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ABSTRACT 

 

Given current changes and trends in foreign language (FL) education 

(National Standards, waning interest in FL study), educators need to develop 

intellectually stimulating tasks to encourage personal, inter-/intrapersonal and 

cultural growth. Although many researchers postulate that fictional texts are a 

superior means to accomplish this goal (Swaffar, 1992; Shanahan, 1997; 

Einbeck, 2002), only few have experimented with using them as a basis for 

culture learning (Scott and Huntington, 2002) or measured their overall efficacy 

for FL learning. This study investigated the effectiveness of fictional media in 

the German intermediate FL classroom using a multi-faceted research design 

incorporating different data sets (questionnaires, student journals, and CMC 

chats), which underwent quantitative and/or qualitative analyses. 

The pre-posttest format for of three questionnaires assessed changes in 

learners' responses to FL attitude and motivation for study, course interest, the 

National Standards, perceptions about the intellectual content of fictional media, 

motivation, and enjoyment.  Results showed that literature provides educational 

value beyond the level of language acquisition and encourages a multitude of 

learning dimensions.  

Students' CMC journals written about fictional media were analyzed 

using the Linguistic Inquiry and Word Count (Pennebaker, Francis, & Booth, 

2001) to ascertain changes of word usage in certain categories over the duration 
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of the semester.  A qualitative analysis using Grounded Theory (Glaser & 

Strauss, 1967; Glaser 1992 & 1998) showed emergent changes and themes 

relevant for culture and language learning. In addition to the journals, learners' 

CMC chats were also analyzed qualitatively to investigate the social nature of 

L2 language use and its pedagogical implications (Vygotsky, 1986). Shifts in 

categories and the emergence of themes were attributed to the effect of Text 

content/Genre rather than Time, and learners' chat did not evidence co-

constructivist/dialogic learning as first postulated. 
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CHAPTER 1: INTRODUCTION 

The humanities are studies in man and nature of man in narrow form – textual scholarship as the 
living breath of humane studies as movement of history, the humane movement. Textual 

scholarship meant, first, the recovery of the true text and then the true translation of  
that text. True translation turned out to be inseparable from true interpretation,  

which turned out to be inseparable from the true understanding of the  
cultural and historical matrix from which the text had emerged. 
That is how linguistic studies, literary studies (as interpretation), 

cultural studies and historical studies –the studies, which  
form the core of the so-called humanities-  

came to be bound up together.  
John M. Coetzee, in  

Elisabeth Costello 
Nobel Prize winner 2003  

 
 
 
 
 

1.1. PERSONAL STATEMENT ABOUT THE PROBLEM 

The challenges and opportunities within the humanities are rather 

conflicting and complicated by a particular task: we are to help move humanity 

forward along the path of and towards self-reflection, acceptance, critical and 

interdisciplinary thinking. Due to the special nature of the humanities, the 

context within which we work is enriched and enlarged yet focused a little bit by 

being in German Studies. In teaching in, of, and for German Studies, language 

itself can never be the sole goal (see Kramsch, 2006) – the aim needs to be 

bigger than that. While research in this setting does not have to be as narrow and 

precise as a discipline, which is, for example, racing to find the cure for cancer, 

it is bound by the sort of reasoning we in the humanities chose for ourselves. 

Hopefully our approach to reasoning leaves room to experiment, predict, and 

analyze more loosely and in a more comprehensive manner. 
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Given the rudimentary levels at which our students speak and the decline 

of the importance of German as a spoken language (see Dörney, 2002), we may 

have to accept that this language and culture might eventually be of interest to 

foreign language (FL) learners more so as a phenomenon to be studied 

(Kramsch, 2006) rather than a language one learns for the sake of speaking it 

fluently or obtaining a job. It is thus our task to propel students forward with a 

larger end goal in mind than that of language proficiency: to enrich their 

learning experiences and lives in a broader, more personal, encompassing and 

overarching sense.  

This dissertation research was largely inspired by Shanahan’s (1997) 

article Articulating the Relationship Between Language, Literature, and Culture: 

Toward a New Agenda for Foreign Language Teaching and Research, in which 

he illustrates the difficulty in and need for examining such a relationship. He 

states that “data-based research on literature’s impact just does not seem to 

work” (p. 166) but emphasizes that, even though the great value of literature for 

the language learner can not or has not yet been proven, language teachers have 

intuitive conviction about its value: 

The fact that intuitions about the impact of literature do not seem at 
first glance reconcilable with the more empirically based premises of 
data-based research does not mean that one cannot develop a rationale 
for those intuitive beliefs, even a highly detailed or systematic one. As 
students of literature, we believe in the value of analyzing intuitive 
forms of knowledge; we should not hesitate to use those same 
analytical skills to deepen our understanding of so central an aspect of 
our own world view as literature’s impact on the language learner. (p. 
166) 
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This dissertation attempts to clarify, verify, or disprove intuitions about 

the benefit of foreign language (FL) fictional media by examining its impact on 

the foreign language -in this case German- learner, for which multiple forms of 

data and knowledge, some quantitative, some qualitative, some interpretational, 

some emergent are utilized. This array of data sources and forms of analysis is 

meant to result in a more insightful, detailed, analytical, and paradigmatic 

understanding of the role and place of FL fictional media in FL classrooms. 

 

1.2. OVERVIEW OF THE ROLE OF FICTIONAL TEXTS  

Even though an increase or stabilization of FL enrollments seems to have 

occurred, "[T]his growth is tempered by the fact that total college enrollments 

have increased at a greater rate than foreign language enrollments" (The Modern 

Language Association Survey of 2002 FL Enrollments in US Institutions of 

Higher Education , p. 12.). In fact, the total college enrollment since the sixties 

has increased by a growth index of 411.9%, whereas the growth index for all FL 

enrollment stands at 221.3% (see Table 4 of the The Modern Language 

Association Survey of 2002 FL Enrollments in US Institutions of Higher 

Education, p. 12). Having reached a point in the evolution of FL pedagogy 

where the profession is starting to express concerns about sinking enrollments in 

FL courses (Schulz, 2002), where the American Council on the Teaching of 

Foreign Languages (ACTFL) has proposed five interrelated goal standards, 

which outline and describe specific and overarching competencies learners are to 
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acquire, and where it is likely that the language at study will eventually become 

the vehicle for delivering other forms of knowledge (Schulz, 2002, p. 10), the 

field may need to reassess its current stance toward beginning and intermediate 

undergraduate FL education.  

Although immersed in the communicative paradigm, revisiting already 

existent avenues in FL teaching, one of which is the use of fictional texts, 

suggests itself. After all, in the past, literature “has consistently provided the 

cultural backbone and, very often, the intellectual legitimization for the teaching 

of foreign languages,” (Kramsch and Kramsch, 2000, p. 68). With the dawn of 

communicative language teaching, the utilization of authentic fictional texts in 

FL teaching at basic levels of instruction was relegated to a minor role.  

Due to the perceived need of equipping students with functional skills 

such as writing invitations, ordering food at a restaurant, and reading bus 

schedule the “literary text has been less than privileged” (Patrikis, 2002, p. 51). 

Shanahan (1997), who expresses a great desire to give meaning to FL study 

beyond language acquisition, questions the touristic approach textbooks --

especially in comparison to literary texts -- commonly take and regrets the 

subsequent loss of meaningful and lasting learning opportunities. Given the 

premise of the humanities and the intuitive certainty that "literature has in and of 

itself something deeply significant to contribute to the process of language 

learning" (Shanahan, 1997, p. 165) it may be time to reevaluate its place and 

contribution to the FL learner and to validate its place not based on intuitions 
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and beliefs, but based on data stemming from the learners themselves.  

Additionally, learners' perception of the contribution of fictional text to affective 

factors, learning, and learning outcomes as stipulated by ACTFL’s 5 Cs1 also 

play a crucial role and need to be examined to see whether there is (any) 

congruence between their beliefs and those of professionals in the field. For the 

purposes of this study, the term 'fictional texts' (which literary texts are) is 

expanded to 'fictional media'. This term subsumes texts of modalities other than 

just printed text, namely visual, auditory and printed materials. 

 Given the above, the envisioned goals for a focus on fictional media are: 

(1) to affect students’ attitudes about Germans and the study of 
German 
(2) to affect students’ beliefs  about the usefulness of FL literature 
with respect to  addressing ACTFL’s 5 Cs standard descriptors, 
(3) to affect students’ beliefs  about the general usefulness of FL 
literature,  
(4)  to examine and document changes in learners' writings about 
fictional media. Possible insights into the nature of learning with 
fictional media could encompass but are not limited to enhancing 
critical discourse, knowledge building, cultural insights, promoting 
empathy, appreciation, and motivation.  

 
 Based on existing claims and beliefs about the benefits of learning about 

a foreign language and culture in a reflective, interdisciplinary, constructivist 

and humanistic manner via fictional media, the below hypotheses emerged.  

In order to test these hypotheses, instruments had to be found and/or 

developed to measure such changes quantitatively, and tools or methods had to 

be found to indicate whether changes in student writings took place. The 

                                                 
1 Communities, Culture, Communication, Comparison, Connection 
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research questions below already incorporate these instruments and methods, all 

of which will be explained in detail in subsequent chapters. The initially rather 

encompassing hypotheses could thus be broken down and reformulated into the 

hypotheses and research questions stated in the next section.  

 

1.3.  HYPOTHESES AND RESEARCH QUESTIONS  

Based on the 'problem' stated above, the following hypotheses and subsequent 

research questions were formulated: 

Hypotheses:  

German students in their fourth semester of language study, after 
being exposed to a semester long ‘treatment’ of fictional media will 
demonstrate change in attitudes, level of motivation, and perceived 
benefits of language and culture learning with fictional media. 

 In addition, their writings from the beginning to the end of the 
semester will evidence further changes through their reflections about 
FL texts introduced as part of the curriculum.  

Their computer-mediated chats about such texts will evidence co-
constructed knowledge and dialogism as necessary components of 
culture learning. 

Research Questions:  

(1)  Do students’ attitudes and motivation with respect to Germans, 
German language and German class change within one semester of 
engagement with German fictional media? (See Appendix A for the 
AMTB pre-posttest assessment instrument). 

(2)  According to self-reported students’ views and experiences, do 
their opinions change regarding how learning with foreign language 
fictional media is or is not an effective tool for addressing the five 
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standards in foreign language teaching as set forth by ACTFL (1999)? 
(See Appendix B for the 5 Cs pre-posttest assessment instrument).  

(3)  Do students’ self-reported perceptions about the value of fictional 
media as content for learning (about) German language and culture, as 
well as their motivation and enjoyment of these media, change within 
one semester of instruction based on fictional media? (See Appendix 
C for the FLLinC pre-posttest assessment instrument). 

(4)  What kind of changes or themes relevant for learning do students' 
private (computer-mediated) journals and texts reveal when 
investigated with a semantic text analysis tool and by the method of 
Grounded Theory?   

(5) Is there evidence of social constructivist/dialogic learning in 
students’ computer-mediated group discussion when analyzed by the 
method of Grounded Theory? (Do themes which speak to that emerge 
with Grounded Theory?)       

