaning” (Loban et al., 1961:
354). Therefore, the correct enunciation of the words should be accompanied by the
precise connection between the syllables, so that the rhythmical effect of the sounds
is articulated. The effort required for pronouncing the poetical sound patterns of a
verse is far greater than that for reading sentences of conventional prose. This is
simply because the union of the syllables is more important in poetry than in prose.
In Arabic poetry, this ability is made difficult by the short vowels at the end of most
words (al-kalimat al-mu‘raba) which are affected by the grammatical rules and
which affect in turn the connection between the last syllable of a word and the first
syllable of the succeeding word. The readers need to be aware of the grammatical
rules in order to put the right vowel at the end of each word if necessary. Although
short vowels are not usually written in printed texts, this problem can be overcome
by adding them to each word (shakl/dabt al-kalimat) so that the effort required for

reading the text is reduced to the precise connection between the syllables.
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Having enunciated the syllables correctly, the readers need to convey the
meaning and feeling embodied in the text. This may be accomplished by cadence
and tone. The voice should rise and fall in accordance with the meanings and
feelings inspired by the text while it is being read. Successful readers can exemplify
the theme of a text in their reading and take listeners into its world of thoughts,

feelings and images.

In addition to training pupils in oral fluency, reading the text with expression
is important in different ways. Firstly, it helps pupils understand the meaning of the
text from the correct pronunciation of words and phrases. Secondly, the practice of
reading with expression trains the pupils’ ears to listen sensitively to the poetic
language. It familiarises pupils with the poetic metre and trains them to recognise
any dissonance in the verse. Thirdly, this sensitivity to the musical patterns of poetry
assists pupils to “sense the significance of the rhythmical language, woven
inextricably into the total meaning as the servant of thought and feeling” (Loban et
al., 1961: 354). In short, this sensitivity is an important ability that helps pupils

develop literary appreciation.

Considering oral reading from this angle, literature, specifically poetry and
speeches, can play a major role in the development of pupils’ ability in reading

aloud.

1.2.1.3 Verbal and Written Expression

Literature is seen as a factor in furthering pupils’ ability in oral and written
expression in two ways. One is the role of literature in the enrichment of language,

for it provides pupils with a variety of vocabulary and structures for them to use
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themselves. ~ Although other language forms may also provide these tools, the
speciality of literature, however, lies in its unique use of language. The close study
of a given literary text helps pupils to follow how linguistic features are used and
fused to impart thoughts and emotions in an inseparable form. The scrutiny of
various literary forms exposes pupils to numerous ways of expressing ideas and
feelings and describing real and imaginary situations. This exposure familiarises
pupils with a variety of vocabulary, structures and styles of expression, from which

they can select the appropriate tools to express themselves.

In this respect, Ibrahim (1984: 260) emphasises that pupils should not only
imitate other people’s styles of writing. They should rather assimilate the variety of

styles that they experience and then create their own writing style.

In addition, “sensitivity to language” — which may be the direct result of the
close study of literature — may help pupils to be aware of their own use of language.
In other words, it may enable them to practise linguistic control with the aim of using

language precisely and correctly in accordance with its system and rules.

It is perhaps worth mentioning here that enriching pupils’ use of language
with appropriate vocabulary and styles of writing can be caught only during the

exploration of literary works rather than taught directly in literary lessons.

Literature may also serve as a source of topics for oral and written discussion.
The spiritual and material aspects of life, as expressed in the thoughts, emotions,
experiences, characters and images depicted in literature, are seen through the eyes of

the writer. Through the literary work, the writer imparts an individual set of attitudes
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and feelings about the world, to which pupils may be encouraged to respond.
O’Brien (1985: 73) stresses that expressing an individual response to the literary
work is a natural result of the experience itself. She writes: “There is an urge to tell
others of what excites pleasure and interest, to share new ideas, new questions that

the work provokes.”

It is perhaps true that literature helps to develop linguistic competence on the
one hand, and invites individual responses and stimulates pupils’ appetites for
discussion and writing on the other. However, discussion and composition should
not divert pupils from the consideration of the text. Improving speech and writing
skills should not be the central objectives of the literary lesson, but should be limited
to serve the objectives of exploring the text and furthering its appreciation. Teachers
can treat literary texts as sources for lively topics of conversation, but such
conversation should be undertaken in lessons designed for the improvement of

speech and writing.

1.2.1.4 Sensitivity to Language

Literature is a linguistic artefact, for it uses language to convey its message to
readers. Readers can communicate with the literary work only by decoding its
linguistic symbols.  Literature, of course, shares this characteristic with other
language forms. However, the language of literature is, to some extent, different
from that used in non-literary forms. Generally speaking, in non-literary works, the
focus is on the clear and accurate communication of a message. In contrast, words in
literary works are arranged in a special way to influence the message. They are

carefully selected and grouped attractively to appeal to both the mind and the
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emotion at the same time. The function of vocabulary in a literary work is not
limited to the lexical meaning, for it is affected by the characteristic rhythms,
indications and implications of words and phrases. The literary work owes its effect
to the way in which linguistic devices are interwoven to communicate the experience
implied in that work. The selection and location of each word are crucial, so that its
replacement or movement may influence the entire message. As an example, Van
Peer (1988: 274-275) quotes the following passage translated from the Holy Qur’an:
The life to come holds a richer prize for you than this present life.
You shall be gratified with what your Lord will give you.
Did he not find you an orphan and give you shelter?
Did He not find you in error and guide you?
Did He not find you poor and enrich you?

Therefore, do not wrong the orphan, nor chide away the beggar. But proclaim the

goodness of your Lord.

On the language ofthe above lines, Van Peer comments: “As may be observed, the
language used in the example is highly symmetrical, making it easier to remember,

and hence less prone to alteration”.

When studying a text, readers usually identify the meaning of individual
words, work out the relationship between them, draw inferences about implied
meanings and fill in the gaps between what is explicitly stated (see Montgomery et
al., 1992: 7). In literature, however, because the message is not stated explicitly and
at the same time the form is meant to be expressive and impressive, readers need to
make, consciously or unconsciously, a special effort to grasp the theme of a given

text.
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Since the form is linguistic, the interpretation should be dependent primarily
on the examination of the language of the text, because, as Brumfit and Carter (1996:
16) point out “what is said is bound up very closely with how it is said”. Readers
need to examine the choice of words and structures used in the text and the
arrangement of ideas and images. It is important, in this respect, to focus on the
value of these tools and the way in which they are exploited to create a particular
impression. Readers should also scrutinise the rhythmical qualities and rhetorical
devices that are used throughout the text. After studying the valuable linguistic
features separately, readers should investigate how these features are integrated to

convey the unique message.

Dealing with literary texts in this way requires “sensitivity to language”. In
other words it demands “a heightened awareness of the way language can be used to
explore and express realities other than that which is communally accepted as the
most socially convenient” (Widdowson, 1977: 74). Such sensitivity includes an
awareness of the subtleties of language use at various levels, as Barratt (1985: 12)
explains:

Sensitivity would be, at one level, to sound, rhythm, tone (i.e. where literature most

approaches music); at another level, sensitivity to association, imagery and description
(where it most approaches art); at another level, sensitivity to the author’s voice — to

tone, stance, implications, indirections, ironies, methods of statement making or

dialoguing, style (i.e. listening hard to what is really being said and how it is said).

This sensitivity is vital if the literary text is to be studied effectively and
linked to its nature of a linguistic art form. The development of such a sensitivity is

pivotal for the teaching of literature, bearing in mind the varied results expected from
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the study of literature in schools. As will be explained in the following sections, the
other desired effects rely on the interpretation of the message implied in the literary
text, which cannot be achieved without sufficient recognition of the means used to
convey that message, as Wilson (1980: 133—134) says:
The identity of what for analytic purposes is called “form™ and “content” in literature
means that, for example, nobility of thought or action can only be realised in nobility of
language (language is all the author has to work with), and failure or unsureness in

“form” is exactly reflected in a failure or unsureness in the realisation of the nobility

aimed at.

Gurrey (1946: 14) states that the “contemplation of the words” includes a
“recognition of the full content and also a distinct awareness that the words express
that content”. He demonstrates that such contemplation “is a vivid consciousness
that everything that has been imagined, thought, and conceived has also been fully
and perfectly expressed in those words”. He (1.946: 15), then, asserts that the
sensitivity to words is the experience “required for the true appreciation of literature”

and this is the real “literary experience”.

Considering sensitivity to language - which is the result of the close
examination of the constituent elements of the literary work — as the basis for literary
appreciation may be said to go against the nature of literature. Widdowson (1992:
71) confirms that some may argue that “to subject a poem to analysis, and to be
explicit about its language, is to diminish its effect and deny its mystery”. They
assert that analysis, as Moody (1968: 20) says, “destroys the enjoyment of any piece

of writing”. Appreciation, according to the opponents of analysis, can arise naturally
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from exposure to literature and can develop spontaneously through some

inexplicable imaginative process (see Widdowson, 1977: 75; Widdowson, 1992: 87).

Yet any good piece of literature is composed of different elements that are
effectively interwoven to convey integrated thoughts and feelings. The writer, as
Cadden (1986: 12) states, “will have toiled long to craft these diverse elements in just
the right way”. The analysis of these details in depth may allow for full appreciation
of the literary text by understanding “the creative effort that went into its making”
(Cadden, 1986: 12). Widdowson (1992: 71) emphasises that analysing poetry
“increases the effect by stimulating an engagement with the poem and extending the
range of possible response”. He explains that,

The very attempt to be explicit, to provide textual warrant for a particular
reading, makes one all the more aware of the dimensions of meaning which must

always remain mysterious. Nothing makes us more perceptive and appreciative of the

unaccountable than the attempt to account for it.

Moody (1968: 20) holds the same opinion and justifies it as follows:

The more we understand exactly how any human achievement has been
brought about, from the writing of a poem, the climbing of a mountain, the running of a
mile in four minutes, to the building of a dam, or a new nation, the more our

appreciation of human life will be extended and deepened.

Furthermore, analysing the elements of literary work may help teachers
identify the behavioural objectives of their lessons and organise the teaching process

accordingly. This approach may also allow teachers to specify detectable and
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observable performances, which may be used as signs for appraising the pupils’

achievement in studying poetry.

It is necessary to stress here that analysing the text does not mean denying its
unity and integrity. It is, rather, an attempt to clarify “the limits of what is
explicable” (Widdowson, 1992: 87) in the text and use them as a means to perceive
its integrity and appreciate its unity, provided that integrity and unity cannot be
reached without proper examination of the constituent elements. Analysis, as
Widdowson (1992: 87) confirms, “always involves a reconstitution of some kind,
dismantling something in order to reassemble it in a different form”. Moreover,
analysis should be confined to the effective elements that influence the construction

and message of the text.

It is perhaps obvious from the above discussion that teaching literature may
help greatly the development of linguistic skills, that is, improving oral reading,
speech, writing and sensitivity to language. However, it seems that the vital ability
of listening is ignored. Yet, it is very important, because literature may be listened to
as well as read. In short, literature may be received in spoken forms as well as

written.

In Arab culture, special assemblies called in Arabic wmsiyat (plural of
umsiya) shi‘riyya (poetic evenings) are held for poets to read their new poems.
These assemblies are usually organised by public and government institutions. The
popularity of such activities has led to the organisation of similar assemblies for

reading short stories (umsiyat al-gissa al-qasira) and for literary criticism (umsiya
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naqdiyya), where the literary works (poetry or short stories) are first read and then
commented on by an expert on literary criticism. Poetry is also still read for the
celebration of special religious and social occasions, such as the birthday of the Holy
Prophet Muhammad, graduation ceremonies in academic institutions and the official

opening of new social services.

These are all examples of literary recitations where the work is heard instead
of read. The listeners, as members of society, need to take part by responding
effectively to the literary work presented to them. It is the schools’ task to foster
such a response. The sensitivity to and appreciation of language that pupils may
acquire from the study of literature should not be confined to the written word, but
should also include the spoken word. As explained in section 1.2.1.2 of this chapter,
the Holy Qur’an, poetry and speeches owe their fascination to the exploitation of
linguistic rhythm which, as Loban et al. (1961: 355) expressed it, “appeals to the ear
as well as to the mind”. It is, therefore, very important for the programme of
teaching literature to develop appreciation of and response to verbal and written
literature simultaneously. Furthermore, oral literature requires a faster response than
written literature, because once the text is spoken, it disappears. In contrast, written
literature is available to readers whenever they want to read it. This means that the
skills for appreciating and responding to oral literature require more effort, and so

more training is needed to achieve the desired sensitivity to its language.

1.2.2 Moral Development

Throughout history, literature has been perceived to have a moral effect on its

readers. In ancient Brahmanic, Greek and Roman civilisations, memorising the
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works of the great poets was seen as a means of shaping character and conduct (see

Wilson, 1980: 124-125).

As explained in the first section of this chapter, this perception was also held
by the early Arab leaders and scholars. It was believed that poetry called upon man
to be noble in deeds and manners. The different genres of Arabic poetry included
wisdom, the praise of noble manners and the condemnation of evil. From the dawn
of the history of Arabic literature, it was usual to find references to wisdom here and
there in a poem. However, in a few cases large portions of poems were devoted to
wisdom and advice such as the poem by ‘Abd Qays b. Khafaf al-Burjumi, in which
he advises his son to adhere to noble manners and the final part of the mu ‘allaga of
Zuhayr b. Abi Sulma (see Ahmad, 1979: 48; al-Bustani, 1979a: 80-86). In the
Abbasid period, whole poems giving wisdom occurred in the works of Abuu al-
‘Atahiya (d.211 AH/827 AD) who was known as the poet of asceticism and wisdom
(sha‘ir al-zuhd wa al-hikma). Poetry of repentance (shi ‘r al-tawba) then followed,

especially in the works of mystics (mutasawwifa) (see al-Bustani, 1979b: 30).

Other genres of Arabic poetry, whether they embody wisdom or not, can also
be morally educational. The poet in panegyric (madh) highlights the noble
characteristics of the person being praised; in self-glorifying (fakhr), the poet claims
superior behaviour and refuses to have evil and bad manners attributed to him; and in
satire (hija’), evil ways and bad manners are condemned. Good poetry appeals to
the heart and the mind at the same time and this is what distinguishes it from direct

didactic instruction, which is perhaps the central function of religious education.
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Wisdom and repentance, whether by implication or asthe main topic, are
presented as a reminder to people to do what is right and behave nobly. Wisdom and
admonition in poetry are not usually presented directly as commands and
interdictions, but as general principles of an event, emotion or thought depicted in the
poem. The poet also tries to compare the piece of wisdom to a natural phenomenon
to make it more comprehensible and memorable, or present it as a general basis for
human behaviour. Consider, for example, the following verse from al-Mutanabbi (d.
354 AH/965 AD):

No one can achieve everything he wants,
Winds blow against what ships crave.
In this verse, the impossibility of being able to achieve all one’s desires is compared

to the ship which sometimes encounters a headwind, which hinders its progress.

Furthermore, literary works, especially fiction and drama, may “present
examples of good behaviour that is rewarded or of bad behaviour that is punished”
(Chedzoy, 1977: 475). In their imagination, readers interact emotionally with the
series of events that lead to the reward for good behaviour and the punishment of bad
behaviour, and so they are indirectly encouraged to admire the former and condemn
the latter. Literary works also represent different characters that readers may find in
real life. The depiction and analysis of characters in literary works enable readers,
by exercising their imagination to “enter into the mental life of other human beings
and so learn a new sympathy with them and understanding of them (Chedzoy, 1977:

476). Chedzoy (1977: 477) asserts that such imaginative experience:
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Frees the reader from the little world of his own self and introduces him to the
perceptive positions of innumerable other human beings. This process extends his
sympathies and, as a concomitant, makes him less self-centred, more intuitively
understanding of others. Such an effect which extends the range of his human
sympathies is essentially a moral one. It militates against selfishness and in favour of a

generosity of spirit towards his fellow human beings.

It is arguably difficult to deny the influence of literature on readers’ moral
development. However, literary works cannot be more than, as Yorke (1977: 341)

demonstrates,

. helpful means towards achieving developmental objectives, with no suggestions that
they provide the only routes towards these objectives, or that they are the best means for
everyone. It is obviously possible for a person to be a balanced, sensitive and

developed personality without reading literature, or even being literate.

In addition, moral development cannot be the central purpose of literature
lessons in schools. Planning a programme based on the power of literature to further
the moral development of pupils could impede the exploration of literary qualities

and turn the lesson into pedantic instruction.

It may be concluded that although the moral value of literature is undeniable,
it can be considered only a marginal purpose for the programme of teaching literary
texts. The statement regarding the role of literature in increasing vocabulary can be
repeated here: moral development can be caught rather than taught in the literature

lesson.
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1.2.3 Human Experience and Knowledge

Thoughts and emotions about various aspects of human life — events, people and
natural phenomena — are expressed in literary works. Literary works take readers
into experiences beyond the limits of time and place. Events that influence human
life, such as birth, marriage, crime, war, death etc., examples of people of different
backgrounds and peculiarities in addition to “most of the sights and sounds, smells,
tastes and touch sensations available to human beings are recorded in literary
expression, and the assiduous reader has only to extract them and collate them into

systems of knowledge” (Chedzoy, 1977: 444).

In literary works, readers are taken into worlds that are not their own; where
their role is to monitor the events without having to participate physically in them,
although an emotional and intellectual response is inevitable. Such a literary
experience is asserted to be swifter and safer than the real version (see: Chedzoy,
1977: 444). The literary work enables the mind to travel across time and place

“more swiftly than the most modern means of transport™ (Chedzoy, 1977: 444).

In addition, Chedzoy (1977: 447-448) points to what he considers a
secondary but useful function of literature in “filling in the ‘bare-bones’ of
information provided by other disciplines”. He demonstrates that literature can
contribute to pupils’ general knowledge in “giving [them] a sense of the felt life of
human beings in a variety of times and places” (Chedzoy, 1977: 447). Inthis
respect, ‘Abdallah al-Ta’i’s novel al-Shira‘al-kabir may be studied to supplement
the pupils’ information about the life ofthe Omani people during the seventeenth

century AD and their struggle against the Portuguese occupation, which pupils also
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study in history lessons. Another example is al-Mutanabbi’s poem ‘A/4 gadr ahl al-
‘azm, which imparts useful information about the tactics and weaponry used by the

Arab armies in the tenth century AD.

The experiences and knowledge described above are available in other forms,
such as non-literary texts, films and television programmes. However, what
distinguishes literature, which is a linguistic form, is that it requires readers to work
out the verbal signs in which the experience is communicated and on which readers
rely for their comprehension and thus contemplation of the experience. While
studying the text and interacting with it, readers enter, through their imagination and
by the means of language, the experience presented to them and assimilate it into
their total world view. In the other forms, however, particularly films and television
programmes, the experience is presented using pictures, movement and sound

effects, which makes it easier to imagine than when it is conveyed in a literary work.

However, using literary works for extracting factual data should be done with
great care. It is important to notice that, as Moody (1968: 2) states,
the writer of literature is not tied to fact in quite the same way as the historian, the

economist or the scientists, whose studies are absolutely based on what has actually

happened, or on what actually does happen, in the world of reality.

The literary writers “have more scope to comment on the facts, to arrange
them in unusual ways, and to speculate not only on what is, but on what ought to be,
or what might be” (Moody, 1968: 3). The writers of literature utilise a historical or

social event as a foundation on which they build deep thoughts, emotions and
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interpretations and collate them into new events that may lead to a different
conclusion from what actually happened. In poetry, events are usually distorted, that
is, exaggerated to highlight what the poet considers valuable for his or her purposes,
or diminished to eliminate what is contradictory. In addition, the poet selects and
highlights the moving and memorable events that inspired the poem. In al-
Mutanabbi’s panegyric mentioned above, for example, the poet focuses on the events
that highlight the exaggerated bravery and cleverness of Sayf al-Dawla al-Hamdani
(d. 356 AH/967 AD) and at the same time al-Mutanabbi attempts to contrast it with

the cowardice of his enemies.

The literature produced at a particular time and in a particular place is
undoubtedly a valuable source for researchers in different fields of knowledge.
However, treating literature in this way will certainly distort the aims of teaching the
appreciation of a text. Instead of exploring the literary form which bestows its
uniqueness on a piece of literature, the focus will be diverted to looking for ideas that
support facts. The programme of teaching literature may provide pupils with
techniques for reading a literary text, which is inevitably required for its use as a
source of information about its time and place. That is to say, school time should be
concentrated on the aims of reading, analysing and appreciating literature. Pupils
who achieve such aims will be able to use literary materials successfully in their

speciality after leaving school.

1.2.4 Development of National Consciousness

From the early years of Arabic literature, poets were the spokespersons of the tribes.

The poets glorified their tribes by narrating their exploits, defending their rights and
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refuting the slander spread by their enemies. In the life of the ancient Arabs, poets
were, as expressed by Lyall “a defence to the honour of them all, a weapon to ward
off insult from their good name, and a means of perpetuating their glorious deeds and
of establishing their fame for ever” (from a translation of a statement by Ibn Rashiq,
quoted in Nicholson, 1930: 71). Therefore, it was not surprising that an Arab tribe
used to celebrate the emergence of a poet among its members. Poetry gained its
supreme position among the ancient Arabs by its ability to survive through the oral
tradition of an illiterate society. The use of poetry as a conveyor of tribal tradition
and exploits from ancestors to descendants gave poetry an educational importance.
As mentioned in section 1.1.2 above, new generations used to memorise good poems

to preserve their forefathers’ boasts and be tied to them.

The linking of generations by the instillation of tribal pride has been extended
in the modern period. The tribe is dissolved into the whole nation and what was
recognised as a function of poetry is generalised to literature. Among the important
aims of teaching Arabic literature, Ahmad (1979: 50) states two in relation to the
development of national awareness. One is to link pupils to their literary heritage
and strengthen the bonds between the members of the nation. This aim, according to
Ahmad, springs from the fact that literature is a means to preserve the national
heritage and introduce it to the new generation. The second aim is to develop the
pupils’ consciousness of the whole Arab world and the unity of the Arab nation,
since Arabic literature is a common feature in the different Arab countries and a
means of unification. This is because Arabic is the language used to produce that
literature, and the form and characteristics of Arabic literature throughout the Arab

world have remained generally the same throughout history. Therefore, pupils are
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exposed not only to the literature of their own country, but also to that of other Arab

countries.

Generally speaking, it can be concluded that the educational role of literature
in developing national consciousness is that literature may help to “connect the
Arabs vertically with Arabic speakers in previous times, and horizontally across the
Arabic speaking world in modern times” (Suleiman, 2000: 19). Vertically, literature
may help acquaint pupils with the factors that unified their nation in facing the major
problems in the past and “impart a feeling of pride in the nation and its
achievements” (Suleiman, 2000: 7). Horizontally, literature can warn pupils of the
major challenges currently confronting their nation and highlight the bonds of their
national identity. In this respect, Suleiman’s statement (2000: 20-21) about the role
of poetry in the national enterprise can be applied to literature in general. Suleiman
states that poetry

.. is an instrument of motivation and task-orientation. It is meant to arouse the feelings
and emotions of the hearers to impel them towards action in the service of the nation. In
the overall scheme of Arab nationalism poetry, may, therefore, be seen as a means of
enunciation, dissemination and motivation. It therefore crosses the divide between the

rational and emotional to create a unity of vision and effect that hardly, if ever, accrues

to prose.

Of course, in Arabic literature poetry has its distinctive virtues. First, it has
the “ability to be transmitted by word of mouth” (Suleiman, 2000: 4). This is what
preserved Arabic poetry throughout the pre-writing period, whereas most works in

other literary genres such as oratory were lost. Second, according to Suleiman

(2000: 19)
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Arabic poetry is a thoroughly historically rooted genre in its own cultural and literary
milieu. This gives poetry a degree of cultural and historical authenticity that is not
available to the novel and the short story, in spite of their involvement in the cause of

Arab nationalism.

Third, it is perhaps well known that Arabic poetry, throughout history to the

present time, has brought to public attention the major events that affect the nation.

The role of literature to develop national consciousness does not seem to be
unique to Arab educationists. The Sub-Committee on the Study of Scottish
Literature in Schools has reported that it is unfortunate that Scottish pupils are
required to study English literature instead of Scottish literature. The Sub-
Committee (Scottish Central Committee on English, 1976: 2) states:

One of the ways in which any society attempts to lead its young to an understanding of
what they are as individual and social beings is by introducing to them the literature of

their own country, from its nursery and folk tales to the achievements of its best writers

past and present.

It is beyond the scope of the present study to define and prove the undeniable
influence of literature on sustaining national identity. Nevertheless, there arises the
question of the extent to which the programme of teaching literature targets the
development of national awareness. In answer, it may be said that focusing on the
way in which a literary work represents a certain national phenomenon or underpins
a specific national ideology is to concentrate on the theme of the text at the expense
of its literary qualities. This kind of investigation requires a background knowledge
of the relevant social history to create an understandable picture and use it to

highlight national consciousness. The study of the literary work in such an inquiry
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will be reduced to utilising its content as evidence for the national phenomenon.
Furthermore, the aim of developing national consciousness is an objective in other
school subjects.  Geography, history and national education (al-tarbiya al-
waltaniyya) are perhaps more effective than literature in this respect. These school
subjects can achieve national consciousness faster and more easily, for they
demonstrate distinctly how the nation is inter-connected by geographical, historical,
social, cultural and economic factors, whereas literature deals with such matters in a

suggestive manner.

This is not to deny the role of literature instruction on promoting national
awareness. Rather it is to confirm that such aims can be only marginal in the
teaching of literature as a language based-programme and they do not distinguish
literature from other school subjects. In other words, national consciousness may
only be caught while literature is taught and the programme of teaching literature

cannot target such aims directly.

1.2.5 Enjoyment and Pleasure

Literature is considered a source of enjoyment (see Madkuur, 1991: 206; Shahata,
1992: 181). One of the aims of teaching literature is that pupils should be able to get
pleasure through the enjoyment of the beauty of thought, discourse, style and rhythm

in literary works (Madkuur, 1991: 206).

Teachers of school subjects try to provide pupils with some pleasure to create
a lively and motivated atmosphere. However, “pleasure is not intrinsic to learning:

learning can occur, as we all know, without there being any pleasure generated in the
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teacher or the learner” (Yorke, 1977: 309). Yet, regarding pleasure as an aim of

teaching is a different issue.

The first issue to be considered is what kinds of enjoyment can literature
offer. Collie and Slater (quoted in Mbokani, 1991: 61) assert that it may provide its
readers with,

. a fresh insight into issues which are felt to be close to the heart of people’s concerns;

the delight of encountering one’s own thoughts or situations encapsulated vividly in a

work of art; the other, equal delight of finding those same thoughts or situations
illuminated by a totally new, unexpected light or perspective ...

~ In his attempt to define the pleasure provided by literature, Yorke (1977: 306)
reiterates the kinds of enjoyment stated in the above quotation and adds other kinds,
paying heed to the vagueness that surrounds such pleasures. He writes:

...Pleasure is never content and context free and the pleasures we get from literature are

multiple rather than singular, and probably come from such psychological satisfactions

as recognising creatures like ourselves or in similar situations, or feeling certain of our

needs or stresses relieved, or our desires discussed and defined; or at a more conscious

level, the satisfaction of our curiosity about other people, places or times, or our need

for information, or our delight in language, or just our need to relax and escape from

present concerns.

In addition, one of the pleasures of the teaching of literature may be found in
Ibrahim’s (1984: 252) consideration of the literature lesson to be the preferred
opportunity in which pupils can escape the restriction of definitions and rules in the
other school subjects that are intellectually demanding. The literature lesson,

Ibrahim stresses, provides pupils with the opportunity to deal with human nature
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presented in literary works and grants them the freedom to think and express
opinions. In this regard, Ibrahim points to a kind of relaxation that literature can
offer in a busy school day. Relaxation which consists in providing pupils with the
opportunity to discuss human thoughts, emotions and imaginary situations that,

owing to their nature, encourage a range of opinions.

Four points arise from the above quotations with regard to the possible
pleasure in reading literature. Firstly, they are personal. In other words, each person
seeks to fulfil an individual need for enjoyment by reading, which cannot be
enjoyment for everybody, for there are certainly some people who do not find any
pleasure in this occupation. Secondly, some of the pleasures mentioned above may
be found in other sources such as films and television programmes. Thirdly,
regarding the literature lesson as an opportunity for pleasure and enjoyment implies
that, as may appear from Ibrahim’s perception, literature is “a brief holiday within
the hard workday world of the timetable, and student and teacher come to it with no
great expectation of gain, or effort, or investment of mental capital” (Yorke, 1977:
352). Yet, studying literature is intellectually demanding (see section 1.2.1.4 of this
chapter). Fourthly, such enjoyment is, as Yorke (1977: 317) states, “unpredictable
and often undetectable”. Ineducation, it is important for aims to be predictable and
detectable. Aims should be translated into observed behaviours. To predict and
detect such pleasure, there is a need for clear signs that pupils are enjoying the study
of a literary work. That is not to say pleasure cannot be obtained by reading
literature. The problem consists in placing pleasure among the aims that should be

achieved at the end of the programme of teaching literature. Nevertheless,
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enjoyment offered in the reading of literature may be exploited to enhance pupils’

desire to read literary works within and outwith the school.

1.3 Conclusion

It is perhaps obvious from the above discussion that throughout history literature has
been considered a source for vital educational values. Teaching literature is expected
to influence both the character and the intellect of learners. It is believed that
literature can provide them with various pedagogical experiences. Both the content
and form of literature are believed to include educational material. To distinguish

between the content and form of literature is unrealistic and done only for analysis.

Regarding the content of literature, the representation of human thoughts and
feelings connected with events and characters in human society can widen the
intellectual horizon of the learners and offer them a deeper insight into the nature of
the human kind and its relationships. The experiences depicted in literature can help
to develop the learners’ sense of morality and teach them behaviour considered
acceptable by society. Such experiences may broaden their understanding of their
own society and culture and enhance their feeling of national citizenship. The
literature description of these experiences may stimulate the learners’ desire for their
own expression and offer them a wide range of topics for written and spoken
activities. Finally, it may be treated as a useful source of social, historical and

geographical information.

With regard to the pedagogical experiences related to the literary form,
literature is used as a repository for vocabulary and examples of good language
usage. It can also be a means of teaching learners the art of the correct and

expressive oral reading of poetry and prose. Literature is perceived as a source of
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elevated linguistic expression that may be imitated in speech and writing. It can be
used as an exercise to develop sensitivity to language. In short, literature may
provide learners with the material required for the exploration and appreciation of the

way in which language is handled to convey particular impression.

The above aims demonstrate the importance of literature and defend its
inclusion in the curriculum at all stages of education. However, it has been argued in
this chapter that the content-related values of literature cannot be targeted as ends for
the programme of teaching literature for three reasons. First, such aims can be
achieved by other means, for example, the other subjects taught at school. Taking
into account that a special effort is required to recognise the message implied in
literature, these aims may be reached more easily by those other means. Second,
undue concentrating on such aims may influence the selection of the material of the
literary texts syllabus and divert it to that which serves the content at the expense of
the form. Third, such concentration can hinder the exploration of the literary

qualities to which literature owes its uniqueness.

However, the content and form of literary work are inseparable. On the one
hand, the message that the writer wants to communicate to readers influences the
choice ofthe form. On the other hand, the way in which the message affects readers
and prompts them to respond to it and share the writer’s experience is dependent on
the form in which the message is conveyed. Having said that, one clearly cannot
deny the role of teaching literature in furthering the content-related aims of literature.
However, those aims may be caught while literature is being taught. In other words,
they may be achieved indirectly during the programme of teaching literature, though

they cannot be the main aims of its structure.
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The aims that are arguably more related to the nature of literature are those
which develop sensitivity to language. This is because, firstly, literature is a
linguistic product and, as it is shown in different places in this chapter, language is
the tool of writers and readers to convey the message and to grasp it. That is to say,
even if teaching literature targeted the content-related aims, these aims could not be
achieved without proper awareness of the medium, which is linguistic. Secondly, in
literary works linguistic features are exploited and interwoven with thoughts, images
and feelings to impress the reader. This distinguishes to some extent the language
used in literary works from other forms of language and requires a special effort to
understand the implied message. Thirdly, since literature is a part of the language
curriculum, it is expected that teaching literature is intended to achieve particular
language-related aims. Section 1.2.1 of this chapter has attempted to show that
literature can play its own part in enriching the learners’ language and improving
their ability to explore and appreciate the literary qualities of written and heard

literature.

It is maybe necessary to point out here that, to the best of my knowledge,
there has been no attempt to assess the effect of teaching literature on pupils’ abilities
and distinguish that of teaching literature from the role of the other means with
regard to the various aims mentioned above, whether they are content or form-
related. The study of such influences requires a series of empirical research in which
each aim is investigated separately and the subjects are exposed to literature only and
isolated from the other means that might help to achieve that aim. Furthermore, the
effect of teaching literature needs to be compared with the effect of the other means.

All these studies are beyond the scope of the present research.
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CHAPTER TWO

The Content of the Literary Texts Syllabus

This chapter discusses the selection of the content of the literary texts syllabus. First,
the process is slotted into the planning of the whole curriculum. The chapter then
outlines various criteria for selecting literary texts and highlights relevant issues. A
working model is then suggested. The chapter concludes with specific principles for

selecting literary texts for secondary school pupils.

2.1 The Selection of the Content

The selection of the content of the curriculum must be prepared and designed, taking
into account the individuals and groups that control the educational system and
benefit from it. “There has always been more to learn than any student could learn in
twice the time at his disposal” (Taba, 1962: 263). What should be included and what
should be excluded form a difficult task for the curriculum planners. Taba (1962:
263) shows that the selection of the content is a central decision in “curriculum
making, and therefore a rational method of going about it is a matter of great

concern”,

The selection of the content is not an isolated process, but rather, an
important step in the extensive planning of the curriculum. The content forms the
second of the four fundamental questions that Tyler suggests should be answered in
connection with any curriculum (quoted in Lawton, 1981: 107; Saylor et al., 1981:

13):.
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1. What educational purposes should the school seek to attain?

2. What educational experiences can be provided that are likely to attain these
purposes?

3. How can these educational experiences be effectively organised?

4. How can we determine whether these purposes are being attained?

Taba (1962: 12) extended Tyler’s four questions to a seven-step model for

curriculum planning, in which the selection of the content is the third:

1. diagnosis of needs;

2. formulation of objecti'ves;

3. selection of content;

4. organisation of content;

5. selection of learning experiences;

6. organisation of learning experiences; and

7. determination of what to evaluate and of the ways and means of doing it.

Therefore, the selection of the content should presumably correspond with the
other steps, that is build upon the earlier steps and facilitate those which follow. The
selection also needs to consider the individuals and groups that participate in the
educational system. To avoid spontaneity and arbitrariness, curriculum planners
need to specify rational criteria for selecting the content of the educational

programme. These criteria should, as Taba (1962: 267) states,

encompass and integrate the implications from the views regarding the functions of

school in society, from the study of the needs and requirements of the society, from the



studies of the learners and the learning process, and from the analysis of the nature of

knowledge and of the subject matter.

Taba (1962: 267-289) suggests a list of criteria that should be applied when
selecting the content: (1) validity and significance; (2) consistency with social
realities; (3) balance of breadth and depth; (4) provision for a wide range of
objectives; (5) learnability and adaptability to experiences of students; and (6)
appropriateness to the needs and interests of the students. Mujawir and al-Dib adopt

Taba’s list and suggest that the content must be:

1. connected to the major problems in the society;

2. able to achieve the educational objectives;

3. congruous with the pupil’s attitudes and problems;
4. consistent with pupils’ problems; and

5. consistent with the pupils’ level of maturity (see Makki et al., 1986: 19).

Sa‘ada & Ibrahim (1991: 363) used the above lists to develop a seven-criteria
list comprising: (1) validity; (2) significance; (3) students’ interests; (4) learnability;

(5) utility; (6) universality; and (7) consistency.

2.2 Criteria for Selecting Literary Texts

There have been numerous literary works produced throughout the long history of
Arabic literature. It would be impossible to study all of them or even a
representative sample of all the literary genres and phenomena that have appeared
throughout that time. Some Arab educationalists have attempted to formulate
specific principles for the selection of literary texts (see Ahmad, 1979: 84-87;

Ibrahim, 1984: 265-267; Zafir & al-Hammadi, 1984: 253-254; Isma‘il, 1991: 272
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274). These principles are based on three main issues: (1) the pupils’ interests and

maturity; (2) the content of the text; and (3) the aims of teaching literary texts.

Clearly, the lists of criteria mentioned in section 2.1 are suggested as general
guidelines for selecting the content of the curriculum. The following sections
examine six criteria, using those items which are relevant to the literary texts
syllabus from the above lists. The principles suggested by Ahmad, Ibrahim, Zafir &
al-Hammadi, and Isma‘il will be discussed under those criteria. The discussion
covers the selection of the content of literary texts syllabus generaily and it does not
refer to the literary texts syllabus set for the Omani secondary stage pupils, which

will be dealt with in chapters Three and Six.

2.2.1 Validity

The content is considered valid if it is connected with the aims that it is meant to
achieve. The closer the connection, the higher the level of validity. This is because
the aims are the foundation of the educational programme and the yardstick by which

its success is measured.

The aims of the literary texts syllabus in general were discussed in Chapter
One. It was revealed that the main aim was to develop a sensitivity to and
appreciation of the literary usage of language. Therefore, the selected texts should be
compatible with that requirement so that the teacher can organise the lessons to
enable the pupils to acquire that ability. However, in order to expose pupils to
examples of texts of varying literary merit, should ‘low-level’ texts which, for
instance, embody well-known ideas, recycled images or artificial figures of speech

be included? It may be claimed that by studying these kinds of text, pupils have the

53



opportunity to distinguish between high and low literary texts with their various
literary characteristics. This purpose seems reasonable and educational.
Nevertheless, exposing pupils to good-quality literature is perhaps preferable in the
school. Its study can help pupils develop sensitivity to good literary qualities and
enable them to identify poor-quality writing when they meet it. Al-Shayib (1946:
139) confirms that to develop good appreciation, readers need to avoid popular
literature and at the same time interact with excellent literature. He emphasises that
popular literature might contribute to spoiling the development of good appreciation.
Therefore, it is better to exploit the limited time allocated to literature in schools in
introducing good-quality writing that helps pupils achieve the desirable literary

appreciation and develop a positive attitude towards literature.

Ibrahim (1984: 267) emphasises that the selected texts should comply with
the aims of the curriculum. He states:
If the curriculum is intended to expose pupils to the various poetry genres in
the pre-Islamic period, to describe political life in the Umayyad poetry, differentiate
between scientific and literary prose in the Abbasid period, to highlight aspects of

innovation in modern poetry, or any other aim, it is necessary that the selected texts

insure the achievement of all these aims. (My translation)

It may appear that the above quotation is about selecting extracts as examples of
literary phenomena and characteristics, which belong to the history of literature.
Nevertheless, the quotation comes among the principles of selecting literary texts.
Clearly, the aims are all relevant to the history of literature and the texts should be
consistent with them. Two other principles in Ibrahim’s list (1984: 266-267) are

related to the history of literature. He advocates that the selected texts should
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represent their period, including its social, ethical and political aspects. He also
states that the selected texts should together form a clear picture of their period,

including its literary characteristics and relevant history.

Considering the relationship between the selected texts and the history of
literature, the above principles are irrelevant to the aims of the literary texts syllabus.
However, it may be necessary to expose pupils to texts from the different periods of
Arabic literature. The aim should be to select suitable works that help pupils
appreciate the writings of the various periods. The extent to which these texts

represent their period is not the purpose of the literary texts syllabus.

Ibrahim (1984: 267) also states that some texts should be selected with the
aim of achieving self-education and moral values. This principle springs from
regarding literary texts as vehicles of moral education, which was arguably rejected
as a direct target ofthe programme of teaching literature (see Chapter One, section

1.2.2).

The Arab educationalists referred to the aims of teaching literary texts as an
important principle in selecting the content of the literary syllabus. However, their
aims are irrelevant to the real value of teaching literature in schools, for their
selection of the texts is directed towards historical exemplification and moral
education rather than training pupils to appreciate high-quality literature containing

an impressive message.
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2.2.2 Pupils’ Interests

Education is designed to achieve a desirable change in the learners’ behaviour, that
is, to help them acquire a new behaviour or skill, improve an existing one or change
an undesirable behaviour or skill. The learners’ abilities, interests and needs should
be considered when planning the curriculum to guarantee a certain level of
motivation if learning is to be effective. The ignorance of pupils’ needs and interests
will inevitably lead pupils to feel that the subject is irrelevant and will reduce their
desire to participate in the instructional process. Taba (1961: 289) states that to
ignore the pupils’ interests “means overlooking potent motivation and courting the

possibility of ineffective learning”.

However, the learners’ interests should be taken with sufficient precautions
for three reasons.

1. Learners’ interests are personal, that is, individuals have their own interests,

which differ to some extent from those of others.

2. The pupils’ interests are limited by their short experience of life, especially in

the early stages of education.

3. Pupils’ interests are changeable and unstable in two ways: (a) individual
interests develop as a result of personal growth; and (b) interests differ from

one generation to the next, owing to the social, cultural and global changes.