  

1.4.  OUTLINE OF THE DISSERTATION 

Chapter Two constitutes the review of the literature relating to the issues, 

which are relevant for this dissertation: fictional media, culture, and computer-

mediated communication (CMC), as well as a possible merging of these three 

main concepts for FL and culture learning. Chapter Three outlines the research 

design and procedures and the different data sets utilized in this research project. 

Chapter Four presents and discusses the results of the quantitative and 

qualitative measures as well as an overview and interpretation of the findings. 

Chapter Five summarizes the data findings presented in Chapter Four, discusses 

their implications, comments on the study’s shortcomings, and concludes with 

recommendations for future research in this area. 
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CHAPTER 2: REVIEW OF LITERATURE 

 

This chapter reviews the numerous issues relevant for this dissertation: 

the use of texts and their perceived potential benefits, the consideration of the 

five standards published by the American Council on the Teaching of Foreign 

Languages ACTFL's, the rationale for and integration of culture in the 

classroom, inhowfar culture is or can beaddressed by using texts,the utilization 

and benefits of computer-mediated communication as a tool for promoting joint 

and co-constructed learning about texts and culture. 

 

2.1.  DEFINING FICTIONAL MEDIA AND LITERATURE  

To avoid the assumption that the term 'literature' is equated with 

canonical works, the classical definition of literature2 is expanded to include 

visual, auditory, and any written texts, or, in short, fictional media. Thus, if the 

term ‘literature’, ‘fictional text’, or ‘literary texts’ is occasionally used herein 

(instead of fictional media), it is meant to refer to the entire body of authentic 

texts of a specific language, period and people. These texts have a more 

permanent worth and offer themselves not only for linguistic decoding but rather 

for cultural and/or literary illumination, and thus are works not exclusively read 

                                                 
2  The Random House College Dictionary definition reads: Literature refers to artistic writings 

worthy of being remembered. In the broadest sense, literature includes any type of writing on 
any subject; usually, however, it means the body of artistic writings of a country 
characterized by beauty of expression and form and by universality of intellectual or 
emotional appeal 



 23 

for factual information but for pleasure, interest, language and/or cultural 

insights. 

These types of texts provide “…’added value’ beyond the level of 

language acquisition,” (Shanahan, 1997, p. 165) emphasize the “value of 

analyzing intuitive forms of knowledge,” (ibid, p. 166) and involve experiences 

laden with emotions, or affect. They have the ability to go beyond aesthetics and 

to powerfully energize language learning, and thereby can not only serve as a 

motivational tool and as intellectual stimulation, but also contribute to the 

learning of a FL and its culture. The specific fictional media texts, which 

constituted the course content and which are referred to in this study of two 

German 202 sections, will be listed in Chapter 3.  

 

2.2.  DEFINING CULTURE  

The numerous issues and the variety of facets and angles contained 

within culture teaching have long both troubled and excited language teachers. 

Even though several of the works read for this dissertation include or attempt a 

definition of culture, culture itself “remains veiled in mystery, often accessible 

only with difficulty” (Allen, 1985, p. 137). People find it challenging to agree on 

a definition of culture, and Street (Street, 1993, cited in Papaefthymiou-Lytra, 

1995) points out that trying to define what culture actually is, is not only close to 

impossible but also rather unproductive, and suggest instead that defining what 

culture does is a more useful strategy. What is certain is that the old ways of 
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equating culture with the high cultural products or periods of a given society are 

no longer ‘it.’ On the other hand, simply defining culture in the classically 

anthropological approach as the totality of learned behavior, attitudes, and 

material objects is regarded by some as a muddied concept (Hall, 1959, p. 31). 

Interpretive approaches came into the light with interculturalists such as 

Geertz, where culture is seen as mediated by culture bearers and their perception 

of the cultural reality they see and live daily.3 Geertz (1973) defines culture as 

“an historically transmitted pattern of meanings embodied in symbols, a system 

of inherited conceptions expressed in symbolic form by means of which men 

communicate, perpetuate, and develop their knowledge about and attitudes 

towards life” (Geertz, 1973, p. 89). This is echoed in the terms employed by 

Bennett et al., who divide culture into objective and subjective culture, where the 

first includes cultural creations and artifacts of culture, and the latter is seen as 

communication and cognitive style, language use, nonverbal behaviors, and 

cultural values (see Bennett et al., 1993, in Lange, 2003). 

The notion of culture as patterns of behavior, which now fills the latest 

generation of textbooks, needs to add the concepts of “awareness, comparison, 

and other independent learning” (Lafayette, 2003, p. 61) as well as 

accommodate the fact that cultures are in constant flux. Cultures -- somewhat 

unlike languages, which are considered stable -- are “diffuse, difficult to grasp, 

translate into instructional goals, test, evaluate, and order; prodigious in 

                                                 
3 see Damen, 2003 
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quantity; and ever-evolving,” (Allen, 1985, p. 145) which makes it even harder 

to try to solidly and universally define culture. If anything, culture(s) have 

become even less stable in the past twenty years. Perhaps the vaguest and yet 

most precise and encompassing view is that culture is what one does,4 thinks, 

feels, produces, believes, etc. "around here." Culture is “an encounter in an open 

landscape,” (Tornberg, 2000, p. 284; cited in van Lier, 2004) is “contested, 

contemporary, and emergent” (Clifford, 1986, p. 19; cited in van Lier, 2004) and 

“discursively constructed” (van Lier, 2004, p. 192). 

 

2.3  THE FIVE STANDARDS IN FOREIGN LANGUAGE TEACHING  

This section first describes the five Standards and then comments on their 

relationship to FL fictional media.  

 

2.3.1 Description of the 5 Standards 

The American Council on the Teaching of Foreign Languages (ACTFL), 

in their National Standards document (1999), developed five standards in FL 

teaching, commonly referred to as the 5 Cs. These standards put forth explicit 

and descriptive guidelines with respect to what FL learners should be able to 

know and do at certain levels of FL study. 

                                                 
4  See also van Lier, 2004, p. 183 ff for definitions of culture 
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The standards, entitled Communication, Cultures, Connections, 

Comparisons, and Communities (or the 5 Cs) as well as their descriptive 

competencies put in writing the necessity to connect the study of FL better to 

cognitive endeavors and other disciplines as well as to move students’ 

performance far beyond and outside the scope of purely communicative skills. 

Instead, students are to be initiated into a world of multilingualism and 

multiculturalism, one where FL learning centers on the development of 

cognitive, interactional, inter- and intrapersonal skills as well as empathy and 

understanding with a true interdisciplinary focus, and one that is no longer the 

exclusive domain of language educators.5 

In representing “the direction and central focus that places culture 

learning at the forefront of language instruction,” (Phillips, 2003, p. 162) the 

standards resonate within interdisciplinary thinking and award culture the key 

role and outcome of student learning. This is evident in all five standards, for 

culture content is interwoven throughout.6  

 

2.3.2  Intersection of the 5 Cs with FL Literature 

Given that the importance of German language study is waning (Dörney, 

2002), German language educators need to seek out additional avenues for 

encouraging their students to study German beyond the typically four required 

                                                 
5  see Paige, Jorstad et al., 2003, for a more thorough discussion 
6  see also Lange, 2003; Lafayette, 2003; and Phillips, 2003 for a more thorough discussion 
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semesters, and need to help them realize the plethora of benefits of German 

studies beyond FL acquisition by, for instance, initiating learners into 

understanding and embracing the less tangible goals of FL study: inter- and 

intracultural learning (Kramsch, 1998). The use of fictional media and 

discussions of its affective-emotional impact within the realms of learning about 

the foreign culture adds a rich and dialogic dimension to the language 

classroom, and one that has the potential to underscore the vision embedded in 

the five Cs.  

In the context of interculturality, culture and language  

can be taught and learned through interpersonal processes, by an 
examination of difference, and via interdisciplinary examination of 
culture and language. The emphasis on the individual in the processing 
of literature, the connection of literature to the social sciences, and the 
examination of differences in language and culture (Lange, 2003, p. 279)  

 

are what Giroux (1992, in Lange, 2003) has referred to as ‘border crossing.’ 

Since language learners do not commonly view “language study as a means to 

open the mind or to explore other ways of solving common human problems,” 

(Damen, 2003, p. 74) a focus on fictional media might greatly aid in shifting 

their perceptions. In addition, empathy, namely the ability to discriminate 

emotion in others and to take the perspective and/or role of others (Sleeter, 2005, 

p. 117) can be enhanced through fictional media. Since direct contact with 

representatives of the target culture is not easily achieved in classroom learning, 

these kinds of texts can thus constitute a surrogate for making learners see, 

understand, and perhaps even accept viewpoints of other cultural groups.  
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Utilizing literature for examining and understanding people, their needs 

and environments as well as their daily problems (in short: their culture) is 

nothing new. Already over thirty years ago, anthropologists pointed to literature 

as holding the potential to afford students similar observations as the ones 

ethnographers in the field can make: discovering cultural patterns. Since FL 

classroom learners are hardly expected to do true ethnographic research in the 

target culture, they must be given another entry point into a foreign culture: 

fictional media texts. Spradley and McDonough (1973), in advocating stories as 

a way to access culture, state:  

The reader is left with the same task faced by every ethnographer: to 
analyze the implicit categories and cultural rules that people in the 
stories are using to organize their behavior. … these stories take you 
to the inner world of the actors. One of the cornerstones of cultural 
anthropology is that understanding another culture must occur from 
the inside out. No detached observer will discover the meaning of life 
in another society. This means participation as well as observation. It 
means learning a language and paying attention to the subtle 
nonverbal cues to which people are responding. It means incarnation 
in another cultural world. (Spradley and McDonough, 1973, p. xv)  

With respect to choosing appropriate texts for this cultural endeavor, 

Spradley and McDonough enumerate eight criteria, which the selections they 

included in their book Anthropology through Literature needed to meet. For 

example, they need to be written in the language of experience, have to let the 

author in, be written free from ethnocentrism, and seem worthy of reading and 
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rereading, to name a few.7 Although their book was not written with FL learners 

in mind, the approach expressed therein seems valuable in helping FL learners 

attain the goal outcomes described in the Standards.  

 

2.4.  PEDAGOGY OF LITERATURE  

2.4.1  Using Texts: Then and Now  

Nearly twenty years ago, Claire Kramsch (1985) offered a methodology 

seeking to amalgamate language and literature in the FL classroom to facilitate 

the integration of communicative goals and literary texts towards the larger goal 

of social discourse. Another aim was to combat what students think of as unfair, 

namely that first-year texts are “coextensive with the dictionary translation of its 

constituent parts” (Kramsch, 1985, p. 356) whereas later texts expect them to 

“read between the lines into a literary and cultural framework” (ibid) which lies 

beyond their immediate means. She advocates initiating students into 

interpreting and understanding the symbolic nature of a text as well as its 

cultural, social, and historical dimensions by creating a discourse universe 

between reader and text, one which hinges on three aptitudes: expression, 

interpretation and negotiation of meaning. 