To resolve difficulties of the above kind in teaching literature, it is necessary
to survey the pupils’ interests in terms of the topics and genres which they prefer to
study and compile the syllabus in accordance with the results. That is not to say the
pupils’ literary preferences must control the content of the literary syllabus nor that

texts may be included merely because they are of interest to the pupils. Rather, it is
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to insure that anything contrary to the pupils’ interests is excluded and that the
selected texts match as closely as possible the pupils’ literary preferences. To allow
pupils who have special literary interests to pursue them and fulfil their special
needs, there should be a separate section containing texts from which pupils can
choose. The survey of the pupils’ literary interests should be continual to guarantee
that the content is adjusted and updated in accordance with the changes in them. In
addition, the syllabus should pay special attention to the improvement in the pupils’
interest in certain aspects of the teaching of literature so that their interest is widened
and their literary experience is enriched. In this respect, Taba (1962: 289)
emphasises:
since one important task of education is to promote personal growth, the interests and

needs of the learners themselves should be subject to growth: students can and do
become interested in ideas, in the joy of discovery, and in applying their mental power.

In motivating pupils’ interests Zafir & al-Hammadi (1984: 254) regard texts
connected with special social, religious and political occasions as important
ingredients of the literary syllabus. It is claimed that such texts help to promote
natural learning because pupils can recognise their value and function. In addition,
the first principle Ibrahim (1984: 265-266) suggests for selecting literary texts is that
the texts should be connected to a particular occasion. He argues that the occasion is

important because

1. it demonstrates that literature expresses and portrays life;

2. the occasion is useful in introducing the text and motivating pupils to study it;

and
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3. it is not possible to understand some of the ideas implied in the text without

knowing the occasion on which the text was written.

In short, the occasion is regarded as a stimulus of the pupils’ interest in studying the

literary text.

Nevertheless, selecting literary texts on this basis can bring disadvantages.
First, it may deprive pupils of a huge number of excellent literary works that are not
related to a specific event, such as poetry on nature and meditation. Second, it may
instil in pupils the attitude that literature is no more than a reflection of social,
religious and political occasions. Third, relying on the occasion on which the literary
work was produced to understand the theme of the text gives the background
information more importance than it deserves. That is to say, the necessity for
background information differs from one text to another and it should not be treated

as a condition for the understanding of the text.

Furthermore, Ibrahim’s justification that special events can be used to
introduce the discussion implies that this is the best technique to start the literary
lesson and motivate pupils to study the text. It also suggests that texts that are not
connected to special occasions are not capable of stimulating the pupils’ desire to
study. However, this is only one among more useful techniques, especially those in
which instructional media are utilised to encourage pupils to explore the text, for
instructional media can attract the pupils’ attention and stimulate more than one

sense simultaneously.
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In conclusion, it may be said that the pupils’ motivation to study literary texts
may be achieved by selecting texts that comply with their literary preferences, which
are supposed to reflect their religious and social interests. Moreover, the pupils’
interest may be enhanced by giving them an opportunity to select for themselves the
texts that they like to satisfy individual needs. One of the main contributions of this

thesis is to explore matters related to this issue in Omani schools (see Chapter Six).

2.2.3 Learnability

The content must be suitable for the pupils’ level of maturity, so that they can
interact with it and achieve the required aims. To ensure that the content is not too
advanced, the curriculum planners need to assess the pupils’ competence and build
upon their educational attainment. Of course, the planning of any syllabus needs to
allow for the introduction of new skills, ideas and information, which are inevitably
beyond the pupils’ powers to master. Applying this criterion means that it is
important, as Taba (1962:283) states, “to view learning experiences as
steppingstones toward an end outcome”. The function of these stepping stones is to
connect the current level of ability with the new aims, so that the new learning

happens smoothly and efficiently.

There are several aspects of learnability that may help the planners of the
literary texts syllabus to determine the type of texts that should be included. The first
and most important is the pupils’ linguistic competence, such as reading ability,
vocabulary, structures, etc. Because the message of the literary work cannot be
grasped without sufficient consideration of the linguistic features, the linguistic level

of the texts must not exceed the pupils’ capability. In this respect, Ahmad (1979: 84)
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emphasises that the selected texts should be suitable for the pupils’ abilities and
experiences in vocabulary, style, thought and imagery. He advocates that the
planners should avoid texts that are full of complex imageries, deep philosophical
thoughts and difficult vocabulary. Brumfit & Carter (1996: 31) also emphasise that
the “literary syllabus can start only when a certain level of language or reading
competence is presupposed”. In this connection Beach & Marshall (1991: 23) state

that

whether students like or understand the literature they read depends in good measure on
whether they already possess a body of appropriate knowledge about language and
literary conventions (knowledge that is required, largely, through earlier experience of
reading). In a very real sense, then, they must already know something about the

concerns of the text before they can begin to consider what the text means.

The second consideration is the pupils’ maturity in contemplation and their
ability to understand human experience, because the comprehension of most literary
works depends on these two abilities. Pupils, as Beach & Marshall (1991: 23)
demonstrate, “bring to their reading a developing understanding of social
conventions and relationships — an intuitive grasp of ‘how things work in the

793
.

worl

2.2.4 Utility

This criterion refers to the usefulness and relevance of the content to the pupils’
lives. The pupils’ satisfaction with the effects of the instructional programme on
their present and future lives is one of the significant factors that motivate them to
learn its materials and interact with them. Because the ultimate purpose of education

is to prepare pupils to be active and useful members of their society, all curricula
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must include information, skills and attitudes that are designed to help them to fulfil
the requirements of their society and challenge its problems. Personal development
is of the utmost importance in the educational system, which should be aimed at
aiding all pupils to establish continued learning skills on the one hand and pursue
their interests on the other. It is also the function of school education to enable
pupils to develop particular interest and help them pursue it for future specialisation.
Therefore, the selected texts should comply with these utilities as general values for

schooling and relate to the pupils’ social and personal lives in the future.

One possible way to justify the usefulness of the literature syllabus is to select
what Ahmad (1979: 84) and Zafir & al-Hammadi (1984: 254) call the lively and
attractive texts. These texts treat important topics that correspond with the pupils’
experiences and needs and deal with the problems that challenge their society. Thus,
their relevance can stimulate the pupils’ desire to study literature and use it to
understand the world around them. Although this is not the main purpose of the
literary syllabus, such texts may convince pupils, parents and social authorities of its
practical aspect and highlight its importance. The Palestinian problem, for example,
has been one of the important challenges to the Arabs in recent times. Since much
has been written about this problem, different sections of society may well wish to

include examples of the excellent literature that deals with it.

2.2.5 Universality

This criterion demands that the content of the curriculum should aim at dissolving

the barriers between countries and cultures and help pupils to recognise the problems
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and issues that concern human beings in other parts of the world. The more the

content deals with universal issues, the more important it is to pupils.

Literary works usually depict human experiences, for the message embodied
in literature usually reflects human thoughts, feelings and imagination. For this
reason, literary works may be said to concern all human beings. This is perhaps what
accounts for the eternity of some famous literary works and their being accepted as
international literature. At the same time literary works are considered a means to
understand national identity as distinct from other human identities. Nevertheless,
the understanding of human nature and the recognition of national identity offered in
literature should not be sources of conflict in the curriculum in general and in the
literary texts syllabus in particular. Universality is not against nationalism, though it
i1s against racism. That is to say, each nation has its own identity and attempts to
instil it into each generation by education. However, pupils can also be brought up to
respect other nations and accept their rights as human beings. The danger is to instil
in pupils the sense of being a superior race or nation and at the same time despising
other human beings. In compiling the literary syllabus, it is important to balance

texts that deal with national topics with those which treat universal issues.

2.2.6 Consistency

This criterion demands that the content should comply with the social and cultural
ideology and principles of the society. Education is a social enterprise and society
cannot accept youngsters being taught principles that contradict its ideology.
Different experiences from different points of view are depicted in literature.

Therefore, the planners of the literary texts syllabus should be aware of the themes
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that may be regarded as inappropriate or harmful from the religious or cultural

perspectives.

In Arabic literature, there are several works that are considered contradictory
to Islamic teachings, especially those which deal with sexuality and immorality,
although many of these works are considered excellent literature from the artistic
point of view. The poetry of khamriyyat (description of wine), shu ‘uubiyya (political
and literary movement among Arabs and Persians, in which each race aimed to
highlight its virtues over those of the other), firag and madhahib (Islamic sects and
schools of thought and law), hija’ mugdhi‘ (slanderous satirical poetry), ghazal sarih
and ghazal fahish (explicit and obscene love poetry) are examples of poetry genres

that are unacceptable for study in schools.

Chedzoy (1977: 40) identifies “four ways in which the experience of certain

literary works might be held harmful to young readers™:

1. the kinds of experiences that are harmful to the child who is not mature enough

to understand them, such as sexual activity;
2. “that in which literary works suggest possibilities of evil to individuals™;

3. that which “comes with the description of evil or undesirable behaviour in a

literary work™; and

4. that in which “the reader is given direct access to the experience and

motivation of an evil character”.

The danger about the last three ways is the possibility of imitation and admiration of

evil behaviour or character.

63



Chedzoy (1977: 41) then argues that even if the description of the corruption
of these mechanisms is accepted, it is, however, “obvious that a beneficial effect
could be deduced from [them]”. He asserts that “cognitive knowledge of all kinds is
morally neutral. It may be used for good or evil purposes”. He also confirms that
“there is no obvious reason why the representation of evil behaviour should invoke
imitation”. He adopts John Milton’s opinion that “there is no knowledge of good
without the knowledge of evil”. Chedzoy (1977: 42) then concludes by advocating a

free literary education:

Literary experience offers a choice of human response for the contemplation of
the young reader. It does not confine itself to received attitudes or to approved
responses. It describes and participates in human motivation over the whole field of
value judgements. The good teacher of literature does not proselytise but helps the
pupil to explore, realise and understand the phenomena the writer presents. Such a free
exploration of the human condition inevitably conflicts with the views of those who
hold that certain kinds of experience should be withheld from children as it is liable to

corrupt them.

Although the first mechanism identified by Chedzoy suggests that it is
appropriate to expose older pupils to literature that depicts sexual activities, the
mechanisms, whether dealt with at a lower or advanced educational level, are
unacceptable in Muslim society, for they are contrary to Islamic teachings. It is not
allowed to expose pupils to such kinds of experience even for the aim of creating a
“free literary education”. Ibrahim (1984:259-260) warns the planners of the literary
texts syllabus of selecting texts that motivate pupils to evil conduct or that evoke
trivial desires. He asserts, though he does not provide any evidence, that there have

been many incidents in which pupils have indulged in bad behaviour, motivated by



what they have read in literature. It is obvious from Chedzoy’s argument that the
risk of instilling undesirable behaviour and attitudes in pupils, by introducing evil or
undesirable experiences, is undeniable. In addition, there is literature in which the
different aspects of life are depicted but ina way that does not oppose the ethical
values of society. Moreover, it seems that the “free literary education”, which
Chedzoy advocates, relies on the exploration of the experience conveyed in the
literary work. This, as argued in the preceding chapter, cannot be the main purpose
of literary education, for it spoils the exploration ofthe literary qualities. A free
opportunity should be given to pupils in exploring the aesthetic and artistic values of

the literary work and expressing their response to the elements of the text.

Since society cannot accept that its youngsters are taught anything that is
contrary to its religious or cultural convictions, the planners ofthe literary texts
syllabus must choose texts that are appropriate and at the same time can achieve the

required aims.

2.3 A Model for Selecting Literary Texts

The above discussion shows that there are various criteria and principles which the
planners of the literary syllabus should apply when selecting literary texts. The
criteria need to be applied as a set of screens through which the possibilities are

passed to ensure that only texts that, as Taba (1962: 267) states,

are valid in the light of all pertinent considerations find their way into the curriculum.
An exclusive use of any one criterion or of a limited set of criteria involves a danger of
an unbalanced curriculum. To produce an effective as well as efficient curriculum it is
necessary to retain only that content and those learning experiences which survive the

sifting process after the application of all relevant criteria of a good curriculum.
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In the light of the above criteria, a model for selecting literary texts may be
formulated. The model is composed of a series of screenings to which the body of
literature is exposed to select appropriate literary texts. Figure 2.1 exemplifies the
model and summarises the selection of the content of the literary texts syllabus. At
the first stage, it is assumed that the entire body of literature has passed through the
first screening, which is the extent to which the text might help to achieve the aims of
literary appreciation. It is expected that texts poor in content or in form will be
eliminated at this stage. At the second screening, the texts are examined for their
consistency with social, cultural and religious convictions. Texts that are contrary to
the social ideology must be excluded. The next screening is the pupils’ interests and
needs. This screening should be based on a careful and valid survey of the pupils’
preferences on the one hand and their needs on the other. It is important to ensure
that all the texts which proceed to the next screening comply with these
requirements. The fourth screening is learnability. The two aspects of the texts
should be examined carefully to ensure that they are appropriate for the pupils’
capability. The ideas and images included in the texts should be within the scope of
the pupils’ understanding. The language also should not exceed their linguistic
competence. This screening will exclude texts that contain peculiar and complicated
imagery or difficult and complex vocabulary and phrases. The fifth screening is to
assess the time needed to study the text. Texts that can be studied within the

allocated time should pass this screening.
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Figure 2.1

A model for selecting literary texts
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At the end of these screenings, the planners are expected to be left with a
larger number of literary texts than are required for the pupils in the intended school
year. Therefore, the texts must be re-examined more closely at each screening to
produce smaller, but more appropriate selection. After this careful and systematic
process, the planners can make satisfactory decision. When the last selection is
made, it is necessary to ensure that the selected texts are different in period, genre

and topic.

As indicated in the diagram, the syllabus must be subjected to continual
innovation, necessitated by two factors. The first is the new writing which enters the
body of literature and widens the domain of the selection. Innovation here is
important because of the need to expose pupils to the latest developments in
literature. The second is the change in the pupils’ interests from one generation to
the next. In other words, the preferences of this generation will not necessarily be
those of the next. Innovation must also rely on the evaluation of the content and on
the usefulness of the texts in achieving the aims. The field evaluation of the content
may prove that some of the texts are unsuitable for study although they are seen to be

appropriate by the planners.

2.5 Conclusion

Several factors affect the selection of the content of the literary texts syllabus which
is designed for a specific group of pupils in a particular society to serve specific
aims. The real educational value of teaching literary texts influences the selection,
and excludes texts that do not help the acquisition of literary appreciation. The

pupils are considered in two ways. First, texts must be selected in the light of their
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interests and needs. Second, texts must be congruous with their competence and
maturity. Society also influences the content of the literary syllabus: texts that

include ideas and thoughts contrary to the social ideology must be excluded.

The above discussion shows that both the content and form of the literary text
should be considered when compiling the literature syllabus. The pupils’ interests,
utility, universality and consistency are related to the content of the text, and validity
and learnability to its form. Although literary texts are meant to instil in pupils
sensitivity to and appreciation of the literary use of language, the message conveyed
strongly influences the type of texts to be set forthem. It has been explained in
Chapter One that the content and form of literature are inseparable and the teaching
of literary texts concentrates more on the form than on the content. However, the
selection cannot be made on literary merit only. This is because the message, which
is usually impressive and affective, contains human feelings and thoughts concerning
the various aspects of life and living. These feelings and thoughts spring from the
writer’s perspective, which may be inconsistent with some people’s points of view.
The first hurdle to be surmounted is social and cultural ideology and convictions. If
the message passes this hurdle, it then faces the pupils’ interests, level of maturity
and preferences. Themes that are compatible with social ideology and pupils’
interests are to be sifted according to their utility and universality. It is important
that the set texts deal with different themes and cover both national and universal
topics to ensure diversity and freshness and at the same time provide pupils with a
variety of experiences. That is not to favour the theme of the text at the expense of
its literary merit. The selected texts must pass all the criteria mentioned above. Any

text that does not comply with the criteria must be excluded.

69



Since the discussion of the above criteria is general, it is perhaps helpful to
extract the principles from it and summarise them in specific statements. The
principles may be divided into two groups: those which should be found in each text,

and those which should be found in the set texts together. Each text must:

1. avoid difficult words;

2.  include easy words and phrases for pronunciation and comprehension;

3. avoid artificial figures of speech;

4.  contain beautiful imagery that at the same time evokes the pupils’ imagination;
5. avoid artificial imagery;

6. avoid unfamiliar imagery;

7.  include beneficial ideas;

8. avoid promoting values that are contrary to social and religious convictions;
9. contain true emotions that provoke the pupils’ feelings;

10. stimulate pupils’ thinking;

11. include motivations that evoke the pupils’ literary appreciation;

12. be suitable for the pupils’ linguistic competence;

13. relate to the pupils’ environment and experiences; and

14. be suitable for the allocated time.

At the same time, the set texts together must:
1. be drawn from different periods;
2.  deal with various topics;
3. cover different literary genres;
4. treat live topics that evoke pupils’ interest;
5. be within the scope of the pupils’ interests and literary preferences; and

6. be suitable for the allocated time.
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CHAPTER THREE

Teaching Literary Texts at Secondary School
Stage in the Sultanate of Oman

This chapter presents an outline of the teaching of literary texts in the Sultanate of
Oman. The chapter commences with an outline of the sources on which this chapter
relies. It then describes the constituent elements of the literary texts syllabus, its
goals, content and the teaching methods associated with it. The chapter also clarifies
the relationship between literary texts and other parts of the curriculum since literary
texts form only one component of the programme of Arabic language teaching.
Lastly, the chapter explores the subtle distinction between texts used in mutala‘a
(reading comprehension) and those included in nusuus adabiyya (literary texts),

because both are featured in the same textbook and are ostensibly similar.

3.1 The Available Sources

Since the main topic of this study is the teaching of literary texts at secondary school
stage in the Sultanate of Oman, it is pertinent here to outline the present status of this
subject in terms of goals, content and teaching methods. In the absence of any field
studies in this domain, the only reliable sources of the necessary data are the
textbooks of literary texts set for the three years of the secondary stage, the Arabic
language syllabus (Minhd al-lugha al-‘arabiyya li al-marhala al-thanawiyya)
(henceforth the syllabus), and the Arabic language teacher’s guidebook for that stage
(Dalil al-mu‘allim fT maddat al-lugha al-‘arabiyya li al-marhala al-thanawiyya)

(henceforth the teacher’s guidebook). These three sources are authored by a special
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committee in the Department of Curriculum Development and revised by the Arabic

language unit at the Ministry of Education.

The textbooks, one for each secondary year, are composed of various prose
and poetry texts and divided into two main parts, mutala ‘a and nusuus. Most texts
are followed by a brief biography of the writer or poet, the background to the text

and five sets of questions and activities (see section 3.3.3).

The Arabic language syllabus is written as a guide for the authors of textbook
and, moreover, it is meant to assist teachers to achieve the stated goals ofthe
curriculum (see Wizarat al-Tarbiya wa al-Ta‘lim, 19955: 3). It comprises guidelines
for the content, goals, activities and methods of evaluation, which must be adhered to
in producing Arabic language textbooks for the secondary stage. It, therefore, starts
with the teaching plan for Arabic language, the principles underlying the design of
the curriculum, and the aims of Arabic teaching at this stage. It then outlines the
goals, contents and teaching guidelines for each field of the Arabic language at the
secondary stage; mutala ‘a (reading comprehension), nusuus adabiyya (literary texts),
nahw (syntax), sarf (morphology), dildla (semantics), naqd adabi (literary criticism),
balagha (rhetoric), ‘aruud (prosody), tarikh al-adab al-‘arabi(the history of Arabic
literature) and ta‘bir (composition). Finally, it concludes with general directions

concerning curriculum evaluation.

The third source, the Arabic language teacher’s guidebook, is written to help

teachers to reach both general and specific goals in the above fields and to improve
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their implementation of the curriculum at a practical level (see Wizarat al-Tarbiya

wa al-Ta‘lim, 1995b: 5). It is composed of the following:

1. Broad goals for Arabic language teaching and a general teaching plan for each of
its different fields, as well as the specific goals for each field.

2. Suggested teaching approaches and general principles to be employed in teaching

each field.

3. Related recommendations aimed at improving Arabic language teaching,

including non-class activities for practising standard Arabic in everyday life.

4. Necessary instructional planning for teachers regarding content analysis,

identification of behavioural objectives and evaluation; some examples are given.
5. Proposed additional reading.

6. Analysis of the specific behavioural objectives of the second part of the textbook

of literary criticism, rhetoric and prosody for the second secondary year.

7. Answers to most of the questions in the rhetoric and prosody sections for the

second and third secondary years.

Items 6 and 7 are included in the teacher’s guidebook, because they are

considered to be especially challenging for the teachers.

3.2 Goals for Teaching Literary Texts

The goals for the teaching of literary texts at the secondary stage are stated in both
the syllabus (Wizarat al-Tarbiya wa al-Ta‘lim, 1995a: 30-33) and the teacher’s
guidebook (Wizarat al-Tarbiya wa al-Ta‘lim, 1995b: 75-78). The difference
between the goals in the syllabus and the teacher’s guidebook may be described as a
formal one. This is manifested in two ways. Firstly, while the teacher’s guidebook

presents a list of eighteen goals, there are only thirteen stated goals in the syllabus.
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This results from either a process of expansion or, if we take the syllabus as our
basis, we may consider the difference a matter of contraction. Whether we are
dealing with a case of expansion or contraction, the fact remains that it is confusing
to deal with two formally different statements of the same goals. Secondly, the goals
are expressed in different ways in the two documents. This is inevitable, owing to

the generality with which the goals are stated in the syllabus.

A translation of the goals as they are stated in the teacher’s guidebook is

given below, for the purposes of subsequent discussion and critique of these goals.

1. Connecting the pupil with the heritage of his Muslim Arab nation during its different
periods by studying examples of poetry and prose texts chosen from these periods. The
aim here is to help him assimilate that heritage, acquire the intrinsic ethical, social,
human and artistic values that are useful for himself and his developing Omani society. It
is also meant to assist him appreciate the outstanding literary characteristics of the
historical periods of Arabic literature and understand the various components which

make up the literature syllabus of this stage.

2. Linking the pupil with the Holy Qur’an, the books of Hadith (traditions of the Holy
Prophet Muhammad) and the literary works of the poets and writers whose texts are
selected. This linking should result in motivating the pupil to go back to the original

sources and to develop his interest in reading literature.

3. Familiarising the pupil with the biographies of a group of Araband Muslim literary
figures whose texts are studied at this stage.

4. Imparting to the pupil knowledge of important historical, political and social events in the
history of the Arab and Muslim nation, including those which relate to its leaders,
scholars, thinkers and literary figures.

5. Enriching the pupil’s language by promoting the acquisition of vocabulary, grammar and
style.

6. Improving the pupil’s skills in using Arabic dictionaries through activities that demand

looking up words in dictionaries.
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7. Acquainting the pupil with Arabic genres, including wasiyya (advice), risala (letter),
khutba (oratory), ta‘bs (composition), and poetry, to promote his interest in finding out

more about these genres.
8. Developing the pupil’s skill of reading texts correctly.

9. Training the pupil in a range of cognitive tasks, including comprehension, thinking,

analysis, deduction, linking, judgement, conclusion, appreciation and criticism.
10. Improving the pupil’s ability to memorise texts.

11. Widening the pupil’s intellectual horizons, and motivating him to expand his knowledge

independently.

12. Enhancing the pupil’s aesthetic awareness and his ability to express himself in a polished

and distinctive style.

13. Promoting the pupil’s ability to respect other people’s opinions while, at the same time,

proceeding to assess these attitudes with the aim of adopting or rejecting them.

14. Sharpening the pupil’s sensibility and cultivating his individuality by acquainting him

with noble meanings and emotions.

15. Providing the pupil with knowledge of experiences which can shed light on the different

aspects of human life, and the impulses which motivate people’s behaviour and attitudes.

16. Arousing the pupil’s sentiments and feelings through the study of intentions, passions and

feelings.
17. Expanding his imagination through images and ideas contained in the texts.

18. Improving the pupil’s ability in oral expression.

3.2.1 The Goals: Discussion and Critique

As is perhaps obvious from the above, the goals may be divided into three categories.
The first is a language-oriented group to which we may assign goals which
emphasise that the teaching of the set literary texts should enrich the language of the
pupil in terms of vocabulary, grammar, and figures of speech. The second category
is related to the study of literary history and criticism. Its aim is to enable the pupil

to extend his knowledge of the lives and creative works of literary figures as well as
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the distinct literary characteristics of the different periods of Arabic literature, and to
acquaint himself with the styles typical of the various Arabic literary genres. The
remaining group of goals focuses on developing various skills of thinking and
acquiring positive, but critical attitudes towards other people’s points of view and
feelings. This group may also include goals concerning social and aesthetic values

which the pupil needs to adopt.

Before discussing the difficulties associated with the above statement of
goals, it may be useful to consider the extent to which the content of the literary texts
syllabus matches the stated goals. This question is important, since the goals are
meant to be achieved through the teaching of the set texts with the help of the
suggested questions and activities. In other words, the content should be consistent

with the stated goals.

A quick survey of the textbooks prescribed for secondary stage pupils reveals
that the majority of the texts deal with different topics and embody moral and social
values. The texts are extracted from the work of different literary figures and cover
different periods of Arabic literature. Moreover, the texts represent a variety of
Arabic literary genres with their characteristics, styles, and modes of construction.
These features of the textbooks correspond to goals 1, 2, 3, 4 and 7. The suggested
sets of questions and activities that follow each text are perhaps meant to serve goals
5,6, 9, 10 and 11. These sets introduce new vocabulary and ways of expression,
require reference to dictionaries and assign extracts for rote-learning. The sets also
include questions that, to some extent, require thinking skills, such as those

mentioned in goal 9.
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It may be said that some goals are served by some aspects of the content of
the textbooks. Of course, this does not necessarily entail that the content can or does
lead to achievement of the goals, because there are other factors which influence the
teaching process, such as the teacher, the teaching method, the instructional media,
the class conditions and so forth. In other words, whether the goals of teaching
literature are accomplished depends on how the curriculum as a whole is

implemented.

Nevertheless, certain difficulties are inherent in the above statements of the
goals of teaching literary texts. In the first place, most of these goals seem to be
extremely idealistic. They seem to constitute broad philosophical aims, rather than
pedagogic goals that are limited, realistic, and achievable. This leads to a second
difficulty: many of the above goals are hard to put into operation, leaving the teacher
unable to implement them in practice. The twelfth goal, for example, implies that by
studying the set literary texts, the pupils will manage to develop an individual literary
style. Yet, there is no evidence that students who study literature at university
generally become good writers as a result of their exposure to literary texts during a
specialised course. It is, therefore, excessively ambitious to expect pupils at the
secondary stage to achieve that goal after studying literary texts at an unspecialised
stage of learning. Other examples of extreme idealism and ambition may be seen in
goals 14, 16 and 17; it is difficult to demonstrate how the literary texts syllabus can
directly cultivate the pupil’s character, arouse his noble feelings and expand his

imagination.
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The third difficulty is that the above statements do not distinguish literary
texts from other subjects. Goals 9, 11, 13 and 15 are applicable to most school
subjects, because they too provide opportunities for comprehending, analysing,
deducing, linking, judging, concluding, and criticising. Most subjects develop the
pupil’s knowledge and raise issues for discussion and research. Goals 1, 2, 3, 4, 14,
16 and 17 may be found among the goals of the history of literature as stated in the
teacher’s guidebook (see Wizarat al-Tarbiya wa al-Ta‘lim, 1995b: 206, 207, 221-
223). The same may be said of goal 7, which is one of the main goals of literary
criticism (see Wizarat al-Tarbiya wa al-Ta‘lim, 1995b: 129), as well as goals 5, 6, 8
and 18 which may be fulfilled by other fields of language learning such as grammar,

semantics and rhetoric.

It is important to stress here that the connection between the goals of literary
texts and other subjects does not mean that these goals cannot be achieved through
the medium of literary texts; on the contrary, the study of literary texts can serve
effectively to achieve these goals. These goals also underpin the strong relationship
between the study of literary texts and the other language fields. However, no
distinction is drawn in the list of goals between the study of literary texts and other

disciplines, especially those concerned with language learning.

The fourth difficulty results from the fact that the above goals seem to treat
literary texts as a means of enrichment of knowledge, language acquisition and moral
development. Enrichment of knowledge is embodied in goals 1, 2, 3,4 and 11. Itis
clear from these goals that literary texts are meant to serve as sources of information

about the history of Arabic literature including its genres and the lives and works of
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literary figures. Language acquisition is emphasised in goals 5, 6 and 8, in which we
are told that the teaching of the set literary texts should enable the pupils to use
dictionaries, improve their reading ability, expand their range of vocabulary and
grammar, and improve their writing styles. Moreover, goals 1, 13, 14, 15 and 16
emphasise the role of literary texts in developing ethical and social values,
cultivating the pupils’ characters and assisting the acquisition of critical but
respectful attitudes towards other people’s points of view. On the whole, then, the
literary texts syllabus aims at teaching literary texts not in their own right, but as a

means to some other ends, such as cognitive, linguistic and moral objectives.

Neglecting the real goals of teaching literary texts and at the same time
targeting different goals that may be served by other subjects may lead to a fifth
difficulty: a lack ofthe precise purpose of the literary texts syllabus. This difficulty
may cause confusion for both syllabus planners and teachers. Syllabus planners will
be left bewildered, not knowing exactly on what they should focus when selecting
the content and planning the instructional activities. Relying on the above statements
of goals, teachers will be unable to decide which goals should be the basis of lessons
that they are to prepare. In other words, the numerous ambitious goals set for the
literary texts syllabus are not only unachievable, but also too many for a school
subject. The final purpose of teaching any school subject should be clear and
accurate, so that all instructional activities can be planned with that aim in view.
Setting many purposes can only create confusion and lead the teaching in different

directions, which will result in achieving none of those purposes.
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The literary text as an art-form conveys a message through a linguistic mode.
It has two main components: the form, which is linguistic, and the content, which is
made up of human experience, values, emotions and sometimes facts. Broadly
speaking, the language is distinguished by the use of literary style in which linguistic
features such as rhythm, rhyme, alliteration, metaphor, simile, figures of speech, etc.,
are utilised and combined in a special way to reinforce the message conveyed and to
link with other linguistic features across the entire text so that a unity and
consistency of effect is created. It is the pervasiveness of such features that makes
the language of a literary text figurative, imaginative, provocative and, therefore,
more literary than other language forms. Hence, a special approach is needed in
studying a literary text, if one is to recognise the message embodied in its literary
context. The literary texts syllabus should therefore focus on the integration of what
is said (the message), how it is said, and why it is said in that way (the mode), and to
complete the circle, how the message and the mode affect the reader. Considered
from this angle, the above goals may be said to fail to emphasise these dimensions of
the literary text. The essential qualities of the literary text are ignored and its real

educational value as a creative work is not properly articulated.

3.3 The Content of the Literary Texts Syllabus

Given the nature of the available sources as listed in section 3.1 of this chapter, a
description of the content of the literary texts syllabus is limited to giving an outline
of the guidelines used for selecting literary texts, the types of text prescribed and the

suggested questions and activities for studying these texts.
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3.3.1 Guidelines for Selecting Literary Texts

The authors of the syllabus give guidelines for selecting literary texts at the

secondary stage.

authors of the textbooks to choose texts of the appropriate kind. According to these

guidelines,

which are given in translation here for the purposes of subsequent

discussion, the selected texts should:

1.

Achieve the goals for teaching Arabic generally and those for teaching literary texts

specifically.

Include enough passages from the Holy Qur’an and an abundant number of Hadiths
dealing with different social and intellectual issues in order to emphasise the elevated

level of expression characteristic of the Holy Qur’an and some of the Hadiths.

Include texts from different areas of the Arab world with special emphasis on Omani

literature,

Exemplify the range of topics dealt with in poetry and the different genres used in prose
literature, including; rnaqéma‘, magqala (essay), story, proverb, hikma (aphorism), hiwar

(dialogue), risala (letter) and drama in order to show variety of style.

Embody beneficial content, good ideas, high values, beautiful images that conform to
Islamic ideology and the Arab nation’s present and future aspirations and, at the same
time, avoid texts with content and ideas that deviate from the principles of Islam and the

traditions of the Arab nation.

Reflect the intellectual and artistic characteristics of the literary works by author and
period.

Include texts from female Arab writers and poets who tackle issues of special importance

for women.

Include examples of literature that glorify heroism, altruism and the love of public
welfare as well as literature which deals with the problem of Palestine, the sacredness of
Jerusalem to the Arabs and Muslims and their determination to liberate the Holy Places

and establish freedom in Palestine.

! Magama is an imaginative narrative written in thymed prose. (see Brockelmann, 1991: 107-115)
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12.

13:

Give good examples of literary works from little-known literary figures in the history of

Arabic literature, alongside works from well-known authors.

The content and the linguistic and intellectual level of the texts should be suitable for
secondary stage pupils in terms of their preferences and psychological, intellectual and
emotional make-up as well as in terms of what they have learned in the primary and

preparatory stages.

. Enhance the pupil’s love for and pride in his mother tongue by engendering in him

appreciation of its precision, beauty, and the musical qualities of its expressions as well

as its ability to change and develop.

Literary texts in the first secondary year should present a general perspective on the
outstanding characteristics of the development of Arabic literature — poetry and prose —

through its different periods, from the pre-Islamic period to the present.

In the second year of the secondary stage, texts should give a clear picture of the literary
characteristics of pre-Islamic, Early Islamic, Umayyad, Abbasid and Andalusian
literature in a way that represents the historical, social and intellectual phenomena of
these periods in line with the goals of the literary curriculum and the plan of literary texts

in the second year of the secondary stage.

In the third secondary year, texts should give a clear outline of literature in the Crusade,
Mameluke and Modern periods, besides literature of the mahjar (Arab immigrants living
in the new world) in a way that represents the historical, social and intellectual
phenomena of these periods in line with the goals of the literary curriculum in the third
secondary year as well as the plan of literary texts applicable to it.

3.3.1.1 The Guidelines: Discussion and Critique

The above guidelines seem to focus on the content of the literary texts and how they
represent various Arabic literary genres and periods as well as the work of their
authors.
these guidelines.

genres studied in the literary criticism curriculum, and, on the other hand, the periods

dealt with in the history of literature.
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The guidelines rely on the historical and social context of the text. Like the
goals, they regard the literary text as a repository of factual data from which evidence
for social, historical and intellectual phenomena can be inferred. The emphasis on
the informational dimension of the text may lead the author to look for texts that
represent these phenomena regardless of their literary merit. The literary text is not
merely a historical or social document or a direct representation of any historical or
social situation. In fact, it is a creative work in which ideas, emotions, values,
images and figures of speech are interwoven and arranged in an impressive and
beautiful language aimed at evoking an aesthetic response. However, literary texts
can also be traditional and repetitive. The above guidelines do not exclude texts that
embody well-known ideas, recycled images or exaggerated and artificial figures of

speech.

According to the guidelines, the literary texts should serve as examples of
genres, authors and historical periods. They should be selected to reflect the
historical development of Arabic literature through the ages and to exemplify the
literary genres as taught in the curriculum of literary criticism. If literary texts are
studied for these purposes there seems little reason why they are not included directly

in the history of Arabic literature or literary criticism.

Despite the fact that guideline 10 refers to the pupils’ preferences based on
their psychological, intellectual and emotional make-up, the guidelines taken
together do not seem to pay sufficient attention to the differences between male and

female pupils with regard to their literary preferences in terms of topics and genres.
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Neither do the guidelines give details of which preferences are taken into

consideration in producing the content of the literary texts syllabus.

3.3.2 Types of Literary Texts

It is clear from the above statements of goals and guidelines that literary texts are

assumed to vary with regard to genres, topics and historical periods.

The issues treated in the texts cover the four environments in which Omani
people live: local, regional, national and global. Regarding the first, pupils are
introduced to texts composed by Omani poets, including “Khayr al-mursalin al-
malja’”? by Ibn Shaykhdn al-Salimi and “Aqim ‘ala al-‘ilm™ by ‘Abdalldh b. ‘Ali
al-Khalili in the first year, “Dharini wa khulugi”* by al-Imdm Rashid b. Sa‘id al-
Yahmadi in the second year, and “Ya bahr® by Hilal b. Sa‘id b. ‘Uraba in the third
year. With respect to the regional environment, texts reflecting the society and
culture of the Arabian Gulf are selected. These may be exemplified by “Jisr al-
mahabba wa al-ikha’”® by Ghazi al-Qusaybi and “Baqaya safinat ghaws”’ by

Mubarak b. Sayf Al-Thani which are studied in the third secondary year. The third

% In this poem “The Best of the Prophets is the Refuge”, the poet describes his longing for al-Hijaz,
Mecca and Madina and the tomb of the Prophet Muhammad therein.

This poem, “Keep on Seeking Knowledge”, includes an aphorism which the poet advises human
beings to adhere to.

This poem, “Leave Me and My Morals”, starts with an aphorism and then describes the poet’s
bravery and how he defeated his enemies.

“O sea!” is poem which includes a dialogue between the poet, who is angry at the sea which has
engulfed his house, and the sea which excuses its action.

This poem, “The Bridge of Love and Brotherhood”, is about King Fahd’s Bridge which links
Bahrain to Saudi Arabia.

“The Remains of a Pearl Diving Ship” is a free verse poem in which the poet appears to talk to a
diving ship and calls on it to remember the time of pearl diving.
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group of topics deals with issues concerning Omani individuals as members of Arab
and Muslim society and culture; the Palestine problem and the unity of the Islamic
nation are but two examples. This environment is represented by the following texts:
“Innana 1aji’uun fi kull qutr”® by Abuu Salma in the first year, and “Filistin™’, by
‘All Mahmuud Taha, “Wasiyyat 1aji’”'’ by Hashim al-Rifa‘i, “Hadha al-sharq™"' by

Mikha’il Nu‘ayma and “Umma wahida”'? by Sayyid Qutb in the third year.

The global environment raises issues that are important to human beings in
general such as life and death, love of nature and brotherhood. Issues of this kind are
treated in “Ta‘ab kulluhd al-hayah”'® by Abuu al-‘Ala’ al-Ma‘arri in the first year,

“Wasf al-tabi‘a fi al-shi‘r al-andalusi”'* in the second year, and “Min aghani al-

® This poem, “We are Refugees in every Country”, illustrates the deprivation and exile which the
Palestinian refugees suffer.

? In this poem, “Palestine”, the poet calls on the Arabs to fight to free Palestine and describes the
nobility of dying on its land.

10 This poem, “A Refugee’s Advice”, is an exhortation by a Palestinian refugee who was exiled from

his land after his eldest son was martyred. The refugee exhorts his remaining son to go back to
fight for his land.

"' “The East” is a short article in which the writer glorifies the East, by which he means the Middle

East and the holy places, and declares his belief in the ability of the East to turn into the world’s
centre of power, and tells us what he wants for the East.

12 «“One Nation” is a prose text in which the author attempts to convince the reader that the bond of
belief is the best bond to unite people.

1 “Life is Trouble” is an extract from a poem in which the poet declares his view of life and death.

!4 These are four extracts from different poems titled “The Depiction of Nature in Andalusian Poetry”.
They describe the beautiful Andalusian countryside.
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ru‘dah”"® by Abuu al-Qasim al-Shabbi, “al-Tin”'® by Ilya Abuu Madi and a prose

piece by Ibn Khalduun called “al-Insdn madaniyy bi al-tab‘”'” in the third year.

The genre of the texts studied also varies. Pupils are required to study
different types of poetry and prose. Apart from one text in free verse, all the poems
are in classical form and deal with traditional topics, such as eulogy, description,
apology, aphorism, love and didactic poetry. Prose texts are also of different types;
they include letters, oratory, advice and essays as well as extracts from the Holy
Qur’an and Hadith. This diversity of genre implies differences in style, since each
genre demands its own style. Stories, drama and magamat are not included in the
literary texts studied, despite the fact that they are mentioned in the guidelines among

the literary genres that should be represented.

However, in general terms, it may be commented that the variety of set texts
offers the teacher the opportunity to expose his pupils to different learning

experiences with regard to literary texts.

3.3.3 Suggested Activities and Questions

Each text in both mutala‘a and nusuus is followed by at least five sets of questions
and activities intended to assist in the teaching and learning of the texts. The authors

of the textbooks emphasise that these questions and activities are only suggestions

5 The poet wants this poem to be a song for shepherds, glorifying nature and praising work in the
early morning, so he titles it “A Song of shepherds”.

16 “Clay” is a poem in which the poet reminds humans of their origin and calls on them to live as
brothers and avoid arrogance.

17 “Man is Social by Nature” is a prose text extracted from Ibn Khalduun’s famous Mugaddima
(Introduction). In it, he attempts to show humans’ need for each other.
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and examples. This obliges the teacher to select what is appropriate for his pupils,
and his objectives and to include additional activities if needed (Wizarat al-Tarbiya

wa al-Ta‘lim, 1995b: 48, 52, 67, 83, 85, 86).

The five sets of questions are grouped as follows (1) understanding and
comprehension; (2) lexicon and semantics; (3) discussion and analysis; (4) criticism
and appreciation; and (5) individual activities. Composition activities are confined to
mutala ‘a and rote learning to nusuus. The subsections below give more details about

the proposed questions and activities.

3.3.3.1 Understanding and Comprehension

Questions and activities included in this set test the general understanding of the
theme of the text and the ideas embodied in it (Wizarat al-Tarbiya wa al-Ta‘lim,
1995b: 44, 83). Hence, the majority of the answers to the questions can easily be
found in the text. Pupils are also asked to extract the main ideas of the text and to

explain some phrases and sentences.

3.3.3.2 Lexicon and Semantics

This set of questions is meant to help the pupils understand the meanings of words,
phrases and larger expressions, and to train them to use dictionaries and to grasp the
meaning by reference to context. As stated in the guidebook (Wizarat al-Tarbiya wa
al-Ta‘lim, 1995b, 64, 65, 83, 84), this set is composed of three subsets. The first
includes illustrations of some words and expressions aimed at eliminating any
vagueness that may hinder understanding of the text. The second contains multiple

choice questions asking pupils to select the meaning of single words, phrases or
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expressions from one of the explanations provided. The third subset requires the
pupil to refer to dictionaries to find the meaning of some individual words. In
addition, there is a fourth subset in the textbooks of the second and third years which
includes questions asking about differences in the meanings of words and groups of

words.

3.3.3.3 Discussion and Analysis

Questions and activities in this set are intended to help the pupils understand detailed
ideas and comprehend partial meanings of the text as well as the significance of
some important words and phrases (Wizarat al-Tarbiya wa al-Ta‘lim, 1995b: 85).
The most frequently occﬁn'ing questions are those asking for information or ideas
included in the text explicitly or implicitly. Pupils are asked to explain some
phrases, to extract evidence of particular ideas or information, and to give any
additional information necessary for a better understanding of the text. Moreover,
pupils are required to express judgements and opinions concerning ideas, the main
issues raised in the text, and the style of writing. Here, questions deal with all
aspects of the text including words, phrases, figures of speech, ideas, feelings, metre,

rhyme and genre.

3.3.3.4 Appreciation and Criticism

The function of this set, as stated in the guidebook (Wizarat al-Tarbiya wa al-Ta‘lim,
1995b: 86), is to assist the pupils to grasp points of beauty and elevated expressions,
to identify effective figures of speech, and to learn more about literary criticism and
rhetoric. This set also aims to train the pupils to criticise and appreciate literary

texts.  Questions here concern the same aspects mentioned in the section on
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‘Discussion and Analysis’. Moreover, the pupil’s point of view is sought in this set

more than in other sets.

3.3.3.5 Individual Activities

This set contains a group of individual activities which has three goals. Firstly, to
familiarise the pupil with references and foster his reading habits. Secondly, to
expand his knowledge on the topic and the author of the text. Thirdly, to train him in
writing small pieces of research (see: Wizarat al-Tarbiya wa al-Ta‘lim, 1995b: 68,
87, 88). However, because these kinds of activity are not assessed in the final

examination, both teachers and pupils seem generally to ignore them.

3.3.3.6 Suggested Activities and Questions: Discussion and Critique

Given the aims which the suggested activities and questions are meant to serve, these
questions should effectively develop in pupils a group of necessary skills that are
considered vital for any effective instructional process in the study of literature, i.e.

comprehending, analysing, criticising and appreciating.

However, a quick investigation of the sets of questions and activities, as they
are included in the textbooks, reveals three problems. Firstly, the questions and
activities included in each set are not always such homogeneous types as they are
intended to be. In other words, a question or activity that belongs to a certain set is
sometimes placed in another. This mixture is frequently found in the last two sets in
particular. The following are examples of this problem:

1. Questions on explaining the literary quality of some expressions, and extracting

the dominant feelings and sentiments, should be placed in the set of

89



‘appreciation and criticism’. However, these types of question are also found in

the set of ‘understanding and comprehension’.

Questions on suggesting a new title for the text are found in three sets of

questions the first, the third and the fourth.

Questions on inferring the ideas embodied in the text appear in the first, the third

and the fourth sets.

Questions on extracting evidence from the text to support a particular idea or

fact are found in both the first and second sets.

Questions on identifying the stylistic features of the text and demonstrating how

these features are employed exist in the third and fourth sets.

Questions on specifying the elements of a literary genre occur in the third and

fourth sets.

Questions on exploring the way ideas are expressed in the text and judging their

coherence are also found in the third and fourth sets.

Questions on illustrating figures of speech are, likewise, found in the third and

fourth sets.

Secondly, it may be argued that the emphasis on extracting information from

the text compromises the value of the text as a creative piece of writing, reducing it

to a mere source of information. This emphasis seems to be the result of favouring

the theme dimension of a text at the expense of other dimensions, for example

narrative discourse, style and imagery.

Thirdly, some questions and activities are supposed to link the literary texts to

the other parts of the Arabic curriculum through extracting examples of grammatical

and rhetorical rules. These types of question may lead the teacher and his pupils
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towards a mechanical analysis of the linguistic features included in the text, rather
than exploring the extent to which those features bestow upon the literary text its

vital quality as an artistic work.

3.4 The Approach to Teaching

The syllabus (see Wizarat al-Tarbiya wa al-Ta‘lim, 1995a: 46—49) and the teacher’s
guidebook (see Wizarat al-Tarbiya wa al-Ta‘lim, 1995b: 91-101) propose an
approach to teaching that consists of six steps, although this approach is set out more

fully in the latter than the former.

3.4.1 Introducing the Text

This step is meant to motivate and stimulate the pupils to study the text effectively.
It should cover one of the following: (a) the occasion (mundsaba) which inspired the
writing of the text; (b) the author’s life and his other literary works; (c) the political,
social and historical environment of the text; (d) the genre to which the text belongs;

and (d) values or principles included in the text.

3.4.2 Reading the Text

The reading of the text may take different forms. If the teacher judges the text to be
easy, he may ask the pupils to read it silently. The teacher may, however, read the
text aloud if he vﬁshes to demonstrate its oral qualities, such as musical cadences and
alliteration. In some cases, the teacher may ask the pupils to follow the text in its
written form as he reads it aloud. The focus in this step is on the correctness of
reading and general comprehension of the main ideas. It is seen as the teacher’s duty

here to make sure that his pupils can read the text correctly, because an accurate
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reading can show them how to read and enunciate texts effectively, and help them

understand the meaning.

3.4.3 Discussing the General Content of the Text

Three tasks need to be fulfilled here. The first is to discuss the main ideas of the text
in order to assess what the pupils understand from the preceding step and to help
them perceive the general framework of the text. The teacher may use the
comprehension questions that follow each text in the textbook. The second and third
tasks may already have been covered by the teacher in the introduction, and, if this is
the case, the teacher will omit them here. The second task is to introduce the author
of the text to the pupils by highlighting the significant events in his life, his literary
product and his position among other literary figures. The third task is to shed light
on the occasion which led to the writing of the text and the circumstances that

affected it.

3.4.4 |lllustrating the Text, Discussing its Underlying Ideas and
Analysing it

To discuss the ideas, grammar and semantic import of the text, the teacher divides its
meaning into sub-units and adopts the following procedures:
1. Asking one or more pupils to read the unit aloud to hold the pupils’ attention.

2. Dealing with the linguistic difficulties by discussing them in relation to the

context.

3. Discussing the ideas by asking questions which are relevant to the meaning of

the unit being studied, utilising the questions provided in the textbook.
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4. Asking the pupils to paraphrase the general meaning of the unit in their own

words.

If the teacher feels that the linguistic or intellectual levels of the text were not beyond

his pupils’ ability, he may choose to curtail or omit some of these procedures.

3.4.5 Appreciation and Criticism

Here the teacher asks his pupils to analyse the text critically by dealing with its

rhetorical devices and imagery, as well as by comparing it with other works.

3.4.6 Individual Activities

The teacher may ask his pupils to read other texts by the same author, from the same
period or of the same genre. He may also ask them to read more about the author’s
life or the literary genre to which the text belongs, and to write short essays on any of
the issues discussed above. In addition, the teacher may ask his pupils to memorise

parts of the text.

Finally, the teacher’s guidebook emphasises that the steps mentioned above
are only suggestions and that the teacher should add whatever he thinks will be

useful for his pupils.

3.4.7 The Approach to Teaching: Discussion and Critique

The above approach can be found in most references that deal with teaching Arabic
literary texts (see e.g. Quura, 1981: 247-251; Ibrahim, 1984: 268-273; MakKki et al.,
1986: 120-121; al-Sayyid, 1988: 597—602; Shahata, 1992: 184-189). These sources

appear to agree on the order of the steps in teaching literary texts, and the division of
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the text into units in the fourth step. Nevertheless, they differ concerning what
should be discussed during the treatment of each unit. One suggestion is to discuss
linguistic difficulties, ideas and figures of speech, leaving criticism and appreciation
until the theme of the text is understood by the pupils. This is the method adopted in
the syllabus and the teacher’s guidebook. An alternative method is to deal with
criticism and appreciation as part of the treatment of the unit (see e.g. Quura, 1981:
247-251; Shahata, 1992: 184-189). The first method may be more appropriate to
the nature of the literary text as an artistic work, because it is very difficult to draw
conclusions as to the quality of an artistic product during the treatment of some of its

parts.

The general approach set out above does not distinguish between different
kinds of literary genres. This does not represent a problem since the approach draws
guidelines which are intended as a framework for dealing with literary textsin
general, leaving the particular needs of each text to be addressed by the teacher.
However, the teacher’s guidebook is expected to give the teacher clear practical
guidelines and draw his attention to the different procedures required for each kind of
text, since prose and poetry, for example, cannot be treated in the same way. Put
differently, teachers need to be shown how to employ the above approach in dealing
with each kind of text. They need to know the procedure necessary for each step, the
appropriate activities needed to improve the pupils’ ability to criticise and appreciate
the literary text, and the kind of questions they should pose to foster and challenge
their pupils’ thinking. Instead of doing this, the guidebook does no more than

reiterate an approach that already exists in the literature without any modification.



That is not to say that the guidebook should impose an inflexible approach to
which the teacher should be restricted. The point here is that this kind of guidance
for teachers is necessary given the current state of affairs, in which teachers are not
prepared sufficiently to teach the content of the Omani literary texts syllabus. This
applies both to the Omani teachers who graduate from the Sultan Qaboos University
(see ‘Isdn, 1995: 86, 87) and other Arab teachers since they are not familiar with the
content of courses taught in Omani schools. Moreover, this problem is exacerbated
by, on the one hand, the absence of in-service training and, on the other hand, the
lack of necessary reference books and materials needed for further study of the set

texts.

Furthermore, in outlining the necessary types of procedures, skills and
questions, the guidebook gives alternatives that teachers may utilise in achieving the
targeted goals. Teachers can choose and implement what is appropriate for their
pupils, on the one hand, and the kind of text on the other. Creative and active
teachers can build on these alternatives, improve them and generate their own
approaches. This is arguably better than the over-reliance on teachers in terms of
finding the suitable approach for teaching each type of text, since teachers vary in

their levels of competence, motivation and performance capability.

3.5 The Relationship between Literary Texts and the Other Parts

of the Arabic Language Curriculum

Pupils at the secondary stage spend 7 periods per day, 35 periods per week, in
studying the general curriculum which, includes Islamic education, Arabic, science,

mathematics, social studies etc. Each period lasts 45 minutes. The number of periods
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allocated to the literary texts syllabus, which is seen as a part of the Arabic
curriculum, varies according to year and division. In the first secondary year, two
out of seven Arabic curriculum periods per week are allocated to literary texts. This
brings the percentage of the literary texts periods to 28.6% of the periods allocalted to
the entire Arabic curriculum. In the second and the third years, the literary division
spends two out of nine Arabic curriculum periods studying literary texts, and the
scientific division one out of five. The percentage of literary periods in the literary
division is 22% and in the scientific division is 14% (see Wizarat al-Tarbiya wa al-
Ta'lim, 1995a: 5; Wizarat al-Tarbiya wa al-Ta‘lim, 1995b: 16). The time devoted to
the study of literary texts each week demonstrates their importance if compared with

the time remaining for the other parts of the Arabic curriculum.

The goals of teaching literary texts as discussed above are related to the goals
of Arabic language instruction generally (see section 3.2). As stated in section 3.3.1,
literary texts are meant to serve as examples of the periods of Arabic literature which
are studied in the history of literature on the one hand, and the genres prescribed in

the literary criticism component on the other.

Furthermore, one of the purposes of the questions and activities included in
the set of ‘appreciation and criticism’ is to help pupils understand the rhetorical
devices they study in the second and third secondary years (Wizarat al-Tarbiya wa
al-Ta‘lim, 1995b: 86). Thus, questions in that set, as well as those in the ‘discussion

and analysis’ set, are designed to train the pupils to elicit instances of similes,
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metaphors, alliteration etc. from the text (see e.g. q.2 p.140 1st'®, q.1 p.97, q.9, 3
p.106 3rd). Literary texts are also connected to prosody (‘aruud), syntax (nafw) and
morphology (sarf). Pupils are usually asked to identify the metre of a poem (see e.g.
g4 p.190 2nd, q.12 p. 106, q.12 p.227 3rd), i ‘rab of some words (see e.g. q.5 p.139,
q.7, 13 p.152 1st, q.9p.117 q.15 p. 124 2nd) or their derivational patterns or forms

(see e.g. q.12 p.123, .14 p.233 2nd, q.5 p.105 3rd).

The connection between the literary texts and the other parts of the Arabic
language curriculum is, again, based on considering the text as arepresentative
example of its literary period and genre on the one hand and as a means of language
acquisition on the other. This orientation leads to the same problems discussed in

sections 3.2.1 and 3.3.1.1 above.

3.6 The Distinction Between the Texts in Mutala‘a and Nusuus

al-Mutala‘a wa al-nusuus al-adabiyya textbooks are divided into two parts:
mutadla‘a and nusuus. Each part constitutes a variety of prose and poetry texts.
Excluding the texts extracted from the Holy Qur’an and the Hadith, it appears that
what the topics in the first part have in common is that they all belong to the modern
period except ““Iza baligha”'® by al-Hasan al-Basri (d. 110/728) in the first year and

“Ibn Battuuta fi ‘uman™® by Ibn Battuuta (d.779/1346) in the second year. These

18 These examples are taken from the textbooks for the three years of the secondary school: q. refers
to question, p. to page and 1st, 2nd, 3rd to the year.

19 “Memorable Sermon” is a prose text in which the author advises people to fear Allah and be
prepared for the day of judgement.

20" “Ibn Battuuta in Oman” is a prose text narrates a part of the journey to Oman of the famous Arabic
travelletr Ibn Battuuta.
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texts are set to both scientific and literary divisions with the exception of “al-‘Izz b.
‘Abd al-Saldam™®' by ‘Ali Tantdwi in the second year which is taught only to the
literary division. Most of the texts are in prose, with the exception of the play
‘Antara by Ahmad Shawqi and the poem “Jisr al-mahabba wa al-ikha’” by Ghazi al-
Qusaybi. The texts in the second part of the textbook are divided between poetry and
prose almost equally. It may be concluded from the chronological order in which
they are presented that they are meant to represent the historical development of
Arabic literature. This raises the question of the difference between these two parts:

mutala‘a and nusuus.

The authors of the syllabus (Wizarat al-Tarbiya wa al-Ta‘lim, 1995a: 24)
draw the attention of the teachers and the textbooks’ authors to what they see as a
subtle distinction between the two parts. It is stated there that the texts in mutala‘a
serve the aim of intellectual satisfaction and enrichment of knowledge more than
developing aesthetic appreciation, which is seen as the aim of nusuus. In other
words, the authors of the syllabus suggest that the teaching of the texts included in
the first part should be more focused on evaluating the extent to which the ideas
embodied in the text are correct and valuable. In contrast, the treatment of the texts
in the second part should focus on identifying the emotional elements and judging
their artistic validity with regard to how skilfully the writer portrays his feelings and
experiences as well as the extent to which he succeeds in influencing the reader’s

personal reaction with the text.

! This prose text explains the role that al-‘Izz b. *Abd al-Salam performed in preparing for the battle

of ‘Ayn Jaluut (658 AH/1260 AD) in which the Mongols were defeated and after which they were
expelled from the Middle East.
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To discuss and evaluate the distinction suggested in the syllabus, answers to
three questions will be discussed: (1) Does this distinction apply to texts in mutala‘a
and nusuus? (2) Does it have any impact on the treatment of texts in both parts? (3)

Is the pedagogic outcome it is intended to serve actually a desirable one?

Regarding the first question, a quick investigation of the set texts may reveal
that the above distinction applies to a number of texts in both parts. On the one hand,
intellectual satisfaction and enrichment may be seen as the main purpose of some
texts in the first part such as “al-Takamul al-iqtisadi bayn duwal al-khalij al-

carabiyya”ZQ.

and “al-Hadara al-islamiyya” by Mustafa al-Siba‘i in the first year,
“al-‘Asal fih shifd’ li al-nds”?*, “al-Maha al-‘arabi fi duwal al-khalij”** in the second
year of the secondary stage and “Khamsumi’at qal‘a wa hisn tarwi al-tarikh fi

saltanat ‘uman”?® and “Fi ajsamind haras ‘atid dhuu ba’s shadid”? in the third.

Each of these texts discusses ideas and develops them with explanations and relevant

2 This text “The Economic Integration of the Arabian Gulf States” highlights the economical

principles and characteristics shared by the Arabian Gulf states and argues the necessity of
establishing an economic union among them.

B In this text, “Islamic Civilisation”, the writer defines the characteristics of Islamic civilisation and
clarifies its contributions to human civilisation.

% This text, “Honey is a Medicine for People”, describes the life of bees and the health benefits of
honey, linking it with the verses which mention bees and honey in the Holy Qur’an.

% “The Arabian Wild Cow in the Gulf” lists the types of wild cow and describes the domestication of
the Arabian wild cow in Oman, showing how they are treated in Arabic literature.

% «Five Hundred Forts and Castles Narrate the History of the Sultanate of Oman” describes the five

hundred forts and castles in the Sultanate of Oman.

" This text, “In Our Bodies is an Ever-ready Guard with Inmense Power” explains the lines of

defence in the human body.



information. On the other hand, most of the poetry texts in the second part seem to

serve the aim of aesthetic appreciation.

The distinction between mutala‘a and nusuus does not, however, apply to
some texts in both parts. Intellectual satisfaction and enrichment may not be served
in a significant way in the following texts: “‘Iza baligha” by al-Hasan al-Basri and
“Fi al-tariq ila birak Sulayman”® by Samira ‘Azzam” in the first secondary year, the
play ‘Antara by Ahmad Shawqi and the poem “Jisr al-mahabba wa al-ikha’” by
Ghazi al-Qusaybi in the third year. Likewise, emotional impact is hardly served in
some of the texts such as “Tarbiyat al-banin wa al-banat”® by Rifa‘a al-Tahtawi,
“al-Insan madaniyy bi al-tab‘” by Ibn Khalduun, and “Umma wahida” by Sayyid
Qutb in the third year. Each ofthese texts presents an idea and underpins it with

evidence from human life experiences.

The second question, concerning how ideas and literary qualities are dealt
with in the treatment of texts in each part, may be answered by investigating the
teaching approach and the questions suggested for mutadla ‘a and nusuus. Firstly, the
teaching approach proposed for mutala‘a is almost identical to the approach
suggested for nusuus (see section 3.4 of this chapter). The difference may lie in the
approach for mutala‘a, where ideas form the main purpose in the discussion and
analysis parts of the approach. In this step, the ideas presented in the text should be

discussed, and linked to the religious, political, social and economic environment of

2 This short story, “On the Way to Suleiman’s Ponds”, narrates how a Palestinian couple lost their
child and their hopes at the beginning of the Palestinian tragedy.

% “Educating Boys and Girls” is a prose text in which the writer highlights the difference between
males and females in their individual educational needs.
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their time. Ideas should be also evaluated in terms of correctness, consistency with
their author’s beliefs, coherence, and depth (Wizarat al-Tarbiya wa al-Ta‘lim, 1995b:
51). On the other hand, the approach for nusuustexts does not refer to the literary

quality or to the emotional impact of the texts.

Secondly, regarding the suggested questions and activities, the same sets of
questions are found in both mutala ‘a and nusuus. These sets include similar types of

questions which serve the same functions mentioned in section 3.3.3.

With respect to the third question, it may be said that since ideas are found in
literary and non-literary texts, this distinction is untenable. It may, however, be
possible to uphold the distinction between mutala ‘a and nusuus texts if it is anchored

in specific pedagogic reasons.

The statement of goals for mutala ‘a and nusuus does not seem to highlight
the purposes that each part is meant to achieve nor does it distinguish between the
two parts. Both parts are meant to improve reading ability and accurate
pronunciation (st mutala‘a, 8th nusuus),to promote recognition of different styles
in Arabic writing (6th mutala ‘a, 7th nusuus), to train pupils in free discussion and to
develop their self-confidence (8th mutala‘a, 13th nusuus). They also aim at
increasing pupils’ ability to use references and dictionaries (14th mutdla ‘a, 2nd, 11th
nusuus) to enrich their language (15th mutala‘a, 5th, 6th nusuus), as well as
improving their skills of analysing, deducing, linking, judging, concluding,
appreciating and criticising (2nd, 3rd, 4th mutala‘a, 9th nusuus). Moreover, both

parts are intended to highlight the links between the Muslim and Arab world and
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Oman (11th mutala‘a, 1st nusuus), to develop the pupils’ literary abilities to express
their ideas and feelings (12th mutala ‘a, 12th nusuus), and to present to them human
experiences in order to broaden their intellectual horizons (9th mutala‘a, 15th

NUSUUS).

Furthermore, discussing and evaluating ideas in terms of correctness, depth,
relevance to the environment and consistency with the author’s beliefs should not be
the main function of mutala‘a as a part of the Arabic language curriculum. To
illustrate this point, let us take the text “Khamsumi’at gal‘a wa hisn tarwi al-tarikh fi
saltanat ‘uman”. This text is a good example of the non-literary texts included in
mutdla‘a. It presents facts about the main Omani forts. If this text is studied merely
for its ideas, which are factual data, there seems little reason why it is prescribed.
Pupils usually study such facts in the history curriculum. Evaluating these ideas in
terms of correctness requires either comparing them to other information about the
forts from other sources, or visiting the forts to make sure that the facts given in the

text are true.

Assessing the consistency of the ideas with the author’s beliefs and the
environment requires a great deal of knowledge about the author’s ideology and
philosophy of life as well as of the predominant ideologies and knowledge of the
time to which the text belongs. These should not be the aims of language-based
instruction. Providing factual information and examining its correctness are the aims

of other curricula such as geography, history or science.

102



It may be said in conclusion that the distinction between texts in mutala ‘a
and nusuus on the basis of ideas and literary qualities is not a valid or workable one
for five reasons. First, mutdla‘a includes texts that are supposed to be, according to
the distinction, included in nusuus and vice versa. Second, most texts embody ideas
and, to some extent, literary qualities. Third, there is considerable similarity between
the goals of the two parts. Fourth, texts in both parts are treated in the same way.
Fifth, studying ideas, in the way described in the syllabus, should not be the main

function of mutala‘a as a literature-based language syllabus.

However, the different kinds of text in mutala ‘a and nusuus may be divided
into two parts according to ideas and literary qualities for pedagogic purposes. Ideas
should not be evaluated in terms of depth, correctness, and consistency with their
author’s beliefs as proposed in the teacher’s guidebook. Interest in the ideas should
serve the aim of exploring the way in which these ideas are presented and developed
across the text. The pupil should be able to develop an awareness of how linguistic
features are used to convey ideas, explain them, support them and integrate them into
the text as a whole. These aspects are more relevant to the functions of a language-

based curriculum than correctness, depth and consistency with the author’s beliefs.

3.7 Conclusion

In this chapter, elements of the literary texts syllabus have been outlined and
discussed: the goals, the content and the teaching approach, as well as the
relationship between the literary texts and the other parts of the Arabic language
curriculum. It should be clear that the Arabic language curriculum planners are

aware of the importance of the programme of teaching literary texts. As has been
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seen in this chapter, the teacher is informed not only of the goals that he should work
to achieve, but also of the guidelines that the textbook’s authors should use in
selecting the texts and the aims beyond the suggested questions and activities. The
teacher is also offered an approach that he may implement in teaching literary texts.
These aspects are necessary if the literary texts instructional programme is to be

successful and effective.

Nevertheless, discussion in this chapter has revealed certain difficulties

inherent in the above aspects as laid out in the syllabus and the teacher’s guidebook.

With regard to the goals, it has been argued that they are expressed in
idealistic and excessively ambitious terms. This makes them inapplicable in the
classroom. Moreover, the goals do not distinguish literary texts from the other parts

of the language curriculum, such as history of literature and literary criticism.

The guidelines seem to focus on the extent to which the text represents: (1)
the social and historical context, (2) the literary characteristics of the period in
question, (3) the genre of the text, and (4) the author’s literary work as a whole.
Although these aspects are important in selecting literary texts, the literary merit of

the text as an artistic work is ignored.

The suggested questions and activities in the textbooks are aimed at
developing the necessary skills for studying literary work. However, these aims are
not achieved in the textbooks. The questions and activities seem to divert the

discussion towards the theme of the text on the one hand and towards a mechanical
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analysis of the linguistic features on the other. This diversion of focus may spoil the

exploration and appreciation of the literary qualities of the text.

Concerning the approach to teaching literary texts, the teacher’s guidebook
does not offer the teacher the necessary guidelines to deal with different types of
texts, nor does it outline the skills and activities required for the effective teaching

and studying of the literary texts.

Teaching literary texts, as a language-based programme, is linked to the other
parts of the language curriculum. This linkage secures the integration between the
different parts ofthe language curriculum. However, the connection is rooted in the
assumption that, on the one hand, literary texts are representative of their historical
period, author and genre and, on the other, that they are sources of examples of

grammatical and rhetorical rules.

The statements of the above elements, i.e. the goals, guidelines and approach
to teaching, in the teacher’s guidebook and the syllabus seem to draw the attention of
the teacher towards superficial analysis and discussion of the literary texts. This
formal treatment focuses on the background information about the text, the historical
period and the author. In such situation, pupils do not feel that literary texts syllabus
has any function beyond providing representative examples of what they study in the
other parts of the language curriculum. A concentration on the discussion of facts
and linguistic rules mainly may exclude the unique function ofthe literary texts

syllabus and lead to it being treated in the same way as other subjects.
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This situation may lead to some undesirable results. Firstly, it constitutes
inappropriate use of the time available for acquiring skills for comprehension,
criticism and appreciation. Secondly, it diverts the focus ofthe lesson from the
exploration of emotional elements and literary qualities, which may generate various
stimulating discussions of conflicting opinions, towards a mechanical treatment of
linguistic features. Thirdly, literary texts are subordinated to the history of literature,
which may lead to the selection of texts that exemplify particular literary
characteristics, regardless of their quality and suitability to the pupils. Fourthly, such
an approach may render the literary text lesson tedious for the pupils and therefore

unpopular.
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CHAPTER FOUR

The Methodology of the Fieldwork

The purpose of this chapter is to describe the procedures of the fieldwork carried out
to investigate the questions raised in this study. The chapter begins with a
description of the population from which the data has been gathered. Next, the
permissions necessary for conducting the field study are outlined. A summary of the
aims of the study and the questions raised in it along with the instruments used to

gather the data is then given.

The two questionnaires distributed as part of the study are described in detail
with regard to their purposes, sources, validity, reliability, first and final versions and
their final application. A summary of the various techniques for estimating the
validity and reliability of an instrument is included in the report on the first
questionnaire. Finally, the chapter gives an overview of the procedures applied in

the statistical analysis of the data.

4.1 The Population of the Study

The population of the study consists of four types of subject:

(1) Male and female third-year pupils in the literary and scientific divisions
registered in the secondary schools in the Governate of Muscat during the academic
year of 1999/2000. Schools in Yeti and Qurayyat were excluded. Although schools

in these two areas are under the auspices of the Directorate General of Education in
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the Governate of Muscat, they are situated in mountain villages and differ

considerably in facilities and services from other schools in Muscat.

Pupils in the third year of secondary school are in their 12th and final school
year. The Omani educational system consists of three stages: the elementary stage (6
years), the preparatory stage (3 years) and the secondary stage (3 years). Pupils in

their third year of secondary school are usually 18 years of age.

Throughout their schooling, but in particular at the preparatory and secondary
stages, pupils study poetry of several types drawn from different periods of Arabic
literature (see section 1. in the Introduction). By the third year of secondary school,
pupils are expected to be able to form their own opinions concerning the teaching of
literary texts, since they will have experienced different teaching techniques during
their time at school, from various teachers and at different levels. It is intended that
the two questionnaires used in this study will tap into this knowledge for the

purposes of evaluating the teaching process.

Secondary school pupils in the Governate of Muscat come from different
areas of the country. Families prefer to live in Muscat because of the employment of
their members. Most of these families return to their home villages or towns at the
weekends. Pupils in Muscat schools have better educational facilities than in the
other areas. They also have access to public and commercial libraries as well as
cultural events, which are seldom held elsewhere. It is, therefore, assumed that these
pupils are representative of the pupils in the other areas on the one hand and are the

best to answer the questionnaires used in the present study on the other.
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During the academic year of 1999/2000, the total number of male and female
pupils in Muscat’s secondary schools was 4558. There were 2149 male pupils: 783
in the literary division and 1366 in the scientific division. The number of female
pupils was 2409: 907 in the literary division and 1502 in the scientific division (see

Appendix 1. for details).

(2) Teachers of Arabic (male and female) in the secondary schools in the
Governate of Muscat during the academic year 1999/2000. Some of these subjects
are Omani teachers, but the majority come from other Arab countries including
Egypt, Jordan, Sudan, Tunisia, Algeria and Morocco. They are qualified to teach
Arabic at the preparatory and secondary stages, including Arabic grammar (nafw
and sarf), reading comprehension (mutala‘a), literary texts (nusuus adabiyya),
literary history (tarikh adab), literary criticism (naqd adabi), prosody (‘aruud),
rhetoric (balagha) and composition (ta ‘b#). During the academic year 1999/2000,
there were 159 Arabic teachers in the secondary schools of Muscat: 77 male and 82

female (Appendix 1. shows the number of teachers in each school).

(3) Arabic inspectors in the Directorate General of Education in the
Governate of Muscat. During the academic year 1999/2000, there were 13

inspectors.

(4) Experts in Arabic curriculum development in the Directorate General of
Curriculum Development (a section of the Ministry of Education). The number of

experts during the academic year 1999/2000 was 8. The inspectors and experts
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involved in this study, like teachers, come from various Arab countries, particularly

Egypt, Jordan and Sudan.

4.2 Permission for Data Collection

To carry out the field study three permissions had to be obtained. The first was
issued by the Ministry of Higher Education. The certificate of permission confirms
that the researcher is a student and needs to carry out fieldwork (see Appendix 2.).
Before obtaining this certificate of permission, I was required to bring a letter from
my supervisor explaining what kind of data was needed and where it should be
collected. I received this letter on 2 October 1999 and took it to the Ministry of
Higher Education, obtaining the certificate in question on 4 October. The second
permission was from the Office of Research and Development (al-maktab al-fannili
al-dirasat wa al-tatwir) in the Ministry of Education. This office sent a letter to the
Director General of Education in the Governate of Muscat. This letter, dated 9

October 1999, constitutes the second permission (see Appendix 3.).

The certificate from the Ministry of Higher Education allowed for the
examination of the validity of the questionnaires by specialists (see sections 4.4.4.2
& 4.5.4 below). I, therefore, waited until 16 October 1999 to apply for the third
necessary permission. On that date I obtained a letter from the Directorate of
Educational Supervision (da’irat al-ishrdf at-tarbawi) at the Directorate General of
Education in the Governate of Muscat. This letter is addressed to the head teachers
of the secondary schools. It includes a brief introduction to the work undertaken and

requests that they assist me in carrying out my research (see Appendix 4.).
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4.3 Instrument of the Study

This study aims to evaluate the suitability of the poetry texts chosen for secondary
stage pupils in the Sultanate of Oman, and to identify any problems facing pupils
and/or teachers in relation to the study and teaching of poetry texts. The following
questions are considered:

1. What problems, if any, are associated with the study of poetry texts at the

secondary stage in the view of pupils, Arabic teachers, inspectors and curriculum

developers in the Sultanate of Oman?

2. Are there any significant differences between male and female pupils in terms of

their consideration of the problems?

3. Which poetry genres and forms are most preferred by secondary stage pupils in

the Sultanate of Oman?

4. According to Arabic teachers, inspectors and curriculum developers which poetry
genres and forms are most appropriate for secondary stage pupils in the Sultanate

of Oman?

5. Are there any significant differences between male and female pupils in terms of

their poetry preferences?

6. To what extent do the set poetry texts match the preferences of secondary stage

pupils?

Two questionnaires were distributed with the aim of eliciting the views of the
subjects on the above questions. The first questionnaire deals with problems related
to the study of poetry texts, while the second is aimed at eliciting poetry genres and
forms. Inthe remaining sections of this chapter, the construction and application of

each questionnaire is discussed, with emphasis on the following issues:
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1. Identification of the aims of the questionnaires.
2. The primary sources of the items selected.

3. Outlines of the first draft.

4. Evaluations of the validity of the questionnaires.
5. The final versions of the questionnaires.

6. Analysis of reliability of the questionnaires.

7. The sample used to collect the data in the final application.

4.4 The First Questionnaire: Problems Related to the Study of

Poetry Texts

4.4.1 The Purpose of the First Questionnaire

The aim of the first questionnaire is to identify the difficulties that are faced by both
teachers and pupils at the secondary stage in relation to the study of poetry texts.
Any obstacles to the learning experience weaken the desire of both teachers and
learners to work towards the desirable learning outcomes. Ifthese concerns appear
to be caused by the curriculum and/or the pupils, they lower the teacher’s incentive
to create a successful instructional environment. If the learner perceives that the
curriculum and/or the teacher is at the root of the problems he encounters, this may
reduce hié confidence in the benefits of this particular part of the curriculum. This
may lead the learner not only to ignore the instructional activities associated with the
subject, but also to waste other learners’ time and disturb the entire teaching process.
Consequently, the learner’s level of attainment may stagnate or decline and the
desired goals may not be achieved. Therefore, identifying any problems in a

particular area of the curriculum must be seen as very important and beneficial to the
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curriculum planners and developers. They can then tackle the obstacles to the
effective teaching and learning of a subject, in this case poetry texts, in order to avoid

re-creating them when designing a new curriculum or improving an existing one.

4.4.2 Sources of the First Questionnaire

Certain items in the questionnaire originated in earlier work on the teaching of
Arabic literature, such as Ibrahim, 1984: 289-290; Makki et al., 1986: 111;

Madkuur, 1991: 208-212; Shahata, 1992: 182.

Madkuur (1991: 208-212) asserts that three factors hinder the effective

teaching of literary texts in general.

1. The selected texts themselves: they are full of vague words and trite images,
and their topics do not motivate the pupils to learn them for they are not within

the scope of the pupils’ interests.
2. The use of the historical approach in teaching literature, which leads to

(a) the study of literary texts being overwhelmed by the study of the history of

literature;
(b) the predominance of poetry compared with other genres; and
(c) alack of literary appreciation at the secondary stage.

3. The teaching of rhetoric and literature separately, although rhetorical studies

become meaningless if they are not applied in the evaluation of literary works.

Some of the problems covered by the questionnaire were derived from other
studies of the teaching of Arabic literature, particularly in Egypt and Jordan. The
problems in these countries are probably similar to those encountered in other Arab

countries, including Oman, since the content of the curriculum of literary texts in
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much of the Arab world seems to be similar (see Makki et al., 1986). The previous

studies revealed the following problems:

e The pupils’ needs and preferences are neglected in the selection of the content

of the literary curriculum.
e The pupils’ level of literary appreciation is very low.
e The selected literary texts are difficult to study and analyse.

e More attention is given to the historical background of the selected texts than
to their literary aspects. (For more details, see the Introduction to the present

study.)

Further difficulties were found when analysing the syllabus of teaching

literary texts at the secondary stage in the Sultanate of Oman (see Chapter Three).

4.4.3 The First Draft of the First Questionnaire

The first draft of the questionnaire included 34 items, each item indicating a potential
problem. A four-point scale, below, was used to give the subjects an opportunity to

choose an appropriate degree of agreement regarding each problem:

4 = [ strongly agree (uwdfiq bidaraja kabira);

3 =1 agree to some extent (uwdfiq bidaraja mutawassita);
2 =1 disagree to some extent (uwdfiq bidaraja da ‘ifa);

1 = 1 do not agree (/a uwafiq).

Two covering letters were attached to the questionnaire. The first was
addressed to the pupils and the second to the teachers, inspectors and experts. The
aim of the questionnaire was explained in the first paragraph ofthe letters. The

subjects were then asked to fill in the questionnaire by considering whether and to
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what extent each item constituted a problem in relation to the study of poetry texts,
and to tick the appropriate point on the scale to indicate their opinion. Inthe
covering letter addressed to the pupils, examples of the meaning of the first degree of
agreement ‘I strongly agree’ and the last ‘I do not agree’” were given. At the end of
the questionnaire, all subjects were asked to add any problems they had experienced

that were not mentioned in the questionnaire.

4.4.4 The Validity of the First Questionnaire

4.4.4.1 The Meaning of Validity

“Validity is defined as the extent to which the procedure actually accomplishes what
it seeks to accomplish or measures what it seeks to measure” (Fox, 1969: 367). An
instrument is considered valid if it satisfactorily serves the purpose for which it is
designed. In other words, lack of validity means that the instrument is not suited to
the aim it is meant to achieve and, therefore, the data it gathers and the results it

produces are judged to be meaningless.

There are several different types of validity: face, content, concurrent,
predictive, and construct. These types are classified according to whether they are
logical (internal) or criterion-related (external). Logical validity includes content and
face validity and is evaluated primarily through judgements issued by specialists in
the field in question. Criterion-related validity includes concurrent and predictive
validity, and is demonstrated by comparing the results obtained from an instrument
with the results obtained from external criterion. The final type, construct validity, is
estimated through both judgement and external criteria (Fox, 1969: 368; Gay, 1981:

110-116; Van Dalen, 1979:136-138). When appraising the validity of an instrument
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for a specific study, it is important to check one or more ofthe above types of

validity (Gay, 1981: 111; Van Dalen, 1979: 136).

As the current study is concerned with translating opinions drawn from the
questionnaires into statistical data for manipulation, the most suitable procedure for
determining its validity is likely to be internal or logical validity. The other types of
validity are inappropriate for questionnaires, because external criteria are
unavailable.  The questionnaires used in this study do not measure a specific
performance, attitude or behaviour, but, rather, are aimed at collecting empirical data

gathered from the field of teaching literature.

Internal validity includes, as mentioned above, face and content validity.
Face validity is based upon a superficial examination of the nature of the instrument.
It basically indicates the degree to which the instrument is designed to achieve what
it purports to achieve. It is considered the weakest procedure with which to appraise
the validity of an instrument. However, where the data being sought is relatively
fixed and finite such as the data sought by our questionnaires, “... face validity

argument holds better than others” (Fox, 1969: 369).

Content validity refers to the extent to which an instrument measures the
content area that it is designed to measure. This may best be evaluated by specialists
(Gay, 1981: 112); experts in the field are asked to examine -carefully the items
included in an instrument and evaluate them in terms of their suitability for the

purpose they are meant to achieve.
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Scates and Yeomans offer a list of types of evidence which may be used to
judge the validity of a questionnaire and its parts (quoted in Good, 1966: 224-225):
1. Is the question on the subject?

2. s the question perfectly clear and unambiguous?

3. Does the question get at something stable, which is typical of the individual or of the

situation?

4. Does the question pull or have extractive power? Will it be answered by a large enough

proportion of respondents to have validity?
5. Do the responses show a reasonable range of variation?

6. Is the information consistent, in agreement with what is known, and in agreement with

the expectancy?
7. Is the item sufficiently inclusive?

8. Is there a possibility of obtaining an external criterion to evaluate the questionnaire?

This list is utilised in estimating the validity of the two questionnaires, as will

be demonstrated in the following sections.

4.4.4.2 Examining the Validity of the First Questionnaire

In order to estimate the internal validity of the first questionnaire, the first draft was
given to 7 specialists in Arabic literature and 7 specialists in Arabic teaching
methods at the Colleges of Arts and Education at Sultan Qaboos University and the
College of Education for Teachers’ Training in Rustaq, during the period 10 to 31
October 1999. The aim of the questionnaire was explained to the specialists and they

were asked to judge the questionnaire and its items in view of the following issues:

1. The comprehensiveness of the questionnaire i.e. did it cover the full range of
potential problems and difficulties faced by pupils at the secondary stage in

relation to the study of poetry texts?
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2.  The precision of the instructions;
3. The clarity of the purpose of the questionnaire;
4.  The suitability of the four-point scale;

5. The validity of the questionnaire for achieving its aim;

The specialists were also requested to:

6. Add any other problems that are not included at this stage;
7. Delete inappropriate items, giving a reason for the deletion;

8. Provide the researcher with any other relevant information or suggestions
regarding the teaching of literary texts at the secondary stage in the Sultanate of

Oman.