To advance L2 reading comprehension and the enjoyment thereof, many 

researchers agree that the best point of departure for teaching with and learning 

                                                 
7  For a complete list see Spradley and McDonough, 1973, p. xvi 
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from texts is not the text itself, but the students as readers in our classes (Barnes-

Karol, 2003; Carroli, 2001). Since the purposes (canonical knowledge, 

grammatical accuracy, metalinguistic awareness) for which fictional texts have 

been used in the past have diminished jointly with the waning of the grammar-

translation period, it is now necessary to reevaluate and situate FL fictional 

media texts regarding ACTFL’s standards for FL teaching. 

 

2.4.2  Rationales for a Focus on Fictional Media in FL Classes  

A very obvious and probably common rationale for an emphasis on texts 

lies in linguistic gains. Incidental vocabulary (and spelling) acquisition through 

reading is well documented in reading research, most notably by Krashen 

(Krashen, 2000; Krashen, 1989), as well as the overall power of reading (Lao C. 

Y. and S. Krashen, 2000; Horst et al., 1998; Dupuy and Krashen, 1993; Krashen, 

1989) on improving reading test scores, learners’ attitudes, increased expressive 

resources (Hafiz and Tudor, 1989), or even on passing the infamous TOEFL test 

solely by reading extensively (Constantino, 1995). Grabe (2004, pp. 44-67) also 

calls for the promotion of extensive reading in order to enhance vocabulary 

growth and comprehension abilities. Nation (2001) reviews various studies 

(some involved the use of simplified texts, others had used unsimplified texts 

written for very young readers) involving extensive reading or ‘book flood’, 

which “show that extensive reading benefits quality of language use, language 

knowledge and general academic performance” (ibid, p. 150 ff). Krashen’s study 
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even showed that his EFL learners believe it will be possible to transfer their 

newly gained literary skills onto their future studies in general thanks to 

enhanced comprehension abilities. Maxim's (2002) study compared the results of 

two beginning German student groups, with two different foci of instruction: 

One read a full-length novel during class; the other was instructed following the 

communicative approach. When comparing both groups' results on three 

departmental tests and a pre-posttest assessing recall and vocabulary-related 

questions, he found that the treatment group, who had read the novel, performed 

at least as well as the comparison group. Aside from the more tangible benefits 

related directly to language use or language comprehension, which a focus on 

text can promote, there is also the possibility of less tangible but not less 

important gains, which texts may afford. Those are the ones of interest to the 

current researcher, and those are the ones that will be discussed and investigated 

in subsequent sections. 

Maxim's assertion that an L2 curriculum "will provide a richer, more 

rewarding experience if students are allowed to follow a coherent and systematic 

approach to language learning that allows for smooth transition from level to 

level" (Maxim, 2002, p. 33) speaks to the notion of a focus on fictional texts 

from the onset of FL instruction. Given that fictional texts are commonly the 

primary vehicle of instruction at the upper levels of FL, and because students 

largely seem to agree on the importance of studying these texts, such texts need 

to be included in the L2 curriculum. In addition, they can enhance students’ 
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appreciation of culture as well as the second language (Carroli, 2001; Davis et 

al., 1992; Harlow, L. and Muyskens, J., 1994).  

Davis’ (1992) attitude survey investigated undergraduates’ opinions 

about the use of literature in the FL classroom. Results showed that the vast 

majority of respondents found the study of literature to be personally rewarding, 

believed majors and minors should be encouraged to take literature courses, 

enjoyed expressing their personal opinions, looking for underlying textual 

meanings as well as reading about individuals with experiences different than 

their own.8 

If, as Lange states, “language learning and intercultural sensitivity are at 

the core, the real function of language programs is the understanding of and 

interaction with a wide range of human dimensions and their expressions,” 

(Lange, 2003, p. 284) then fictional media can provide great entry points into 

those dimensions and expressions. This is not a new notion, but perhaps one that 

has not received enough attention in the FL classroom even though Bakhtin, 

among others, already argued twenty years ago: 

Literature is an inseparable part of the totality of culture and cannot be  
studied outside the total cultural context. It cannot be severed from the 
rest of culture and related directly (by-passing culture) to socio-economic 
or other factors. These factors influence culture as a whole and only 
through it and in conjunction with it do they affect literature. The literary 
process is a part of the cultural process and cannot be torn away from it. 
(Bakhtin, 1998, p. 140) 

                                                 
8  Rather unexpectedly, the study showed that the relationship between travel in the foreign 

culture and attitudes toward its literature were unrelated and that, in fact, there was a 
“negative relationship between self-rated FL cultural knowledge and literature appreciation 
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2.4.2.1. Texts and Affect/Attitude9 

Already two decades ago, Feshbach (1986) found empathy, namely the 

“tendency to experience and share affective personal responses observed in 

others” (Feshbach and Feshbach, 1986, p. 1336) to be highly predictive 

regarding school-aged girls’ academic achievement in reading and spelling.10 

Robinson (Robinson-Stuart & Nocon, 1996, p. 435) stated that empathetic 

understanding of people means an affective personal response, and that one 

potential way to accomplish this is through fictional media. When a text is read 

with the purpose of discovering the different interpretations and meanings lying 

under the surface, it can easily play on affect as an inducement to learning by 

providing “the reader with the emotional involvement experienced when writing 

about personal topics and the objectivity that characterizes reader-based prose” 

(Godev, 1997, p. 641 paraphrasing Gajdusek & von Dommelen, 1993). The 

research literature turns to affect to address one of the major goals for learners 

(Bennett, 1993, Jurasek, 1995), namely the progression toward the development 

of intercultural competence by addressing the affective component of such 

competence (Paige, Jorstad et al., 2003).  

                                                 
9  see also Moskowitz, 1999, and Crandall, 1999, for a discussion of promoting positive affect 

in classrooms 
10  ibid, p. 1344; The authors did not find any relation between empathy and boys’ academic 

achievement, but speculate that this may be a reflection of the likelihood that “empathy is a 
more normative response for girls than for boys” (p. 1345). 
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Bernhardt’s review helps one understand better less formal/explicit 

factors involved in second language reading processing, and those, which often 

predicate the role of affect. In her synthesis of existing reading research she 

states that knowledge and affect are tied to individual readers whose personal or 

aesthetic response to a particular text seems unrelated to the readers’ proficiency 

level or any identifiable learning phenomenon. She also found that “background 

knowledge, intratextual perceptions and impressions seemed to be unrelated to 

length of learning time” (Bernhadt, 2000, p. 798). The little investigated role of 

affect on learners’ textual understanding and enjoyment of a given text suggest 

itself for future studies. 

Shanahan (1997) believes affect to be central for language learning. He 

decries the lacuna between teachers’ and textbooks’ concern for students’ affect 

and language learning motivation and points out that  

one is struck by a glaring gap in research about the extent to which 
the affective side of the language learning experience may be an 
inducement to the learner’s success [and] … finds almost no 
discussion of how language itself may be laden with affect that can be 
turned to the learner’s advantage.( Shanahan, 1997, p. 167)  

These insights had already been confirmed in a study involving children 

in a French immersion program with five+ years of exposure to French 

(Yeoman, 1996). The learners, despite their oral fluency, disliked reading stories 

in French even though they know the dictionary meaning of the FL words. After 

analyzing students’ transcripts and discussing this phenomenon with them, the 

researcher learned that the learners were not engaged meaningfully in the stories 
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because of their inability to relate to the words at the affective level. This left 

readers with nothing to get but information, which does not suffice to establish 

the affective connectedness to language necessary to ascribe personal 

significance to words and use them “to name one’s own experience” (Yeoman, 

1996, p. 600). According to the author, this is where “many of the ostensibly 

communicative activities suggested in recent methods and textbooks, while 

amusing and entertaining, are not particularly creative and do not place great 

emphasis on the affect” (ibid, p. 603). Again, fictional media, read for more than 

content information, holds the potential of engaging readers’ affect.  

An excellent example for the above comes from Scott and Huntington 

(2002) who suggest that “literature is a manifestation or a revelation of culture," 

(Scott and Huntington, 2002, p. 623) and designed a qualitative study in which 

they compared French learners’ attitude and performance as evidenced by one 

group studying a fact sheet while the other studied a poem, both about the Ivory 

Coast. They differentiate between cognitive and affective learning and rely on 

Lange’s (Lange, 1999, cited in Scott and Huntington, 2002) explanation that the 

former type of learning draws from analyzing, synthesizing, recalling and 

evaluating, while the latter hinges on responding to knowledge with willingness 

and enjoyment, valuing and respecting difference, organizing values into 

systems and being willing to revise attitudes.  

The students who had read the poem empathized, underscored cross-

cultural commonalities, related the issue to emotions/their personal lives, and 
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remembered the poem’s vivid imagery and passionate message. In short, these 

students learned and reflected on their own lives as well as those of people from 

the Ivory Coast, whereas in the other group only four out of nineteen subjects 

showed any indication of empathy or nonjudgmentalism. Instead, they tended to 

“reduce the cultural richness of a country … to a series of random facts and 

statistical figures,” (Scott and Huntington, 2002, p. 627) and some even showed 

evidence of ‘continentalizing’ or typifying the culture of the entire continent of 

Africa. This strongly evidences the need to engage affect in learning language 

and culture, and also displays how useful fictional media can be in eliciting both. 

Time has also shown to be a factor in students’ attitude toward the FL 

studied. Attitudes can become more negative and motivation can decrease the 

longer students study the FL (Massey, 1986, in Paige, Jorstad et al., 2003). 

Oddly enough, the use of authentic materials can also have adverse effects. In 

Stelly’s (1991) study (1991, in Paige, Jorstad et al., 2003), the attitude of the 

group who had been working with authentic materials did not improve, whereas 

the control group, who had been working with traditional materials, displayed a 

significant improvement in attitude. This dichotomy may be caused by students' 

reliance on the traditional textbook and their resulting distrust of ‘new’ and 

perhaps less clearly laid out materials. When Russell and Welty (1986, in Paige, 

Jorstad et al., 2003) investigated attitudinal differences regarding the use of 

traditional or authentic materials, they found no statistically significant 

difference in attitude. However, all students commented favorably on the 
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absence of a textbook and lauded the implementation of authentic materials. 

Ultimately, as Tomlinson explains, experiential reading of literature is “a full 

engagement of the mind and especially of the affective areas of the mind, a 

factor which research in neuroscience is demonstrating to be crucial to effective 

and durable learning” (Tomlinson, 1998, p. 183). 

 

2.4.2.2.  Texts for Enriching Course Content 

It seems a truism but cannot be overstated that reading a significant 

amount sends “an important message regarding increasing the intellectual 

content of language courses” (Bernhardt & Kamil, 1998, p. 47). Maxim (2002) 

elaborates: 

…if students can learn German by reading an extended authentic text 
in the first semester, there is now the additional possibility that 
content-based courses and interdisciplinary curricula with a  strong 
reading-based focus can be implemented sooner in the language 
learning process than previously thought. Typically, content-based 
courses are not offered until the third year of language study, which 
may prevent the majority of our students who stop studying the 
language after 2 years from having the opportunity to use their 
language skills to learn about different content areas. (p. 31) 

Kramsch (2006) goes as far as criticizing the educational goals of second 

language acquisition in general: “Die Second Language Acquisition (SLA) 

Forschung, die sich kognitiv und sprachlich auf die Anfängerstufen konzentriert 

und sich nicht um höhere Bildung gekümmert hat, gilt als die Legitimierung für 

einen kommunikativen Unterricht…” (Kramsch, 2006, p. 119. [My translation: 

SLA research, which cognitively and linguistically concentrates itself on the 
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beginning levels and did not concern itself with higher education, is considered 

the legitimization for communicative language teaching]) and suggests that 

“intercultural or socio-affective goals could gain momentum for German 

language classes” (Kramsch, 2006, p. 125, my translation) because “neither in 

the USA nor China does German have a clearly foreseeable communicative 

function” (my translation of Kramsch, p. 125, citing Edmondson and House, 

1998, p. 177). She pleads for reading texts not because they make for a good 

story, but because they contain cultural world knowledge and might even 

provide young people with answers to common human problems. In short, she 

point to texts which illuminate ‘Deutsch als Begegnungs- and 

Reflexionssprache’ (my translation of Kramsch, 2006, p. 131: German as the 

language of encounter and reflection) or which invite “the encounter of the 

learner with a new self, which only came into existence because of the German 

language” (my translation, ibid). 

The fact that recent authors (Swaffar and Arens, 2005) suggest 

redefining FL curricula to reflect, or consist of, genre-based learning rather than 

chapter-grammar based, adds strong support to the notion of focusing more on 

texts in FL classrooms. Thus, reading fictional texts functions not only to use 

language but also to learn sociocultural and literary content (Barnes Carrol, 

2003, p. 24). 

With respect to content as culture learning, literature can be an effective 

way to develop foreign cultural literacy by challenging student viewpoints, 
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contributing to cognitive flexibility, and stimulating sophisticated mental 

processes. Furthermore, in raising awareness, less explicit texts, which yield 

more inferences (Roloff, 1998 in Chang, p. 37), are effective for developing C2 

competence (Scott & Huntington, 2002), and are therefore more beneficial for 

FL students.  

Keeping in mind the notion of prolepsis (see van Lier, 2004, p. 152), 

namely projecting anticipated future learning outcomes into the present, Harlow 

and Muyskens (1994) state, “the use of intensive and extensive reading activities 

from the onset of instruction will prepare students for the advanced courses in 

programs where literature, culture and civilization are the focus” (p.150). The 

belief that literary texts in themselves have something profound to offer, 

something, which contributes to the language learning process in linguistic and 

cognitive respects, resounds also in Shanahan (1997, p. 165). 

 

2.4.2.3.  Texts and Motivation11 

The most apparent benefit of and reason for reading is the pleasure 

(aesthetic reading) or information (efferent reading) readers derive from this 

activity, and this should be no different for L1 or L2, especially since the 

importance of learner motivation as one of the key affective factors contributing 

to overall FL learning success has been well established in second language 

                                                 
11  see also Rinvolucri, 1999, for a discussion of humanistic exercises, which promote an overall 

sense of well-being and  also further motivation 
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acquisition research (Gardner, in Ellis, 1994). Unfortunately, there is little 

evidence about the explicit relationship between reading comprehension and 

motivation (Grabe, 2004), but it seems more than intuitive that FL reading 

comprehension will greatly be enhanced if readers want to read and enjoy what 

they are reading. 

Paige, Jorstad et al. (2003), in their review of motivation, report that, 

with respect to literature, students hold views that are not so favorable. In one 

study less than half of the students were motivated to study literature, which they 

viewed as hegemonic aspects of the culture under study. This had been 

previously confirmed in Martin and Laurie's (1993) study, which also found that 

students have a regular fear of literature, caused by their belief that they lack the 

necessary cultural background to appreciate and understand it (in Paige, Jorstad 

et al., 2003). Kern (2003), however, believes that “[A]s students begin to 

understand the connections between different forms of cultural expression, their 

interest and motivation to study literature will likely increase significantly,” (p. 

51) and Kempf (1995) stipulates that “pleasure is derived from the dialogue 

between culturally conditioned readers and texts” (p. 39) and that “students 

crave the pleasures and rewards that an engagement with linguistically 

challenging and intellectually meaningful text provides”(ibid, p. 40). 
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2.4.2.4.  Text and Higher Order/Critical Thinking12 

On top of the above, the benefits of student engagement with texts 

(fictional media, literature) extend themselves to critical thinking skills. As Kern 

(2003) describes:  

Texts –written, oral, visual, audiovisual- offer learners new aesthetic 
experiences as well as content to interpret and critique. The point is 
not simply to give them something to talk about (content for the sake 
of practicing language) but to engage them in thoughtful and creative 
acts of making connections between grammar, discourse, meaning, 
between language and content, between language and culture, 
between another culture and their own – in short, making them aware 
of the webs, rather than the strands, of meaning in human 
communication. (Kern, 2003, p. 42) 

He regards reading and writing about what was read as any discipline’s 

foundation for intellectual inquiry as well as creativity and argues for organizing 

FL teaching around texts (ibid, p. 58). As a corollary, reading of fictional media 

contributes greatly to problem solving since words are “always embedded in 

linguistic and situational contexts, reading and writing involve figuring out 

relationships between words, between larger units of meaning, and between texts 

or imagined worlds” (ibid, p. 49). 

Kramsch and Kramsch (2000), in addition to vocabulary acquisition and 

the development of reading strategies, view literature as an opportunity for “the 

training of critical thinking, that is reasoning skills” (Kramsch & Kramsch, 

2000, p. 67). Berman (1994) also shares this insight about the content benefits of 

                                                 
12  see also Crandall, 1999, for a discussion of activities, which enhance higher order thinking 

skills 
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fictional media. For him, “the study of literature is of primary importance for the 

cognitive gains following the engagement with materials of other cultures as 

well as self-reflection” (Berman, 1994, p. 10). The profits with respect to content 

extend themselves far beyond the FL classroom; they generally increase the 

likelihood of “empowering students within the realms of being academic readers 

and writers” (Hirvela, 2001, p. 129). 

 

2.4.3 The Question of How to Teach Fictional Texts 

Although there is no methodological recipe for the most effective way to 

teach with fictional media, it is obvious that the learners’ textual comprehension 

needs to be facilitated. To accomplish this, teachers rely on activating schemata 

to ‘prepare’ the mind for the text at hand, which is part of a top-down approach, 

subsumed by Goodman’s (1968) coined term “psycholinguistic guessing game.” 

This approach emphasizes the active role readers play since they utilize both 

formal and textual schemata, thought and language until, by adjusting or 

confirming their hypothesis about the text’s message, they derive meaning, 

which is “personally and contextually sensible to the reader” (Hudson, 1998, p. 

47). Top-down allows for the incorporation of the factors such as pleasure or 

aesthetics, the culmination of which can be seen in interactive literary theories, 

such as Rosenblatt’s reader-response theory (1937), adopting the notion that 

meaning is produced through the interplay between reader and text (Rosenblatt, 

in Westbrook Church, 1997). 
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Beach et al. (2004), in their research on class features which promote 

effective discussion practices for literature, point to a large group approach to 

encourage shared thinking, one where the teacher is not the question poser, but 

rather the facilitator, participant, promoter of diverse perspectives, linker to 

lived-world experiences, and modeler of response and inquiry strategies. Their 

findings also include that extended discourse stretches were “more likely to be 

framed by dialogic (Bakhtin, 1981) frames that invited alternative, conflicting 

perspectives, resulting in disagreements around alternative interpretations” (ibid, 

p. 137). Although these kind of perspectives are harder to achieve in a FL 

classroom due to learners’ struggles with limited language skills, when using 

fictional media in the FL classroom, teachers are reminded of the multitude of 

roles available to them as well as the importance of furthering scenarios that 

lend themselves to and are worthy of discussion and shared thinking, and 

possibly even invite conflict in order to promote a collaborative learning 

atmosphere and student participation. 

For development of cultural competence as a major educational goal, the 

“symbolic link between language and culture, i.e. the use of language in 

discourse as enacting social roles and representing cultural perceptions and 

misperceptions” (Kramsch, 2003b, p. 21) and thus the “dialogic process of 

coming to terms with the often conflictive encounter between two or more 

cultures,” (ibid) need to be kept in mind. Thus, for the convergence of two 

worlds, (Widdowson, 1983, p. 47) the fact that culture is in flux, is difference 
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and variation as well as the “product of self and other perceptions” (Kramsch, 

2003b, p. 24), the use of fictional texts can serve as a medium in constructing 

and comparing to different worlds.13 Additionally, it has the potential to be a 

“mode of interaction that focuses on exploration and description, rather than 

judgment and evaluation” (Kramsch, 2003b, p 31; paraphrasing Thomas, 1983).  

The efforts of linking language, culture, and multiple literacies culminate 

in Swaffar and Arens (2005) recent volume on curricular considerations and 

their realizations in FL learning: the authors advocate for remapping the FL 

curriculum into one whereby texts are the foundation for learning on all levels. 

They systematically outline and describe in detail an approach based on readings 

from the onset of instruction, where language teaching is recast “as part of a 

curriculum’s commitment to multiple literacies, not just to language learning” 

(p. 25). They address the multitude of goals for an undergraduate curriculum, 

namely one where the teaching of language and culture are constructed parallel 

to one another, culminating in equipping students “with both conceptual and 

linguistic frameworks on which they can build their own discourse capacities in 

reflective, substantive fashion” (p. 189). 

 

2.4.4 Authentic Materials: Potential Difficulties for FL Learners 

The FL learner faces certain challenges when exposed to authentic 

materials rather than materials, which are pedagogically prepared. One of these 

                                                 
13  see Kramsch, 2003b, pp. 27 ff for a more thorough discussion 
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is the textual comprehension of a text originally intended for native speakers. 

Textual comprehension difficulties in FL reading can stem from a variety of 

sources: basic decoding problems (lexis, phonemic-graphemic), which can 

largely be solved by providing glosses/vocabulary explanations; lack of 

syntactic knowledge of the L2, which can partially be explained by the 

competition model14 and possibly be alleviated by rereading. To facilitate 

learners’ textual comprehension, teachers rely on activating schemata to 

‘prepare’ the mind for the text at hand.  

While teachers routinely utilize this helpful technique, an over-reliance 

on, for instance, genre schema can cause a faulty interpretation or 

comprehension of a text. In Fecteau’s (1999) study, nearly all students recalled a 

happy end in the L2 text recall task even though that contradicted the text. They 

had mistaken the text for a fairy tale, reconstructed it commonly with ‘once upon 

a time’ and ‘recalled’ a happy ending, thus demonstrating a) that genre schemata 

can easily override a text’s actual content and b) that “appropriate schemata [are] 

needed to comprehend a specific text” (Fecteau, 1999, p. 489). 