(Appendix 6. includes the letter addressed to the referees and the evaluation

sheet)

In order to help organise the responses of the specialists, they were also asked
to fill in a short evaluation sheet, which was composed of 6 items. They were asked
to use a four-point scale to indicate their verdict as to issues 1 to 5 above. The four-

point scale used for the evaluation sheet distributed to the specialists was as follows:

4 =1 strongly agree (uwdfiq bidaraja kabira);
3 =1 agree to some extent (uwdfiq bidaraja mutawassita);
2 =1 disagree to some extent (uwdfiq bidaraja da ‘ifa);

1 =1 do not agree (/4 uwafiq).

Replies were received from 8 of the 14 referees (Appendix 5. shows the

names and occupations of the referees). Their responses are discussed below.
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4.4.4.2.1 The Specialists’ Responses to the Evaluation Sheet

The following is a summary of the findings obtained from the responses of the

specialists to the items on the evaluation sheet:

8 specialists chose point 4 ‘I fully agree’ for items 1, 3, and 4. This means
that the 8 specialists considered the statements of the problems (item 1), the
instructions (item 3) and the purpose of the questionnaire (item 4) to be sufficiently

clear and accurate.

For item 2, the comprehensiveness of the questionnaire in dealing with
potential problems in the study of poetry texts at the secondary stage, 5 specialists
chose point 4 and 3 specialists chose point 3 ‘I agree to some extent’. The recorded
mean' for the responses is 3.6, which indicates a high degree of agreement compared
to 4, the highest mean that may be obtained provided that all respondents chose point
4. What may be inferred here is that, from the specialists’ point of view, the
questionnaire does include the most common problems related to the study of poetry

texts.

With regard to the fifth item, the suitability of the four-point scale, 6
specialists chose point 4, 1 chose point 3 and 1 chose point 2 ‘I disagree to some
extent’. This indicates that the majority of the specialists agree that the four-point
scale is suitable. In addition, the computed mean of responses is 3.6 which points to

a high degree of agreement as explained above.

! “The mean is the arithmetic average of the scores and is the most frequently used measures of

central tendency. It is calculated by adding up all of the scores and dividing that total by number of
scores. By the very nature of the way in which it is computed, the mean takes into account, or is
based on, each and every score.” (Gay, 1981: 284)
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Only 7 specialists responded to the sixth item, the validity of the
questionnaire on achieving its aims. One specialist in Arabic teaching methods from
the Sultan Qaboos University, College of Education, left this item blank,
commenting that the validity cannot be judged merely by reading the questionnaire.
He claimed that validity should be assessed using a special statistical analysis. This
view would be correct if one or more of the criterion-related types of validity had
been used to estimate the validity of the questionnaire. Here, however, the validity in
question covers face and content, both of which are data-free types of validity.
Nevertheless, it may be said that the majority of the specialists believe that the
questionnaire is valid, i.e. that it is suitable for the purpose it is designed to achieve.

44422 The Specialists’ Comments and Suggestions for Modifications to

the First Questionnaire

As stated in the above section, the majority of the specialists indicated that the four-
point scale was suitable. The specialist in Arabic teaching methods who chose point
2 suggested that it would be better to use a three-point instead of a four-point scale.
It was, therefore, decided to consult a specialist in educational measurement and
statistics, as to the most appropriate kind of scale and the best way to process the data

after administration of the questionnaire.

The statistical specialist advised that it is always better to use an odd-point
scale, with three or five points, keeping the middle point clear. The middle point
refers to a neutral point of view that the subjects can use if they are not sure of what
to choose for a certain item (for example, “not sure” or “do not know”). Following
this discussion, the four-point scale was replaced with a three-point scale, since this

does not divide the levels of agreement and disagreement into two degrees for each.
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In this research, the three-point scale is considered easier to follow than a five-point
scale, especially for pupils who may be confused by the two levels of agreement (‘I
strongly agree/l agree to some extent’ & ‘I disagree to some extent/I disagree’) ina

five-point scale.

Another expert in Arabic teaching methods suggested adding a statement
about the lack of texts drawn from international poetry in translation. This
suggestion was not implemented, because a lack of translated poetry in the
curriculum is not seen as directly relevant to this research. In this researcher’s
opinion, even when translated poetry is focused on and exemplified in the
curriculum, it should not be predominant or constitute a greater part than national
poetry. Furthermore, a programme that fails to develop an appreciation of national
literature is unlikely to develop an appreciation of translated works. However, the
second questionnaire does ask the pupils for their preferences with regard to various

types of poetry, including poetry in translation.

A third specialist in Arabic teaching methods suggested changing the
statement in item 26, “teachers do not prepare for the lessons in poetry texts” to
“teachers are incompetent in illustrating poetry texts”. This suggestion was
implemented, as the latter statement is more general and implies the first, which
focuses only on the preparation for the poetry lesson. The problem is not exclusive
to the preparation; it also encompasses the teacher’s general lack of competence in

teaching poetry texts.
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It may be inferred from the above discussion that the specialists’ responses
were highly positive and that the questionnaire is face and content valid. The
instructions and the purpose as set out in the covering letters are clear and accurate,
the items are stated clearly and the questionnaire includes the most important
statements concerning problems related to the study of poetry texts at the secondary

stage.

4.4.5 The Final Version of the First Questionnaire

As stated above, the four-point scale was replaced by a three-point scale as follows:

3 =1 agree (muwdfiq);
2 =1 am not sure (ghayr muta’akkid),
1 =1 do not agree (ghayr muwdfiq).

The middle point (I am not sure) is a neutral point, intended to give the
respondents an opportunity to express their hesitation about a topic or a genre. It is
also meant to make them feel that such uncertainty is acceptable and they are free to

choose whatever point they want.

The covering letters of the questionnaire addressed to all groups of subjects
were modified following the change to a three-point scale. The three points were
exemplified and explained in order to make it easier for the subjects to respond to the
items. They were asked to put a tick under point 3 (I agree; uwdfig) if they
considered the item a real problem in relation to the study of poetry texts. The tick
should be placed under point 1 (I do not agree; /a2 uwdfiq), if they felt that the item

did not constitute a real difficulty in the study of poetry. If they could not decide
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whether the item represented a problem or not, they could select point 2 (I am not
sure; ghayr muta’akkid). At the top of the pupils’ covering letter, blanks were left
for the school’s name, the class and the division (literary/scientific) in order to
classify the pupils according to their sex and division. A blank for the school’s name
was also put at the top of the teacher’s covering letter to specify the sex of the
teacher. Identifying the gender of both pupils and teachers is aimed at finding the
extent to which responses are affected by gender. The items of the questionnaire are
divided into three categories. The first is related to the teacher and the teaching
procedures.  This category includes statements concerning problems that may result
from the teachers’ performance in the poetry lesson. The items reflect mistakes that
result from the misunderstanding of the nature of poetry texts and some procedures
needed to secure motivated instructional process. The second category consists of
items relevant to pupils’ role in studying poetry texts. This category is composed of
wrong procedures that result in abandoning the pupils’ right to participate effectively
in the poetry lesson. The procedures are shared between the curriculum and the
teaching process. The third includes statements that indicate mistakes caused by the
prescribed curriculum and insufficient school facilities. At the end of the
questionnaire, a space was provided for adding any problems not included so far.

(See Appendix 7. for the final version of the first questionnaire)

4.4.6 Testing the First Questionnaire

During the period 1 to 5November 1999, the final version of the questionnaire was
distributed among a random sample (n = 50) of male and female pupils in literary
and scientific divisions at two secondary schools: Hafs b. Rashid male school and

Nasiba b. Ka‘b female school. It was also given to 8 teachers at both schools. The
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aim behind this test application was to verify the clarity of the items and instructions

of the questionnaire.

This application appeared to indicate that the items and instructions were
sufficiently comprehensible. All subjects answered the questionnaire and some of
them added comments regarding the teaching and studying of literary texts. No signs

of ambiguity were detected.

4.4.7 The Reliability of the First Questionnaire

4.4.7.1 The Meaning of Reliability

Reliability refers to the consistency of the results obtained by an instrument. It can
be defined as “the accuracy of the data in the sense of their stability, repeatability, or
precision. A perfectly reliable data-collection instrument is the one which, if
administered twice under the same circumstances, would provide identical data”
(Fox, 1969: 353). A reliable instrument should lead to approximately the same
results each time it is applied under similar conditions. If the relationship between
data obtained by an instrument in two different applications under similar
circumstances is very distant or non-existent, it may be said that the instrument has a
low reliability or is unreliable. An unreliable instrument yields inconsistent results

each time it is applied to the same subjects under the same conditions.

Four techniques could be used to estimate the reliability of an instrument
(Fox, 1969: 352-360; Van Dalen, 1979: 138-141; Gay, 1981: 116-122). The first is
the test-retest (or application and re-application) method where the same test

(instrument) is applied to the same subjects on two different occasions under the
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same circumstances. The results of the two applications are then compared
(correlated). The interval time between the two administrations should be sufficient
to ensure that the subjects have forgotten their first responses, but should not be so
long that actual change would be expected. This procedure requires only one form of

the instrument.

The second method is the equivalent or alternate form reliability, in which
two equivalent forms of an instrument are applied to the same subjects and the scores
resulting from the two forms are compared (correlated). This technique involves
encountering the difficulty of developing an instrument of two equivalent forms; this
is a significant challenge, especially with respect to questionnaires seeking

information or studies of reactions to specific situations.

The third is the split-half procedure, which requires only one form and one
administration. The data obtained is then separated into two halves: usually, and
preferably, one including the odd items, and the other the even items. This method
presumes that the two halves are consistent with each other. As the correlation is
based on only half the number of items rather than the full number of the whole
instrument, the Spearman-Brown Prophecy Formula should be used following the
split-half technique to estimate the reliability of the full instrument. “It uses the
actual reliability obtained by correlating scores on the two halves of the instrument to
prophesy what reliability would be of the total instrument” (Fox, 1969: 358). This

technique uses the following simple formula:

2"split-half
"total instrument = "7, "split-half
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The fourth and final method is the rationale equivalence reliability which “is
not established through correlation but rather estimates internal consistency by
determining how all items on a test relate to all other items and to the total test”
(Gay, 1981: 121). “It is applicable to those instances in which the response to an

item can be graded as right or wrong” (Fox, 1969: 360).

Reliability is expressed numerically using the correlation coefficient which

falls between 1.00 and 0. Fox (1969: 353) illustrates how

correlation of +1.00 would indicate perfect reliability; correlations at or close
to 0.00 would indicate no reliability, and correlations at intermediate points between
0.00 and 1.00 would indicate intermediate levels of reliability. Of course perfect
reliability is seldom achieved, and it is the intermediate correlations which are found in

practice.

Reliability is affected by errors of measurement resulting from several
factors. Gay (1981: 117) summarises the causes of errors of measurement as

follows:
Errors of measurement can be caused by characteristics of the test itself
(ambiguous test items, for example, that some students just happen to interpret
correctly), by conditions of administration (directions not properly followed, for

example), by the current status of the persons taking the test (some may be tired, others

unmotivated), or by a combination of any of the above.

He (1981: 117) adds: “High reliability indicates that these sources of error

have been eliminated as much as possible.”
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Since it would be difficult to construct two equivalent forms of the
questionnaires used in the current study, their reliability will be assessed using the

split-half and the test-retest techniques.

4.4.7.2 Examining the Reliability of the First Questionnaire

As stated in section 4.4.6 above, the test application was successful. In order to save
time and effort, the data obtained were treated as a first application in an application
and re-application reliability technique. The second application was conducted
during the period 24 to 30 November 1999. The interval between the two
applications was approximately 21 days. This period of time was considered
sufficient to ensure that the subjects would forget the first administration, and
changes were not expected regarding the respondents’ opinions about problems
related to the study of poetry texts. Excluding teachers who refused to take part in
the second application and a few pupils who were absent during the second
administration, 44 subjects responded to both applications. The data was processed

using Microsoft Excel.

4.4.7.2.1 Reliability Analysis Using the Half-Split Technique

The questionnaire was divided into two halves and the correlation was computed
between the totals of the 17 odd items and those of the 17 even ones from the first
application, which is usually considered the most realistic and stable of the two. The
reliability coefficient was (r=0.61). This correlation is based, as illustrated above,
on only half the number of the items in the questionnaire, not the full number.
Applying the Spearman-Brown Formula in order to predict the reliability coefficient

of the total questionnaire resulted in the following:
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~ 2 x0.61
B 1+0.61

r=0.75

4.4.7.2.2 Reliability Analysis Using the Application and Re-application
Technique

The correlation between the two totals of responses of 39 subjects in both
applications, excluding 5 subjects who responded carelessly to the second

application, was calculated using the Pearson Correlation. The reliability coefficient

was (r = 0.77).

In the light of the correlation coefficients obtained using the half-split and the
test-retest procedures (» =0.75 and r = 0.77), it may be said the questionnaire has a
strong level of reliability. The scores fall between 0.7 and 0.9, which may be
considered a strong and marked reliability. The test-retest coefficient demonstrates
the stability of the results and the half-split coefficient confirms the internal
consistency reliability. This suggests that the data gathered using the questionnaire

are sufficiently stable and consistent.

4.4.8 The Final Application of the First Questionnaire
The questionnaire was distributed during the period 6 to 15 December 1999 among

the following groups:

1. A random sample of 210 male secondary school pupils. 158 pupils

responded to the questionnaire, i.e. 7.3% of the total number of male pupils.

2. A random sample of 240 female secondary school pupils. 220 female pupils

responded to the questionnaire, i.e. 9% of the total number of female pupils.
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The pupils’ sample makes up 8.3% of the entire pupils’ population in Muscat

as given in section 4.1;

3. A random sample of 62 teachers of Arabic at the secondary stage. 49
teachers replied to the questionnaire (25 male and 24 female teachers), i.e.
31% of the entire population of the teachers of Arabic at the secondary

schools in Muscat (see section 4.1);

4. 13 Arabic language inspectors from the Directorate General of Education in

the Governate of Muscat. 11 inspectors returned the questionnaire;

5. 8 experts on Arabic curriculum development from the Directorate of Arabic
Curriculum Development in the Ministry of Education. 6 experts filled in the

questionnaire.

4.5 The Second Questionnaire: Poetry genres and Forms

4.5.1 The Purpose of the Second Questionnaire

Generally speaking, the learner is seen as the pivot of the instructional process,
which is designed to develop his character. Therefore, the learner’s interests and
needs constitute important criteria that should be considered when developing the
content of any curriculum (see Chapter Two, section 2.2.2). Neglecting to engage
the learner’s interest leads to the loss of an important motivation in any successful
instructional programme. In other words, if the content being taught is not of interest

to the learner, he will not work actively towards the intended goals.

The second questionnaire, concerning poetry genres and forms, has two main
aims. The first is to establish which poetry genres and forms are preferred by

secondary stage pupils. The second is to identify which poetry genres and forms are
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appropriate for secondary stage pupils from the point of view of Arabic teachers,
inspectors and curriculum developers. The responses to the questionnaire will,
therefore, facilitate a comparison between, on the one hand, the poetry genres and
forms preferred by the pupils and those seen as suitable for them by teachers,
inspectors and experts and, on the other, the poetry genres and forms currently set at

the secondary stage.

4.5.2 The Sources of the Second Questionnaire

The items on the questionnaire cover the main Arabic poetry genres and forms that
have developed during different periods in the history of Arabic literature. The
selection was complied from some written works dealing with the history of Arabic
literature, such as al-Samra et al. (1990/91); al-Samra et.al (1985/86); al-Bustani

(1979a/b); Farruukh (1978).

4.5.3 The First Draft of the Second Questionnaire

The first version of this questionnaire consisted of 48 items. Each item was
concerned with a single poetry genre or form. Each genre in Arabic literature may
be divided into sub-genres according to the purpose of the poem. Panegyric, for
example, is a general genre that includes sub-genres with different purposes and
characteristics: for example, panegyric of caliphs, scholars, friends and family
members. Pupils may prefer certain sub-genres over others. Therefore, the general
genres were given first, followed by the sub-genres. The final five items were
devoted to narrative poetry (al-shi‘r al-qasasi), epic poetry (al-shi‘r al-mal hami),
dramatic poetry (al-shi‘r al-masrahi), free verse (shi‘r al-taf*ila/ al-shi‘r al-hurr)

and translated poetry (al-shi r al-mutarjam).
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A four-point scale was used in this questionnaire. The criterion for pupils
was their personal preference; for teachers, inspectors and experts it was suitability.
In the pupils’ covering letter, the instructions were to select a point on the following

scale on the basis of their attitude towards the item:

4 =1 prefer it to a great extent (ufaddiluhu bidaraja kabira);

3 =1 prefer it to some extent (ufaddiluhu bidaraja mutawassita);
2 =1 do not like it very much (ufaddiluhu bidaraja da ‘ifa);

1 =1 do not like it at all (/2 ufaddiluh).

The meanings of the first and the last points on the scale were explained in

the covering letter.

Teachers, inspectors and experts were asked to choose one of the points
below, according to their opinion on the suitability of the item for secondary stage

pupils:

4 = suitable to a great extent (munasib bidaraja kabira);

3 = suitable to some extent (munasib bidaraja mutawassita);
2 = not very suitable (mundasib bidaraja da ‘ifa);

1 = not suitable at all (ghayr munasib).

4.5.4 The Validity of the Second Questionnaire

As explained in section 4.4.4.1, the best techniques for estimating the validity of a
questionnaire are face and content validity, which are subsumed under internal or
logical validity. The first draft of the second questionnaire was given to the same
specialists who judged the validity of the first questionnaire (see section 4.4.4.2).

The specialists were asked to evaluate the second questionnaire and its constituent

131



parts and offer their comments and alterations, taking into account the following

issues:

. The comprehensiveness of the questionnaire for the poetry genres and forms;
2. The clarity and accuracy of the instructions;

3. The clarity of the purpose of the questionnaire;

4. The suitability of the four-point scale for pupils;

5. The suitability of the four-point scale for teachers, inspectors and experts;

6. The validity of the questionnaire for achieving its aim;

The specialists were also requested to:

7. Add appropriate genres that were not included in the questionnaire at this

stage;
8. Delete inappropriate items, giving a reason for the deletion;

9. Provide any appropriate information and suggestions regarding the teaching of
literary texts at the secondary stage. (See Appendix 8. for the letter of

instructions for the referees and the evaluation sheet of the second questionnaire)

To help organise the specialists’ responses to the questionnaire about poetry
genres and forms, they were provided with a short evaluation sheet consisting of 6
items covering issues 1 to 6 above. The four-point scale used in the attached

evaluation sheet was as follows:

4 =1 fully agree;
3 =1 agree to some extent;
2 =] disagree to some extent;

1 =1 do not agree.
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Of the 14 specialists, 9 commented on the questionnaire and 8§ of them filled
in the attached evaluation sheet (Appendix 5. shows the names and occupations of
the referees). The specialist who refused to fill in the questionnaire commented that
pupils did not have the ability to identify their preferences, and asserted that pupils
and teachers were not the right sources of information about this issue. Nevertheless,
he advised that I consult previous studies in the field to identify appropriate poetry
genres and forms for secondary stage pupils. With this suggestion, he undermined
his own argument, since both studies consulted pupils to identify their literary
preferences.  Furthermore, since the studies were carried out in Egypt — one in 1945
and the other in 1980 — it is hardly reasonable to assume that their results are directly
applicable to Omani pupils in 1999. The findings were from the Egyptian studies of
pupils in a different society at a different time. Thus, the results may not even be
applicable to pupils in Egypt today, because so maﬁy socio-cultural changes have
taken place since that time. In addition, these studies were aimed at identifying
general literary topics, and so their results are not directly relevant to the present

research on poetry genres and forms.

This view throws doubt on the pupils’ ability to specify their poetry
preferences. Third-year secondary pupils have studied or read at least most, if not
all, of the types of poetry listed in the questionnaire and there seems to be no reason
why they should be incapable of making a choice from that list. Such an attitude
distrusts the teachers’ ability to identify their pupils’ needs and interests. Yet
teachers deal directly with pupils when implementing the curriculum and are
expected to know their educational needs and demands. Pupils and teachers can be

used as essential participants in the planning and development of any school
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curriculum (see Saylor et.al, 1981: 99, 117). This view may account for depriving
pupils and teachers of their natural right to select from a variety of texts, instead of
having to study compulsory texts that may not be suitable for everyone. If high
placed educationists follow this line, then both teachers and pupils may be reluctant
to pass judgement on the educational system or suggest improvements to it. This is
because they think that their opinions are not going to be taken seriously, which is
why some teachers refused to co-operate in some stages of the fieldwork of the

present study.

The two subsections below present a summary and discussion of the

specialists’ responses and comments.

4.5.4.1 The Specialists’ Responses to the Evaluation Sheet

With regard to the first item, the comprehensiveness of the questionnaire on poetry
genres and forms, 5 specialists chose point 4 (I fully agree) and 3 selected point 3 (I
agree to some extent). The mean of the responses here is 3.6, which is high
compared to the highest possible mean of 4. It may be inferred, then, that the
specialists agree that the questionnaire covers the most common poetry genres and

forms.

For items 2 and 3, 7 specialists chose point 4 ‘I fully agree” and 1 selected
point 3 ‘I agree to some extent’. The calculated mean of their responses is 3.8. It
may, therefore, be concluded that the majority of specialists believe that the

instructions and the purpose of the questionnaire were stated clearly and precisely.
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Items 4 and 5 relate to the appropriateness of the four-point scale. Regarding
the fourth item, 4 specialists selected point 4, 3 chose point 3 and 1 selected point 1
‘I do not agree’. For item 5, 3 specialists chose point 4, 4 selected point 3 and 1
selected point 1. The calculated mean for both items is 3, which brings the responses
to point 3 ‘I agree to some extent’. This suggests that the specialists do not fully

agree on the suitability of the four-point scale.

7 specialists gave responses to item 6, the validity of the questionnaire for
achieving its aim. 6 selected point 4 and one selected point 3. One specialist in
Arabic teaching methods from the Sultan Qaboos University, College of Education,
left this item without a direct response. He commented that validity should be
determined by using special statistical techniques and that it could not be judged
through the reading of the questionnaire. This view would be correct if one or more
of the criterion-related types of validity were used to estimate the validity of the
questionnaire. However, the validity to be measured here is logical validity, which is
a data-free type of validity. Nevertheless, it may be said that the majority of the

specialists believed that the questionnaire is suitable for accomplishing its intended

purpose.

4.5.4.2 The Specialists’ Comments and Suggestions for Modifications to the
Second Questionnaire

The following is a summary of the most important suggestions made by the

specialists:

1. Divide item 3 into two items.
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2. Include item 4, poetry praising the Holy Prophet Muhammad, under item 2

instead of 4, i.e. make it the first item after the general topic: panegyric.

3. Add new items about patriotic poetry (al-shi r al-watani), political poetry (al-
shi‘r al-siyasi), enthusiastic poetry (shi‘r al-hamasa) and occasional poetry

(shi ‘r al-mundsabat).

4. Change the four-point scale to a three-point scale.

The first and the second of these suggestions were implemented. Item 3
originally listed the panegyric of friends and family members as one topic, but it was
subsequently thought to be preferable to divide it into two items, as each topic has its

own characteristics.

In line with the third suggestion, patriotic poetry (al-shi‘r al-watani) and
political poetry (al-shi‘r al-siyasi) were added to the list. The suggestion regarding
enthusiastic poetry (shi‘r al-hamasa) was, however, not implemented, because this
comes under the items related to boastful poetry (shi'‘r al-fakhr) and exhortative
poetry (shi‘r al-istinhad). al-Hamdsa, on the other hand, is not an actual topic in
Arabic poetry. It is a collection of poems started by the Abbasid poet Abuu
Tammam (d. 231 AH/846 AD), whose hamasa is still the most famous collections in
the history of Arabic literature. Neither was shi‘r al-munasbat added to the
questionnaire, as this is a general topic that may be said to subsume most topics of

Arabic poetry.

The suggestion about changing the four-point scale to a three-point one was
discussed with the same specialist in educational measurement and statistics

mentioned above in section 4.4.4.2.2. As a result of this discussion, the four-point
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scale was replaced with a three-point scale, because this is considered clearer and
easier to follow; on the three-point scale, the respondents need only select a negative
or positive response, rather than having to distinguish between two degrees of

suitability or preference.

Following the above discussion, it appears that the specialists’ responses were
highly positive and that the questionnaire, therefore, is face and content valid. The
instructions and the purpose of the questionnaire are clearly and precisely described
in the covering letters and the items cover the most important Arabic poetry genres

and forms.

4.5.5 The Final Version of the Second Questionnaire

After the implementation of the suggestions made by the specialists, the number of
items has been increased from 48 to 53. The four-point scale was replaced with a
three-point scale. The criterion for pupils is preference; for teachers, inspectors and
experts it is suitability, as follows:

For pupils:

3 =1 prefer it (ufaddiluh)

2 =1 am not sure (ghayr muta’akkid)

1 =1do not like it (/2 ufaddiluh)
For teachers, inspectors and experts:

3 = Suitable (munasib)

2 = am not sure (ghayr muta’akkid)

1 = Not suitable (ghayr munasib)
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The middle point (I am not sure) is, as stated in section 4.4.5, a neutral point,
intended to give the respondents an opportunity to express their hesitation about a
topic or a genre. It is also meant to make them feel that such hesitation is acceptable

and they are free to choose whatever point they want.

Following the change to the scale, each point on the three-point scale was
exemplified in the covering letter in order to make the instructions easier to follow.
The pupils were asked to choose point 3 (ufaddiluh) if they preferred the genre or the
form and if they enjoyed reading it. They were asked to select point 1(/d ufaddiluh)
to indicate that they did not prefer the genre or form and disliked reading it. On the
other hand, teachers, inspectors and experts were instructed to choose point 3
(munasib) if they expected that the genre or form would be of interest to secondary
stage pupils and that it would be appropriate for use in the classroom. If they thought
the opposite, they should select point 1 (ghayr munasib). Point 2 was left for those
who felt that it was difficult to decide what to answer on a certain genre or form. As
with the first questionnaire on the problems related to the study of poetry texts,
blanks were left at the top ofthe pupils’ covering letter for the school’s name, the
class and the division; and a space was also left at the top of the teacher’s covering
letter for the school’s name. At the end of the questionnaire, a space was provided
for any genre and form not included at this stage. (Appendix 9. shows the final

version of the second questionnaire)

4.5.6 Testing the Second Questionnaire

During the period 1 to 5SNovember 1999, the final version of the questionnaire was

distributed among a random sample (n = 60) of male and female pupils in literary
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and scientific divisions at two secondary schools: Hafs b. Rashid male school and
Nasiba b. Ka‘b female school. It was also given to 8 teachers in both schools. The
aim behind this application was to verify the clarity of the items and instructions in

the questionnaire.

This application indicated that the items and the instructions were clear, as no
signs of ambiguity were found. All subjects answered the questionnaire, and the

results showed a reasonable variation of responses.

4.5.7 The Reliability of the Second Questionnaire

Since the test application was successful, it was treated as the first application in test-
retest reliability. The second administration was carried out during the period 24 to
30 November 1999. The interval between the two applications was approximately 21
days. This period of time was considered sufficient to ensure that the subjects would
forget their responses from the first administration, while changes were not expected
in the respondents’ opinions on the genres and forms of poetry. Excluding teachers
who refused to carry out the second application and a few pupils who were absent
during the second administration, 57 subjects responded to both applications. The

data were processed using Microsoft Excel.

4.5.7.1 Reliability Analysis Using the Half-Split Technique

The questionnaire was divided into two halves, and the correlation was computed
between the totals of the 27 odd items and the totals of the 26 even ones in the first
application (N= 57), which is usually considered the most realistic and stable. The
reliability coefficient was (r= 0.80). This correlation is based, as illustrated above,

on only half] rather than the full number, of the items in the questionnaire. Applying
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the Spearman-Brown Formula to predict the reliability coefficient of the total

questionnaire resulted in the following:

2x0.8
1+0.8

r=0.89

4.5.7.2 Reliability Analysis Using the Application and Re-application
Technique

The correlation between the two totals of responses of 43 subjects in both
applications, excluding the subjects who responded carelessly to the second
application, was calculated using the Pearson Correlation. The reliability coefficient

was (7 = 0.73).

Taking into account the correlation coefficient obtained using the half-split
and the test-retest procedures (» =0.89 and r =0.73), it may be concluded that the
questionnaire has strong reliability. The scores fall between 0.7 and 0.9 which is
considered strong and marked reliability. The test-retest coefficient demonstrates the
stability of the results and the half-split coefficient confirms the internal consistency
reliability. This indicates that the data gathered using the questionnaire on the genres

and forms is sufficiently stable and consistent.

4.5.8 The Final Application of the Second Questionnaire

The questionnaire was distributed during the period 6 to 15 December 1999 among

the same groups mentioned above in section 4.4.8 as follows:

1. A random sample of 180 male secondary school pupils. 152 pupils

responded to the questionnaire, i.e. 7% of the total number of male pupils;
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2. A random sample of 240 female secondary school pupils. 225 female pupils

answered the questionnaire, i.e. 9.3% of the total number of female pupils.

The pupil’s sample (N= 377) makes up 8.3% of the entire population of the

secondary stage pupils in Muscat (see section 4.1).

3. A random sample of 62 Arabic teachers in the secondary stage. 50 teachers
replied to the questionnaire (25 male teachers and 25 female teachers), i.e.
31% of the entire population of teachers of Arabic in Muscat secondary

schools (see section 4.1).

4. 13 Arabic language inspectors in the Directorate General of Education in the

Governate of Muscat. 11 inspectors returned the questionnaire.

5. 8 Experts on Arabic curriculum development in the Directorate of Arabic

Curriculum Development in the Ministry of Education. 6 experts filled in the

questionnaire.

4.6 Statistical Treatment of the Data

The data was processed using Microsoft Excel. Frequencies of responses and their
percentages were used to rank the items according to the responses of each group of

subjects. Differences among groups were found by applying the T. test.

4.7 Conclusion

The previous sections explain the procedures followed in the field study. The aim
was to ensure that the data collected were as valid, reliable and consistent as
possible. This was important to make sure that the data would reflect the opinions of
the pupils, teachers, inspectors and experts regarding the problems of studying poetry

texts and the suitability of poetry genres and forms for secondary school pupils.
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Below is a summary of the procedures followed in the fieldwork:

1. The purpose of the fieldwork was to collect opinions on two issues from those
connected with teaching literary texts at the secondary stage in the Sultanate of
Oman: (a) the problems of studying poetry texts; and (b) the poetry genres and
forms preferred by the secondary-stage pupils and seen as appropriate for them

by Arabic teachers, inspectors and experts in the field.

2. Four groups of people were identified: (a) male and female secondary stage
pupils; (b) male and female secondary stage teachers of Arabic; (c) Arabic
inspectors; and (d) experts in Arabic curriculum development. The schools in
the Governate of Muscat were chosen to represent schools throughout the
country. Muscat is the capital and its population includes families from all

parts of the country who have taken up employment there.

3. Open-ended questionnaires seemed to be the most suitable instruments for this
fieldwork. Therefore, two questionnaires were compiled: one on the problems
of studying poetry texts and the other on the poetry genres and forms. The aim
of each questionnaire was specified and the relevant written works were
reviewed to construct the questionnaires. The result was the first draft of the

questionnaires and their covering letters.

4. Three permits had to be obtained to access the schools: (a) a certificate from the
Ministry of Higher Education describing the type of data required; (b) a letter
from the Ministry of Education addressed to the Director-General of Education
in the Governate of Muscat; and (c) a letter from the Director-General to the

head teachers of the chosen secondary schools.

S. The validity of the questionnaires was judged by referees. Both questionnaires
were distributed among a group of specialists in Arabic literature and Arabic

curriculum and teaching. The specialists’ verdicts were considered and both
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questionnaires modified accordingly. They were thus considered valid for

collecting the data in question.

6. Both questionnaires were then tested on a sample of pupils and teachers to
demonstrate the clarity of the instructions and the purposes of the

questionnaires.

7.  The reliability of the questionnaires was assessed using two techniques: the test-
retest (application and re-application) and the half-split methods. The analysis
showed that the questionnaires had a high level of reliability, which meant that

the data collected from them were satisfactorily stable and consistent.

8. The questionnaires were distributed among random samples of pupils and
teachers and given to the inspectors and experts for their opinions on the issues

raised.

9. The data were then processed using Microsoft Excel and the findings were

analysed.

The findings from the two questionnaires will be presented, analysed and

discussed in chapters five and six.
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CHAPTER FIVE

Findings from the Problems of Studying Poetry
Texts

The main subject of this chapter is the presentation of the findings from the
questionnaire on the problems of studying poetry texts at the secondary stage. The
chapter commences with a description of the statistical analysis used for this purpose.
The findings are then presented and analysed in three main categories: pupils,
teachers, and inspectors and experts. The additional comments made by the three
groups of respondents are also reported. The reasons for the identified problems are

then discussed.

5.1 The Statistical Treatment of the Data Collected

The aim of the questionnaire on the problems of studying poetry texts at the
secondary stage was to identify the problems encountered by third-year secondary
pupils in their study of poetry texts from the point of view of the pupils themselves,
Arabic teachers, Arabic inspectors and experts on Arabic curriculum development.
The findings were divided into three sections: (1) pupils; (2) teachers; and (3)

inspectors and experts.

The frequencies and percentages of the responses recorded at the three scales
(I agree; I am not sure; I do not agree) were computed for each item. The items were
ranked according to the percentages of the number of subjects who chose scale 3 (I

agree) for each item. If 50% or more of the respondents chose scale 3, then the item



represented a problem in studying poetry texts at the secondary stage from the
respondents’ point of view. In other words, the choice of scale 3 by 50% of the
respondents meant that most of them considered the item a problem since the
remaining 50% of the responses were divided between scales 2 (not sure) and 1 (I do

not agree) (see Appendices 10, 11 and 12).

Pupils and teachers were divided into male and female. The recognition of
the problems may differ according to sex. It was noted that the situation in the girls’
schools seemed to be better than that in the boys’ schools. The instructional process
as a whole in the girls’ schools seemed to be taken seriously and the relationship
between pupils and teachers was to some extent co-operative. Most of the girls
usually prepare for the lessons and carry out the non-class activities assigned by
teachers’. Therefore, the statistical significance between the responses of males and

females in the two groups (pupils and teachers) was sought by applying the ¢ test.

The ¢ test is a statistical test of significance used to determine whether an
observed difference between two means is a real or a chance difference. The
difference is considered significant if the probability (p) that it occurs by chance is 5
times or fewer in 100 cases. Inother words, if a difference between two means is
significant at a level of 5% (p = <0.05), the probability of the occurrence of that
difference by chance is 5% and, in contrast, the probability of that difference being a
real one is 95% (for more details, see, for example, Gay, 1981: 312; Jabir & Kazim,

1989: 319-320).

! These are the present writer’s own observations, though there are no field evidence to support them.

145



Two null hypotheses were constructed for comparing the means of the totals
of the pupils and teachers’ responses to the questionnaire on the problems. The null
hypothesis indicates that no difference exists between the two means, and that the
difference, if it occurs, is attributed to chance (for details on the use of the null
hypothesis, see, for example, Gay, 1981: 311, 312). The null hypothesis is examined
using a test of significance:  test in this study. Ifthe 7 value is significant at a 0.05
level of significance (probability level) or less (p = <0.05), it may be concluded that
the null hypothesis is false and may be rejected. The difference, then, may be
attributed, in this study, to the sex of the respondent. The two null hypotheses used
in this study to test the difference between male and female groups are as follows:

1. There is no statistically significant difference (p = <0.05) between the means of

the totals of male and female pupils with regard to their responses to the

questionnaire on problems.

2. There is no statistically significant difference (p = <0.05) between the means of
the totals of male and female teachers with regard to their responses to the

questionnaire on problems.

5.2 Findings from the Pupils’ Responses

5.2.1 The Pupils’ Point of View

The items in the questionnaire on the problems of studying poetry texts relate to
three main aspects of the teaching of this subject: (1) the pupils’ role in studying the
poetry text; (2) the teacher and teaching procedures; and (3) the programme of
teaching poetry texts and school facilities. The findings will be presented separately

for each aspect.
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5.2.1.1 Problems Related to the Teacher and Teaching Procedures

Table 5.1 below shows the percentages of the male and female pupils who selected
scale 3 (I agree) for the problems of studying poetry texts, which are related to the

teacher and the teaching process.

Table 5.1
Percentages of pupils who selected scale 3 for the items on the teacher and
teaching procedures

Item |Item Male | Female| Male and
no. female pupils

1 |The predominance of the teacher-centred 55.6 | 68.4 63.1
methods on teaching poetry texts

13 |Concentrating on facts and information, 57.0 | 66.4 62.4
rather than training the pupils to read,
understand, criticise and appreciate the text

7 |Concentrating on some superficial issues in | 66.7 | 46.8 55:1
studying the text, such as meanings of words
and phrases

5 |[Studying the text without a suitable 548 | 544 54.5
introduction to arouse the pupils’ interest

14 |[Seldom referring to external sources in the 503 | 54.3 327
study of the text and the poet

11 [Repeating figurative and vague sentences 49.7 | 51.9 50.9
when judging a text

3 |Treating prose and poetic texts in the same 40.0 | 47.0 48.7
way, regardless of their differences

6 |Illustrating the language difficulties and 55.8 | 41.1 47.3
general meanings

4 |Treating the text as a representative 48.4 | 39.7 43.4
historical document

9 |Stopping at the formal analysis when dealing| 51.9 | 36.2 429
with figures of speech

10 [Seldom illustrating the aesthetic impact of 46.2 | 38.7 41.9
the figures of speech

8 |Not linking the units of the text 355 ) 513 36.6

12 |Discussing the text for didactic purposes 399 | 34.1 36.5

2 |Ignoring critical and appreciative study 37.8 | 27.9 32.0

15 |[The lack of teacher’s competence in 24.7 | 28.9 27.1
illustrating the text
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It appears that six items were chosen by male and female pupils as one group.
Agreement on those items as problems of the study of poetry texts might highlight

different questions of the teaching of poetry texts.

1. It seems that most pupils felt that the nature of the poetry texts was neglected.
Items 13 (62.4%) and 7 (55.1%) implied that the lessons concentrated on the
facts and information in the text as well as the analysis of some of its

superficial aspects, such as the meanings of words and phrases.

2.  Most of the pupils agreed on the predominance of the teacher’s role during the
study of poetry texts as indicated in item 1 (63.1%). This highlights the lack of
the pupils’ role in the poetry text lessons as will be explained in the following

section.

3. Items 5 (54.5%) and 14 (52.7%) suggested that teachers did not seem to be
well prepared for the poetry text lessons. Most pupils noticed that the teachers
did not help in the discussion of the text (item 5) and that they did not consult

other sources for a better understanding and analysis of the topic (item 14).

Table 5.1 also shows that male pupils were concerned about two items (6 and
9) that were not included in the list of the problems agreed on by male and female
pupils as one group. These items refer to the neglect of the nature of poetry by a
superficial illustration of the texts. This means that the discussion of the poetry texts
was reduced to explaining language difficulties and general meanings and the
superficial analysis of the figures of speech. Similar difficulties could be suggested

in items 13, 7 and 11, which were agreed on by most male and female pupils.

Although male and female pupils considered the items discussed above as

problems concerning the teachers and their performance, they appeared to agree that
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item 15, the lack of teacher’s competence, was not a problem at the secondary stage.
Only 27.1 % of both male and female pupils selected scale 3 (I agree) for item 15.
This may seem strange, for the items mentioned above concerned the teacher’s
performance in the classroom and suggested that the teachers lacked the required
competence for teaching poetry texts. The reason was probably the lack of the
pupils’ understanding of “competence”, which is a technical term. Another reason
could be the teachers themselves, who tended to blame the educational system and
show the pupils that it stands behind the uselessness of the programme of teaching
poetry texts. This generated an odd situation in which the pupils highlighted the
problems of the teaching process, but at the same time, seemed to free the teachers

from any blame for these problems.

5.2.1.2 Problems Related to the Pupils’ Role in Studying Poetry Texts

Table 5.2 shows the percentages of the male and female pupils who selected scale 3
(I agree) for the problems of studying poetry texts with regard to the pupils’ role. It
may be noted from the table that the most of the male and female pupils selected five
items as problems concerning the pupils’ role in the study of poetry texts at the
secondary stage. Item 26 (60.3%), highlighted the pupils’ recognition of their right
to participate in the selection of the poetry texts that they study. Item 17, not training
pupils to read the text aloud (59.7%), referred to the fact that teachers did not give
sufficient attention to oral reading in the classroom, which is a very important
procedure in teaching poetry. This item may also reflect the pupils’ fondness of oral
reading when studying poetry texts. Item 24, lack of encouragement to talented
pupils in creative writing (59.7%), highlighted the fact that most pupils related

creative writing to the teaching of poetry, and at the same time, implied that the

149



teachers were not making sufficient effort to satisfy their pupils’ needs in this area.
Items 19 and 20 indicated the passive role of the pupils in the poetry text lessons. It
seems that the pupils were not taking part in two of the important activities in
studying poetry texts. The opportunity to discuss the poet’s feelings (item 20) and
pass judgement on the text (item 19) was away from the pupils. It seems that they
could not participate fully in studying poetry texts when the method of teaching was

teacher-centred in their view (see section 5.2.1.1).