Bernhardt notes another issue, namely “definite reliance on the first 

language (that both facilitates and interferes with) within second-language 

processing” (Bernhardt, 2000, p. 802). If FL teachers fail to imbue students with 

necessary, appropriate and relevant knowledge, this reliance on one’s native 

language can be so strong that students reinterpret FL texts “within a cultural 

                                                 
14  this model is suggested by Bates and McWhinney, discussed in Ellis, 1994, pp. 377-379 
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framework that is at odds with the intended cultural framework” (Bernhardt and 

Kamil, 1998, p. 42). Anderson (ibid), who found that learners inevitably refitted 

and interpreted text passages within the framework most familiar to them even 

though the texts were meant to be read cross-culturally. 

Aside from the apparent difficulties of reading in a FL, learners face the 

challenge of not being the intended readers, which causes added complications 

because 

… the cultural, socioeconomic, and historical facts students learn 
about their own and the target community, as well as their knowledge 
of literature and literary concepts from high school or previous 
college literature classes, come into play as they read a foreign 
language text. … From this perspective, the gaps that our students 
face as nonintended readers may not be only primary to linguistic or 
literary but also conceptual and cultural. (Barnes-Karol, 2003, p. 25) 

If FL teachers fail to imbue students with necessary, appropriate and 

relevant knowledge, this L1 reliance can be so strong that students reinterpret FL 

texts “within a cultural framework that is at odds with the intended cultural 

framework” (Bernhardt and Kamil, 1998, p.42). Unfortunately, students often 

approach literary readings with a mindset in the ‘attack mode’ aimed at learning 

“vocabulary, idiomatic expressions, examples of grammar in use, dialogues, a 

chance, even, to practice pronunciation by reading aloud.”(Martin and Laurie, 

cited in Barnes-Karol, 2003, p. 23). 
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To counteract this tendency, repeated readings of the same text have 

proven very effective,15 especially when learners share their learning approaches 

and understanding of the text. After reading it, writing about it, reading other 

students’ remarks, then rereading and rewriting about the text and their 

perspectives about it, coupled with class reflections on differences/ similarities 

in responses, students who “were able to use their pre-existing literary 

competence, incorporate in their reading approach elements from other students’ 

processes and perspectives as well as re-shape the teacher’s input and make 

intertextual links” achieved the highest level of comprehension, inferencing and 

expression (Carroli, 2000, p. 12). 

 

2.4.5  Authentic Materials for Promoting Culture Learning  

Texts are authentic examples of language in use, and thus hold the 

promise of giving students the insight that “a natural language is a different way 

not only of talking but of thinking and imagining and of emotional life” 

(Friedrich, 1986, cited in Brody, 2003, p. 41).  The anthropological Kluckhohn 

(1956) model has proven to be helpful: Outlined in Jourdain (1998) is a three-

phase model for presenting cultural material in the classroom. Her model is 

student-centered and ties into the constructs of the 5 Cs (perspective, practice, 

and product). Students are responsible for gathering cultural information, 

presenting it, an unearthing which cultural values appear through them. Nostrand 

                                                 
15  see also Bernhardt, 1983 
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(1996) employs the use of a film (based on a literary text) to “develop student 

awareness of some of the values held in French culture” (in Phillips, 2003, p. 

167) by observing practices (what happens at the dinner table) and products 

(what is on the table) thereby exemplifying how readily many cultural products 

(fiction, film) can be explored for culture learning.  

This is echoed by Kern (2003), who argues for a literacy-based 

curriculum,16 one where the instructional focus “is broadened beyond an 

exclusive focus on literary texts” (Kern, 2003, p. 51) which will, in essence, 

enhance the value of literary studies “because textuality becomes a major focus 

of teaching at all levels. Explicit links can be made between literary writing and 

other forms of cultural expression, such as film, arts, music…” to aid students’ 

understanding “of how literature fits into the ‘big picture’ of signifying practices 

in the foreign society” (ibid). 

Insights from psycholinguistics17 help in addressing the question how to 

teach and learn with literature: In introducing a discourse (fictional media) that 

allows understanding the relationship between language and culture, students 

can identify cultural key words,18 cultural themes,19 or metaphors20 to undertake 

                                                 
16  See also Swaffar and Arens, 2005 
17  see Sapir-Whorf 
18  see Wierzbicka, 1997 
19  see Agar, 1991 
20  see Lakoff and Johnson, 1980 
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a comparative analysis for revealing culture on a lexical level because the 

lexicon might very likely be the area easiest to access for language learners.21 

 

2.5.  MULTIPLE LITERACIES  

The notion of multiliteracy or multicultural literacy necessitates a 

profound shift in the conceptualization of teaching and learning. Kress posits 

that previous aims in relation to literacies are no longer tenable because the 

belief that learners would acquire the grammar of a FL, which would bring with 

it the guarantee of competent use but that “was never really a plausible model of 

language, of literacy or of human beings as learners” (Kress, 2003, p. 49). 

Although he does not advance a definition, he describes a new literacy in terms 

of new needs associated with it, such as the need to not rely on reproduction (as 

was the case in the audio-lingual heydays), to be aware of and look to differing 

affordances of the various modes, focus on meaning-making and the student as a 

sign maker and acting on the world, creativity and various forms of imagination 

(see Kress, 2003, pp. 169-172). 

Regarding cultural literacy, Paige, Jorstad et al. (2003) found that the 

slim existing research supports using authentic materials in the instruction of 

culture. The use fictional media in all its forms (visual, written on paper, 

electronic, …) might lead one to believe that different processes are engaged 

when reading a book versus reading on the screen, but cognitive studies have 

                                                 
21  see Brody, 2003 
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widely shown that one’s reading experience, whether in an electronic or printed 

format, is largely the same. In fact, a computerized text “can facilitate 

comprehension and retention for someone growing up under the new paradigm 

of reading” (Johnson, 2003, p. 17). Students have access to more and more 

varied texts and information about texts, can instantly find out unknown word 

meanings, or can, in a computer-mediated communication setting, call on each 

other for assistance.22 

This changed reading paradigm, namely one which is no longer confined 

by the traditional book, is represented in the term multiple literacies. Several 

studies (Johnson, in Patrikis; von der Emde & Schneider, in Patrikis, 2003) 

evidence a deeper and longer-lasting student engagement with the FL in all its 

facets when learners are exposed to texts within the new paradigm. The demise 

of the printed book, although long anticipated, however, has not happened 

because the book itself changed.23 This has also changed the way students write. 

Instead of adhering to the classical essay, course assignments now commonly 

include chats or peer discussions, journals submitted on-line, to name a few.  

Naturally, the way reading and writing are seen has also evolved. 

Prompted by technology, contemporary people negotiate the construction of 

reading and writing, which is a change predicated by the reconceptualization of 

what it means to be ‘literate’, and hence marks a sharp departure from ‘the study 

                                                 
22  see also 2.9 section: Computer-mediated communication 
23  see also section 2.8 Multimodality 
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of literature’ in the classic, and outdated, sense. Yet the ‘literature’ gap or 

literacy orientation “continues to exist today, commonly manifesting itself as a 

difference in goals, orientation, and methods between lower-division (language) 

and upper-division study (literature)” (Kern, p. 40, in Patrikis, 2003). While 

meaning is central at any level, there is little emphasis on interpretation, “and 

even less to the cultural bases of interpretation processes and communication 

practices” (Kern, 2003, p. 41) although both are part of language and culture 

learning. 

In order to learn (about) both, some argue for a new and invigorating 

focus on communicating in writing as well as a focus on texts. The reasoning is 

that cultural premise and meanings are “in the absence of lived experiences in 

that society, often discovered through texts” (ibid, p. 42). Given that literacy can 

only be understood “from the perspective of a social context and not as the 

possession or personal cognitive ability of a single individual,” (Leki, 2004, p. 

116) what literacy is or means varies from one cultural context to another. Leki 

(2004) explains that four central issues comprise what is deemed academic 

literacy: correctness, range, identity, and community values.  

In the U.S. culture, the proper stance to take toward a text is one of 

skepticism and analysis, for those reflect one’s ability to think critically. In 

doing so, the writer is expected to display a large degree of individualism, of 

setting herself apart from others. This, in turn, ties into the suppression of 

affective responses, or the surfacing of condoned affect as sanctioned by the 
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educational context, also referred to as emotional hegemony (Jagger, 1992, in 

Langstraat, 2004). The latter describes the process “through which dominant 

groups struggle to regulate the epistemic potential of emotions, thereby 

determining which emotional states are valued and can contribute to knowledge-

making” (Langstraat, 2004, p. 293).  

Good writing thus allows feelings only as long as they occur “within 

approved boundaries of affective expression” (ibid, p. 300). Langstraat (2004) 

examines various reports related to schooling and its undergirding philosophies, 

and time and time again comes to the conclusion that these reports reflect an 

emotional hegemony by making a “contradictory demand for real feeling and 

cool affective expression” (ibid, p. 302). This is furthered by popular culture, 

which undermines humanist conceptions of emotions and, in fact, “became a site 

of surrogate emotional expression,” (ibid, p. 304) but Langstraat does not 

condemn popular culture. Instead, she utilizes the phenomenon of popular 

culture to illustrate the pervasiveness of emotional hegemony over people whose 

emotional styles may just have changed. She sees the “cultivation of cool 

affective stances, which have evolved into composition practices that too often 

sever learning from citizenship, classroom writing from public discourse” and 

“the absence of a critical vocabulary for affect” (ibid, p. 305) as hobbling our 

conversations. Instead, she advocates engaged classroom interaction and the 

abandonment of “a search for true emotions” in favor of emotion experiences 

and emotion discourse as they are part of the product of one’s culture.  The 
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articulation of the politics of affect as well as the critical vocabulary necessary 

for articulating the role of emotion, and “making emotions an explicit and 

central feature of our pedagogical theories” (ibid, p. 308) is seen as the 

necessary and crucial step toward liberation from institutionally sanctioned 

emotional hegemony. The nature of the writing assignments (all of which 

occurred with the computer) for this study encourages students to take a step in 

that direction. 

Furstenberg (2003) presents a way of ‘reading between the lines’ by 

having students from two different cultures describe their associations with, 

impressions and/or definition of culturally loaded words to one another. Her 

students gained a deep understanding of a culture’s orientation and became 

aware of striking conceptual differences by having their own notions about, e.g. 

freedom juxtaposed with those of beings from another culture. She explains: 

Reading between the cultural lines is indeed difficult, because it 
requires a double kind of translation: first a literal translation of the 
text, and then the ability to transpose oneself and one’s imagination 
into the author’s or speaker’s foreign world. It is a difficult skill to 
acquire, yet an essential one, for the purpose of developing true 
literacy in a foreign language. It requires accessing, seeing, reaching 
the embedded layers of emotions, judgments, and implicit 
connotations lurking behind a foreign reality and a foreign text. 
(Furstenberg, 2003, p. 75) 

Her study evidences the importance of cultural understanding on the 

level of the word, and thus speaks to an added kind of literacy: the reading 

between lines. Her study centered on various texts (fictional and news media, 

questionnaires, etc.) and their ‘meaning’ as perceived by native speakers versus 
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those of non-native speakers. Perhaps such an in-depth awareness of cultural 

connotations could not be achieved solely through text and without native 

speakers’ input. Again, though, text as the foundation for the investigation of 

culture offers myriad possibilities as a pathway to multiple literacies.  

 

2.6.  PEGAGOGY OF CULTURE 

This section is not meant to be a juxtaposition of section 2.4 'Pedagogy of 

Literature.' The two are initially addressed as separate entities 1. to acknowledge 

the possibility that these two areas might still be seen as somewhat exclusive of 

one another, 2. to discuss each within its own right, and 3. set the stage for 

blending them together in section 2.7, entitled  'Merging Literature and Culture.'  

 

2.6.1  The Issue of Culture in the Classroom: Then and Now  

Culture, historically, has aimed to cover history and the fine arts as the 

necessary background for advanced courses in literature (Phillips, 2003). Thus, 

culture with a big C, long retained its importance with its focus on names, facts, 

places, and historical periods (Brody, 2003; Phillips, 2003). When textbooks 

started to include cultural information, the degree of success ranged from 

“disinterest on the part of the learners to outright resentment,” (Damen, 2003, p. 

74) possibly because information “overemphasized innocuous similarities or 
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differences between the target culture and the native culture of the learner,” and 

was relegated “to a series of neat little boxes at the end of a lesson” (ibid). 

After years of lament, Kramsch (1987), having examined eight popular 

German textbooks, purports that the concepts constructed by the textbook 

authors “remain at a low level of abstraction,” (Kramsch, 1987, p. 99) and do not 

construct German and U.S. realities “within their respective frames of reference” 

(ibid, p. 105). In addition, the narrator’s voice through which the learner 

experiences her native (C1) and the foreign culture (C2), as illustrated through 

an examination of the cultural topic ‘sport’, led to the following implicit 

evaluations of the C2: 1) C2 is not different from C1; 2) C2 is different from C1; 

3) C2 is less than or is nothing but a lack of C1. She concludes that it is doubtful 

if textbooks can “bring about appreciation of differences and critical 

understanding of one’s own and other cultures” (ibid, p. 115). Given the amount 

of material covered in any given semester of FL instruction, the often heard but 

yet to be fulfilled call for a reduction of material in FL textbooks to ensure that 

culture does have a solid place rather than being treated as a “small sidedish” of 

language learning (Hook and Kahn, 1990) is understandable.  

Furthermore, textbook authors are faced with the complex and difficult 

task to present and explain foreign realities in reference to the learners’ own 

(cultural) concepts as well as those of the culture at study. This needs to be 

accomplished in constant interaction between the two concepts, as well as the 
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text and the learner, if intercultural and intracultural learning is to take place 

(Kramsch, 1998). 

Even though Kramsch has noted the textbook as the catalyst having the 

socially and politically transformative powers to experience difference in the FL 

classroom, one cannot rely solely on textbooks. The textbook has a most unique 

role since it needs to be grounded in the users’ native culture but, at the same 

time, show them a way out of their own and into the foreigners’ mode of thought 

and behavior in order to lead to social change (Kramsch, 1988, cited in Peck, 

1992). By making explicit the dialectic of self and other, ethnocentric 

assumptions can be deauthorized, and the FL classroom, as a concrete site of 

heteroglossia of conflicting discourse worlds, invites this analysis of national 

and political identities in- and outside of the class in the hope of furthering a 

deeper understanding/appreciation of the self and the ‘other.’ 

Obviously textbooks alone cannot provide teachers with the necessary 

materials and tools to teach, explain, and make understandable a foreign culture 

within its own right to language students. Neither can they alone supply the 

psychological-cognitive depth and format to anchor the new knowledge parallel 

to and intersecting with existing schemata in the hope of adopting a schema, 

which allows for the bird’s eye view envisioned by Kramsch, or the Thirdspace 

described by Kostogriz (2005). Oddly enough, despite early claims “to consider 

culture in its anthropological sense as patterns of living” (Brooks, 1968, in 

Lafayette, 2003, p. 55) and despite an explicit differentiation between culture 
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(the new view) and civilization (the old view of culture with a capital C), the 

translation of anthropology into the classroom was slow and tedious at best (see 

Brooks, 1975, in Lafayette, 2003). Three decades ago isolated cultural tidbits 

surfaced in textbooks, and beginning with the 80s, the works of sociolinguists 

contributed to influencing teaching materials as well as the scope of teaching 

favorably towards culture. Still, materials were largely “developed for the 

classroom rather than being authentic,” (Lafayette, 2003, p. 56) and one was 

hard pressed to find the necessary time to include and/or integrate culture in the 

predominately grammar-based syllabus. 

 

2.6.2  Rationale for Culture Teaching 

The place of culture in language teaching is widely acknowledged, but 

just how important culture is, is glimpsed by Kramsch (2003), where she, in a 

fleeting classroom moment, realizes and then researches the relevance of 

cultural schemata which so easily lead to misunderstanding, as witnessed by 

students’ construction of the word Ausländer and the ensuing construction of 

worlds different from their own, social realities based on ‘…their understanding 

of social order and of their place in it that often differed from the original” 

(Kramsch, 2003a, p. 15). 

Holme’s (2003) investigation, spurred by the ‘misuse’ of a single 

preposition, also demonstrated how easily “failure to grasp meaning can arise 

from cultural preconceptions” (p. 26). The resultant misunderstanding was not 
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based on a lexical error, but a product of conceptual metaphor/abstract thought 

and was ‘culturally motivated in that it arose from a way of carrying children” 

(ibid, p. 30). 

In fact, not only textbooks but also the skills of FL teachers need to be 

rethought. Kramsch (1989) explicitly states that the numerous development in 

research and pedagogy call for new types of teachers, teachers who  

have the near-native linguistic and cultural competence in the 
language necessary for them to serve as a model of native speaker 
discourse in the classroom; teachers who  are distanced enough from 
both the target culture and the native culture to be able to 
conceptualize and interpret the target culture from a native and a 
target cultural perspective; teachers who have a knowledge of how 
language and language acquisition work, how communication takes 
place, who have a critical understanding of the particular worldview 
espoused by a native of the target culture and of the native culture, 
that is, who have a reflected knowledge of the society, the history, and 
the literature of both cultures. Finally, we need teachers who 
understand the nature of schooling in general and the dynamics of the 
foreign language classroom in particular. In short, we need teachers of 
intercultural communication. (Kramsch, 1989, pp. 7-8)  

She believes this lofty and desirable goal can be achieved if scholars 

cooperate and operate with a plethora of personal, professional and national 

perspectives, thereby rethinking and redefining what gives our knowledge 

intercultural meaning. This not only held true for the nineties but holds equal or 

more importance now than ever. Disciplinary and national boundaries need to be 

crossed frequently and continuously, mentally and physically, and ‘foreignness’ 

needs to be thematized via introducing non-Germans to German literature in 

order to introduce them to the Kulturerbe as well as using “German literature as 
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a catalyst for discovering their own cultural identities” (ibid, p. 9) and thus 

culture learning, for Kramsch, “is an independent aspect of general education” 

(Lafayette, paraphrasing Kramsch, 2003 b, p. 58). 

 

2.6.3  Benefits/Importance of Culture in the Classroom 

“Culture is the loom, weaving the patterns of our lives” (Oxford, 1994, p. 

29), and teaching language “without emphasizing culture can degenerate into 

discussion of disembodied forms and detached vocabulary; in short, it can 

become communicatively and culturally vapid” (ibid, p. 31). 

With the aim of encouraging 'intercultural speakers', the process of 

socialization and decentralization of one’s own and taken-for-granted world 

begins with examining the same as well as one’s national identity, which is the 

one we assume in the initial stages of interacting with the 'other' (Byram and 

Fleming, 1998). One of the goals of culture teaching is to avoid polarization 

(we-they) and to set the stage for social integration into the host culture. 

Nostrand (1996) suggests enabling the learner to combine “experience of” and 

“knowledge about” into an understanding of one way of life alien to his own, 

thereby encouraging the formation and growth of two distinct into a third culture 

(Nostrand, 1966, p. 21). 

Having gained insights from social anthropology into the nature, purpose 

and importance of culture teaching, FL pedagogy drew further knowledge from 

cognitive psychology, especially schema theory. FL teachers’ work also serves 
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to dispel stereotypes, point out cultural fallacies and misunderstandings. 

Although stereotypes are a normal cognitive process affected by individuals’ 

psychology, group membership and positioning, as well as self-image, they can, 

if not illuminated, easily lead to –wrong– intercultural transference. After mora 

than twenty years of lament about textbooks’ lack of cultural content or their 

promotion of faulty, stereotype-enhancing information, Kramsch (1987) takes a 

close look at FL textbook’s construction of ‘other’ realities. 

In her discussion, she includes a cognitive-psychological dimension 

whereby she explains that learning about and of foreign culture (C2) requires 

students to abandon their initial models of reality (C1) in order to construct 

others. Students’ organized background knowledge (schemata) allows them to 

predict or expect aspects in their interpretation of discourse, and objects and 

facts only obtain psychological value when compared to their conceptual 

referents (Kramsch, 1987, p. 96). She indicates that the most beneficial of the 

levels at which conceptual comparisons occur is not one where object attributes 

are literally matched for similarity, but one that furthers higher order relations 

such as causes and implications.  

Linguistic anthropologists generally believe that “culture is what native 

speakers know in order to participate in their culture,” (Brody, 2003, p. 45) 

which makes knowledge itself culture-specific and culturally different with 
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respect to fundamental knowledge24 on even the most basic factors: physical 

space, temporality, social domains, as well as their organization.25 While it is 

impossible to import culture ‘wholesale’ into the classroom, the anthropological 

‘approach’ points to learner goals that are “more often comparable to those of an 

anthropologist in the field than they are to those of a child learning her first 

language in a cultural setting” (Brody, 2003, p 48) as well as to the teacher’s 

role of being an anthropological informer or broker. Thus, cultural comparison, 

accomplished by fictional media rather than anecdotes, holds great promise as a 

stepping-stone between two cultures. 

 

2.6.4  Models for Culture Learning and Teaching  

While earlier models regarded culture as “relatively invariate and static 

entity made up of accumulated, classifiable, observable, this eminently teachable 

and learnable facts” (Paige, Jorstad et al., 2003, p. 176), more recent models 

consider culture as dynamic and variable.  Viewing culture as a ‘topic’ in 

constant flux is accompanied by conceptual shifts from culture-specific to 

culture-general models, which address the development of inter-cultural 

competence.26 The necessary learning processes for accomplishing this rely on a 

learner’s exploration of his/her own culture, discovery of the relationships 

                                                 
24  as well as perceptions, to include Kramsch’s viewpoint 
25  starting with Nostrand, 1966, Troyanovich, 1972, Tinsley & Woloshin, 1972, and Geertz, 

1973, to name a few, anthropologies’ role and importance has steadily increased for FL 
learning 

26  see Page, Jorstad et al., 2003, for a more in-depth discussion of the model 
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between language and culture, and learning of the heuristics for the analysis and 

comparison of culture.  