Table 5.2
Percentages of pupils who selected scale 3 for the items on the pupils’ role in
studying poetry texts

Item [Item Male |female| Male and
no. female pupils
26 |Not giving the students any chance to select | 54.1 | 64.8 60.3
the poetry texts that they study

17 [Not training students to read the text aloud 564 | 62.0 59.7

24 |Lack of encouragement to talented students | 54.6 | 50.7 923
in creative writing

20 [Seldom giving the students the chance to 54.8 | 49.3 51.6
discuss the poet’s feelings

19 |[Seldom giving the students the chance to 52.5 | 50.5 -4 [
express their opinions on the judgement of
the text

21 |[Seldom permitting the students to deduce the| 47.1 | 47.0 47.0
elements of the literary work

22 |Giving the students ready interpretations and | 50.0 | 44.0 46.5

judgements which they should repeat when
discussing the text

18 |Seldom teaching the students to deduce the | 46.5 | 38.1 41.6
meanings from the context

23 |Ignoring the home activities that are related | 40.1 | 39.2 39.6
to the poetry text lessons

16 [Requiring the students to memorise the text | 34.6 | 42.2 39.0
without sufficient understanding and
appreciation

25 |Seldom requiring the students to prepare for | 43.0 | 31.8 36.5

the poetry text lesson
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The remaining items were obviously not considered problems of studying
poetry texts. However, items 23 (selected by 39.6%) and 25 (selected by 36.5%)
were related to the pupils’ extra curricular activities regarding the studying of poetry
texts. Perhaps it was the pupils’ desire to escape such activities that influenced them

in not highlighting these two items as problems in this area.

5.2.1.3 Problems Relevant to the Curriculum and School Facilities

Table 5.3 includes the percentages of the male and female pupils who selected scale
3 (I agree) for the problems of studying poetry texts, which are related to the

curriculum and school facilities.

Table 5.3
Percentages of pupils who selected scale three for the items on the
curriculum and school facilities

Item (Item Male | Female| Male and
no. female pupils
32 |Asking the students to memorise numerous | 67.7 | 76.7 72.9
poetry extracts

29 |Insufficient illustration in the prescribed 544 | 73.1 65.3
textbooks

30 |The questions in the textbook do not 548 | 59.2 57.3
represent the skills needed for studying the
text

28 |Unsuitability of the set texts for students’ 48.1 | 58.8 54.3
preferences

31 |The questions in the textbook do not cover | 55.1 | 52.5 53.6

the activities necessary for comprehending,
criticising and appreciating the text

34 |[The unavailability of reference books needed| 51.9 | 44.7 47.7
for students interested in extending their
study of the text

27 |Separating the study of rhetoric from the 60.1 | 38.9 44.1
study of literature

33 |The time allocated to poetry texts is 40.4 | 45.6 43.4
insufficient
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It is clear from table 5.3 that five items were selected by most male and
female pupils as problems in studying poetry texts. These items suggest that pupils
were dissatisfied with the content of the textbooks, that is, the prescribed texts and
related activities. Most pupils highlighted item 28, the set texts were inconsistent
with the pupils’ poetry preferences. This implies that the genres and topics of the

prescribed texts did not arouse the pupils’ interest.

Concerning the questions, most pupils agreed that the questions did not test
the skills needed for an effective study of poetry texts (item 30 selected by 57.3%)
and that they were insufficient for comprehension, criticism and appreciation (item

31 selected by 53.6%).

A lack of satisfactory illustration of the set texts by the textbook was reflected
in 65.3% of the pupils selecting item 29 as a problem. There are three possible
reasons for this:

1. The teachers do not give the pupils — or help them to extract — enough

interpretation of the meanings contained in the texts (this is what the pupils

added to the questionnaire, see section 5.2.2).

2. The questions and exercises for each text were insufficient to assist the pupils

to derive their own interpretation of it.

3. The teachers might have told their pupils that the textbook should contain an

adequate illustration of the text.

It may be noted from table 5.3 that the highest problem highlighted by both
male and female pupils was the numerous extracts assigned for rote learning (item 32

chosen by 72.9%). The selection of this item signifies that pupils were tired of rote
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learning, which included memorising not only poetry extracts, but also the meanings

of new words and even their judgement of the text.

Male pupils in particular referred to items 27 and 34. Item 27 (selected by
57% of male pupils) states that rhetoric and literature were taught separately.
Rhetoric is contained in a separate textbook and analysing figures of speech takes a
fairly long time in the poetry text lessons. By choosing this item, male pupils
probably thought that isolating the study of literary texts from that of rhetoric

accounted for the difficulty they faced in studying both literary texts and rhetoric.

Item 34 was selected by 51.9% of the male pupils. It indicated that the
reference books needed for further study of texts and poets were not available.
Libraries in the secondary schools suffer a lack of important reference books for the
subjects studied in the curriculum. However, this problem, again, reflects the
vagueness surrounding the study of poetry texts. Pupils felt that with the availability
of such references, they might have an alternative source of interpretation rather than

being dependent on the teacher and the questions in the textbook.

5.2.2 Pupils’ comments

At the end of the questionnaire, most pupils added statements concerning the
problems listed. Most of the statements concentrated on the set texts, the questions
on the texts and the teaching process. Some of these remarks were a repetition of the

items in the questionnaire, but differently expressed.
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Some pupils wrote that the texts were (1) too numerous; (2) long; (3)
difficult; (4) included complex words that are hard to pronounce and, therefore, to

memorise; and (5) irrelevant to the pupils’ lives.

In these statements, the pupils highlighted two important factors that could
impede the effective study of poetry texts. The first was that the prescribed texts
were unsuitable. This was because of their large number and great length so that
they could not be studied in the allocated time, as well as the complexity that made
them hard to understand and appreciate. The second was that pupils seemed to be
uncertain of the purpose of studying poetry texts, which was why they felt that the
prescribed texts were irrelevant to their lives. Some pupils commented that the texts
were being studied merely for an examination, so they neither enjoyed nor
appreciated this kind of study. This again reveals the pupils’ awareness of the real
function of studying poetry texts, that is appreciation, which is destroyed by the way

in which the texts are approached.

The pupils stated that the questions on the poetry texts were difficult and did
not cover all the relevant aspects. This observation highlights the fact that these
questions were not related to the real purpose of studying poetry. This has been

discussed in section 3.3.3 of Chapter Three of this study.

The pupils recorded the following statements about the teaching process:

1. Illustration of the texts was accelerated owing to the lack of time.

2. Texts were not fully illustrated.
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3. Pupils were not given the opportunity to take part in revealing the aesthetic

impact of the text.
4. Pupils’ opinions on the interpretation of the text were ignored.
5.  There was no assistance in answering the questions in the textbook.

6. There was insufficient illustration of some words and phrases.

These additional statements demonstrate some of the implications mentioned in
section 5.2.1.1 concerning the pupils’ view of the teachers’ performance in the

classroom.

5.2.3 The Statistical Differences between Male and Female Pupils

The test was applied to see if there was a statistically significant difference between
male and female pupils according to their sex. Table 5.4 gives the means and the ¢

value of the totals of the male and female pupils’ responses.

Table 5.4
The significance of the difference between the totals of male and female
pupils’ responses to the questionnaire on the problems of studying poetry

texts
Standard Level of
Group n | Mean | . .. | tvalue siificance ()
Male 114 | 78.7 15.5
Female | 162 | 789 | 114 | >0 0.897

It appears from the table that there was no significant difference (p = <0.05)
between male and female pupils in their responses. The means, 78.7 for the totals of
the male pupils’ responses and 78.9 for the totals of the female pupils’ responses are

obviously similar. This similarity is demonstrated by the result of the ¢ test, for the ¢
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value is not significant at the level of 0.05 or less. This leads to the rejection of the
null hypothesis stated above in section 5.1. It can be concluded, therefore, that male
and female pupils generally have similar opinions of the problems of studying poetry

texts at the secondary stage.

5.3 Findings from the Teachers’ Responses

5.3.1 The Teachers’ Point of View

Male and female teachers together selected only six items as problems of the study of
poetry texts in the three categories. To reduce the repetition of comments, all the
items in the three categories are shown with the male and female teachers’ responses

in table 5.5 and are analysed together.

It appears from table 5.5 that four of the selected items are related to the
curriculum and school facilities. Most teachers chose scale 1 (I do not agree) for
most of the remaining items (see appendix 11). This is probably because the teachers
wanted to distance themselves from being the cause of any problem in relation to the

study of poetry texts.

However, items 17 and 11, both selected by 51% of the teachers, concern the
quality of the teaching process. Item 17 states that pupils were seldom trained in oral
reading and item 15 mentions the vague and figurative statements that were repeated
when judging poetry texts. Teachers who chose these items might have perceived
that they were problems of the study of poetry texts, but again they might have felt

that the curriculum accounted for such difficulties.
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Table 5.5

Percentages of male and female teachers who selected scale 3 for the

problems of studying poetry texts

Item It Male |Female| Male and
o [ teachers|teachers| female teachers
(1) The teacher and the teaching process
1 Repeating figuratwe and vague sentences 56 458 51.0
when judging a text
The predominance of the teacher-centred
. methods on teaching poetry texts 32 i 02
Seldom referring to external sources in the
= study of the text and the poet i i o
3 Treating prose and poetic texts in the same 57 292 40.8
way, regardless of their differences
Stopping at the formal analysis when
2 dealing with figures of speech =0 el o8
Treating the text as a representative
5 historical document i e s
Concentrating on facts and information,
13 rather than training the pupils to read, 44 333 388
understand, criticise and appreciate the
text
Concentrating on some superficial issues
7 |in studying the text, such as meanings of 48 25.0 36.7
words and phrases
10 Seldom illustrating the aesthetic impact of 48 5.0 36.7
the figures of speech
2 |Ignoring critical and appreciative study 36 33.3 34.7
8 |Not linking the units of the text 56 12.5 34.7
12 |Discussing the text for didactic purposes 40 25.0 327
6 Illustrating thte language difficulties and 48 8.3 28.6
general meanings
Studying the text without a suitable
> introduction to arouse the pupils’ interest g G oA
The lack of teacher’s competence in
15 illustrating the text A i L
(2) The pupils’ role in studying poetry texts
17 |Not training students to read the text aloud| 48 54.2 51.0
Not giving the students any chance to
20 select the poetry texts that they study 8 G0 e
18 Seldom teaching the students to deduce 60 16.7 38.8

the meanings from the context
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Item It Male |Female| Male and

1o [l teachers|teachers| female teachers
Seldom giving the students the chance to

19 |express their opinions on the judgement of| 48 25.0 36.7
the text
Seldom permitting the students to deduce

2l the elements of the literary work £ e o

20 sgldom giving tl,le students the chance to 40 9.2 34.7
discuss the poet’s feelings
Giving the students ready interpretations

22 |and judgements which they should repeat 48 16.7 3247
when discussing the text

24 Lack of encouragement to talented 44 16.7 306
students in creative writing

25 Seldom requiring the students to prepare 44 16.7 306
for the poetry text lesson
Requiring the students to memorise the

16 |text without sufficient understanding and 48 8.3 28.6
appreciation
Ignoring the home activities that are

2 related to the poetry text lessons & & i

(3) The curriculum and school facilities

29 Insufficient illustration in the prescribed 64 792 71.4
textbooks

32 Asking the students to memorise 64 66.7 653
numerous poetry extracts
The unavailability of reference books

34 |needed for students interested in extending| 60 70.8 65.3
their study of the text
The questions in the textbook do not

30 |represent the skills needed for studying the| 52 58.3 55.1
text

28 .UI]Sllltablllty of the set texts for students 56 417 49.0
preferences
The questions in the textbook do not cover

31 the actmtles. necessary .for 48 50.0 49.0
comprehending, criticising and
appreciating the text

33 il"he tunfe allocated to poetry texts is 31 62.5 46.9
insufficient

27 Separating the study of rhetoric from the 40 292 347

study of literature
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Regarding item 17, not training students to read the text aloud, the time
allocated for poetry texts did not permit teachers to include such training in addition
to dealing with the pupils’ weakness on reading. By choosing item 11, repeating
figurative and vague sentences when judging a text, teachers might have been
pointing to the judgements implied in the questions in the textbooks, not to the

judgements they provided when dealing with poetry texts.

Four of the six selected items concern the curriculum and school facilities.
Items 29 (71.4%), 32 (65.3%) and 30 (55.1%) refer to problems in the content of the
curriculum. Item 29 points to the lack of sufficient illustration in the textbook, which
is connected to the difficulty implied in item 30: the questions in the textbook do not
represent the skills needed for the study of the poetry texts. Both items suggest that
teachers needed more guidance towards a more effective teaching of the poetry texts.
This suggestion is demonstrated by item 34 (65.3%): the unavailability of reference
books needed for the extra study of the text. Selecting these items implied that
teachers currently found it difficult to teach poetry texts effectively. This was
because teachers did not find a satisfactory source of the illustration necessary to

guide their pupils to a successful study of the text.

Item 32 (65.3%) refers to the large number of texts assigned for rote learning.
Selecting it as a problem might indicate that teachers encountered difficulties in
following up their pupils on memorising the verses prescribed for rote learning. It
might also suggest that teachers felt sorry for their pupils having to memorise

numerous poetry extracts.
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Female teachers individually highlighted item 33, that the time allocated for
literary texts was insufficient. This is an important problem that results from the
numerous and lengthy poetry texts required by the curriculum. Female teachers were
perhaps aware that achieving the goals required in teaching poetry texts needed more

time than was available in the current educational system.

Furthermore, table 5.5 shows that the number of items selected by 50% or
more of male teachers was twelve, which was double the number of items selected
by both male and female teachers. All six extra items concern the quality of the
teaching process. There are three possible reasons why teachers selected those items:

1. Teachers were instructed to identify problems of the study of poetry texts in

general, not the problems that they themselves had encountered.

2. Although perhaps they faced such difficulties, they attributed their existence to
the insufficient time allocated, which did not allow them to tackle those

problems.

3.  Perhaps some teachers responded carelessly to the questionnaire.

5.3.2 Teachers’ Comments

As revealed in the preceding section, the teachers’ responses to the questionnaire
tended to distance them from any blame for the problems highlighted. This is
demonstrated by the comments the teachers added at the end of the questionnaire
regarding pupils, the content of the curriculum, and the syllabus of teaching poetry

texts.
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Pupils, from some teachers’ point of view, (1) lacked the necessary
experience; (2) lacked the necessary enthusiasm to study; (3) did not read outside the

classroom; and (4) did not appreciate the aesthetic impact of the texts.

The prescribed texts, according to the teachers’ comments, are difficult, too

long, irrelevant to the environment and do not evoke the pupils’ enthusiasm to study.

The statements on the syllabus of teaching poetry texts refer to (1) the
inadequate time allocated for the study of poetry texts; (2) the absence of a teacher’s
guidebook for teaching literary texts, and (3) the absence of workshops and in-

service training.

The statements on the pupils show that teachers felt that pupils do not
perform their role in the study of poetry texts. This was because, first of all, the
pupils did not possess the necessary experience to study the texts. Although the
meaning of “the necessary experience” is not clear, it is the teacher’s task to exploit
what is available, whether in the classroom and the materials provided or in the
pupils to make teaching and learning as successful as possible. Arousing enthusiasm
in the pupils and assisting them to appreciate the literary work is part of the teachers’

job alongside the curriculum.

The difficulties of the texts matched those highlighted by the pupils. This
means that both agreed that the texts were difficult and inappropriate for pupils at the

secondary stage.
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Teachers also expressed their dissatisfaction with the programme of the study .‘
of poetry texts. The programme assumed that teachers were capable of leading the
teaching and studying of poetry texts without guidance. Yet teachers need both the
guidance to a proper way of working towards the required goals and the in-service
training that refreshes their knowledge and wupdates their skills in the latest

developments in the field.

The inadequate time allocated for the poetry texts was highlighted by female

teachers. It can be expected that long and difficult texts require more time for study.

5.3.3 The Statistical Differences between Male and Female Teachers’

Responses

The ¢ test was applied to see if there was a statistically significant difference between
male and female teachers according to their sex. Table 5.6 shows the means and the

t value of the totals of the male and female teachers’ responses.

Table 5.6
The significance of the difference between the totals of male and female
teachers’ responses to the questionnaire on the problems of studying poetry

texts
Standard Level of
Group 1 Mean deviation s significance (p)
Male 25 72.4 19.6
Female 24 64 13.4 o 0080

Clearly there is no significant difference (p = <0.05) between the male and
female teachers in their responses to the questionnaire on the problems of studying

poetry texts at the secondary stage. The means, 72.4 for the totals of the male
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teachers’ responses and 64 for the totals of the female teachers’ responses, appear to
be different. However, the result of the 7 test shows that this difference is statistically
insignificant at the level of 0.05 or less. This leads to the acceptance of the second
null hypothesis stated in section 5.1 above. It can be concluded, therefore, that the
male and female teachers’ opinions of the problems of studying poetry texts at the

secondary stage are generally similar.

5.4 Findings from the Inspectors’ and Experts’ Responses

5.4.1 The Inspectors’ and Experts’ Point of View

5.4.1.1 Problems Related to the Teacher and Teaching Procedures

The percentages of the inspectors and experts who chose scale 3 for the items
concerning the teacher and teaching process are shown in table 5.7. It is clear that
50% or more of inspectors and experts identified ten of the fifteen items as ones
causing problems. It seems that two issues were highlighted in the selected items.
The first concerns the purpose of teaching poetry and is found in five items: 13
(76.5%), 2 (70.6%), 6 (58.8%), 10 (58.8%) and 7 (52.9%). The problem suggested
in these items was that the purpose of teaching poetry was overturned and language
difficulties, facts and information were the outcome. This leads to the second issue:
a lack in the teacher’s competence in teaching poetry texts. This is clear in the
selection of item 15 (58.8%). Such incompetence is also demonstrated in items 1
(64.7%), 3 (52.9%) and 8 (52.9%). These items refer to teaching procedures that
damage the exploration of the literary qualities of the text and are a consequence of
the incompetence in giving instruction successfully to achieve the aims of the

programme of teaching poetry texts.
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Table 5.7
Percentages of inspectors and experts who selected scale 3 for the items on
the teachers and teaching procedures

e Item %
no.
Concentrating on facts and information, rather than
13 |[training the pupils to read, understand, criticise and 76.5
appreciate the text
2 |Ignoring critical and appreciative study 70.6
The predominance of the teacher-centred methods on
1 ‘ 64.7
teaching poetry texts
seldom of referring to external sources in the study of the
14 64.7
text and the poet

6 |Illustrating the language difficulties and general meanings| 58.8
Seldom illustrating the aesthetic impact of the figures of

10 spech 58.8

15 |The lack of teacher’s competence in illustrating the text 58.8

3 Treating prose aJ}d ];:_aoetic texts in the same way, 52.0
regardless of their differences =

7 Concentrating on some superficial issues in studying the 59
text, such as meanings of words and phrases

8 |Not linking the units of the text 52.9

4 |Treating the text as a representative historical document 47.1

9 Stopping at the formal analysis when dealing with figures 471
of speech

1 Repeating figurative and vague sentences when judging a 471
text

12 |Discussing the text for didactic purposes 47.1

5 Studying the text without a suitable introduction to arouse 412

the pupils’ interest

5.4.1.2 Problems Related to the Pupils’ Role in Studying Poetry Texts

The percentages of the inspectors and experts who chose scale 3 for the items
concerning the pupils’ role in studying poetry texts are shown intable 5.8. The
findings show that all the items were selected by more than 50% of the inspectors

and experts. This means that most inspectors and experts regarded the eleven items
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as problems in studying poetry texts. It seems that most inspectors and experts

agreed that the pupils’ role in the poetry texts lessons was ignored.

Table 5.8
Percentages of inspectors and experts who selected scale 3 for the items on
the pupils’ role in studying poetry texts

Itea Item %
no. :

19 Seldom giving the students the chance to express their 76.5
opinions on the judgement of the text i
Lack of encouragement to talented students in creative

24 iy 76.5
writing .

17 [Not training students to read the text aloud 70.6
Seldom giving the students the chance to discuss the

20 X . 64.7
poet’s feelings
Requiring the students to memorise the text without

16 z : R 58.8
sufficient understanding and appreciation
Seldom teaching the students to deduce the meanings

18 58.8
from the context
Seldom permitting the students to deduce the elements of

21 ) 58.8
the literary work

2 Giving the students ready interpretations and judgements 588
which they should repeat when discussing the text ’
Ignoring the home activities that are related to the poetry -

23 52.9
text lessons
Seldom requiring the students to prepare for the poetry "

25 52.9
text lesson

2 Not giving the students any chance to select the poetry 59
texts that they study ’

5.4.1.3 Problems Related to the Curriculum and School Facilities

Table 5.9 shows the percentages of the inspectors and experts who chose scale 3 for

the items concerning the curriculum and school facilities.
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Table 5.9
Percentages of inspectors and experts who selected scale 3 for the items on
the curriculum and school facilities

Se Item %
no.
Separating the study of rhetoric from the study of
2% 70.6
literature
33 |[The time allocated to poetry texts is insufficient 70.6
34 The unavailability of reference books needed for students 70.6
interested in extending their study of the text i
29 |Insufficient illustration in the prescribed textbooks 58.8
32 Asking the students to memorise numerous poetry 538
extracts :
28 |Unsuitability of the set texts for students’ preferences 52.9
30 The questions in the textbook do not represent the skills 5.9
needed for studying the text ]
The questions in the textbook do not cover the activities
31 |[necessary for comprehending, criticising and appreciating | 52.9
the text

It may be noted from table 5.9 that the eight items were chosen by more than
50% of the inspectors and experts. In selecting those items, they appeared to identify
problems in the content, the instruction plan for teaching literature and the school
facilities. Most inspectors and experts seemed to refer to the content of the texts as
inappropriate because it did not stimulate the pupils’ interest (item 28 selected by
52.9%). The questions and activities associated with the texts were inappropriate
and insufficient as suggested in items 30 (52.9%) and 31 (52.9%). Regarding item
27 (70.6%), it seems that inspectors and experts believed that rhetoric and literature
should be taught together, for separating them caused a difficulty in studying poetry
texts. In addition, most inspectors and experts considered that the number of extracts
assigned for rote learning was beyond the pupils” capability, and therefore, it formed

one of the problems faced in studying poetry texts (item 32, selected by 58.8%).
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Regarding the instruction plan, 70.6% of inspectors and experts selected item
33, and agreed with some of the pupils and teachers that the time allocated for the
study of poetry texts was insufficient. In item 34 (70.6%), concerning school
facilities, most inspectors and experts believed that the absence of reference books on
poetry impeded successful studying, because teachers and pupils could not find

alternative sources to the textbooks.

5.4.2 Experts’ and Inspectors’ Comments

One inspector added a statement at the end of the questionnaire. He wrote that the
teachers were incapable of teaching their pupils the necessary skills for studying
poetry texts. This statement confirmed the selection of some of the items by
inspectors and experts regarding the problems of the teaching process, as may be

seen in the preceding sections.

5.5 Discussion and Interpretation of the Problems Identified

The findings obtained from the above analysis of responses of the samples have
revealed that there are several types of problems related to the study of poetry texts at
the secondary stage in the Sultanate of Oman. The factors and reasons for these
problems are complicated and may be attributed to the linked facets of the subject
and their influence onit. The following sections explore those factors and reasons,

connect them to the problems and discuss them.

5.5.1 The Pupils’ Role

It was seen in the above sections that most pupils, inspectors and experts indicated

that the pupils’ role in studying poetry texts was ignored. Some pupils also referred
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to this indifference in their comments at the end of the questionnaire on the problems
of studying poetry texts. The relevant items considered problems by pupils,
inspectors and experts were 16, 17, 19, 20, 21 and 22. These items concern the
reading and discussion of the elements of the poetry text, which should be done by

the pupils.

The neglect of the pupils’ activities in the poetry text lessons may be the
result of several factors. One is the large number of set texts. This leads to the
teacher being forced to rush through each text to cover the syllabus before the
examination. Texts are consequently not given enough time for illustration and
discussion. Teachers may think that giving pupils the opportunity to discuss and
judge the texts would waste time and prevent the completion of the syllabus by the

expected date.

The second factor is perhaps the large size of the classes, which usually
contain between 30 and 40 pupils. Such a large class precludes teachers from giving
individual pupils the opportunity to take part in the lesson. Hearing and discussing
different opinions inevitably takes a long time. Taking into account the short time
allocated for poetry texts compared with their number, even the teachers could not

comment on the whole list of texts.

The third factor may be the teachers’ view that the pupils’ role is to listen and
absorb what is being taught to them. This is because teachers do not trust their
pupils’ ability to analyse and appreciate literature. Consequently, teachers neglect

their pupils’ right to participate in the poetry lessons. Yet, pupils are the pivot of the
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teaching-learning relationship. It is designed to create a desirable change in their
behaviour and attitudes. So, it is necessary to encourage them to take an effective
part in the instruction, especially at the secondary stage in which pupils tend to hold
independent opinions as a result of the development of self-awareness. Poetry texts

provide many opportunities for different opinions to be generated and discussed.

The fourth factor is perhaps the pupils’ disinclination to participate in the
classroom. This may be the result of lack of motivation or the difficulty which
pupils encounter in studying poetry texts. Motivation is very important, for without
it learning cannot be achieved. It generates the pupils’ activity and arouses their
desire to learn. It also stimulates their response to a particular event and controls
their behaviour to meet a certain need (Sa‘ada & Ibrahim, 1991: 236). One of the
major factors that reduces pupils’ motivation is that they do not know the real value
of studying poetry texts. They study poetry, as some pupils made it clear in their
comments, merely to pass the final exam. Consequently, these pupils feel that the
poetry lesson is useless and meaningless in their lives. This is what made one pupil
write the following question at the end ofthe questionnaire: “Why do we have to

study poetry, since it has no purpose in our lives?”

On the other hand, the difficulty of the text causes vagueness which may
dominate the discussion of the poetry texts. This situation leads to boredom and

again weakens the pupils’ desire to take part in the lesson.

Another reason for the pupils being reluctant to join in the class discussion is

the way in which poetry texts are approached. The relevant aspects discussed are
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usually the linguistic difficulties and the background information of the poem and its
poet as well as the formal analysis of the figures of speech. Shahata (1992: 183)

summarises the common approach used in teaching literary texts as follows:

The teacher in the literary texts lesson usually reads the text and then starts
explaining the new words. He then explains the text verse by verse if it is a poem or
paragraph by paragraph if it is a prose extract. The pupils listen and try to understand
what is being taught to them. Very few pupils, prompted by talent and the attempt to
absorb what is being said, may try to discuss it with the teacher. The discussion is,

however, short and does not permit the pupil to show his individuality. (My translation)

Shahata then comments:

It appears that this approach is boring and that it depresses the pupil’s
effectiveness and individuality in recognising what is being taught to him. It also
neither trains the pupil to be independent, nor gives him the opportunity to express his
understanding in his own words. It is obvious that such an approach kills literary

appreciation. (My translation)

Furthermore, pupils find that the poetry lessons, like other lessons, provide
information, facts and rules, which differ from one lesson to another according to the
texts. With regard to this point, a pupil put the following question at the end of the
questionnaire: “Why do we study scientific subjects in Arabic?” This question is
irrelevant to the problems of studying poetry texts. However, it points to the way in
which other texts are treated. Factual data and information seem to be the main
purpose of the study rather than the skills related to style and discourse, which should

be the focus.
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The .ﬁﬁh factor is perhaps the teachers’ lack of confidence in the judgements
and opinions that they give. The feeling of uncertainty could result from the lack of
preparation, leading to vague judgements and superficial treatment of the text. The
ill-prepared teacher may prevent his pupils from participating in the lesson, fearing

that the discussion might reveal his weakness.

Relevant to the pupils’ role in studying poetry texts is rote learning. Item 32,
asking pupils to memorise numerous poetry texts, was selected as a problem by
72.9% of the pupils and 58.8% of the inspectors and experts. In their comments at
the end of the questionnaire, some teachers referred to imposing specific extracts for
rote learning as a problem. The reason for such a mistake is assuming that rote
learning is the main purpose of teaching poetry texts. Shahata (1992: 182) confirms
that the predominance of rote learning in this subject is mainly responsible for the
pupils’ resentment and negative attitudes towards poetry. Although rote learning is
important in teaching poetry texts, comprehension and appreciation are more so.
They are preconditions for rote learning. Unfortunately, it seems that they are being

sacrificed for the sake of rote learning.

Although rote learning did not appear to be a problem in itself, the extracts
assigned for memorisation were too long and difficult, and were imposed on the
pupils, who are not allowed to select what they liked to memorise. In addition, some
pupils wrote that the teachers ordered them to memorise the prescribed extracts, but
then they neglected to encourage them in rote learning. Some pupils added that they
were asked to write only two or three verses in the final examination, which carried

only a small number of marks.
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The situation of rote learning appears to be very peculiar. It is given priority
in the objectives of teaching literary texts (see Chapter Three, section 3.2) and pupils
are required to memorise extracts even without understanding and appreciation. Yet,
rote learning is neglected in the classroom performance and in the evaluation of the

learning output.

5.5.2 The Nature of the Poetry Texts

Some of the items that were selected as problems were linked to the nature of poetry
texts (items 2, 6,7, 10 and 13). It appears from the selection of these items that the
opportunities to explore the literary qualities of the text is not taken and the
advantage of discussion is diverted to background information, linguistic difficulties
and the superficial analysis of the figures of speech. There are several possible

reasons for this situation.

One reason perhaps is the misunderstanding of the nature of the poetry text
and its treatment as a source of facts and information on the one hand, and analysing
its linguistic features superficially and mechanically on the other. This is clear from
the statements of the goals for teaching literary texts and the directions for selecting
the content of the poetry text programme as explained in Chapter Three sections 3.2
and 3.3.1. This situation directs the discussion of the poetry text towards deducing

evidence for historical and social events instead of appreciating its aesthetic impact.

It also encourages teachers to be content with the formal superficial analysis
of the figures of speech, believing that this is sufficient appreciation of the literary

qualities of the text. In this connection, Ibrahim (1984: 275) observes:
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Teachers believe that appreciation is essential in literary studies. Nevertheless,
they treat it within the scope of rhetorical terms. When discussing a verse, for example,
the teachers say that this verse includes a simile (tashbih), metaphor (isti ‘ara) and/or
metonymy (kindya), but they do not clarify the kind of aesthetic impact that the simile,
metaphor or metonymy bestows on the meaning of the verse. This approach is close to
scientific and philosophical methods and it has no relation to aesthetic appreciation.

(My translation)

The second reason could be the focus on the superficial analysis in the
questions in the textbooks and in the final examination. The textbook questions were
discussed in Chapter Three section 3.3.3. Such questions draw the attention of
teachers and pupils towards the formal treatment of literary texts because this is what

will be tested in the pupils’ examination.

5.5.3 The Teacher’s Role

The instructional process that takes place in the classroom is primarily the teachers’
responsibility. It is their duty to ensure that the situation in the classroom is
organised to lead the pupils towards the required targets. Some of the problems
mentioned in the two preceding sections refer to activities in the teachers’ role.
However, the questionnaire on the problems includes items that are more relevant to
the teachers’ role in the poetry lessons, such as 1, 5, 14 and 15. A large number of
pupils (63.1%), inspectors, and experts (64.7%) highlighted item 1, the
predominance of the teacher-centred method in teaching poetry texts, as a major
problem. Both groups also selected item 14, the lack of reference to external sources
in the study of the text and the poet, as a problem. Item 5, studying the text without a
suitable introduction to arouse the pupils’ interest, was also selected by most pupils

(52.7%). Although item 15, the lack of the teachers’ competence in illustrating the
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text, is rejected by 61.4% of the pupils (see appendix 10), it was chosen by 58.8% of "
the inspectors and experts. Some pupils added statements about the teaching process
at the end of the questionnaire. The statements highlighted some failings in this area,
such as the incomplete treatment of the texts and ignoring the pupils’ need for

assistance in answering the questions in the textbook (see section 5.2.2 above).

Some of the reasons mentioned in the two preceding sections may account for
the occurrence of wrong procedures in the poetry text lessons. However, there are
other possible reasons more relevant to the teachers’ role. The first is perhaps the
numerous tasks that teachers are required to perform during the school day. Besides
the teaching load, they have to share in the enforcement of school discipline as well
as leading the pupils’ to non-class activities. This makes the teachers’ school day
extremely busy and forces them to take some tasks home with them. This may affect

their preparation of the next day’s lessons.

The second reason is the shortage of advice in the teacher’s guidebook. As
explained in Chapter Three, the teacher’s guidebook does not contain the necessary
instructions and suggestions for an effective teaching of literary texts. The suggested
teaching approach does not distinguish between various types of literary text, nor
does it draws the teachers’ attention towards the specific skills needed for

appreciation and criticism.

Two factors may increase the necessity for clear and specific instructions and
suggestions in the teacher’s guidebook. The first is that the Arabic teachers come

from different Arab countries, where the literary texts they teach are different from
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those in the Omani curriculum. The second is that the reference books required for a
deeper understanding of the texts are unavailable in the libraries of most Omani

secondary schools.

The third reason is that teacher-training seldom includes the analysis of
literary texts. The programme of teacher-training in Sultan Qaboos University is
shared between the College of Education, where trainees study the professional
courses, and the College of Arts where trainees study the academic courses. Trainees
study the historical development of Arabic literature, concentrating on the literary
topics and genres and the emergence of their characteristics. The programme neither
trains students in analysis, criticism and appreciation, nor does it expose the trainees
to the methods and schools of studying literary texts. What is more, the literature

studied has no connection with the literature in the Omani school curriculum.

In the professional course, trainees take two modules in the methodology of
Arabic teaching. However, there is no special focus on teaching literature. Asa
result of the deficiency in the skills of analysis, criticism and appreciation, teachers
who graduated from Sultan Qaboos University (1990 to 1993) recommended that
trainees should be required to take special modules in analysing literary texts
(Jami‘at al-Sultan Qabuus; Kulliyyat al-Tarbiya wa al-‘Uluum al-Islamiyya, 1994:

4-6).

The fourth reason is the unavailability of in-service training for Arabic
teachers.  Such training is necessary for teachers to update and refresh their

knowledge and skills in their field. For teachers who come from other Arab
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countries, in-service training may help to introduce the Omani curriculum as well as
acquaint them with its goals and suitable teaching approaches. Some teachers
mentioned the unavailability of in-service training as one of the problems in their

additional comments at the end of the questionnaire.

5.5.4 The Content of the Programme of Poetry Texts

The poetry programme contains the prescribed poetry texts and their associated
questions and activities. The respondents to the questionnaire on the problems
highlighted item 26, not giving the pupils any chance to select the texts that they
study, and item 28, the prescribed texts do not meet the pupils’ poetry preferences.
Furthermore, some pupils commented that the texts were irrelevant to the pupils’
lives, they were difficult, long and included words that are difficult to pronounce,
understand and memorise (see section 5.2.2). Similar statements were also made by
some of the teachers (see section 5.3.2). The respondents also selected items 30 and
31, indicating that the assigned questions and activities were insufficient for the
subject. In addition, the respondents pointed to item 29, the absence of illustration in

the prescribed textbook.

One reason why the pupils’ poetry preferences are ignored is perhaps the
assumption that the literature selected by the experts in Arabic literature and the

curriculum should suit pupils at different educational stages.

Another reason is, maybe, the desire to give pupils the largest possible
number of texts, the assumption being that otherwise pupils would not be able to

achieve the set goals of the teaching of literary texts. This assumption ignores the
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limited time allocated for literary texts against the time required for exploring the
qualities of the text and promoting effective learning. It seems that the focus is on
quantity rather than quality. The result of imposing a large poetry syllabus is that
teachers, under pressure of limited time, focus the discussion on the superficial
aspects of literary texts. Some pupils pointed to this fact in their comments. They
wrote that teachers rushed through the illustration of the texts. Some pupils added
that some teachers did not complete the discussion of some texts and left it to the
pupils, prompted by the desire to complete the syllabus even if the required targets

were not achieved.

The problem is not confined to neglecting the pupils’ poetry preferences
when compiling the syllabus. Pupils are not even allowed to select from a variety of
texts. Instead, pupils must study all the prescribed texts, whether they like them or

not. Beach & Marshall (1991: 386) confirm that

one of the major problems with poetry instruction is that students are often asked to read
poems in which they have little or no interest. While almost any poem requires reading
and rereading, poems that are not interesting or accessible may discourage adolescents

from reading them even once.

There are a number of reasons why pupils are denied the right to choose their
subjects of study. One is the centralisation of education. The education authority
controls all aspects of instruction, from setting the philosophy of education to
evaluating the effect of the education curriculum on the learners. All pupils have to

study the same texts because they are all going to take the same final examination.

177



Another reason is perhaps the education authority’s lack of confidence in the
teachers and their pupils. Therefore, it is reluctant to allow them to select the literary
texts fearing that they might take a careless approach and not complete the study of

the required number or texts-types.

With regard to the shortage of questions and activities, it seems that the
authors of the textbooks presume that the teachers are capable of making up the
difference. This is why the authors emphasise that the questions and activities set for
each text are merely suggestions and the teachers are free to modify them and add
whatever they consider suitable for their pupils. However, it appears from the
pupils’ comments that instead, the teachers seemed to neglect the questions and leave
their students to answer them without sufficient help, which may suggest that the

teachers themselves cannot answer the questions.

The above assumption may also account for the fact that the teacher’s
guidebook outlines a general approach to teaching, leaving teachers free to fulfil the
requirements of each type of text and the specific skills necessary for analysis and

appreciation in their own way.

Finally, there remains item 29, the absence of sufficient illustration of the
texts in the textbook, which all samples of the respondents highlighted as a problem,
especially pupils and teachers. The selection of this item implies that the textbook
should include sufficient illustration of the prescribed texts. It may also suggest that
the pupils are not being given a satisfactory interpretation by the teachers, and that

the teachers’ experience does not enable them to provide a sufficient interpretation.
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The inspectors and experts found that the teachers were incapable of producing a

satisfactory illustration of the texts.

Providing pupils and teachers with an interpretation of the texts is neither a
practical nor reasonable solution to such a problem. The literary text owes its
uniqueness to the multiple interpretations it may evoke in the readers as well as to the
different responses it invites from them. Clearly, the planners of the literature
programme assume that providing teachers and pupils with interpretations could
limit the serious study of the literary texts. In other words, teachers may rely on the
ready-made illustration provided, which will result in extinguishing the analysis and
discussion of different points of views. However, there are other methods which
teachers can be trained to use and which are better than leaving both teachers and
pupils in desperate need of illustration of some aspects of the literary texts. These
alternatives needed to be activated, bearing in mind the current situation in which
teachers are not properly trained to teach the Omani curriculum and the
unavailability of in-service training and reference books needed for further study of

the texts.

5.5.5 The Relationship between Literary Texts and Other Parts of the Arabic

Teaching Curriculum

This relationship is clearly stated in item 27, separating the study of rhetoric from
that of literature. However, it is also implied in items 6, 7, 9, 10 and 11. These items
refer to the mistaken idea of limiting the discussion of the poetry texts to the formal
analysis of language difficulties and figures of speech. This may be seen as a means

to link the study of the poetry texts with the material studied in the other parts of the
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Arabic curriculum, such as grammar and rhetoric. Item 27 was selected as a problem
by 60.1% of the male pupils as well as 70.6% of the inspectors and experts; item 6 by
55.8% of the male pupils and 58.8% of the inspectors and experts; item 7 by 55.1%
of male and female pupils and 59.2% of the inspectors and experts; item 9 by 51.9%
of the male pupils and 56% of the male teachers; and item 11 by 50.9% of the pupils
and 50% of male and female teachers. As mentioned before, items 6, 7,9 and 11

concern the poor quality of the teaching process, which may be attributed to the
misapprehension of the real function of the poetry texts. However, the selection of
these items implies, at the same time, a problem in the relationship between poetry

texts and the rest of the Arabic curriculum.

The relationship between the poetry texts on the one hand and the history of
Arabic literature and literary criticism on the other hand may also influence the
selection of the prescribed texts. The desire to include numerous representative texts
for the various genres of Arabic poetry drawn from different periods of Arabic
literature can result in a large corpus of poetry. At the same time, it may lead to
emphasising the developmental characteristics of the genres during the different

periods at the expense of the study of individual texts.

The reason for the recognition of this relationship is again the
misunderstanding of the real aims of teaching poetry texts. The relationship between
the poetry texts and Arabic rhetoric (al-balagha) might be due to the predominance
of logical approaches in the study of the latter. The function of this study is to
recognise the aesthetic elements of the literary work and evaluate the writer’s ability

to convey his ideas and emotions in a beautiful and evocative language. This aim
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was established by ‘Abd al-Qahir al-Jurjani (d. 471 AH/ 1078 AD). The deviation
took place in the seventh century AH/the thirteenth century AD, when Arabic
rhetoric was treated using mechanical and logical approaches. In that period rhetoric
was divided into three separate branches: al-ma‘ani, al-bayan and al-badr".
Classification and the setting of rules and terms became the main objectives of its
study. In other words, rhetoric was turned into a mechanical science that provided
terms, methodology of identification of tropes, rules and examples. Consequently,
rhetoric and literature were separated and the only connection between the two was
that the latter supplied the former with examples and the former was used ina

superficial analysis of the latter.