Recent voices call for an intercultural competence as a skill set, one that 

can potentially even be acquired in the absence of learning the FL (Asher, 2004). 

The ultimate purpose is much more than an understanding of self and other, 

awareness, empathy, and appreciation for another culture’s worldview, which 

are what the FL classroom commonly seeks to achieve. Proponents of the 

Developmental Model of Intercultural Sensitivity,27 whose envisioned goal 

extends itself far beyond the realms of a second language classroom, aim for 

becoming cultural beings, for changes in worldview in order to make possible 

and enrich a living or working together. Bennett (2004) describes his model of 

intercultural sensitivity, which shows how  

the assumed underlying worldview moves from an ethnocentric to a 
more ethnorelative condition, thus generating greater intercultural 
sensitivity and the potential for more intercultural competence. Changes 
in knowledge, attitudes, or skills are taken as manifestations of changes 
in the underlying worldview. (Bennett, 2004, p. 75) 

 

Kramsch (1993) proposes a model for cross-cultural understanding more 

suitable for the FL classroom. Her model progresses from an intentional/initial 

misunderstanding to misunderstanding the cause of the misunderstanding, to an 

                                                 
27  for the model’s history and close description see: Bennett, M.,  1986, 1983, 2004 
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explanation situated within one’s own cultural framework, to then adopting the 

other’s reference frame.28  

Some models for teaching/learning culture employ ethnography 

fieldwork through interviews with cultural informants (McLeod, 1976; 

Robinson-Stuart & Nocon, 1996). Here, culture is viewed as a process, a way of 

feeling, perceiving and “relating to where one is and who one meets” (Stuart & 

Nocon, 1996, p. 432) since culture consists not only of products and forms but is 

the active life of those who share the same. The envisioned outcome is a 

multicultural synthesis through affective personal responses merging to create an 

overlap with one’s own and the target culture’s lens. The initial focus is on the 

cultures’ similarities but gradually widens as students hear and reflect upon their 

interviewees’ feelings and personal stories.29 The discussed ethnography course 

challenges students' identities, content expectations and learning assumptions. 

Additionally, it helps them develop new conceptual and analytical ways of 

thinking while reflecting on and understanding their own and others' cultural 

systems, thus making sense of new intercultural contacts and experiences rather 

than positivistic facts about other countries, structures and systems which are, 

despite the textbook’s attempt to freeze-dry them and turn them into fresh-

                                                 
28  see Kramsch, 1993, for an in-depth discussion 
29  Attitude surveys following the student-conducted ethnographic work show much improved 

interest in and attitudes towards the target language, culture, and its speakers, as well as 
revelations about the self and one’s own prejudices. Social change is triggered at personal 
and interpersonal levels through the social contact. This study brings about the realization 
that students’ own discovery is likely to be more successful than listening to teachers’ 
personal cultural anecdotes. See also Barro et al., 1998, for a close description of student 
ethnography for culture learning 
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looking digestible items of information, constantly in a process of contestation 

and change (Barro et al., 1998, p. 97).  

Another model for culture learning has been proposed by Fantini and 

Fantini (1997), who suggest developing students’ culture learning via examining 

artifacts (what people make), sociofacts (why and how people come together), 

and mentifacts (what people think/believe). Bennett (1993), who mainly focuses 

on cultural development from the perspective of actual encounters with native 

speakers or living in the target culture, rather than classroom learning, presents a 

comprehensive model outlining the stages in intercultural development a learner 

needs to go through in order to develop intercultural sensitivity: (1) denial of 

difference, (2) defense against difference, (3) minimization of difference, (4) 

acceptance, (5) adaptation to difference, and, for the final stage, (6) integration 

of difference. This needs to be achieved by balancing challenging and 

supporting the learner in such a manner that one avoids a ‘learner rest’ (caused 

by low-challenge content and low-challenge process) as well as a ‘learner 

leaves’ (caused by high-challenge content and high-challenge process).  

Thus, the teacher needs to combine activities and materials, which don’t 

result in either ‘leave’ or ‘rest’, and this could be accomplished by e.g. having a 

high challenge material (news, authentic text) but a low-challenge process 

(group work, whole class discussion).30 The issue of challenge and guidance is 

echoed in Damen, who elaborates on the role of the teacher and the culture 

                                                 
30  see Lange, 2003, for a more in-depth discussion 
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learning process as one that “Must be limited to guidance and support in the 

student’s cultural exploration. Teachers do not have to set culture learning 

outcomes: they must promote culture learning skills” (Damen, 2003: pp. 83-84).  

In the postmodernist view, knowledge, and thus also cultural knowledge, 

is “no longer disembodied within separate spheres of formal, intrinsic properties, 

but is coterminous with the sensuous aspects of everyday life” (Crawford & 

McLaren, 2003, p. 129). This view, in turn, collapses and collates high status 

knowledge, disciplinary boundaries and conventions, believes that systematized 

knowledge is not possible, and that it does not consist of bounded and cohesive 

systems of meaning. Instead, culture is situated within an arena of conflicting 

and polyphonic discourses. This view advances the claim that cultures neither 

transpire as uniform behavioral codes nor as beliefs that can be delineated and 

outlined in topics or syllabi. According to Crawford & McLaren, “we can never 

have access to the past, present, or future of our or other cultures except through 

expressed representations that never escape the realm of politics and ideology” 

(ibid, p. 131).  

What, then, does that mean for teachers? Reminiscent of Paolo Freire, 

above authors advocate an exploration with the students of the target culture as a 

multivariate process and not as an entity of transmission.  

As can be gleaned from the above, there is no dogmatic method of 

teaching literature, culture, and the interplay and interdependence of the two. 

Instead, the needs of language learners can be addressed by utilizing a multitude 
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of instructional activities: in class, outside of class, group/peer/whole class 

reading; writing different forums such as chats, CMC, response/reflective 

journals; discussing with partners, groups, whole class; semantic mapping.31 

Given the belief that culture is continuously constructed, a process 

model, namely one where participants foregoes amassing bits and pieces of 

knowledge (as per textbook culture capsules, teacher anecdotes, and the like) in 

favor of making students realize with which tools to facilitate understanding to 

the ‘foreign’ culture, is a necessity. The spotlight is thus on an “appreciation of 

culture as a constellation of phenomena in a continual process of change, 

brought about by the participants in the culture as they live and work” (Crawford 

& Lange, 2003, p. 134). Cultural themes and learning materials should reflect 

emotionally charged issues to foster the learner’s critical engagement with the 

cultural values of ‘others’, and learner engagement with fictional media holds 

that potential.  

Employing fictional media (which reflects multiplicities of subject 

positions and identities and subsequently allows for a multitude of viewpoints, 

cultural identities, discourses, and voices- in a discursive/explorative manner for 

reading, writing about, and discussing) is more than intuitive as a sound basis for 

a critical dialogue situated within the context of its culture. In concert with this 

fundamental belief, the teacher no longer functions as a disseminator of culture, 

                                                 
31  see Rings, 1992; Wierzbicka, 1997; von der Emde, 2003; Furstenberg, 2003 for more insights 

into semantic mapping 
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but rather “must participate with students in the cultural exploration” (Crawford 

& McLaren, 2003, p. 153). 

 

2.6.5  Problems Inherent in Culture Teaching 

While language pedagogues and current textbook authors agree on the 

necessity and importance of teaching culture in the FL classroom, one of the 

remaining questions is whether teachers’ notions and perceptions are at all 

congruent with those of their students. Chavez (2002) explains there is only 

sporadic evidence to suggest that students share researchers’ and teachers’ 

outlooks on the content and benefit of culture learning, and commonly fail to 

endorse instructors’ perceptions. Also, students do not necessarily view culture 

as essential and believe it distracts from or competes with the language to be 

learned. Moreover, culture learning is not solely achieved by sending foreign 

students to the target culture. Coleman's quantitative study indicated that FL 

students "hold clear, differentiated stereotypes of other European nationalities, 

and that residence in L2land has served, if anything, to reinforce the 

stereotype…." (Coleman, 1998, p. 51). 

Although teachers and researchers may concur that literature is an 

invaluable, interdisciplinary and motivational tool for FL and culture learning, 

we do not have much empirical evidence of its use and efficacy in the 

(especially lower-level) FL classroom. As long as students do ascribe a 

significant role to culture, believe it cannot be captured/taught in a classroom 
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setting, teachers and researchers will be hard pressed to teach culture effectively, 

whether with or without literature.32 

 

 

2.7.  MERGING CULTURE AND LITERATURE  

After many years, the place of literature within the realms of language 

and hence culture teaching/ learning has been redefined. Instead of relying on 

traditional literary works and/or grammar translation of the same, literature is 

now recognized as a means of overcoming cultural difference. Swaffar (1992) 

highlights literary narratives as a source for learning about a complex 

microcultural network by allowing students to look beyond concrete details and 

static traits/stereotypes and develop cognition. This invites students to expand 

their existing schemata into a more dynamic network revealing, i.e., how social 

life, values, governing, division of labor, distribution of wealth etc. work or fail 

in another culture.  She praises demanding literature since it “explodes 

stereotypes by creating a disequilibrium among social norms,” (Swaffar, 1992, 

p. 245) but proposes that beginning language learners start with popular texts to 

be read for cultural clichés and implied stereotypes before moving more 

advanced learners to more challenging texts and hence more sophisticated 

analyses.  

                                                 
32  see Chavez, 2002, pp, 132-137 for a more in depth discussion 
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Einbeck discusses the design of and materials for a literary course with 

the goal to aid students to become culturally fluent as well as “present the 

concept of cultural awareness and suggest strategies for acquiring it” (Einbeck, 

2002, p. 59). In her eyes, literature is a superb cultural lens raising cultural 

awareness, competence and sensitivity, enhancing intercultural education, 

offering strategies for dealing with the target culture, and portraying culture 

implicitly, all of which she believes to be magnificent preparatory tools for 

students who wish to spend time abroad. In contrast to the first half of last 

century, the purpose of literary texts has changed from translation gymnastics to 

creating a cognitive discovery path and building a cultural bridge between two 

different worlds with the added aim of unearthing and dispelling stereotypes, 

and is still gaining increasing momentum -- thanks to insights from social 

anthropology and cognitive psychology. 

Ortuño (1991) revisits the 1950’s Kluckhohn model originally developed 

to examine value orientations in the American Southwest. Utilizing this model in 

her language classroom, she invites one to rethink the place of literature for now 

this medium can be used with an added purpose. The model ‘exposes’ a 

culture’s value orientation with respect to human universals and thus provides a 

framework for bridging and bringing about understanding of divergent cultures. 

It serves as an advanced organizer for transcending ones own culture since it 

puts students “… in a much more receptive position to accept differences of 

another system,” (Ortuño, 1991, p. 452) focuses on the cultural analysis of 
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themes, aims to “draw students away from cultural presumptuousness,” (ibid, p. 

450) and suggests reasons for differences/similarities observed, allowing 

students a more relativistic perspective on the values of the target culture.  