In the Arabic teaching programme, rhetoric and literature are taught
separately. In rhetoric lessons, pupils have to study the rhetorical terms and rules
with some illustrations drawn from the literary works of different periods. In
literature lessons, pupils are required to recall their knowledge of rhetoric and apply
it in order to deduce and analyse the figures of speech used by the author of the text.
Yet pupils are not encouraged to utilise that knowledge in the evaluation of the text

and the appreciation of its aesthetic impacts.

5.6 Conclusion

The findings obtained from the questionnaire on the problems revealed that there
were different problems in the teaching of poetry texts. It appeared from the pupils’
point of view that, firstly, they recognised that they were deprived of taking an active
part in the poetry lessons. Secondly, they thought that the study of poetry texts was

being directed to non-literary aims. Thirdly, they seemed to be dissatisfied with the
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content of the set textbooks, regarding them as inappropriate in their length and level
of difficulty and contrary to the pupils’ preferences. They also highlighted the

insufficiency of the questions and activities set for the poetry texts.

The findings showed also that the teachers’ responses to the questionnaire
were generally very low. The analysis revealed that teachers identified six problems,
implying that they did not consider that their pupils faced the problems listed in the
questionnaire. However, it appeared from the findings that four of the six problems
related to the curriculum and school facilities. This could mean, as said before, that
the teachers wanted to distance themselves from being the cause of any problem in
the field, and so they tended to put the blame on the curriculum and the school
facilities. It also seems that the teachers wanted to show the situation as free from
mistakes and difficulties, perhaps because most of the items related to teaching

procedures.

The statistical analysis of the results demonstrated that there were no
significant differences between male and female pupils and teachers. It may be
inferred that the study of poetry texts in boys’ and girls’ schools is generally similar,
according to the pupils and their teachers. This is possibly because there is no
difference in the syllabus studied, the teaching methods and the examination

procedures between boys’ and girls’ schools.

Unlike the teachers, inspectors and experts highlighted twenty-nine items as
problems in studying poetry texts. This means that they considered the pupils to be

encountering serious difficulties in this subject. Inspectors and experts are
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responsible for monitoring the standard of teaching and looking for weaknesses and
strengths. They work together to study the situation and suggest improvements. The
items selected by inspectors and teachers also confirmed the difficulties identified by
pupils. One might ask why inspectors and experts do not use their position in
making sufficient efforts to overcome the problems. The investigation of this
question is beyond the scope of the present study. It requires a close analysis of the
relationship between inspectors and experts on the one hand and the teachers in the
schools on the other, the extent to which the former provide the latter with the
necessary supervision and the extent to which the latter benefit from such
supervision and implement it. However, it may be said for the moment that the
inspectors and experts are only supervisors. Although they can provide the solutions,

they have no power to ensure their practical implementation.

The reasons for the problems identified by the respondents, as seen in section
5.3 above, may be attributed to various circumstances influencing the studying and

teaching of poetry texts.

1. The school system does not seem to allow teachers to give their pupils enough
opportunity to take part in the reading of the poetry texts. It also impedes the
teachers from preparing well for the poetry lessons. This may be related to the
large number of pupils in each class and the heavy teaching load besides the

other duties that teachers are expected to perform.

2. The pupils themselves are reluctant to participate in the poetry lessons, perhaps
because they are not convinced of the function of poetry in education and in

life.
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3. The teachers may be incapable of teaching poetry texts effectively. The
inadequate teacher’s guidebook and pre-service training and the unavailability

of in-service training may be factors in this situation.

4. The literary syllabus asa whole is perhaps inappropriate. It is planned for all
pupils, regardless of differences in preferences, sex and region. It also draws
the attention of both pupils and teachers towards non-literary ends for the

studying of the literary texts.

5. The relationship between the poetry texts and the other parts of the Arabic
curriculum is confusing and pushes the teaching process towards concentrating

on background information and formal analysis of the text.

The solution to such problems requires co-operation from all the authorities
responsible for the programme of teaching literary texts. Firstly, the curriculum
needs to be planned in accordance with the actual demands and preferences of the
pupils. The content should be flexible and it should allow for a choice of options.
The curriculum needs to be modified and improved from time to time according to
results derived from fieldwork. Teachers should be supplied with the necessary
advice, instructions and suggestions regarding teaching approach, activities and
instructional media. They should also have access to regular in-service training.
Both teachers and curriculum planners are required to work towards creating an
atmosphere of encouragement and co-operation in the classroom. Teachers, in
particular, need to utilise any source available that can help successful teaching, for
they are the ones who are ultimately responsible for the success or failure of their
instruction. Suggested remedies and improvements are offered in section 2. of the

Conclusion of the present thesis.
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CHAPTER SIX

Findings Related to the Poetry genres and

Forms

This chapter analyses the findings from the questionnaire about poetry genres and
forms and commences by giving a brief definition of each genre. The second section
outlines a statistical analysis of the data. The findings are then presented in three
main sections according to the three groups of respondents to the questionnaire:
pupils, teachers and inspectors and experts. Then the selection of the genres by the
pupils and that of the teachers, inspectors and experts as appropriate for the pupils
are compared and similarities and differences highlighted. Finally, the pupils’ poetry

preferences as revealed from the findings are compared with the set poetry texts.

6.1 The Arabic Poetry Genres and Forms in the Questionnaire

This section outlines the general characteristics of the Arabic poetry genres and

forms in the questionnaire.

6.1.1 Panegyric Poetry
Panegyric poetry (shi‘r al-madih) is one of the well-known genres of Arabic poetry.

It is addressed mainly to rulers and those in authority for their generous patronage of
panegyric poets. Panegyric poets usually praise their addressees for possessing noble
manners and lofty virtues, which are often exaggerated, though the addressee may
not deserve such praise. The post-Islamic period witnessed the emergence of the
court poets (shu‘arad’ al-balat) who devoted most of their poetry to defending the

caliph’s right to rule and satirising his opponents. Among the famous poets of this
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type are Jarir (d. 114 AH/733 AD), al-Akhtal (d. 92 AH/710 AD), al-Farazdaq (d.
112 AH/730 AD), Bashshar (d. 167 AH/783 AD), Abuu Nuwas (d. 200 AH/815
AD), Abuu Tammam (d. 231 AH/846 AD), al-Buhturi (d.284 AH/898 AD), al-
Mutanabbi (354 AH/966 AD), Ibn Hani (d. 363 AH/974 AD), Ahmad Shawqi (d.
1932 AD) and many more. Besides the panegyric of caliphs, there was also the
panegyric of local governors (wwl/ah), ministers (wuzara’) and military leaders
(quwwad), for these people needed to defend their positions and were capable of
granting handsome rewards to the poets. This is because “the poets were the leaders
of public opinion; their utterances took the place of political pamphlets or of party

oratory for or against the Government of the day” (Nicholson, 1930: 241).

In the early Islamic period, Muslim poets addressed panegyrics to the Prophet
Muhammad as the most distinguished personality of the time. Panegyrics of the
Prophet developed and became a distinct genre in the poetry of mystics

(mutasawwifa).

6.1.2 Satiric Poetry

In satiric poetry (shi r al-hija’), poets express their discontent with a person or group
of people. In the pre-Islamic period, satire stemmed from the tribal bigotry, for the
poets were the defenders of the tribes. They aimed at weakening the enemies’
morale and attacking their standing. Satire accompanied the tribal feuds and was an
element of war just as important as actual fighting (see Nicholson, 1930: 73). Satire,
in this sense, developed notably in the Umayyad period, which witnessed a revival of
tribalism and an evolution of conflicting political parties. As a result of this

situation, a new poetry genre known as naqa’id, the plural of naqida, (thatis,
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polemic poetry) was developed, especially between the three famous poets Jarir, al-
Farazdaq and al-Akhtal. The naqida was composed mainly of boasting (fakhr) and
satire (hija’). Inthe following periods, tribal and political satire declined. However,
the satire of rivals in society was developed, disseminated, and even reached rulers
and those in authority. In this type of satire, the poet ridicules or lampoons the
victim and emphasises his inferiority. Among the famous satirists are Bashshar,
Abuu Nuwas, al-Buhturi, Di‘bil al-Khuza‘i (d. 246 AH/860—-61 AD), Ibn al-Ruumi

(d. 283 AH/896 AD) and al-Mutanabbi.

6.1.3 Elegiac Poetry

Elegiac poetry (shi ‘r al-ritha’) is usually composed to express grief for the deceased.
An elegy is a lament in which the outstanding characteristics of the deceased are
highlighted. Elegiac poetry is like panegyric, but it is written for the departed. In
addition, some poets transfer the effects of the calamity to the whole nation and
describe the gap that the deceased may have left in the lives of its people. Most
elegies also include words of wisdom and contemplation on the nature of life and
death. Among the well-known elegiac poets are al-Khansa’ (d. 24 AH/645 AD), al-
Mutanabbi, al-Buhturi, Abuu Tammam, Ibn al-Ruumi, Abuu al-‘Ala’ al-Ma‘arri

(d.449 AH/1057 AD), Abuu al-Hasan al-Tihami.

Although elegies are usually composed about the deceased, some have
referred to cities and kingdoms, whose loss or destruction caused poets to express
their sadness in poetry. Examples are Ibnal-Ruumi’s elegy on Basra after it was
devastated by the Zanj (blacks) and Abuu al-Baga’ al-Rundi’s three elegies on the

loss of Andalusia.
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6.1.4 Descriptive Poetry

This genre evolved under the influence of the environment and its ecological
components. Mountains, rivers, plants, animals, birds, beautiful places, inventions,
people at work, etc. attract poets and evoke poetical descriptions in them. The
description often goes beyond what is physical and visible to delve into human and
abstract characteristics. The description of aflal al-habiba (i.e. the traces of the
abandoned encampment of the beloved) and the journey used to constitute the
muqaddima (preface) to the traditional Arabic poem are examples of this type of
poetry. Among the famous Arabic descriptive poets are al-Shanfara, Dhuu al-

Rumma Ghaylan (d. 117 AH/735 AD), Abuu Nuwas and Ibn al-Ruumi.

6.1.5 Love Poetry

This is a well-known poetry genre that has constituted a good portion of the
traditional Arabic poem from early times. Throughout the history of Arabic poetry,
it has been possible to distinguish three types of love poetry (shi r al-ghazal). The
first is explicit love poetry (al-ghazal al-sarilil al-hissi), in which the poet depicts the
physical attributes of the beloved and expresses his yearnings to see her. The second
type is virtuous or platonic love poetry (al-ghazal al- ‘udhri al- ‘afif), in which the
poet describes his yearnings for the beloved and pain he suffers as a result of being
unable to be with her. This poetry is ascribed to ‘Udhra (an Arab tribe of Bani
‘Amir), which was known for its poets who devoted their poetry to virtuous love.
Examples are Qays b. al-Mulawwah (Majnuun Layla) (d. between 65 AH/685 AD
and 80 AH/699 AD), ‘Urwa b. Hizdm (d. 30 AH/650 AD), Jamil b. Mu‘ammar
(Jamil Buthayna) (d. 82 AH/701 AD) and Qays b. Dharith (Qays Lubna) (d. 70
AH/689 AD). The third type of love poetry is that composed for the love of God (al-

ghazal al-suufi al-hubb al-ilahi), which grew among the mutasawwifa (mystics). In
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this poetry, the poet addresses his love and longing for God or Mecca, which is
usually referred to as of a symbolic woman. Muhyl al-Din b. al-‘Arabi (d. 543
AH/1148 AD), ‘Umar b. al-Farid (d. 632 AH/1235 AD) and ‘Umar b. ‘Abdallah al-

Suhrawardi (d. 632 AH/1234 AD) are famous for such poetry.

6.1.6 Meditative Poetry

Meditative poetry (shi‘r al-ta’ammul) expresses deep thought on life. This poetry is
the expression of the poets’ views about life, what that means to them and the
memories these evoke. These poets contemplate the human soul, human behaviour,
natural phenomena and the universe, searching for a new understanding of them.
This kind of poetry appeared as a genre in the modern period in the works of al-
‘Aqgad (d. 1964 AD), ‘Abd al-Rahman Shukri, al-Shabbi (d. 1934 AD) and the
poetry of the mahjar (the Arab immigrants in America). However, it can also be

found in the works of some early poets, especially Abuu al-‘Ala’ al-Ma“arri.

6.1.7 Boastful Poetry

Boastful poetry (shi‘r al-fakhr) is the genre in which the poet praises and glorifies
himself, his tribe or his nation. In this poetry, the poet paints an idealistic picture of
himself or his tribe or nation, claiming exploits and noble virtues. Boastful poetry
was used to refute the slanders of the enemies in the early years of Arabic literature,
notably in the Umayyad period where the naga’id between the three poets, Jarir, al-
Farazdaq and al-Akhtal were composed mainly of boasting and satire. It is rare to
find a poet who does not glorify himself in his poetry. However, there are some
exaggerated boastful poems such as the mu ‘allaga of ‘Amr b. Kulthuum (lived in the

6th century AD) and some poems of al-Mutanabbi. Other outstanding boastful poets
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are Bashshar, Abuu al-‘Ala’, Abuu Firas (d. 323 AH/935 AD) and al-Baruudi (d.

1904 AD).

6.1.8 Nostalgic Poetry

Nostalgic poetry (shi‘r al-hanin) expresses the yearnings for places or happy times
which evoke pleasant and unforgettable memories. The theme of nostalgic poetry
usually includes the poet’s longing for that particular time or place and the hope to
return to it. The poet often remembers every small pleasant memory and tries to
highlight it by describing its effect on him. The best-known themes of this kind of
poetry are nostalgia for youth and childhood and nostalgia for one’s homeland. This
last theme is covered in the poetry ofal-Baruudi, Ahmad Shawqi, and that of the
mahjar poets. The Omani poet, Abuu Muslim al-Bahlani (d. 1339 AH/1921 AD) has

also composed a great deal of nostalgic poetry.

6.1.9 Apology Poetry

Apology poetry (shi‘r al-i‘tidhar) usually describes the poet’s remorse for having
done something wrong to a particular person, usually someone in authority or a
friend. This type of poetry imparts the writer’s feelings of regret and an explanation
of the error, imploring the addressee for forgiveness. The famous apologies in
Arabic poetry are those of al-Nabigha al-Dhubyani (d. about 600 AD) to al-Nu‘man
b. al-Mundhir, the King of Hira (d. 602 AD); that of Ka‘b b. Zuhayr (d. 24 AH/654
AD) to the Holy Prophet Muhammad; those of Abuu Nuwas to the Abbasid Caliph,
al-Ma’muun (d. 218 AH/833 AD); and those of al-Buhturi to the Abbasid minister,

al-Fath b. Khaqgan (d. 247 AH/861 AD).
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6.1.10 Religious Poetry

Three genres may be classified under religious poetry (al-shi ‘r al-dini): asceticism,
wisdom, preaching and repentance. Praise of the Prophet, praise of scholars and
poetry addressed to God may also be included under this heading. However, the
literary characteristics of poems of this type are perhaps closer to panegyric and love

poetry than to religious poetry.

Although large amounts of wisdom are found in pre-Islamic poetry, after the
coming of Islam wisdom was connected with asceticism and often found in the same
poems. Wisdom poetry expresses the benefits of the trials that the poet has
experienced in life. The moral drawn from these trials is used as the basis of advice
on good behaviour. Wisdom appears in most of the works of the Arabic poets,
notably in that of al-Mutanabbi, Abuu al-‘Ala’ al-Ma‘rri and al-Baruudi. In
asceticism and preaching, the poet tries to convince readers of the triviality of life, to
urge them to abandon their evil desires, to adhere to Islamic teachings, and to prepare
for the; Day of Judgement. Among the most famous of such poets are Abuu al-
‘Atahiya (d. 211 AH/826 AD), Salih b. ‘Abd al-Qudduus (d. 167 AH/783 AD), al-
Tughra’l (d. 515 AH/1122 AD) and al-Baruudi. Repentance poetry (shi 7 al-tawba)
is the genre in which poets express regret for their evil deeds, articulate their desire
to return to the right path and implore God for mercy. One of the well-known

representatives of this kind of poetry is Abuu Nuwas.

6.1.11 Exhortation poetry

The theme of exhortation poetry (shi‘r al-istinhad) is to urge the addressees to rise
and fight for their land and integrity. The poet depicts the unsatisfactory situation

and upbraids the addressees for their weakness and disunity. This genre is found in
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the poetry of the pre-Islamic era, the Crusades, Andalusia, and notably of modern
times as a result of colonialism and the occupation of Palestine. Such poetry may be
found in the works of Laqit al-Iyadi (d. 380 AD), Ibn al-Qaysarani (d. 1154 AD),

Ibrahim Tuugan, Hashim al-Rifa‘1, and Haruun Hashim Rashid.

6.1.12 Modern Poetry Genres and Forms

Seven types of poetry writings will be dealt with under this category. They
developed in Arabic poetry during the modern period as a result of exposure to
western literature. Two of these types are genres: political and patriotic poetry, while
the others: free verse, narrative, epic, and dramatic poetry, may be regarded as forms
more than genres. Narrative, epic, and dramatic poetry as well as other genres,
whether traditional or modern could be written in both traditional and free verse
forms, however they have their special characterisations as will be seen in the

following sections. Translated poetry is also categorised under modern poetry.

6.1.12.1 Patriotic Poetry

Patriotic poetry (al-shi‘r al-watani) is a genre to express the glory and pride of the
country or the whole nation. It appeared as a result of the growth in patriotic trends
in the modern period during the movements for independence. Patriotic poetry is
used in patriotic songs (anashid — plural of nashid), in which the country is glorified
and its people are roused to unite in serving their country and maintaining their
honour. Among the patriotic poets are Hafiz Ibrahim, al-Shabbi, al-Rusafi, al-

Zihawi, Fadwa Tuuqan and Samih al-Qasim.

6.1.12.2 Political Poetry

In political poetry (al-shi‘r al-siyasi), the poet deals with social, economical and

political issues that concern his country. Usually, the addressed in the poem is
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criticised by the use of irony to ridicule the government. Political poetry is found in

the works of al-Baruudi, Ahmad Shawqi, Nizar Qabbani and Ahmad Matar.

6.1.12.3 Narrative poetry

Narrative poetry (al-shi‘r al-qasasi) comprises a story narrated in a poetic form.
This genre is known in this sense mainly in modern Arabic poetry. However, it may
be found in the works of a number of early poets, such as Imru’ al-Qays (d. 550 AD),

al-Hutay’a (d. 41 AH/661 AD) and Abuu Nuwas.

6.1.12.4 Epic Poetry

Epic poetry (al-shi‘r al-malhami) is an old poetry genre that was found in ancient
civilisations such as those of Greece, Persia and India. However, it remained
unknown in Arabic poetry until the modern period. The epic poem is a long poem
which narrates major events that happened in a particular period of the nation’s
history. It usually focuses on the life of a national hero and includes many
subordinate characters and stories. Among the modern Arabic epics are Nabiyy al-
furriyya (The Prophet of freedom) by Mahmuud Hasan Isma‘il and Malhamat al-

samawat al-sab ‘ (The Epic of Seven Heavens) by Kamil Amin.

6.1.12.5 Dramatic Poetry

Dramatic poetry (al-shi‘r al-masrahil al-tamthili) is a story composed in verse for
staging as a theatre play. It usually consists of six elements: characters, dialogue,
topic, time and place, plot and solution (al-Samra et al., 1986, 37). Ahmad Shawqi

and ‘Aziz Abaza (d. 1973 AD) are the best-known modern dramatic poets.
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6.1.12.6 Free Verse
Free verse (al-shi'r al-hurr/ shi‘r al-taf"ila) existed in Arabic poetry in 1947. Unlike

traditional poetry in which the foot (faf ila) or the multiple feet are reiterated equally
in every line throughout the entire poem, free verse is based on one foot that is
repeated one or more times in the line to create a harmonious rhythm in the whole
poem. In addition, free verse is composed of a variety of rhymes (¢dfiya), unlike
traditional poetry, in which all the verses end with the same rhyme. Among the
famous poets of this genre are Badr Shakir al-Sayyab, Nazik al-Mala’ika and Salah

‘Abd al-Sabuur (d. 1931 AD).

6.1.12.7 Translated Poetry

As its name implies, translated poetry (al-shi ‘r al-mutarjam) is not genuine Arabic
poetry. It is translated from the works of foreign poets. Some poems are translated
in both meaning and form into Arabic, but in most cases the translation does not go
beyond the meaning. Among the translators of foreign poetry are Rifa‘a al-Tahtawi

and ‘Ali Mahmuud Taha.

6.2 The Statistical Treatment of the Data from the Questionnaire

on Poetry Genres and Forms

As mentioned in Chapter Four, the questionnaire on poetry genres and forms had two
main aims. The first was to establish which poetry genres and forms were preferred
by secondary school pupils. The second was to identify which poetry genres and
forms were appropriate for these pupils from the point of view of Arabic teachers,
and inspectors and curriculum experts. Therefore, the findings were divided into

three groups: (1) pupils; (2) teachers; (3) inspectors and experts.
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The frequencies and percentages of the responses recorded on three scales (I
prefer it, I am not sure, I do not prefer it [for pupils]; suitable, I am not sure, not
suitable [for teachers, inspectors and experts]) were computed for each genre and
form. The genres and forms were ranked according to the percentages of the number
of respondents who chose scale 3 for each item (see appendices 13, 14 and 15).
Choosing scale 3 meant that the poetry genre or form was preferred by the pupils and
seen as appropriate for them by teachers, and inspectors and experts. The choice of
scale 3 by 50% or more of the respondents meant that the item was considered as a
preference by most of the pupils and as appropriate by most of the teachers, and

inspectors and experts.

Pupils (as mentioned in Chapter Four) were divided into male and female.
Since the sex of the pupils may influence their interests, the statistical significance
between the responses of males and females pupils was investigated by applying the ¢

test (see Chapter Five, section 5.1).

The null hypothesis used in this study to test the difference between the male

and female pupils is as follows:

There is no statistically significant difference (p = < 0.05) between the means
of the totals of male and female pupils with regard to their responses to the

questionnaire about poetry genres and forms.

195



6.3 Findings from the Pupils’ Responses

The findings are presented in two sections. The first gives the percentages of the
pupils who selected scale 3 for the poetry genres and forms and the second contains
the analysis of the statistically significant difference between the responses of male

and female pupils to the questionnaire.

6.3.1 The Pupils’ Responses to the Poetry Genres and Forms

The responses are divided in accordance with the general genres and their sub-genres

as follows:

6.3.1.1 Panegyric Poetry

Table 6.1 shows the percentages of the male and female pupils who chose panegyric

poetry and its sub-genres as their poetry preferences.

Table 6.1
Male and female pupils’ responses to panegyric poetry
! Female Male and
No. | e Mple:pupils pupils female pupils
j |Fenegyric (i 43.4 43.0 432
general)
Panegyric of the
2 Prophet 94.7 93.3 93.9
Panegyric of
3 | rulers, ministers 12.2 5.9 8.5
and leaders
g |[Dasegyricol 36.9 45.0 41.7
family members
Panegyric of
5 friends 40.5 52.7 47.8
Panegyric of
6 ech tags 57.9 38.4 46.4
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It is clear from the table that except for panegyric of the Prophet, scholars and
friends, pupils did not seem to favour this kind of poetry, even though it is one of the
most widely known genres of Arabic poetry. This is perhaps because it usually
contains exaggerated praise of the addressee and artificial feelings of the poet,
regardless of whether the addressee is worthy of such characterisation and whether

the poet really believes it.

Panegyric of the Prophet was at the top of the poetry preferences list of both
male and female pupils. This is due to religious factors, for Muslims believe that the
Prophet was the holiest man. Therefore, no description of his noble characteristics
can match his real attributes. Furthermore, no poet would compose a panegyric of

the Prophet without sincerely believing that he deserved to be praised.

6.3.1.2 Satiric Poetry

Table 6.2 shows the percentages of the male and female pupils who chose satiric

poetry and its sub-genres as their poetry preferences.

Table 6.2
Male and female pupils’ responses to satiric poetry
N Male Female Male and

o. | Item : . :
pupils pupils female pupils

7 | Satire (in general 23.8 27.8 25.9

8 | Satire of enemies 57.0 51.8 53.9

g [ g ol ile 28.5 31.7 30.4

the society

The only satiric poetry seen as a preference was that of enemies. Perhaps this
is because such satire is considered acceptable, the general feeling being that enemies

deserve to be lampooned. Satiric poetry in general and the satire of rivals in society
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are rejected. This is may be due to the nature of satire, for it pours scorn on other

human beings and implies exaggerated hatred and resentment.

6.3.1.3 Elegiac Poetry

Table 6.3 shows the percentages of the male and female pupils who chose elegiac

poetry and its sub-genres as their poetry preferences.

Table 6.3
Male and female pupils’ responses to elegiac poetry

: Female Male and
No. | Item Male pupils pupils female pupils
10 | CCEBO POty () 56 g 48.4 43.6
general)
Elegy for rulers,
11 | ministers and 13.9 14.0 13.9
military leaders
| Sl 50.7 50.9 50.8
members
13 | Elegy for friends 46.1 54.7 51.2
14 | Elegy for scholars 39.5 27.0 32.0
15§ FSEX o oitiee 32.7 27.9 29.8
and kingdoms

It appears from table 6.3 that two types of elegy were preferred by most of
the pupils: that for friends (51.2%) and that for family members (50.8%), though
these are not large percentages. This probably because they are felt to be honest and
sincere. The elegies for people in authority (rulers, ministers, and military leaders)
come last in the list of preferences (13.9%). This indicates that the pupils do not like
this type of elegy, perhaps because it embodies distorted emotions and is usually
written to secure personal advantage. The elegy for cities and kingdoms, which is
one of the finest in Arabic poetry, was also chosen by only a small proportion of
pupils (29.8%). The reason could be that this kind of elegy was unknown to the

pupils, since it is not part of their literary texts syllabus.
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6.3.1.4 Descriptive Poetry

Table 6.4 shows the percentages of male and female pupils who chose descriptive

poetry and its sub-genres as their poetry preferences.

Table 6.4
Male and female pupils’ responses to descriptive poetry
y Female Male and
No. |/ liem Malopupila pupils female pupils
16 Description (in 55.7 55.5 55.6
_general)
7' | Deserptionel 77.0 75.8 76.3
nature
Description of
18 | buildings and 23.2 10.3 15.8
constructions
o | Deseription.of 42.4 21.6 30.0
people at work
7 i 5 e 58.7 50.2 53.6
travel
Description of
21 battles 80.0 7l 5 62.7
95, [ Desciption of 47.0 203 31.1
mventions

It is clear from table 6.4 that most pupils (55.6%) chose descriptive poetry as
one of their preferred poetry genres and forms. In particular, pupils selected
description of nature (76.3%), travel (53.6%) and battles (62.7%) in this category.
This is perhaps because of the imagination and contemplation required to appreciate
this type of poetry that takes readers into another world and makes them feel part of
it. This selection also reflects the pupils’ love of nature (description of nature and
travel). But it also implies that they, especially the male pupils (80%), liked reading

about battles with all the adventure, heroism and danger they depicted.
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Description of buildings and other architecture constructions (15.8%), people
at work (30%) and inventions (31.1%) were selected as the least preferred genres.
These are not well-known genres in Arabic poetry and perhaps the pupils expect

them to lack good literary qualities.

6.3.1.5 Love Poetry

Table 6.5 shows the percentages of male and female pupils who chose love poetry

and its sub-genres as their poetry preferences.

Table 6.5
Male and female pupils’ responses to love poetry
) Female Male and

No. | Item Male pupils il fsnale pupils
53 (-0 posty (m 64.2 60.0 61.7

general)

Platonic
24 | (virtuous) love 54.1 61.6 58.6

poetry
25 | Love of God 68.4 57.0 61.6
56 | BXpleitlove 55.0 38.5 45.2

poetry

According to the table, this kind of poetry was chosen as a preference by
most pupils (61.7%). This is to be expected, since love poetry is one of the best-
known genres in Arabic poetry, and it is a traditional introduction to most poems
especially in the early periods of Arabic literature. ‘Love of God’ poetry is selected
as the top sub-genre of love poetry (61.6%), which is motivated by religious factors.
The second sub-genre is the poetry of platonic love (58.6%). This preference may be
based on the fact that the pupils like reading this type of poetry, because of its true
emotions and because it expresses platonic feelings towards the beloved. On the

other hand, explicit poetry, which describes the beloved in some intimate detail, is
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rejected by most of the pupils (selected by 45.2%). This is not surprising, since
Omani society is conservative and this type of writing is considered unacceptable
and contrary to religious and moral values. However, most male pupils (55%)

appeared to prefer reading explicit love poetry, which is probably their natural

reaction to social prohibition.

6.3.1.6 Meditative Poetry

Table 6.6 shows the percentages of male and female pupils who chose meditative

poetry and its sub-genres as their poetry preferences.

Table 6.6
Male and female pupils’ responses to meditative poetry
No. | Item Male pupils Fema.lle Ma and.
pupils female pupils

g7 |Medilalive poelry | oy 61.3 62.9

(in general)
8 Meditation on the 64.7 65.9 65.4

soul
29 Medltatlon_ on life 79.6 778 78.5

and the universe

This poetry was preferred by both male and female pupils. This is perhaps
becaﬁse it offers a vivid experience in which readers are drawn into a deep
contemplation of abstract realities. Pupils at this stage of their development, become
more aware of abstract thinking and start questioning their relationship with other
entities around them (see Sian & Ugwuegbue, 1988: 242, 252; Biehler & Snowman,

1982: 127), so they may seek answers in this type of poetry and similar writings.
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6.3.1.7 Boastful Poetry

Table 6.7 shows the percentages of male and female pupils who chose boastful

poetry and its sub-genres as their poetry preferences.

Table 6.7
Male and female pupils’ responses to boastful poetry
. Female Male and

No. | Item Male pupils puipils Eralepusils
gg; | oastil poetey 39.5 45.7 432

(in general)
31 | Self-glorification 29.1 37.3 34.0
gp | Giortyngthe 53.3 438 476

tribe
gy |G ertymgths 76.5 61.1 67.3

nation

Glorifying the nation was the only genre selected by most pupils (67.3%)
according to the table. The other genres were rejected, perhaps because of the
arrogance and selfishness usually expressed inthem. Glorifying the nation boosts
the morale of the entire population and celebrates national achievements. This may
also account for the male pupils’ selection (53.3%) of poetry of glorifying the tribe,

for the tribe forms a small segment of the nation.

6.3.1.8 Nostalgic poetry

Table 6.8 includes the percentages of male and female pupils who chose nostalgic

poetry and its sub-genres as their poetry preferences.
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Table 6.8
Male and female pupils’ responses to nostalgic poetry
Female Male and

No. | Item Male pupils Sl famale s
34 | Nostalgic poetry 65.1 77.0 7.2

(in general)
35 | Nostalgia for 78.9 76.3 77.4

one’s homeland
Nostalgia for the
past

36 70.5 80.9 76.7

From table 6.8, it appears that nostalgic poetry was greatly preferred by most
pupils. This poetry genre is one of the best-known in Arabic literature and it usually
contains truthful emotions and depicts yearnings for beautiful places and memorable

times.

6.3.1.9 Apology Poetry

Table 6.9 shows the percentages of male and female pupils who chose apology

poetry and its sub-genres as their poetry preferences.

Table 6.9
Male and female pupils’ responses to apology poetry

3 Female Male and
No, [ Jem Male pupihs pupils female pupils
37 |Apology (in 4.3 412 416
general)
Apologies to
38 | rulers and those in 12.5 7.2 9.3
authority
39 |/spologiesito 69.7 65.2 67.0
friends

From table 6.9 it is clear that pupils did not seem to enjoy reading apology
poetry in general, particularly apologies to rulers and those in authority. The reason

may be that, like other genres composed for rulers and the elite, this kind of poetry
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tends to contain exaggerated and artificial feelings and ideas. However, the pupils
appeared to like reading apologies to friends (67%). This is perhaps because pupils
at this stage of their lives are trying to shape their emotions towards their friends and

they may regard such poetry as useful guidance.

6.3.1.10 Religious Poetry

Table 6.10 shows the percentages of male and female pupils who chose religious

poetry and its sub-genres as their poetry preferences.

Table 6.10
Male and female pupils’ responses to religious poetry
No. | Item Male pupils Bemale Male and

pupils female pupils

Asceticism and

40 . 66.4 65.3 65.8
wisdom
Preaching and
41 didactic poetry 78.3 70.1 73.4
42 | Repentance 85.5 80.6 82.6

The three genres of religious poetry were preferred by most of the pupils
according to the table. Religion has a strong influence in Omani society, hence the
popularity of this kind of poetry, which also responds to the pupils’ need for
guidance at this crucial stage of development, in which they are approaching

adulthood.

6.3.1.11 Exhortation poetry

Table 6.11 contains the percentages of male and female pupils who chose exhortation

poetry and its sub-genres as their poetry preferences.
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Table 6.11
Male and female pupils’ responses to exhortation poetry

No. | Item Male pupils Femflle Mite and.
pupils female pupils

gy | Bxbosimg i 42.0 45.0 43.8
general)

44 | Exhorting rulers 37.7 35.6 36.5

g5 | Eodonting the 52.6 2.8 46.8
tribe

46 | Exhorting the 66.4 47.7 55.4
nation

Exhorting the nation and the tribe according to the table were preferred by
most male pupils. Female pupils, however, did not seem to be interested in any type
of exhortation poetry. Exhorting rulers was probably rejected for the same reason as
that of rejecting the other genres associated with rulers and those in authority. The
male pupils’ interest in exhorting the nation and the tribe may be because they feel
responsible for the defence of the nation and their concept of patriotism is possibly

stronger, so they like reading poetry of this kind.

6.3.1.12 Modern Poetry Genres and Forms

Table 6.12 shows the percentages of male and female pupils who chose the modern

poetry genres and forms as their poetry preferences.

Table 6.12
Male and female pupils’ responses to the modern poetry genres and forms
No. | Item Male pupils Fem‘.'stle Male and.
pupils female pupils

47 | Patriotic poetry 67.8 51.1 57.8

48 | Political poetry 44.1 21.2 30.5

49 | Narrative poetry 50.7 47.1 48.5

50 | Epic poetry 37.7 22.5 28.7

51 | Dramatic poetry 41.7 48.2 45.6

52 | Free verse 36.4 41.9 39.7

53 | Translated poetry 31.6 30.9 31.2

205



Table 6.12 shows that only patriotic poetry was preferred by most male and
female pupils. Perhaps they felt that they needed to strengthen their concept of
patriotism, or that they should support this kind of poetry as a part of their patriotic

duty.

One reason for the rejection of the other genres is perhaps the pupils’
unfamiliarity with them, since they are new to Arabic poetry and have not yet taken
their place as distinctive genres. Another reason for rejecting free verse and
translated poetry is possibly their peculiarity in metre. Pupils may have difficulty in
appreciating the metres of free verse. Perhaps translated poetry is considered odd in
form, for most of it is not in the Arabic poetical style, coming as it does from a

different culture.

The pupils’ poetry preferences, as found in the above presentation, may be
divided into three groups:

1. Religious: panegyric of the Prophet; repentance; preaching and didactic; love of

God; asceticism and wisdom; and panegyric of scholars.

2. Social and nationalistic: nostalgia for the homeland; apologies to friends;
patriotic poetry; exhorting the nation; satire of enemies; glorifying the nation;

elegies of friends; and family members.

3. Contemplative: meditation on the universe and life; nostalgia for the past;
meditation on the soul; platonic love; description of nature; description of travel;

and description of battles.

The above preferences may be related to different factors. The first is

religious and is motivated by Omani conservatism. The second is social and
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national, which is possibly encouraged by the feeling of affiliation to society in
general and the need for friendship. Sian & Ugwuegbue (1988: 228) emphasise that
“during the adolescence the need to belong to, and identify with, a group becomes
very strong”. The other possible reason is the nationalist education which the pupils

receive in various school subjects and through the media.

The third factor is the pupils’ cognitive and emotional development. There
are several developmental characteristics that could have influenced the selection of
the contemplative group of poetry preferences. Firstly, pupils, as they move up the
educational ladder, become more capable of abstract thinking. They tend to think
more deeply and analytically about issues outside themselves and move “into the
world of ideals, of theories and of possibilities” (Sian & Ugwuegbue, 1988: 243).
These changes may influence their selection of poetry preferences and motivate them
to seek genres that nourish their needs in these areas. Poetry of meditation,
description and nostalgia that take the pupils contemplatively and imaginatively into
realities such as life and death, past and future, nature, the human soul, the universe,
etc. may help them think more deeply about these realities and find some answers to
questions concerning them. In addition, poetry of meditation, description and
nostalgia usually deal with human and universal issues. The emotions and thoughts
presented in these genres are usually general and long-lasting. Poetry of this kind
evokes in readers emotions that they find in everyday life, but which they cannot
express in the same way as the poet. In other words, readers find in such poetry their
thoughts and emotions concerning many issues and aspects of life expressed in a
beautiful and artistic form. This may also account for the rejection of some genres

that deal with temporary and personal issues such as the panegyric of rulers and
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those in authority. These genres embody feelings and thoughts that are exclusive to
the poets themselves and are often false and exaggerated. These emotions and
thoughts are also attributed to the person being praised and readers may not share
these emotions or empathise with them. However, there are old panegyric poems
that have survived into modern times, because the objects of praise were virtues and

human values, not people as such (see al-Shayib, 1946: 181-182).

6.3.2 The Statistical Differences between Male and Female Pupils’ Responses
The ¢test was applied to see if there was a statistically significant difference between
male and female pupils owing to their sex. Table 6.13 gives the means and the ¢

value of the totals of the male and female pupils’ responses:

Table 6.13
The significance of the difference between the totals of male and female
pupils’ responses to the questionnaire on poetry genres and forms

Gro 5 M Standard Avalie Level of
up | geviation significance (p)
Male 125 | 120.55 12.01 33 0.00

Female 225 | 115.44 16.3

It is clear from table 6.13 that there is a significant difference (p = 0.00)
between the male and female pupils in their responses to the questionnaire on the
poetry genres and forms. The difference between the two means, 120.55 for the
totals of the male pupils’ responses and 115.44 for the totals of the female pupils’
responses, is underpinned by the result of the 7 test, which shows that this difference
is statistically significant at a level 0of 0.00. This level means that the difference is
very significant and the probability for it to occur by chance is zero. This leads to

the rejection of the null hypothesis stated in section 6.2 above. The difference was in
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the favour of the male pupils. It may be concluded, therefore, that the male pupils

generally preferred reading poetry genres more than the female pupils.

Since there is a marked difference between male and female pupils in this

area, it may be worth looking at the differences between the means of the poetry

genres and forms preferred by the two sexes as presented in the previous section

(6.3.1). Table 6.14 shows the results of the 7 test on the genres preferred by male and

female pupils and proved statistically different. The results of the 7 test regarding the

other genres are given in appendix 16.

Table 6.14
The significance of the differences between the means of male and female

pupils’ poetry preferences

2 |Repomtance T 5a | o6 | 9| 003
1 | gidnetic poery_|Femals [ 224 | 2.8 | 072 | > | 001
4 |Cngoreray | Fomale | 222 273 | 084 | 251 | 02
33 | vtton [ Female | 221 | 345 076 | 25| 001
21 | s+ [Female | 225 220 [ o8t ] 581|000
25 |LoveofGod e o5 38 | 078 | 15| 00
47 | Patciotc poety et 235 220 0] 47| OO0
6 | vaion - [Femaie| 214 [ 229|076 ] 22| 00
20 | vl |Female | 228 | 225 | 0gs ] 19| 005
13 | Elegies for friends Iliﬁle ;gi %;g ggi 2.38 0.02
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It appears from table 6.14 that there are statistically significant differences
between the male and female pupils in ten genres. One statistically significant
difference is in favour of the female pupils: nostalgic poetry (in general). The
statistical significance for the other nine genres is in favour of male pupils. This
implies that nostalgic poetry was preferred by female pupils more than male pupils.
However, poetry of repentance, preaching, glorifying the nation, description of
battles, love of God, patriotism, exhorting the nation, description of travel and

elegies for friends were more greatly preferred by the male pupils.

6.4 Findings from the Teachers’ Responses

Table 6.15
The percentages of male and female teachers who considered the poetry
genres and forms appropriate for secondary school pupils

N [ s Male Female Male and
teachers | teachers | female teachers
2 | Panegyric of the prophet 96 100 98
21 | Description of battles 92 100 96
17 | Description of nature 92 96 94
47 | Patriotic poetry 92 96 94
35 | Nostalgia for one’s homeland 92 92 92
40 | Asceticism and wisdom 84 100 92
33 | Glorifying the nation 88 92 90
41 | Preaching and didactic 84 92 88
poetry
46 | Exhorting the nation 84 88 86
34 | Nostalgic poetry (in general) 80 88 84
10 | Elegiac poetry (in general) 80 84 82
16 | Description (in general) 80 84 82
24 | Platonic (virtuous) love 80 84 82
poetry
29 | Meditation on life and the 80 84 82
universe
43 | Exhorting (in general) 80 84 82
51 | Dramatic poetry 76 88 82
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No. | Teem Male | Female Male and
teachers | teachers | female teachers
1 | Panegyric (in general) 80 80 80
25 | Love of God 72 84 78
28 | Meditation on the soul 64 84 74
36 | Nostalgia for the past 60 88 74
42 | Repentance 72 76 74
48 | Political poetry 76 72 74
8 | Enemies satire 60 84 72
12 | Elegy for the family 64 80 72
members
15 | Elegy for cities and countries 68 76 72
27 | Meditation poetry (in 68 76 72
general)
49 | Narrative poetry 60 84 72
39 | Apologies to friends 68 72 70
30 | Boastful poetry (in general) 68 68 68
44 | Exhorting rulers 64 72 68
50 | Epic poetry 64 72 68
6 | Panegyric of scholars 68 64 66
13 | Elegies for friends 60 68 64
20 | Description of travel 56 72 64
37 | Apology (in general) 60 68 64
14 | Elegy for scholars 56 56 56
45 | Exhorting the tribe 48 64 56
31 | Self-glorification 48 60 54
23 | Love poetry (in general) 52 52 52
32 | Glorification of the tribe 40 64 52
11 | Elegy for rulers, ministers 52 48 50
and leaders
52 | Free verse 92 48 50
5 | Panegyric of friends 56 40 48
38 | Apologies to rulers and those 48 48 48
in authority
3 | Panegyric of rulers, ministers 48 44 46
and military leaders
19 | Description of people at 44 48 46
work
7 | Satire (in general) 36 52 44
22 | Description of inventions 56 32 44
53 | Translated poetry 36 48 42
4 | Panegyric of family members 36 40 38
18 | Description of buildings and 36 40 38
other constructions
9 | Satire of rivals in society 20 40 30
26 | Explicit love poetry 28 16 22
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Table 6.15 lists the poetry genres and forms and the percentages ofthe
responses of male and female teachers who considered them appropriate for
secondary school pupils. It appears that only 12 poetry genres and forms were
considered inappropriate by most of the Arabic teachers in each group, compared
with the 41 that were deemed appropriate. It seems that Arabic teachers want to
expose their pupils to most of the well-known Arabic poetry genres and forms.

However, what were the reasons for rejecting 12 of them?

The rejection of those genres may be attributed to four reasons:

1. The artificial and exaggerated characteristics of the genre. This is true of
apologies to, panegyrics of and elegies for rulers, ministers and those in authority,
as well as self-glorification, and glorification of the tribe. These genres are

mostly composed in appreciation of the generous patronage of the poet.

2. Ethics. This may apply to satire (in general), satire of rivals in society, as well as
explicit love poetry. These genres are contrary to the religious and social values
of the country. Ethics may also justify the rejection of self-glorification, and the
glorification and exhorting of the tribe, for these genres may imply arrogance and
self-praise and evoke tribalism and derision in other people, behaviour which is

condemned in Islam.

3. The extent to which the genres are known in Arabic poetry. Description of
people at work, panegyric of family members and friends, description of
inventions as well as buildings and other constructions have appeared in the

works of a few Arab poets throughout the history of Arabic literature.

4. The metre of the poetry. This applies to translated poetry and free verse.
Perhaps the Arabic teachers considered translated poetry to be non-Arabic in

form and content. Regarding free verse, although it has its special metre which is
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relevant to the traditional Arabic form, most of the male teachers might still

perceive it as a deviation.

6.5 Findings from the Inspectors and Experts’ Responses

Table 6.16 lists the poetry genres and forms and the percentages of the responses of

inspectors and experts who considered them appropriate for secondary school pupils.

Table 6.16
The percentages of inspectors and experts who considered the poetry
genres and forms appropriate for secondary school pupils

No. | Item %
2 | Panegyric of the prophet 100.0
29 | Meditation on life and the universe 100.0
35 | Nostalgia for one’s homeland 100.0
40 | Asceticism and wisdom 100.0
46 | Exhorting the nation 100.0
47 | Patriotic poetry 100.0
50 [ Epic poetry 100.0
6 | Panegyric of scholars 94.1
14 | Elegy for scholars 94.1
17 | Description of nature 94.1
21 | Description of battles 94.1
33 | Glorifying the nation 94.1
49 | Narrative poetry 94.1
51 | Dramatic poetry 94.1
10 | Elegiac poetry (in general) 88.2
12 | Elegy for family members 88.2
24 | Platonic (virtuous) love poetry 88.2
28 | Meditation on the soul 88.2
1 | Panegyric (in general) 82.4
13 | Elegies for friends 82.4
25 | Love of God 82.4
27 | Meditation poetry (in general) 82.4
34 | Nostalgic poetry (in general) 82.4
39 | Apologies to friends 82.4
41 | Preaching and didactic poetry 82.4
44 | Exhorting rulers 82.4
8 | Satire of enemies 76.5
16 | Description (in general) 76.5
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No. | Item %
30 | Boastful poetry (in general) 76.5
37 | Apology (in general) 76.5
42 | Repentance 76.5
43 | Exhorting (in general) 76.5
48 | Political poetry 76.5
15 | Elegy for cities and countries 70.6

5 | Panegyric of friends 64.7
11 [ Elegy for rulers, ministers and leaders 64.7
23 | Love poetry (in general) 64.7
52 | Free verse 64.7
53 | Translated poetry 64.7
3 | Panegyric of rulers, ministers and leaders 58.8
4 | Panegyric of family members 58.8
31 | Self-glorification 58.8
22 | Description of inventions 52.9
36 | Nostalgia for the past 52.9
45 | Exhorting the tribe 52.9
20 | Description of travel 47.1
38 | Apology to rulers and those in authority 47.1
7 | Satire (in general) 41.2
9 | Satire of rivals in the society 41.2
19 | Description of people at work 41.2
32 | Glorification of the tribe 41.2
18 | Description of buildings and other constructions 353
26 | Explicit love poetry 23.5

It appears from table 6.16 that only 8 poetry genres and forms were deemed
inappropriate for the secondary stage pupils by inspectors and experts, the remainder
being regarded as acceptable for study. Inspectors and experts, like teachers, want
pupils to experience a wide range of poetry genres and forms. The reasons for
rejecting the 8 genres may be similar to those mentioned above as possible

justifications for the rejection of certain genres by the teachers.
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6.6 A Comparison of the Suitable Poetry between Teachers and

Inspectors and Experts

When comparing the responses of teachers on one hand and inspectors and experts
on the other, it may be noted that both groups selected the majority of the genres as
appropriate for secondary school pupils. However, according to tables 6.15 and 6.16,
both groups regarded 6 genres as inappropriate: (1) apology to rulers and those in
authority; (2) description of people at work; (3) satire (in general); (4) description of
buildings and other constructions; (5) satire of rivals in society; and (6) explicit love
poetry. Nevertheless, there were 5 genres deemed inappropriate by teachers but
appropriate by inspectors and experts: (1) description of inventions; (2) panegyric of
family members; (3) panegyric of friends; (4) panegyric of rulers, ministers and
military leaders; and (5) translated poetry. In contrast, only 2 genres, description of
travel and glorification of the tribe, were considered appropriate by teachers but
inappropriate by inspectors and experts. This is inevitable, owing to the long list of
genres considered appropriate for the secondary school pupils. The disparity
between teachers in the one hand and inspectors and experts on the other
demonstrates that each group has its own perspective of the suitability of poetry texts
for the pupils. Moreover, it confirms that there needs to be a certain amount of
freedom and flexibility in the selection of poetry texts to meet the different

perspectives of those who control the literary texts syllabus and benefit from it.
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6.7 A Comparison between the Poetry Genres and Forms
Preferred by the Pupils and those Seen as Appropriate by Teachers,

and Inspectors and Experts

It has been revealed in section 6.3.1 that most of the male and female pupils agreed
in their selection of 24 genres as their poetry preferences. Unlike the pupils, the
teachers, inspectors and experts all selected most of the genres as appropriate.
Therefore, there seems to have been a disagreement between the pupils and the
teachers, inspectors and experts. In other words, some genres not selected by pupils
were deemed appropriate by teachers, and inspectors and experts. Table, 6.17 shows
the 15 poetry genres and forms that were selected as appropriate by most teachers,

inspectors and experts, but were rejected by most pupils:

Table 6.17
Poetry genres and forms that are rejected by most pupils but seen as

appropriate by most teachers, inspectors and experts

No. | Item pupils | Teachers alngiicpt):rrtss
49 | Narrative poetry 48.5 72 94.1
6 | Panegyric of scholars 46.4 66 94.1
51 | Dramatic poetry 45.6 82 94.1
43 | Exhorting (in general) 43.8 82 76.5
10 | Elegiac poetry (in general) 43.6 82 88.2
1 | Panegyric (in general) 43.2 80 82.4
30 | Boastful poetry (in general) 43.2 68 76.5
37 | Apology (in general) 41.6 64 76.5
52 | Free verse 39.7 50 64.7
44 | Exhorting rulers 36.5 68 82.4
14 | Elegy for scholars 32.0 56 94.1
48 | Political poetry 30.5 74 76.5
15 | Elegy for cities and countries | 29.8 72 70.6
50 | Epic poetry 28.7 68 100
Elegy for rulers, ministers
1L | ol miliiary leaders 139 | S0 il
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The following conclusions may be drawn from the table:

1. What is deemed suitable for the pupils by the teachers, inspectors and experts is

not necessarily seen in the same light by the pupils.

2. It seems that the pupils have their own perspective on the type of genre that they
prefer to study, so it is important to consider their point of view on the literary

content of the text to which they are exposed.

3. The rejection of poetry genres and forms decreases with age and experience.
That is to say, while pupils rejected a long list of genres (29), the teachers
rejected 11 genres, and the inspectors and experts rejected only 8 genres as

inappropriate.

As said previously, pupils seemed to dislike reading certain types of poetry
writing because they lack experience and knowledge of those genres. Most modern
poetry genres and forms are rejected because they are new to Arabic literature and
are not widely known among non-specialists in Arabic literature. Table 6.17
includes most of modern types of poetry — that is narrative, dramatic, epic, political
and free verse. The unfamiliarity with some genres may also account for deeming
panegyric and elegy for scholars as well as elegy for cities and countries as
inappropriate. In the table are included five general genres: exhortation, elegiac,
panegyric, boasting and apology. Most pupils did not consider these genres as
preferences perhaps because they were not associated with specific topics and
therefore, seemed vague and broad. The rest of the genres included in the table refer
to rulers and leaders. The reason behind the rejection is perhaps, as explained before,
pupils’ expectation of these types to be full of exaggerated praise and artificial

emotion.
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In contrast, besides the desire to expose pupils to a wide range of Arabic
poetry the teachers’, inspectors’ and experts’ broader knowledge and experience of
Arabic literature may account for their perception of the genres and forms included
in table 6.17 as appropriate for secondary school pupils. Regarding the modern
genres and forms, teachers, inspectors and experts may want to acquaint the pupils
with these types to expand their experience of the modern poetry writings. The
knowledge that not all genres referring to rulers and leaders contain exaggerated
praise and artificial feelings may motivate teachers, inspectors and experts to deem

these types of poetry suitable for the pupils.

6.8 A Comparison between the Pupils’ Poetry Preferences and the

Set Poetry Texts
Table 6.18
The genres of the set poetry texts compared with the pupils’ preferences
Number | ,
No. | Genre Texts by poet oftentts Yo
: Hassan (1), Ibn Shaykhan, al-
2 |Panegyric of the Prophet Buusi, Ka‘b b. Zuhayr 4 93.9
; Zuhayr, Abuu Tammam, Ibn al-
3 | Panegyric of rulers Qaysurdni, Lisin al-Din 4 8.5
Zuhayr, al-Khalili (1), al-
i Baruudi, al-Muganna“ al-Kindi,
A oo al-Imam Rashid b. Sa‘id, Abuu 8 | b
al-‘Atahiya
Ka‘b b. Zuhayr, Ibn Ruzayq,
23 |Love poetry Lisén al-Din 3 61.7
‘Urea b. al-Ward, al-Baruudi, al-
31 |Self-glorification Buhturi, al-Muqganna® al-Kindi, 5 34
al-Imam Rashid b. Sa‘id
33 |Glorifying the nation Hassan (1) & (2), Abuu Salma 3 67.3
10 |Elegy al-Khansa’, Malik b. al-Rayb 2 50.8
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Number
No. |Genre Texts by poet of texis %
al-Hilli, al-Shabbi, Hilal b.
17 |Description of nature ‘Uraba,Ibn Sahl, Ibn Hani, Ibn i 76.3
Khafédja, Hamduuna
18 |Description of buildings |al-Buhturi 1 15.8
21 |Description of battles Abuu Tammam 1 62.7
20 |Description of travel al-Mubarak 1 53.6
27 |Meditation Abuu al-*Ala’, Ilya Abuu Madi 2 62.9
40 |Asceticism Abuu al-‘Atdhiya 1 65.8
45 |Exhorting the tribe Lagqit al-Iyadi 1 46.8
. : ‘All Mahmuud Taha, Ahmad
46 | Exhorting the nation Shawes, Hisshin AR RS 3 554
47 |Patriotic poetry al-Khalili (2), al-Qusaybi 2 57.8
51 |Dramatic poetry (‘Antara) Ahmad Shawqi 1 45.6

One of the aims of the present study is to show how far the poetry text
syllabus for the secondary stage is consistent with the pupils’ poetry preferences.
Table 6.18 shows the 63 poetry texts, grouped into genres, that were set for the three
years of secondary education. Because Arabic poems, especially in the past, usually
include more than one topic, certain texts are mentioned more than once. The
percentage of the pupils who selected the genre as their preference is also given for
comparison. Table 6.18 shows that the 36 set poetry texts cover 17 poetry genres
and forms. Of those 17 genres, 12 were selected as poetry preferences by most
pupils. This means that most of the topics in the set poetry texts were preferred by
most of the pupils. The other 5 genres — panegyric of rulers, self-glorification,
description of buildings, exhorting the tribe and dramatic poetry — were not preferred
by most pupils, as was seen in section 6.3.1. These genres are found in 12 texts.
This constitutes 25.5% of the entire number of genres covered in the set texts. This
percentage is low compared with that of the preferred genres (74.5%). However, it is

a noticeable percentage and it indicates the inconsistency between the syllabus and
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the real poetry preferences of the pupils. Furthermore, the panegyric of rulers is
repeated in four texts even though it comes at the bottom of the pupils’ list of poetry
preferences (preferred by only 8.5%). The same is true of self-glorification which is
found in 5 texts, although it was selected by 34% of the pupils. It is therefore
possible to conclude that although panegyric of rulers and self-glorification are
embodied in a significant number of texts studied through secondary school, the
syllabus seems to have failed to instil in pupils a positive attitude towards such types
of poetry. Moreover, panegyric of rulers comes at the bottom of the list of the genres

considered appropriate by teachers.

6.9 Conclusion

The above analysis of the findings from the questionnaire on poetry genres and forms
has revealed several important results. First, the pupils are clearly capable of making
a rational and genuine selection of the type of poetry that they like to read and wish
to see included in the poetry text syllabus. In their selection they were influenced by
three main factors: (1) religion; (2) culture and nationalism; and (3) their level of
development. These factors highlight the pupils’ learning needs not only in the
selection of the learning materials but also in the instructional activities, whether

inside or outside the classroom.

Second, most genres were considered suitable for the pupils by the Arabic
teachers, and inspectors and experts. Those considered unsuitable were rejected for
ethical and literary reasons. The selection was based on the desire to expose the
pupils to the widest suitable range of Arabic poetry genres and forms to achieve the

aims of teaching poetry texts as required by the syllabus. Preferences were also
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affected by the teachers’, inspectors’ and experts’ own knowledge and experience of
Arabic poetry genres and forms, which was broader than that of the pupils. This
difference should also be taken into account. At the same time, teachers, inspectors
and experts are expected to choose the genres that suit the pupils’ own level of
experience and knowledge of the subject. Nevertheless, the findings show that there
are differences between the pupils’ poetry preferences and those of the teachers,
inspectors and experts. This disparity again confirms the necessity of referring to the

pupils’ selection when planning the poetry text syllabus.

Third, the findings also show that although both male and female pupils had
similar poetry preferences in general, there were marked statistical differences
between them. Such differences can be attributed only to sex. To meet these
differences, the syllabus needs to provide the pupils and their teachers with a certain

amount of choice so that they can select what is appropriate for their requirements.

Fourth, the comparison between the pupils’ poetry preferences and the genres
in the syllabus revealed that although most poetry texts included the genres preferred
by the pupils, there were a notable number of genres that were not preferred by the
majority of the pupils. This indicates that the poetry text syllabus is to some extent
inconsistent with the pupils’ poetry interests.  Furthermore, the comparison
demonstrated that even the teachers’ expectations of their pupils’ poetry were not
met. The conclusion is that the texts are selected without sufficient reference to the
pupils, who have to study them, or to the teachers, who are responsible for teaching

them in a way that will achieve the required aims.
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Conclusion, Suggestions and Recommendations

In this final part of the thesis, the issuesand findings discussed are summarised,
followed by suggested improvements to the current system of teaching Arabic
literary texts at the secondary stage in the Sultanate of Oman as found in the present
study. The study is wound up with recommended topics for further studies in this

field.

1. General Conclusion

The topic of the present study is to investigate the current situation of teaching
literary texts at the secondary school in the Sultanate of Oman. The analysis of the
issues raised and the findings from the fieldwork have revealed different important

points in this regard.

It has appeared, first of all, that literary texts are perceived as an important
ingredient of the Arabic curriculum at the secondary stage. This importance is
manifested in different ways:

1. The variety of goals to be achieved as a result of studying the set literary texts

syllabus. These goals mean that the literary texts syllabus is seen as capable of

helping pupils to gain different educating experiences.

2. Treating the study of literary texts as an opportunity to implement the material
studied in the other parts of the Arabic curriculum. For instance, the literary texts
may provide examples of the figures of speech that pupils have learned in Arabic

rhetoric.
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3. The keen interest in the Ministry of Education to inform teachers of the intended
goals of teaching literary texts, the guidelines for selecting the texts, a suggested
teaching approach, and the aims of the questions and activities assigned as study

aids for studying each text.

4. The period allocated for teaching literary texts compared with the other

syllabuses.

The manuals written for planners and teachers provide vital information and
principles on the planning and implementation of the literary texts syllabus. These
manuals are intended to clarify the goals of teaching literary texts at the secondary
stage, offering guidelines for selecting appropriate literary texts and suggesting a
suitable teaching approach. The clarification of such issues should insure good

planning and implementation of the literary texts syllabus.

As shown in Chapter Three, the literary texts syllabus, as stated in the
teacher’s guidebook and the syllabus, is expected to achieve multiple goals at the
various levels of learning outcomes: cognitive, effective and psychomotor, which
encompass information, attitudes and learning skills. These goals are adopted from
recent work on the teaching of Arabic literature and include the different values of

teaching literary texts.

The discussion of the stated goals in Chapter Three has revealed that they are
excessively ambitious and impractical, and therefore irrelevant and difficult to
achieve and measure. They also do not distinguish the study of literary texts from
that of the other parts of the Arabic curriculum at the secondary stage. Furthermore,

the natural value of teaching literary texts as artistic products is not clearly stated.
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Literature, as seen in Chapter One, is said to help achieve different outcomes,
for example linguistic, social, recreational, etc. Yet the real value of teaching
literature at the secondary stage is to develop sensitivity to and appreciation of the
literary usage of language. This value corresponds with the nature of literary texts as
artistic works and distinguishes the literary syllabus from other educational
syllabuses, whether within the language curriculum or the whole educational
curriculum. Furthermore, since the literary text conveys a message in an artistic
form, developing sensitivity to the language used in that way is essential to enable

the reader to understand the message and respond to it.

This vital value of teaching literary texts should be taken as the first principle
in the selection of the texts. Although the guidelines for selecting literary texts as
mentioned in the syllabus (a/-minhgj) highlight important principles, they ignore the
literary qualities of the texts. The content of the literary texts syllabus at the
secondary stage, according to the guidelines, is meant to give a clear picture of the
literary and social phenomena as well as literary figures and genres throughout the
history of Arabic literature. It has been explained in Chapter Two that the content of
the literary texts syllabus must be carefully screened for its relevance to literary

appreciation, pupils and society.

The texts included in the textbooks are extracted from the different periods of
Arabic literature. The topics of the set texts are varied and deal with local, regional,
national and global issues. Moreover, some of the topics comply with the pupils’
poetry preferences as revealed by the questionnaire on the poetry genres and forms.

However, they also include genres that are not preferred by most pupils such as
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panegyric of rulers and those in authority. The findings from the questionnaire on
poetry genres and forms have demonstrated that most secondary stage pupils prefer

the following poetry genres:

[

. Panegyric of the Prophet

2. Satire of enemies

(78]

. Elegy for family members

-

. Elegy for friends

Ln

. Description (in general)

=)

. Description of nature

~

. Description of travel

(=]

. Description of battles

=l

. Love poetry (in general)

10. Platonic (virtuous) love poetry
11. Love of God

12. Meditative poetry (in general)
13. Meditation on the soul

14. Meditation on life and the universe
15. Glorifying the nation

16. Nostalgic poetry (in general)
17. Nostalgia for one’s homeland
18. Nostalgia for the past

19. Apologies to friends

20. Asceticism and wisdom
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21. Preaching and didactic poetry
22. Repentance
23. Exhorting the nation

24. Patriotic poetry

Each literary text in the set textbooks is followed by five sets of questions,
which are meant to help secondary pupils and teachers study the text effectively and
achieve the goals of teaching literary texts. However, these questions concentrate
unduly on the superficial analysis of the theme of the text as well as its linguistic and
rhetorical devices. The questions also focus on the extraction of the devices studied

in the other parts of the Arabic curriculum, such as grammar, rhetoric and prosody.

These mistakes in the goals, the guidelines, the set literary texts and the
questions on them have led to various problems in the teaching of literary texts in
secondary schools in the Sultanate of Oman. The questionnaire about the problems

has revealed the following examples:

1. The pupils’ role in selecting texts for study and rote learning is neglected.

2. Pupils are not given the opportunity to participate effectively in reading,

discussing and evaluating the text.

3. The texts are discussed superficially and the focus is on background information,

linguistic difficulties and the mechanical analysis of the figures of speech.

4. The content of the literary texts syllabus — the texts and the questions —is

insufficient for the educational achievements required.

The analysis and discussion of such problems have revealed various causes,

for example:
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1. the imbalance between the number of texts and the time allocated for literary

texts at schools;
2. the large size of the classes;
3. the teachers’ incompetence in teaching literary texts;

4. the misunderstanding of the natural value of teaching literary texts, which is

demonstrated in the stated goals, the guidelines and sets of question;

5. treating literary texts as representatives of the historical, social, and literary

characteristics of their time;

6. treating literary texts lessons as opportunities to apply grammatical and rhetorical

rules studied in grammar and rhetoric;
7. the shortage of advice in the teacher’s guidebook;
8. the unavailability of in-service training for Arabic teachers;
9. depriving pupils and teachers of the right to choose from a variety of texts;

10. ignoring the pupils’ preferences when selecting the literary texts.

2. Suggested Remedies and Improvements

One of the important contributions of the present study is to suggest improvements in
the methods and remedies to the problems of teaching literature in general and poetry
texts in particular in the secondary schools in the Sultanate of Oman. The
suggestions are derived from (1) the discussion of the issues raised in the study, (2)
the findings from the questionnaires; and (3) the factors that lie behind the identified
problems as shown in Chapter Five section, 5.3. The suggestions are modified
according to the present situation of teaching poetry texts to create a better and more

effective standard of instruction.
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First, the length and number of the selected texts should be suited to the time
allocated. The literature programme needs to concentrate on developing the skills of
comprehension, analysis, criticism and appreciation, rather than exposing pupils to a
large number of texts and authors. The emphasis on covering a wide range of

information and facts will certainly not allow any opportunity to practise the required

skills (Sa*ada & Ibrahim, 1991: 364).

The acquisition of these skills requires continued training, and is more likely
to be achieved by the careful selection of short rather than long texts. In other words,
the skills, not the background information about the texts or the authors, should
remain with the pupils as learning experience. Pupils need to be able to apply those

skills in their future reading of literary works.

Second, the prescribed literary texts should be selected according to specific
and tested criteria. These criteria must take into account the emotional, linguistic,
social and intellectual make-up of the pupils as well as their literary preferences. The
findings from the questionnaire about poetry preferences have revealed that the
themes mostly preferred by pupils may be divided into three groups:

(a) Religious: panegyric of the Prophet; repentance; preaching and didactic; love

of God; asceticism and wisdom; and panegyric of scholars.

(b) Social and nationalistic: nostalgia for the homeland; apologies to friends;
patriotic poetry; exhorting the nation; satire of enemies; glorifying the nation;

elegies of friends; and family members.
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(c) Contemplative: meditation on the universe and life; nostalgia for the past;
meditation on the soul; platonic love; description of nature; description of

travel; and description of battles.

The present study has suggested a model for selecting literary texts for the
secondary school pupils and provided a list of principles for the same purpose

(Chapter Two).

Third, teachers and pupils should be provided with a certain amount of
freedom and flexibility to choose what they wish to study from the set texts. This
could be achieved by offering a wide range of texts divided into three categories.
The first is compulsory for all pupils. The curriculum planners could put in this
section what is believed to be necessary for achieving the required level of literary
aims. The second section should be left to the teachers and their pupils to select
together what they like to study. The third section should contain texts for individual
learning where each pupil is required to choose a certain number of texts and study
them individually with the help of the teacher. This kind of flexibility and freedom
would encourage both teachers and pupils to participate in creating the content of the
curriculum.  Such participation would give pupils an important opportunity to
practise making responsible and independent decisions, thus enhancing their self-
confidence and fulfilling their need to exercise responsibility. It is the duty of
education to foster these skills in pupils by placing a kind of trust in them: trust “that
is rooted in the belief that all young people should be given the chance to
demonstrate their capacity for responsible and autonomous behaviour” (Sian &
Ugwuegbu, 1988: 230). Moreover, giving pupils the opportunity to choose their

learning experiences gives them the opportunity to be active and committed learners,

229



owing to the fact that these experiences will have a meaning in their own lives. In
addition, by experiencing their right to choose, learners will find themselves
“belonging” to a social group of their peers and teachers. Instilling in pupils such
attitudes about learning is essential to the maintenance of pupils’ curiosity and

interest, which lead to further learning (Doll, 1978: 60).

In a centralised educational system, some may object to this flexibility as a
recipe for chaos, especially regarding school examinations, which test the pupils’
achievements nation-wide. Yet the flexibility of this kind does not conflict with
setting the same examinations for all pupils, because what should be examined are
the pupils’ achievements in the abilities and skills that they are supposed to acquire

as a result of studying the texts, not the texts themselves.

Fourth, the questions and activities in the textbooks should be revised and
improved to comply with the values of teaching literature. The focus should be on
the analysis, criticism, and appreciation of literature. All suitable questions and
activities necessary for the better understanding of the text should be included. In
addition, the questions and activities should not be beyond the capability of the

teachers and their pupils.

Fifth, the relationship between literary texts and other parts of the language
curriculum should be defined and organised. The function of each part should be
clarified and distinguished from the others. This should not affect the integration of

the different parts of the language curriculum.
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With regard to the relationship between literary texts and literary history, the
latter may provide the former with the background information required for the
proper understanding of a text. The literary characteristics as well as the social
phenomena that influenced the literary movement in a certain period can provide
further enlightenment. Literary texts can be used in the study ofthe history of

literature as examples of a particular period.

However, dealing with a text as a representative of its time should not be the
aim of the programme of literary texts. In addition, the desire to include numerous
representative texts should not result in prescribing difficult texts for young pupils.
The pupils’ ability and the quality of the study of poetry required should always be

borne in mind.

Literary criticism may help to facilitate the study of the literary text by
providing the required background, the literary characteristics and the elements of
the genre to which the text belongs. Some texts might be highlighted as examples of
certain genres. However, the focus, again, should not be on the text as representing a

certain genre, but on the aims of studying literary texts.

Concerning the relationship between literary texts and Arabic rhetoric, the
latter is considered a vehicle to the study of the former. Arabic rhetoric was
established under the umbrella of the study of literary works. It is therefore
preferable to return to the original situation where rhetorical devices were used to
analyse the literary text and evaluate its literary qualities. Eliciting figures of speech

from the text and analysing them mechanically, regardless of their effect on the
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meaning, and aiming at finding examples of the rhetorical devices studied in the

Arabic rhetoric lessons do not serve the function of studying literary texts.

The same may be said about the relationship between literary texts and
Arabic syntax and morphology. These parts of the language curriculum may provide
literary texts with important means to explore the text and appreciate its aesthetic
elements, since the literary text is basically a linguistic construct. Therefore,
analysing the linguistic features of the text should help develop an awareness of the
way in which the message is conveyed, not to extract examples for grammatical rules

that are studied in the other parts of the language curriculum.

Sixth, the teacher’s guidebook should be improved. First of all, goals for
teaching literary texts should be revised. Statements that are vague, ambitious and
impractical must be eliminated. The statements of the goals need to highlight the
real pedagogical outcomes expected from the study of literary texts, emphasising the
nature of literary texts and distinguishing them from the other parts of the language

curriculum. The value of teaching literary texts has been discussed in Chapter One.

With regard to the method of teaching, teachers should be provided with
options for selection or combination according to the different types of texts.
Options should include aspects such as:

(a) appropriate techniques for introducing the text and facilitating the teaching

process so that the teacher can hold the pupils’ attention and increase their

desire to study;

(b) proper techniques for training pupils in mastering skills in comprehension,

analysis, criticism and appreciation;
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(c) different methods for dealing with the components of the literary text, taking
into account the content and objectives on the one hand and the pupils’ needs,

previous experience and educational level on the other; and

(d) multiple methods of guiding the discussion of the text.

The teacher’s guidebook should also include the following:
(a) a set of sources and poetry books (dawawin) to which teachers can refer when
preparing each text;
(b) answers to the questions in the textbook;
(c) ways of implementing the non-class activities; and

(d) various techniques for formative and summative evaluations.

Seventh, teachers must be well prepared for the literary text lessons. They
should clarify the behavioural objectives, specify the teaching approach, prepare the
instructional media, identify the teaching experiences and activities, and the methods
for formative and summative evaluations. For literary lessons in general and poetry
in particular, the most important task the teachers need to fulfil is to read the text and

study it thoroughly. Reeves (1958: 13—14) explains this as follows:

[The teacher should] determine what is its [the text] nature, its intention, its
unique character; for every good poem is unique, and different from every other. Ifhe
reads the poem and thoroughly understands it — if he truly knows it — the poem itself
will suggest the right way of teaching It — or right ways, since there may be more than
one. Preparation of materials is of the utmost importance. Any teacher who has gone
into class unprepared knows this. The part of his lesson is taken up with discovering
what sort of a poem he has chosen, and by the time he has discovered this, the class may

be puzzled or bored or at a loss to know what is expected of them.
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When preparing for the literary text lessons in particular, teachers need to
specify the interesting points and identify the appropriate ways of guiding the
discussion. For example, will they use the open approach, in which individual pupils
articulate their reactions to the point? Or will they use the collaborative approach,
where pupils work in groups and select one of them as arepresentative? Here,

teachers also need to specify their own judgements and avoid vague statements.

Serious and organised planning brings freshness to the lessons and helps
teachers create different situations, thus avoiding routine and repetition. Good
preparation also enables teachers to make proper decisions in unexpected situations
(Sa‘ada & Ibrahim, 1991: 449). These decisions depend on the level of the teachers’

experience and fast thinking, as well as the well-prepared plan made earlier.

Eighth, teachers must be ready to give pupils an adequate opportunity to
participate in the classroom. In the literary text lessons, pupils need to take part in
discussing the various aspects of the text and its author and to be encouraged to
express their opinions. This is very important for secondary school pupils, for it
fulfils their need for responsibility. If pupils are allowed to demonstrate their
capacity for responsible and autonomous judgement, it may result in their feeling
worthy of other people’s respect and consequently their level of self-esteem will be
raised (see Sian & Ugwuegbu, 1988: 229-230). In contrast, failing to attract the
pupils’ attention and excluding them from participation may weaken their
motivation. It also damages their self-confidence and capability to pass judgements.

As a result, pupils may become dependent on the evaluations given by teachers or
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included in the textbook. Furthermore, the opportunity for criticism and appreciation

is lost and the pupils’ creativity is stifled.

Ninth, pupils should be given sufficient opportunities for oral reading.
According to the findings, the pupils consider the lack of this activity as a problem in
studying poetry texts. The relationship between oral reading and literature has been
discussed in Chapter One. It has been demonstrated that teaching literature can
improve the pupils’ oral reading and at the same time stimulate their interest in the
text, thus deepening their literary appreciation. Loban et al. (1961: 351) assert that
hearing poetry read well is necessary to arouse the pupil’s interest and the ability to

read it for himself is necessary to “nourish a gradually maturing taste” for it.

There are different occasions within and outside the class in which reading
aloud may be implemented to serve the above aims, such as:
(a) at the beginning of a poetry lesson to stimulate the pupils’ attention and arouse
their desire to study the poem;
(b) during the lesson to hold their attention to the text being studied;

(c) during the lesson to grasp the relationship between theme, emotion and metre.

Choral reading may also be used as an essential activity during the poetry
lesson. With the above aims in mind and emphasising “the need for pleasant voice
quality and crisp enunciation to bring out the meaning” (Loban et al., 1961: 365),
such reading has vital potentiality to encourage pupils who are reluctant to

participate in individual oral reading, as Loban et al. (1961: 365) explain:
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Choral reading will help bridge the gap between interested listener and solo
reader. Here, where attention centres on the group rather than the individual, the
reluctant participant can submerge himself until he gains confidence. Adapting his
voice to the tempo and rhythm decided upon through general discussion, at first he may
effect control only through imitation, but ear and voice are being subconsciously
trained. Soon he should be willing to read bit parts, until gradually he loses the fear of
his own voice. Then he is ready for individual readings, at first for small groups,

perhaps later before the class.

Tenth, an appropriate instructional context that motivates pupils to participate
effectively in the learning process must be created. Teachers and curriculum

planners can contribute to its creation.

Teachers need to fulfil two tasks. On the one hand, they should acquaint their
pupils with the goals of teaching literary texts. This may be accomplished at the very
beginning of the school term, when teachers introduce the literary texts programme
to their pupils. Teachers should explain the goals, discuss them with the pupils and
attempt to convince them of the importance of studying literary texts, using evidence
gathered from practical life. Beach & Marshall (1991: 126) explain the importance
of this task as follows:

It is important for teachers to know the purposes informing a particular activity, but it is
just as important for students to know them. When they are given a reason for taking on
a task, students are at the same time given a sense of direction — an idea of what they are

meant to accomplish and why. Armed with such knowledge, students can participate

more collaboratively in the process of orchestrating the course.

On the other hand, teachers should establish an atmosphere of free-
discussion, in which pupils can express their opinions without any exclusion. In this

context, pupils are encouraged to develop respectful but critical attitudes towards one
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another’s opinions. This, of course, should be adjusted to suite the teaching/learning
time and conditions, such as the pupils’ maturity on issuing judgements and the fact

that discussion should not go beyond the set objectives of the lesson.

Curriculum planners can also contribute in two ways. One is to set texts that
are close to the pupils’ literary preferences, and psychological and social needs. The
consistency of the learning material with the pupils’ demands makes them aware of
its importance and enhances the desirable interaction between pupils and their
instruction. The other is to provide pupils and teachers with a certain amount of
freedom in selecting the literary texts, so that not all texts are compulsory. It has
been demonstrated in the findings of the present study that pupils could make
reasonable selection of what they prefer to read and study. The pupils’ preferences,
as also clarified in the present study, is not necessary compatible with those of their

teachers’ or the experts’ selection.

Eleventh, teachers’ preparation programme should give sufficient attention
to the teaching of literary texts. This applies to both academic and professional

courses.

In the academic course, besides the knowledge of the characteristics of the
literary periods and genres, the student teacher should be exposed to various types of
literary texts and trained in analysing, criticising and appreciating them. Student
teachers need also to take a special module in the theory and practice of reading
literary texts to obtain the necessary background and methodology for their study.

Furthermore, this should be linked to the literary texts prescribed for the school
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pupils. For instance, the texts used as examples for the application of the methods of
reading literary texts or of the characteristics of a certain period or genre can be taken

from the school literature syllabus.

In the professional course, student teachers should be acquainted with the
values of teaching literary texts, the skills required for comprehension, analysis,
criticism and appreciation as well as effective teaching approaches. In addition,
student teachers should be given sufficient opportunities for using the skills for

analysing different types of literary text during their teaching practice.

Twelfth, teachers need to be provided with regular in-service training, which
is necessary to refresh their knowledge and polish their skills. Pre-service training
equips teachers with the principles to start them in their profession. The in-service
training may be seen as an extension of this. Therefore, continual instruction is a
vital part of teacher-training, beginning in the college of education and continuing to
the end of a teacher’s teaching career. The aim is to provide teachers with new
knowledge and experience, so that they can keep abreast of the rapid developments

in their fields (see ‘Adas, 1996: 53, 54).

Thirteenth, teachers should make full use of the knowledge and materials
available for the best possible instruction. They can approach the local society and

their colleagues to overcome the shortage in the school facilities.

The local society might allow access to private, general or commercial

libraries for teachers to extend their knowledge on the topics they teach. They can
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also ask their pupils to utilise these sources for homework and background reading.

Specialist members of the community may provide further assistance.

Teachers must be encouraged to co-operate with their colleagues in their
school, by exchanging experiences, skills and knowledge with them. They may find,
for example, colleagues who have more experience. It is, therefore, essential for the

teachers to utilise that knowledge-base and refer to their colleagues when necessary.

Generally speaking, successful teachers do not rely on the education authority
to update their skills and knowledge and to provide the required teaching resources.
They exploit what is available locally and make full use of it to achieve the set

targets.

Fourteenth, pupils need to be encouraged to memorise sufficient extracts of

literary works. However, this memorisation should be based on principles such as:

(a) The aim of memorising literary extracts should be explained to the pupils.
They need to know that rote learning is not a target in itself, but a means of
appreciating and discovering a literary treasure which can help them in written

and spoken compositions.

(b) Pupils should not be asked to memorise any extract before they understand it,
appreciate it and feel its beauty. This is because comprehension and

appreciation are prior conditions for rote learning.

(c) Pupils should select what they want to memorise, according to their desire and
response to the text. For example, instead of saying, “The pupils should
memorise the first ten verses of the poem, ™ it is better to say, “The pupils can

choose any ten successive verses from the poem to memorise. ” Moreover, it is
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probably better to leave the pupils free to select the extracts that they wish to
memorise, instead of specifying certain extracts and imposing them on the
whole class. This is because pupils differ in their level of appreciation and
response to the same text. In other words, what is seen as attractive and
moving in a text by one pupil is not necessarily considered so by the others.
Beach & Marshall (1991: 391) confirm that “if students are asked to memorise
poems they value, the process may help them to internalise them — to make

them a part of their interior so that they can be reclaimed on command”.

(d) Asking pupils to accomplish a task without applying a suitable way of
checking that they have done it is meaningless. This is because observation
enhances the pupils’ desire for achievement. Leaving the matter to the pupils
may lead to indifference, resulting in the pupils feeling that memorisation is
important only for the final examination. At the end of the term, the pupils
find themselves faced with a large number of extracts for rote learning, which
certainly leads them to ignore all memorisation tasks. This is what makes

pupils fear rote learning and destroys its purpose.

(e) Marks allocated to rote learning in the final examination should be increased to
match the effort demanded in memorisation. At the end of the questionnaire of
the problems, some pupils considered the small number of marks compared
with the large number of extracts assigned for rote learning to be a problem in

studying poetry texts.

Fifteenth, pupils should be encouraged to do different kinds of non-class
activities, which may be seen as complementary to the in-class performances. These
activities may help teachers guide their pupils towards achieving the set objectives

and enhance and extend their interest in the subject, for the time assigned for the
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literary lessons is not enough to achieve all the intended goals. These activities also

help pupils use their free time in beneficial activities.

Teachers of literary texts may find different types of non-class activities
useful for their pupils individually and collectively. The following are examples:
(a) collecting poems written by different poets and displaying them in the school’s
literary magazine;
(b) preparing the recitation of poetry for special national, social or religious events;
(c) writing essays about certain poets, their lives and works;

(d) writing responses to certain poems and displaying them in the school’s literary

magazine;

e anging for poetry evenings, when a particular group of pupils have been
(e) Arranging fc i h icul f pupils have be
prepared to recite a famous poem collectively in front of an audience from the

local community,

3. Suggestions for Future Educational Studies

The investigation of the issues raised in the present study has demonstrated the need
for several educational studies in the field of teaching literary texts at the secondary

school stage. The following are examples:

1. the pupils’ attitudes towards the teaching of literary texts;

2. the teaching competencies needed for teaching literary texts in secondary schools
and the extent to which Arabic teachers possess and implement these

competencies;

3. the inspection competencies needed for supervising the teaching of literary texts
and the extent to which Arabic inspectors possess and implement these

competencies;
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. the relationship between Arabic teachers and inspectors regarding the teaching of
literary texts, the extent to which inspectors provide teachers with necessary

advice and the extent to which teachers implement it;

. the goals of teaching literary texts at the secondary stage: pupils’, teachers’ and
inspectors’ perspectives;
. evaluation of the examining procedures currently used to assess the pupils’

achievements in literary texts at the secondary stage,

. the prose genres and topics preferred by secondary school pupils and the extent to

which the set prose texts comply with such preferences;

. the literary non-class activities necessary to complement the class activities, the
extent to which teachers utilise such activities in their teaching of literary texts,

and the pupils’ attitudes towards such activities.
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Appendices



Appendix 1.

Number of Arabic teachers and male and female pupils in

both scientific and literary divisions in the secondary

schools in the Governate of Muscat

Name of the d Lo Number OfPuP 15 Number of]
n school gender |  district Sc.le_nt.lﬁc L}tf_:rgry tEgpitaas
division | division
1 [Ruwi F Matrah 191 115 10
2 |al-Wadi al-Kabir F Matrah 123 100 5
3 |al-‘Amirat F |al-‘Amirat| 190 108 11
4 |Dawhat al-Adab F Buushar 211 115 12
5 |Shati’ al-Qurm 3 Buushar 196 75 6
¢ |Nasiba b. Ka‘b £ al-Sib 156 142 12
7 |Hayl al-‘Awamir F al-Sib 268 168 15
g [al-Mu‘bayla al- F al-Sib 167 84 11
Januubiyya
9 [Ruwi M Matrah 249 157 14
11 |Ahmad b. Sa‘id M |al-‘Amirat| 153 126 10
al-Khalili
12 |Al-ImamJabirb. | M Buushar 336 105 14
Zayd
13 |al-Khawd M al-Sib 270 10
14 |Hafs b. Rashid M al-Sib 209 161 13
15 |al-Sib M al-Sib 177 6
16 |al-Mu‘bayla al- M al-Sib 149 57 10
Januubiyya
Total 4558 159
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Appendix 2.

Licence from the Ministry of Higher Education to carry out
the fieldwork
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Appendix 3.

Letter from the Office of Research and Development to
the Director General of Education in the Governate of

Muscat
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Appendix 4.

Letter from the Directorate of Educational Supervision to
the head teachers of the secondary schools
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Appendix 5.

Names and occupations of the specialists who judged the validity

of the questionnaires

Name Occupation Specialisation | Place of work Nationality
‘Ali Ahmad | Full professor and | Arabic College of Egyptian
Madkuur Dean of the College | Language Education, Sultan
of Education teaching Qaboos
methods University
‘Abd lecturer Arabic College of Egyptian
al-Rahman Language Education, Sultan
al-Saghir teaching Qaboos
Muhammad methods University
‘Isa
Sabir ‘Abd lecturer Arabic College of Egyptian
al-Mun‘im Language Education, Sultan
Muhammad teaching Qaboos
‘Abd al-Nabi methods University
Ahmad Assistant professor | Arabic College of Egyptian
Muhammad Language Education, Sultan
en teaching Qaboos
methods University
Usama ‘Abd | lecturer Arabic College of Egyptian
al-Latif Language Education, Sultan
‘Abd al- teaching Qaboos
‘Aziz methods University
Ahmad ‘Ali | Assistant professor | Arabic College of Syrian
Muhammad Literature Education for
' Female Teachers

Training in

Rustaq
Ahmad Full professor and | Arabic College of Arts, Egyptian
Muhammad | the head of the Literature Sultan Qaboos
‘Abd al- department of University
‘Aziz Kishk | Arabic Language

and Literature

‘Abd al- Associate professor | Arabic College of Arts, Sudanese
Halim Linguistics Sultan Qaboos
Muhammad University
Hamid
‘Al lecturer Educational College of Sudanese
Muhammad Statistics Education, Sultan
Ibrahim Qaboos

University
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Appendix 6.

The letter of instructions for the referees and the
evaluation sheet for the questionnaire on the problems

260



2Bl ettt [oSadll Jualdl

¢z g ...43\.5_),1_94111 :LA;_)_;?S;J‘: ‘AMI

L&—:\?}_Si é.ll&ul).ﬂ’l L}tcﬁqbgﬂ’l:’dm‘}"l aﬁk‘ps..*\:\:lo‘gge.bi L’Jil c,‘i'.’.)“"—’i
U g—saill H_’E‘F_J saaliall ASLaally 3 i) Azl (ge 81 g8l :L:L_)Jé: J ganll
Gday L 2S5 0 g oSl (e il (f Dl Ay il Als pall Al e 5 ) jall Ay
LAY 3 gl

s QI Caall ks Lggal g Al OIS 3aa3 ) LAY s28 Caags

a6 pan gy cagale 5 kel Ay el o peail) Al 3 (3 V)5 palal) Apensy
Cilie ¢ cdidy o ol SO Caall Al e Clie ) - 2S0la JiEa g oS8 L ALS WY
B sl s A pall Aalll malic o) jud g oAy s Aa 5alls L 55 A padl AN o 30 e

Glilas A A3l o Sl 5 Al oda B Hlailly Juafill ga ) 6 4dle
B—taty Lad ol 15 clg—ta g pall Chagll ALY (383 i tlghaaal (55 s Jila g
gl ) sl
g gl Als el & A e gealll A 0 COISAL DaY) Jeed ]
ledadll Gl jle » oy 2
At e gl 7 g L3
o (A Adau fia 3 ) da s (@8 g iz el el Gubial dedle 4
.3 g
Alal e Gy g3 Caagll Ba@a3 8 DY) Gam .5
ALY o gials dgis Al ool dils) L6
oSl La Ganall K3y oS3 pe caulia pe digile s LT
pas—aill Qo p% pady Lad e Al 2l 32 G058 Cils Jile A ol .8
cOlae Aalabuy 2y 53 Als yally Ay

261



A GlawYl Aalall 48 ) Blawy) e .9
Lila) F8Y) 5 clileal] LAY Ales B AR laud S 5 a8 s

1 ST s Al oSl S g oS0 iy | las o) oS 0 (e
53 sdiall Cilaa¥l ) Lo el g el ) clie)

gy el Gl ailad (5 ey e85 Jal (e aSilad s e AS3 1SS

Galull

it (e 0 plua o il 2

1ddaaa

el Aalall Llauy) b il eadl U8 2000 Gl eday oSl ela )

Al il
} i
galall Ja 5al
TR A
t0—anll dga

262



AL At YL A aleiall 4000 AsLaaY) Ly o SE) s i Cilladll Al B

tlelilu g
N Aan G
. a| e

G [Ga [ Wi | 528

Ld:\ij_gm'l Q‘JL\.GCJ.CAJ 1

Ly Cilagladll il jle = a3

ALY G gl = | 4

Aa @tz el el alial el

.éﬁi}i\’c(a.ﬁ:m;h—&u)h—ﬁ)ggs) >
Cininy 53 Cong (3as 3 AiGn) (hoa
Alal | ©
(58l 550 o<1 S0

.4.'315)9_,&311 E.AAJJ?S’J]-G e)Lu.“_’

263




Appendix 7.

The final version of the first questionnaire — the problems
of studying poetry texts at the secondary stage — and the
covering letters
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Appendix 8.

The letter of instructions for the referees and the
evaluation sheet for the questionnaire on the poetry
genres and forms
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Appendix 9.

The final version of the second questionnaire — the poetry

genres and forms — and the covering letters
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Appendix 12.
Inspectors and experts’ responses to the questionnaire on
the problems of studying poetry texts

item n 3 3% 2 2% 1 1%
1 17 11 64.7 0 0.0 6 35.3
2 17 12 70.6 0 0.0 5 29.4
3 17 9 52.9 2 11.8 6 35.3
4 17 8 47.1 0 0.0 9 52.9
S 17 7 41.2 0 0.0 10 58.8
6 17 10 58.8 0 0.0 7 41.2
7 17 9 52.9 1 5.9 7 41.2
8 17 9 52.9 1 39 7 41.2
9 17 8 47.1 0 0.0 9 52.9
10 17 10 58.8 0 0.0 7 41.2
11 17 8 47.1 1 3.9 8 47.1
12 17 8 47.1 1 5.9 8 47.1
13 17 13 76.5 1 5.9 3 17.6
14 17 11 64.7 1 5.9 5 29.4
15 17 10 58.8 0 0.0 7 41.2
16 17 10 58.8 0 0.0 7 41.2
17 17 12 70.6 0 0.0 5 29.4
18 17 10 58.8 0 0.0 7 41.2
19 17 13 76.5 0 0.0 4 23.5

20 17 11 64.7 1 3.9 5 29.4

21 17 10 58.8 1 5.9 6 35.3

22 17 10 58.8 0 0.0 7 41.2

23 17 9 52.9 1 5.9 7 41.2

24 17 13 76.5 0 0.0 - 23.5

25 17 9 52.9 0 0.0 8 47.1

26 19, 9 52.9 0 0.0 8 47.1

27 17 12 70.6 1 5.9 4 23.5

28 17 9 52.9 0 0.0 8 47.1

29 17 10 58.8 1 5.9 6 35.3

30 17 9 52.9 0 0.0 8 47.1

31 17 9 52.9 0 0.0 8 47.1

32 17 10 58.8 0 0.0 7 41.2

33 17 12 70.6 0 0.0 S 29.4

34 17 12 70.6 1 3.9 4 23.5
n.= number of respondents to the item. 1 = number of respondents to scale 1.
2 = number of respondents to scale 2. 3 = number of respondents to scale 3

% = percentage of respondents.

282



£8C

YT [yl €S [T0E| TIT |9°6S| SOT | 69¢€ [6°ST| SE |9°8C| €9 |S'SS|TTI [0TT|1'TI| 81 [TTE| 8F |L'SS| €8 |6V | O
61 [8BE[EVI [V IE|OIT |86C|OIT | 69€ [STH| €6 |L'6T] S9 [6°LT| 19 [6IT|EEE| 05 [0PE| IS |LTE| 6V | OST | SI
0C |TOE[ LTI |6'LE|OPI |O°CTE| 8T [ 69€ |8°€E| SL |T6E| L8 |0°LT| 09 | TTT |SPT| 9¢ [19€| €S [S6E| 8S [L¥I | ¥I
€T |01T] 6L |6LT|SOL|TIS| €61 [ LLEVOT| LE |6°8T| SO [L'PS| €TL | STT|9°LT| Ty |€9C| OV [19v| OL | TSI | €1
£€C |81C| I8 |¥LT| 201 |80S)| 681 |TLE 681 TV |TOE| L9 [6°0S| EIT [ TTT|09T| 6€ |€€T| SE |L0S| 9L | OST | TI
91 [60S[061 [T'SE[IET [6°CL| TS | ELEJLTS|LIT |EEE| PL |OVI| 1€ [TTT|E8Y| €L [L°LE| LS |6°EL| IT | IST| TI
¢T |0VT| 88 [vTE|G6LL [9°EV| 09T | LOE | TYT| TS |V'LT| 6S |¥'8F| YOI | SIT|LET| 9€ [S6E| 09 |89€| 9S | TST| Ol
0T [¥vE| LTI [TSE|OET [Y'OE| TIT | 69E|T9E| 6L |1°CE| OL |L'TE| 69 |8IT|8'IE| 8F [L'6E| 09 |S8T| &V [ IST| 6
€T |LYC| 16 |PIT| 6L |6ES| 661 | 69¢ [9°8T| €9 |S'61| €V [8IS|¥II |0TT 88| 8C |THT| 9¢ |0°LS| S8 |6V | 8
81 |U'Iy| ISL[OCE| ITL [6°ST| S6 | L9E |[¥'6E| S8 [6TE| IL |8LT| 09 (91T |LEY| 99 |I'€E| OS |T¢EC| SE€ | IST| L
CT |6°ST| 96 |8LT| €OL |¥'OF| TLL | ILETSE| LL |S9T| 8S |¥'8E| ¥8 | 61T |STI| 61 |9°6T| St |6°LS| 88 [TSI| 9
CT [0°EC| S8 [T6T| 801 |8Ly|LLL [OLE |861| v¥ [SLT| 19 [LTS|LIT|TTT|LLT| Iy |81E| LY |SOF| 09 |8VI| S
[T (VLT 101 [6°08| PIL [LI¥| VST | 69€ |6'ST| LS [1°6T| ¥9 |0°SP| 66 | 0TT |S6T| vv [9EE| 0S [69E| SS |6V | ¥
ST |6LS|TIT|9CE| ¢TI | S8 | 1€ | 99€ 1995 | ¥CI |V'LE| T8 | 6°S | €1 | 61T |6'6S| 88 |6°LT| I¥ [TTI| 81 |L¥I| €
6C 80| € [€S|0C |6C6[ESE[OLEY YO | [ [€9 | VI |€€6|60C | VT €T | T | 6€]| 9 |L¥6| vyl |TSI| T
CT |8%C| 68 [0TCE|SIT|TEY|SSI|6SEJ9LT| 6S |¥'6T| €9 |0°€y| T6 | PIT|LOT| 0€ |6°SE| TS [V'EP| €9 [ SPI| 1
SeoWll %L} L | %Cl T %E| € | B %L F Y C T %E) €| B %I I |%C] T |%E}] € | © wal
spidnd opewray pue e spidnd orewag spidnd 9[e]

suLo} pue saluab Ajsod ayy uo

alleuuolsenb ayj 0} sasuodsal sjidnd sjewsy pue sjep

‘¢} xipuaddy




¥8C

ST |89S| EIT|6°CE| LT | €6 | SE | SLEV'LS| 8TI |V'SE| 6L | TL | 91 | €TT|6°SS| S8 [9'1¢| 8F |STI| 61 [ TSI | 8E
CT |TET| 98 [I'SE|OEL |91y | ¥SI [ OLE |¥'OT| Sy |S8E| S8 (TI¥| 16 | ITT|S'LT| 1y |TOE| SY [€Th| €9 | 671 | LE
LT | TL| LT [091] 09 |LOL|{LBT | vLE) 'L | 91 |OTL| LT [6°08| T8I | STT| v'L | I [1'TC| €€ |SOL| SOI [ 61| 9¢€
LT | 19| € |S9L| T |VLLIT6T|OLE | T'L | OT |SOU| LE |€OL|TLT | VTT| OV | L |V 91| ST |6'8L| 0TI | TSI | SE
LT | 65| TC|8IT| I8 |TTL|8IT|ILE| ST | O |S8I| I |O°LL|TILT [TTT| 1’8 [ TI [89T| O |1°S9| L6 |6V | PE
ST |9%L| S |T'8L| L9 |€L9|6VT | OLE [€91] 9€ |9°CC| OS |T'19| SEL [ [TT|T'CL| 8T [V'IL| LT |SOL|VIT |6V | €€
CT [60L[O9LL [STIT| 18 [9°Ly|6LL [OLE|TCE| TL (I'PT| ¥S |8'EV| 86 | ¥TT|6'8C| vv |8'LI| LT [€€S| I8 | TSI | TE
61 |6€| SO |1°TT| €8 |0'PE| 8TI | 9LE |L'TY| 96 [0°0T| Sy |€°LE| ¥8 | STT|L'SY| 69 (TST| 8¢ |1'6C| v | IST | IE
I'C |0°6T| 801 |6°LT| ¥O1 |TEV| 191 | €LE T°LT| 09 |I°LT| 09 |L'Sy| 10T | ITT|9°'IE| 8Y |6'8T| v |S6E] 09 [TST| OF
LT |69 9C |9V1| SS [S8L[96T|LLE| 8S | €1 |P91| LE [8LL|SLI|STT| 98| €1 |8TI| 81 [9°6L| ITI|TSI| 6T
9C | ¥6 | SE |TST| ¥6 |V'SO| WPT | ELE|TTT| ST |6°TT| 1S |6'SO| LP1 | €TT| L9 | OT (L'8T| € |L'¥9| L6 | 0ST | 8T
ST | 86| 9€ |TLT| 001 |6°TY[ T€T|LOE|9°01| €T [1'8T| 19 [ET9| €ET | LIT| L8| €1 |09T| 6¢ [€S9| 86 | OST | LT
CT |01T| 8L |6°EE| 9TL [T'SY| 891 [ TLE |9°LT| 19 [6°€EE| SL [S'8E| S8 | ITT|ETT| LI |8'¢€E| IS |0°SS| €8 | IST| 9T
ST |S9L| T9 |61C) T8 [919| I€T|SLE |881| TV |THT| ¥S [OLS| LTI | €TT|TEL| OT |¥'81| 8T [+¥'89| #01 | TSI | ST
v'T |SLL| v9 [8°€T| L8 [9°8S| PIT | SOE |8LI| 6€ [SOT| S¥ |9°19| SET | 61T | T'LT| ST |88T| TY [I'VS| 6L |9PI | +T
YT |98 69 [L61| €L [L 19| 6TT [ ILEYT'61| T¥ [6°0T| 9F |0°09| TET | OTT |6°LT| LT |6°L1| LT [TYI| L6 | IST| €T
61 |80F) TSI |T8C|SOL|I'IE| LT | ELEJO'OS| TTT [L°6T| 99 |€0T| Sy | TTT|TLT| 1y [8'ST| 6€ |0°Ly| IL | IST | TT
ST 1091 09 |€1T| 08 |L'TY| SET | SLE[TTT] OS |L9T| 09 [T'IS|SIT|STT| L9 | O [€ET| OZ |0°08| 0TI |0ST| IT
€T |91C| 18 |8VC| €6 [9°€S| 10T | SLE |6'¥T| 9S |6°VT| 9S [TOS| €11 | STT|L9T| ST |L'¥T| LE [L'8S| 88 | OST | OT
61 |68E|SYI|I'IE|9LT |0°0E| TIT | ELE |6°S¥| TOT |¥'CE| TL [9°1T| 8 | TTT|S'8T| €V |1'6T| v¥ [v'TH| ¥9 | IST| 61
91 |LTS|L6L |9 LE| 8IT [8SI| 65 | vLE JT6S| TEL |SOE| 89 |€01| €T | €TT|0'EY| S9 |I°€E| OS [8'€T| 9¢€ | IST| 8I
LT | 66| LE |6°E1| TS [€9L|98T | SLE801| vT |S'EI| OF [8'SL| 69T | €TT| 98 | €1 |SVI| TT [O°LL| LIT | TST | LI
QoI %l | 1 |%C] € |%E| € | W %L Eaa%Cl Cop%el € T4%I] 1T |%Ch T:L%E] €| © way
spidnd ofeway pue oA spidnd opewayg siidnd orepy




€ 9[eos 0} syuepuodsal JO JaqUINU = ¢
[ 91eds 0} syuapuodsal JO Joquinu = |

S8z

syuspuodsai Jo a3ejuaoiad = o
7 9[eos 03 syuspuodsal Jo Jaquinu = 7
wa 2y} 0} sjuopuodsal Jo qunu ="u

61 |SOV|TST [€8T| 901 |TIE|LIT | SLEJE TY| T6 |8'LT| T9 |6°0E| 69 | €TT|S6E| 09 |6'8T| v¥ |9°1€| 8y | TSI | €S
1'C | T'8T| SOI [T'TE| 0TI [L'6E| BY] | ELE |L'6T| 99 |V'8T| €9 [6'1¥| €6 | TTT|8'ST| 6€ |L'LE| LS |¥9E| SS | IST| TS
TT |S'8T| LOT |6°ST| L6 |9°SY| ILT [ SLEFL'LT| T [1I'VT| ¥S |T'8F| 801 | ¥TT|8°6C| SV |S8T| &V |L' 1| €9 | IST| IS
0T |SEE| STI [8LE| I¥T [L'8T| LOT | ELEJL'8E| 98 [L'8E]| 98 [S'TT| 0S | TTT |8'ST| 6€ |[¥9E| SS |L'LE| LS [ IST| OS
€T [PTT| ¥8 |1°6T| 601 |S'8Y| TSI | SLE §9'ST| LS |¥'LT| 19 | ULy | SOT | €TT8'LI| LT |9°1€| 8% |LOS| LL | TST | 6F
6’1 |€6E| LY |TOE|EIT|S0E|PIT [ PLE O 8V | 801 |TOE| L9 |TIT| LY | TTT|L'ST| 68 |£€0E) OF |L'vb| L9 | TSI | 8P
€T |6€C| 06 |€81| 69 |8LS|8IT|LLEJEGT| 99 |961| v |I'IS| SIT | STT|8'SI| ¥T |¥ 91| ST |8'L9| €01 | TSI | Ly
v'T |091| 8S |L'8T| vOT [¥'SS| 10T | €9€ {L'8T| OF [9°€E| TL |L'L¥|TOT | ¥IT|1°TT| 81 |SIT| TE |#99| 66 |6V | 9
€T |V'1T| 08 |8TE| 611 |89 | SLI | PLE [¥'ET| TS |8'EE| SL |8TH| S6 | TTT|¥'81| 8T |68T| ¥P |9°TS| 08 | TSI | S¥
[T | P'8T{ 901 [I'SE| IEL |SOC| 9€T | ELEJE6T| S9 |1'SE| 8L |9°SE| 6L | TTTTLT) 1y | I'SE| €S [L'LE| LS | IST| b
CT |L61| €L |S9E| SEL |8°EY| T | OLE JO'OT| v |O'SE| LL |O'SY| 66 | 0TT|E61| 6T |LBE| 85 |0Ti| €9 | OSI | €V
8T | €V | 91 |T'EL| 6V |9T8| 60E | VLE| €9 | V1 |I'E€T| 6C |9°08|6LT |TTT| €1 | T |TEL| OCT |S'S8| OET | TSI | Tk
9T |1'OL| 8€ |SOL| T9 [V'EL|OLT[OLEP8'EL| 1€ [1'91) 9€ [T°OL|LST | $TT} 9V | L |ULL| 9T |€8L[6IT|TST| 1Y
9CT |06 | V€ |TST| S6 [8'SO| 8T |LLE|T'TT| ST [9°€T| €S | €S| LYT | STT| 6'S | 6 |9LT| TV (V99| O] [ TST | OF
9T |TIL| Ty |8'1T| T8 [0°L9|TST|OLE 1T | LT [8TT| IS |TSO 91 | ¥TT| 66 | ST |¥OT| 1€ [L69| 901 | TST | 6E
UBAW] %L | 1 |%C| T |[%E| € | W Q%I | I | %C| T [ %E} € | B %I | 1T %] T |%E] € | © wo
spdnd ojewray pue o[BI spidnd opewrag sqidnd s[epy




98¢

OLf S| 8| v ||V |OS|) ¥ [T [TI| € |¥8|ICT|ST|OL| Vv | ¥ | T [08]O0CT]|ST]| 91
OC(OL | 8 | ¥ |CL |9 |OS|OL | Vv (8| T |OL|6l |ST|OL| 9 |8 | T |8 |LL|SCT]| ST
VC| CL [ OT [O1 | 9S | 8T |OS O (¥ [8 | L |9S | vl | ST|OL| 8 [TI| € |95 | ¥l | ST| ¥l
velclh |2l | 9 | ¥ [TEfosSfcr| € |0C| S |8 |LIL[ST| 8| 6| ¥ | 1 |09]|SI|ST]|EI
9T | 8 | Tl | 9 |TcL|oc|oOS| ¥ | T [O9T | v |08 |0OC|STjOUL | L | 8 | T |[¥#9|91]|ST]|TI
9T EL [ VT | TL | OS [ ST[OS| 9L | ¥ |9€| 6 |8 |TL[ST|TL]| 6 |Cl| € |TS|EL|ST| Il
8| v |01 | S |[T8[IF|OSH v | T |CTI| € [¥8|IT|SCT)| 8| €| 8| T |08|O0CT|ST| Ol
Oy [ OC | O | ST | O [ ST [OS | 8 | L |[TE| 8 |OV | O [ST|CTL|€CI |8 | L |OT| S |ST| 6
91| 8 | T1 | 9 |TL |9 [0S 8 | T | 8| T |Vv8|IT|[STIOT]| 9 |91 | ¥ |09 |SI|ST| 8
CE| 9L | VT [TL | vp | CT |OS PO [ ¥ [TE| 8 | TS| EL|ST| 8 [TL (O ¥ |9E] 6 |ST| L
eIt ogjoojecjosgjoc| s (o1 ¥ | v9 |91 |SC]| 8| 9| 8| T |8 |LI|ST| 9
OT| €L | 9T | €1 |8y | PT[OS| CL | € |8 [CL|OV |OT | ST} O [OF | ¥ | T [9S|¥I|SCT| S
9€ [ 8L | 9T | €1 | 8E [ 6L [OS | ¥T | 9 } 9€E | 6 | OV [ Ol [ ST} 8 | TL |91 v [9€E| 6 [ST| ¥
BT| VI | 9T [ €l (o (€T |OSfoOC| S [9€| 6 |vp |I1 |[ST| 8 | 6 |91 | Vv [8 |T1|ST| €
C| 1101086V |0OS) O] OO | OJOOI|ST|ST] 8| T |O | O |9]|VC|ST| T
91 € | vl | L [O8]OF|OS) ¥# | 1T [OT | ¥ |08 |0OC|ST| ¥ | T |TL| € [08|OC|ST| I
%L) 1T %] T %] €| U %) 1 |%C| T [%E| €| UI%BI| T %] T |%E] €| T | o
SISYOBA) S[BWIJ PUE S[BIA SIOUOES} S[BWIS] $1940ea} A

saiuab Ansod sy} uo

alleuuolsanb ay) 0} sasuodsal S1ayoes) sjews) pue aje

‘1 Xipuaddy




L8T

8T ¥L | wT [ TI | 8 | VT |OS | OL | ¥ | 9€| 6 |8 | Tl | ST| VT |O1 [T1I | € |8 | TI | ST| 8¢
L] 9 | v [T | ¥9|TEJOSE O | O |TE| 8 |8 | LI |ST|TE| 9 [O91 | v [09]SI|ST]| LE
81| 6 | 8 | v | vL|LE|OS) 8 [ T | v [ 1 |88 |CTT|ST]Te| L |TL| € |09 ]|SI|ST|OE
vyl T | v | T|T6|9%|[0S) 0| O] 8| T |T6|[E|STIOV| T | O] O |[T6|CT|ST|SE
8| v | 8| v | V8| TP |OS| O | O |CT| € |88 |CTC|ST|OCT| ¥ ¥ | 1 |08]|0CT]|ST| ¥E
8| v | T | T |06|Sy|OS| 8| T | O )| O |C|€T|ST|¥C| T | V¥ |1 |8 |CT|ST| €L
9¢ | 81 [ TI | 9 [ TS [(9C | 0S| 8 | L |8 | T (¥ |91|ST|8|TIL |91 | ¥ |OF|OI|ST]| TE
vELLL | TL | 9 | PSS | LT|[OS| VT | 9 |91 | ¥ |09 ST |ST|9€ | Il | 8 | T |8 |TI|SCT|IE
vI| L [ 81| 6 [8 [¥E|OS| v | | [8C | L [8 | LT |ST|¥C| 9| 8 | T |8 [ LI | ST | OF
8| v |OL [ S |Z8|IV|[OS) O[O |91 | ¥ |¥8|IC|ST|O1L| v | ¥ | 1 |08]|O0T]|ST| 6C
vI| L | CL| 9 [vL|[LE|OSY] O | O (O | ¥ [¥#8|ICT|ST|OT| L | 8 | T |¥9[91 | ST | 8
L 9 |91} 8 [CTL|9E|OS] O | O [¥C| 9 (9L |61 |ST|8| 9|8 | T |8 |LI]|ST]| LT
¢sloc|oz et (T | I |OS|9S |Vl (8| L (91| v [ST|8|TH|¥C| 9 |8 | L |ST]| K
8| v | VL[ L |8 |6E[OS| O O |9T | ¥ | V8| IT|ST)OT| ¥ [T | € [CTL| 8L |ST| ST
8| v |OL [ S |T|IV|0S| 8 | T | 8| T |v8|IT|ST|¥C| T |T0L| € |08]|0C]|ST| ¥
CCTL I [ 9T | el | TS [9C OSSOl | ¥ |TE| 8 |TCS|EL|ST|VC| L |OT| S | TS| ¢El|ST| €T
8T vl | 8T | VI [ VP | TT|OS| TE| 8 [9€E| 6 (TE| 8 [ST|¥C| 9 |OT| S | 95| ¥l |ST| T
V| T 0[O0 |9 |8 |0S| OO O] O joOOL|ST|ST|¥PC|[ T | O | O |T6|¢ET]|ST|IT
vC|CL [ CL | 9 | ¥9[TE[OS|O9T | # |C1 | € |CTL|8L {ST|9T| 8 |TL| € |9 | ¥l | ST| OT
9C| €1 [ 8T | VL | OV [EC | OS | TL | € [OV | Ol |8 | TI | ST|OTL |OL [O1L | ¥ | ¥P | I1 | ST | 61
9¢ | 81 | 9T | €1 | 8E [ 61 |OS|CE| 8 [ 8| L |[OV |OF |ST| 8 |OL | ¥C | 9 [9€| 6 | ST | 8I
v |1 Tl T 1T | v6|[Ly|OSf OO | ¥ | T |9 |¥C|ST|TL| T| O] 0 |T6|CT]|ST]| LI
Yl T |%C] T {%E] € | W% T | %C} T {%E] €| B l%l] 1 {%C]| T |%E} £ ] ™ woy
SI1949EB2) S[BWIJ pue S[BA $1010B9) O[eUI,] S19Y0Bd) [\




€ 9[eos 03 syuapuodsar Jo equnu = ¢
[ 9[eds 01 syuapuodsal Jo Jaquinu = |

88¢

syuopuodsai Jo adejusorad = oy
7 9[eos 03 sjuspuodsal Jo Iaquinu = 7
way 9y} 0} syudpuodsal Jo raquinu =u

9t | 8L | TC | IT | Ty | 1T | OS | 8 | L [ VT | 9 (8 |CT | ST TS| IL|0C| S |9€| 6 |ST]| €S
91| 8 | #E€ | LT | OS | ST | OS | 8 C |\ W | IT |8y | TT | STV | 9 | VT | 9 | TS| €l |ST| TS
91 € |1 |9 [y |0S| ¥ [ 8 C |8 |TT|ST|8 | T |91 | v |9L|6]I]|SCT|IS
PLl L |81 6 [8 | #E|OS | TL | € (9T | v |CL|BL|SC|¥r | ¥ |OT) S | V9|91 | ST | OS
Ol S |8 | 6 | 2L |9 |OS| O O [9T | v | ¥B | IT | ST OF | € |OT| S |09 | SL|ST| 6V
PLL L |21 9 | WL LE)OSHOL | v |C1| € {CL|[8T|[ST|8 | € |TI| € |9L]|61l]|ST| 8
¢] 1 v | TV |LV |OS]) ¥ [ O[O0 |9 |PC|ST|8 | O 8 | T [T6| €T | ST| Ly
9] £ 8 | ¥ |98 | v |OS| O O [T | € |8 |TC|STIOV | € | ¥ I | ¥8 | IT | ST | 9%F
9C | €L | 81 | 6 |95 |8 |OS|CL | € |¥T| 9 | VO[{91 |STiOF |[OT [TI | € |8 |TI|ST| SP
¢l 9 10C (00 (8 | veE|OS| V¥ L [vC| 9 |CL (8L [ST|OP | € [OL | ¥ | ¥9O |91 | ST | P
<Al 91 9 € |28 | Iy | 0S| 8 C 8 | T (W |IT (ST | v | ¢ [ 108 [0C|SC| &Y
<Ll 9 | vl | L | PLLE|OS] 8 C |91 | v |oL]|e6l |SC|9E | ¥ |T1| € |TL|8BL|ST|Th
8| v | v | T |8 |vw |0S] O 0| 8 cleeo|ec|sc|vc| v | O] 0 |¥8|ICT|ST| 1Y
v T | Vv | T |[T6|[9%|O0S|] O OO | O |OOT|ST|SC|8 | T | 8 ¢ | ¥8 | IT | ST | OF
L] 9 |81 | 6 [OL]|SE|OS] ¥ L | vC| 9 |CTL|8L|ST|9| S |TL| € |8 |LI|ST| 6E
Yl| T |%| T | %] €| BQ%I| T |%C|] T |%E| €| W |%I| 1 |%C| T |%E| € | U w

SIaYOBI} S[BWIS] PUR S[BA]

S1970Ba) OB

$1940EBa) SR\




Appendix 15.

Inspectors and experts’ responses to the questionnaire
on the poetry genres

tem | n | 3 13% | 2 [ 2% ]| 1 | 1%
1 17 | 14 |824] 1 [59] 2 |118
3 17 | 17 |1000] 0 |00 | 0 | 00
3 17 | 10 [588 | 2 | 118 5 | 294
4 17 | 10 |s88| 2 [118] 5 | 294
5 17 | 11 [647]| 2 |11.8| 4 |235
6 17 [ 16 941 1 [ 59| o | 00
7 17 | 7 412 4 | 235 6 |353
8 17 | 13 |765] 1 | s9| 3 |176
9 17 | 7 [412] o | 00| 10 |588
10| 17 | 15 [8s2]| 1 |59 ] 1 | 59
11 17 | 11 [647] 5 |294| 1 | 509
el 17 | 15 [s82| 2 [ng| o | op
13 17 | 14 | 824 3 |176| 0o | 00
14 | 17|16 [94a1| 1 |[59] o [ 00
15 [ 17 |12 [706] 0o [00] 5 |[294
16 [ 17| 13 765 4 [235] o [ 0.0
17 | 17| 16 [941| o [o00] 1 [ 59
18 | 17| 6 [353] 2 [11.8] 9 |[529
19 |17 7 [a12] 2 [118] 8 [47.1
20 | 17| 8 (471 2 |118]| 7 |42
21 17 | 16 [941] o [ o0 | 1 | 509
2 | 17| 9 [520] 1 |59] 7 [4.2
2 | 17| 11 |[647]| 3 |176] 3 |[176
24 | 17| 15 [882] o [o00 ]| 2 |118
25 17 | 14 |84 0 |00 | 3 |176
26 | 17| 4 [235] 1 | 59| 12 | 706
27 | 17 | 14 | 824 3 [176| 0 | 0.0
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item n 3 3% 2 2% 1 1%
28 17 15 | 88.2 2 11.8 0 0.0
29 17 17 1100.0f O 0.0 0 0.0
30 17 13 | 76.5 3 17.6 1 5.9
31 17 10 | 58.8 1 5.9 6 | 353
32 17 7 41.2 1 5.9 9 52.9
33 17 16 | 94.1 1 5.9 0 0.0
34 7 14 | 824 3 17.6 0 0.0
35 17 17 |100.0 0 0.0 0 0.0
36 17 9 22.9 3 17.6 5 29.4
37 17 13 | 76.5 3 17.6 1 5.9
38 17 8 47.1 1 59 8 47.1
39 17 14 | 824 1 5.9 2 11.8
40 17 17 1100.0| O 0.0 0 0.0
41 17 14 | 82.4 1 5.9 2 11.8
42 17 13 | 76.5 2 11.8 2 11.8
43 17 13 | 76.5 3 17.6 1 5.9
+4 17 14 82.4 1 5.9 2 11.8
45 17 9 529 1 5.9 f) 41.2
46 17 17 11000 O 0.0 0 0.0
47 17 11 | 64.7 3 17.6 3 17.6
48 17 17 1100.0| O 0.0 0 0.0
49 17 13 76.5 2 11.8 2 11.8
50 17 16 | 94.1 1 5.9 0 0.0
51 17 17 | 1000 O 0.0 0 0.0
5% 17 16 | 94.1 0 0.0 1 5.9
53 17 11 | 64.7 0 0.0 6 353

n.= number of respondents to the item. 1= number of respondents to scale 1.
2= number of respondents to scale 2. 3= number of respondents to scale 3

% = percentage of respondents.
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Appendix 16.
The significance of the differences between the means of
male and female pupils’ poetry preferences

Level of
No. |item Group n Mean g‘a{‘d?fd t value | significance
eviation )

Panegyric (in Male 145 2.23 0.77

L' |general) Female | 214 | 2.5 | 083 | 00| 9%
Panegyric of the {Male 152 2.93 0.30

; prophet Female | 224 2.93 0.27 i Is
Panegyric '?f Male 147 1.52 0.71

3 |rulers, ministers -0.44 0.67
and commanders Female 219 1.49 0.61

4 Panegyric of Male 149 | 2.07 0.81 134 0.18
family members |Female | 220 2.19 0.82 ) :
Panegyric of Male 148 | 2.13 0.82 .

> |friends Female | 222 | 2.33 | 099 | >0 | %%
Panegyric of Male 152 2.45 0.71

: scholars Female | 219 | 2.03 0.86 398 L

7S (in geasmh I ae = IR LD ERO S s N [0 09

Female | 216 1.88 0.81

; : Male 149 2.38 0.78
8 [Satire of enemies Fordle o) 523 0.87 -1.70 0.08

Satire of rivals in |{Male 151 1.97 0.78

ety e B R T | A
Elegias poetry (in [Male | 152 | 213 | 0.77

1 |general) Female | 215 | 224 | 082 | =0 | O
Elegy for rulers, [Male 151 | 'Ii66° | 071

11 |ministers and -0.57 0.57
Eheadll S S O R

Elegy for the Male 150 2:25 0.84

12 family members |Female | 222 2.32 0.77

0.86 0.40

! Male 152 | 218 | 084 :
13 [Elepyfor friends lloee et = e o 1048 | 10,02

Male 147 2.5 0.79 “
14 |Elegy for scholars Female | 222 193 0.78 -2.60 0.01

Elegy for cities  [Male 150 1.99 0.82
and countries Female | 219 1.85 0.83

15 -1.60 0.11

Description (in ~ [Male 149 2.44 0.70
general) Female | 220 2.40 0.75

16 -0.53 0.59
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Level of

No. |item Group n Mean gta{ld?rd t value | significance
eviation )
Description of  |Male 152 | 2.68 0.62
L Female | 223 | 2.65 | 067 | 20| 06
E&jﬁg;pt:’;ngf Male | 151 | 1.81 | 0.80
18 | & 386 |  0.00*
: Female 223 1.51 0.68
constructions
Description of Male 151 2.14 0.83 «
13 people at work Female | 222 1.76 0.79 et 0
Description of ~ |[Male 150 | 2.42 0.76 *
20 Loavel Female | 225 | 2.25 | 0.83 | 0 90
Description of Male 150 2,13 0.58 "
21 lrentles Female | 225 | 229 | o081 | >5[ 000
Description of Male 151 2.20 0.84 "
22 inventions Female | 222 1.70 0.79 280 090
Love poetry (in  [Male 151 2.46 0.78 | _
23 |general) Female | 220 | 241 | 079 | 09| 051
24 Platonic (virtuous)|Male 146 | 2.37 0.76 0.83 0.40
love poetry Female | 219 | 2.44 | 0.78
Male 152 2.55 0.72 "
25 |Love of God Femalo 23 338 0.78 -2.15 0.03
Explicit love Male 151 | 2.44 0.69 -
26 poetry Female | 221 | 2.11 081 | +08 %0
Meditation poetry (Male 150 | 2.57 0.65 |
2l (in general) Female | 217 2.51 0.68 0.5% A9
Meditation on the [Male 150 2.58 0.62
28 | soul Femae | 223 | 255 | veo | | Y
Meditation on life |Male 152 2.71 0.62
29 |snd the universs |Female | 225 | 272 | 056 | ¥ | 988
30 Bfoastful poetry  |Male 152 2.08 0.84 1.20 0.23
(in general) Female | 221 | 2.19 | 0.84
; ; Male 151 1.83 0.85
31 [Self-glorification Female | 225 1.95 0.80 1.21 0.22
Glorification of |Male 152 2.24 0.88
22 lite tiibe Female | 224 | 2.12 | os7 | 3| 017
Glorifying the Male 149 | 2.64 0.69 i
S | otion Female | 231 | 245 | 0.5 | —- | 04U
Nostalgia poetry |Male 149 | 2.57 0.64 "
3% |in general) Female | 222 | 2.73 | 054 | > | 0902
Nostalgia for Male 152 | 2.74 0.53
35 one’s homeland |Female | 224 2.69 0.60 =0.83 0.38
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Level of

No. [item Group n Mean g;z?;?;i t value signi(f;(;ance
s pomestrie ok I oL s | ow
e R e e e
38 ?ulljgrlsgnieds tt}?ose o Lk el TR G 0.34

authority Female | 223 1.50 0.63
N s SR T )
e e e e
A e
42 |[Repentance Il;i?;eale ;gg gg: ggg -1.86 0.05 *
i o e R e )
44 |Exhorting rulers i:fe?:;le g; g:(l)é g:gg -0.50 | 0.61
T il e e e e Y
47 |Patriotic poetry gz?‘nl‘lide égg gg; g;g -3.47 0.00 *
48 |Political poetry  frac 22 L 240 L BB | 549 | 00+
49 |Narrative poetry [2BC—02 1 255 L B0 | 135 | 017
50 [Epiopomry e [ U212 [0 0T
o g L TR el o e
52 |Free verse ;grllzle ;g; ;:; g;i 0.18 0.85
53 |Translated poetry ;’ﬁzle Si i:gg g:g;‘ 027 079

on e T 0T e

* Statistically significant difference
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