As a background guide for teaching culture, the Kluckhohn model (also 

in combination with literature) affords the opportunity to glimpse and penetrate 

a culture’s deep structure in a systematic way, something learners grasp only 

haphazardly through cultural facts or tidbits. Well-chosen texts along with a call 

for responsible but impassionate teachers who help students overcome 

misconceptions, stereotypes and prejudices by functioning as an ‘interpreter of 

language’ (Weiss, 1971) thus paved the way towards a sound, enlightening, 

critical and relativistic way of culture teaching. Authentic texts are invaluable 

for unearthing/scattering stereotypes -- these texts are cultural networks whose 

connotations diverge with respect to the reader’s own cultural identity. A 

cultural reading of them can happen only when learners can differentiate their 

own culturally situated beliefs and opinions from the textually conveyed 

message.  

Helping students identify “basic relationships that characterize all human 

communities as they are represented in texts” (Swaffar, 1992, p. 242) is seen as 

a crucial teacher task. Why then is it that the role of literature has largely been 

marginalized in culture teaching? Shanahan (1997) explains that teachers know 

of the powers and value of literature intuitively, but this has not found its 

translation into SLA because, according to him, “Data-based research on 
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literature’s impact just does not seem to work” (Shanahan, 1997, p. 166). He 

also argues that we need to investigate literature’s affective domain as an 

enhancement of language learning and a springboard from which to study the 

relationship between language, culture and literature learning. From this cross- 

and interdisciplinary viewpoint, literacy  

is construed as a collection of dynamic cultural processes, rather than as 
a static, monolithic set of psychological attributes. It is both public and 
private, both social and individual. It is about the creation and 
interpretation of meaning through texts. (Kern, 2003, p. 44)  
 
This, in essence, highlights the interplay and interrelatedness between 

language and culture33 and familiarizes students with the stories “another culture 

tells about itself” (Berman, 1996, p. 43, cited in Kern, 2003, p. 48). 

 

2.8.  MULTIMODAL TEXTS  

Given that the term 'fictional media' in this study is used as an extension 

of 'fictional text' to clearly include texts of different modalities (e.g. visual), 

multimodality will be addressed briefly even though multimodality per se is not 

a factor being researched in this study. Rather, it is a corollary of the course 

insofar that the students, in addition to reading printed texts, were exposed to, 

learned with, and produced themselves fictional media, all of which may 

contribute to the envisioned learning outcomes. Thus, multimodality will not be 

addressed in much detail. 

                                                 
33  See also Swaffar and Arens, 2005 
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2.8.1  Why Multimodal Input? 

We are in the midst of an ever-increasing shift from book to screen (such 

as learners jointly producing a DVD), from traditional print-based media to new 

communication technologies such as CMC. Using multiple modes of input is 

easy and commonplace (and probably expected of a generation of learners who 

grew up with computers and ipods rather than bound books), and their use 

necessitates different student engagement and actions. This is where the notion 

of ‘interactivity” is crucial, for it signals an interpersonal aspect (one can write 

back to the author of a text) and it affords one to “enter into an entirely new 

relation with all other texts–the notion of hypertextuality” (Kress, 2003, p.5). 

When speaking of multimodality, two main distinctions surface: visual 

images and printed words. Kress (2003) explains the main difference for the 

‘reader’ as follows:  

[T]he reading path in the image is (relatively) open, the image itself 
and its elements are filled with meaning. … Reading paths in writing 
(as in speech) are set with very little or no leeway; in the image they 
are open. … The imaginative work in writing focuses on filling words 
with meaning – and then reading the filled elements together … In 
image, imagination focuses on creating the order of the arrangement 
of elements which are already filled with meaning. (ibid, p. 4) 

It is a given that  

New textbooks are not ‘books’ in the older sense: carefully structured, 
coherent expositions of knowledge, knowledge to engage with 
reflectively and to ‘absorb’. The new ‘books’ are often collections of 
worksheets; no careful development of complex coherent structures 
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here, and no deliberate carefully reflective engagement with these 
pages. These are books to be work with, to do things with, to act with 
and often to act on. (Kress, 2003, p. 21) 

The change in modalities and subsequent literacies as well as the 

demands for and tasks of the learners are apparent.  

 

2.8.2  The Benefits of Multimodal Texts 

Classroom interactions with technologies such as the one used in the 

current study (d2l34, DVDs produced in small groups), are multidirectional, 

promote textual authorship, promise greater democracy, ready access to all texts 

(Kress, 2003), and allow students to fill words with images and images with 

words, thereby tapping into different imaginative and creative pathways. 

Meaning-making is central, resulting in communicational landscapes (ibid, p. 

11), and furthering more types of learning, thinking, and viewing of the learning 

process. Suddenly, the perceived presence of the one with whom (CMC chats) or 

for whom (students' DVDs) one communicates, or rather, the social meaning of 

not being distant, results in greater communicational informality (ibid, p. 12), as 

teachers can attest to when viewing their students’ interactive texts produced 

with the new medium. This sense of nearness, which computer-mediated or 

computer-produced (such as their DVDs) communication affords, makes 

                                                 
34  d2l = desire to learn; see Chapter 3 for a more thorough explanation 
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language study/engagement more personal, relevant, and situated, helps learners 

to see meaning and purpose, and makes their involvement a necessity. 

 

2.9.  COMPUTER-MEDIATED COMMUNICATION (CMC) 

The purpose of the entire section on CMC is to make explicit the 

perceived and realized benefits of using CMC, to discuss its relevance for 

learning (more) about FL fictional texts (and fictional media) in a small group 

setting, which is seen as a -- necessary -- springboard for co-constructed 

knowledge and dialogism (as discussed by 'Vygotskians', 'Bakhtinians', and, 

more recently, authors such as Leo van Lier). 

 

2.9.1  General Benefits of CMC 

Ever since the local area network’s ‘inception’ at Gallaudet University to 

facilitate learning for deaf students, the use of computer-mediated 

communication (CMC) entered, inspired and has been celebrated in second 

language classrooms by students and teachers from all over the world. 

Researchers believe this technology holds great potential for second language 

learners with respect to facilitating face-to-face communication, enhancing 

interaction, discourse functions and roles as well as aiding in the process of 

learning about authentic second language texts. Furthermore, CMC fosters 

collaboration, possesses student-liberating power and increases student 
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input/output. This tool, which furthers a learning environment as envisioned by 

Paolo Freire, the father of critical pedagogy, gives all learners an equal voice, 

allows for the democratization among all class members as well as the learning 

process and the classroom itself. CMC’s benefit of increased and more equal 

participation --further aided by the more exclusive target language use/less code-

switching (Beauvois, 1995, 1998a; Kelm, 1992, 1998; Kern, 1995; Leppänen 

and Kajala, 1995) -- or pushed student output, which is deemed necessary for 

second language acquisition (Swain, 1985), is probably the one most mentioned 

in the literature (Beauvois, 1992, 1995, 1997; Cononelos and Oliva, 1993; Chun, 

1994; González-Bueno, 1998; Kelm, 1992; Kern, 1995; Van Handle and Corl, 

1998; Warschauer, 1995/96). This is no surprise since shier students are freed, 

especially when a pseudonym is used (Bump, 1990; Kelm, 1992; Beauvois, 

1992). The decrease in overall teacher control and/or interference is also 

considered to affect students and their exchanges very positively (Kern, 1995; 

Donaldson and Kötter, 1999). Often learners report that they can express 

themselves more freely, creatively and with less anxiety, fear of ridicule/overall 

pressure (Beauvois, 1995, 1992; Kelm, 1992; Warschauer, 1995/95), but it needs 

to be noted that “not just any linguistic production is considered beneficial 

‘comprehensible output’” and that we need CMC activities “that promote 

learners dual concern for communicating linguistic meaning while attending to 

and correcting their linguistic form” (Chapelle, 1997, p. 26).  
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Beauvois’ (1995) questionnaire survey further details the perceived 

student benefits when using CMC: increased output/self-reflection, better 

writing skills, conversational control, a low stress atmosphere, decentralization, 

risk-taking, etc. Based on students’ comments, she points to CMC’s strength in 

promoting writing as a social phenomenon (group support, bonding) and its 

adherence to the Vygotskian principles of scaffolding: students can go back, 

reread, ask peers for help, and build on each other. 

Ittzes Abrams (2001) investigated participants’ roles as exhibited in pen-

and-paper group journals versus CMC discussions on family-related topics 

within the realms of a third-semester German class. After consulting with 

learners as well as other instructors, she noted that, although many roles 

(scolder, commenter, informant, knower, questioner etc.) overlapped in both 

types of group writing, certain, more boisterous roles were found in CMC 

discussions only (attacker, challenger, supporter, joker). According to her, this is 

attributable to CMC’s immediacy, its fleeting nature and anonymity, all of 

which result in increased risk-taking. The enriched ‘repertoire of roles’ prepares 

students better for authentic interactive situations and helps them develop the 

skills to co-construct the discourse of their interaction, to take on actively a large 

variety of participant roles, so they can be successful participants and authors of 

what happens in the classroom, as opposed to being merely reactors to the 

instructor’s direction. This affords learners a better opportunity for extended 

practice of roles and the language associated with such roles, not only in the FL 
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classroom but also in the world beyond, the one for which teachers seek to 

prepare them. Leppänen and Kajala (1995) also observe the adoption of more 

and more unusual speech functions and social roles, e.g. provocatrice and 

conversationalist. 

As can be gleaned from these CMC studies, which mostly drew their 

insights from descriptive and holistic observations about students’ CMC 

produced texts and student responses to questionnaires about CMC, the initial 

focus was largely on the previously mentioned benefits. CMC has been found to 

be especially valuable in a small group arrangement (Bump, 1990; Beauvois, 

1998a, 1998b; Kern, 1995), when error correction is deferred for a later class so 

as to not disrupt the flow of discourse, ideas and energy (Beauvois, 1998b, 1997, 

1995, 1992; Kelm 1992, 1998; Van Handle, D.C. and K.A. Corl, 1998).  

Van Lier (2004) surmises a 'circular' small group set-up to be a more 

appropriate instructional than traditional classrooms: 

We know that the most common arrangement is still rows of desks or 
tables facing the front of the room where the teacher orchestrates the 
lesson. This classroom ecology is more conducive to teaching as 
transmission of knowledge, and learning as receiving information and 
processing it. When activity, perception, and information pick-up are 
placed in the center, the ecology of the learning environment may have 
to be changed. Perhaps work stations, resource centers, open activity 
spaces and consultation areas would be more appropriate in such a 
pedagogical ecosystem (van Lier, 2004, p. 135).  
 

Another excellent feature of the native speaker/non-native speaker 

exchange is that participants read to write and also write to be read, thereby 

greatly increasing their input and output.  
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2.9.2  The Importance of CMC for Working with Literature 

Aside from the above-mentioned general benefits of CMC, this 

technology has also proven beneficial when employed for the discussion of 

authentic texts (Beauvois, 1997; Bump, 1990; Cononelos and Oliva, 1993; 

Kelm, 1992; Kern, 1998). A recent study demonstrated how using a MOO 

(multi-user domain, object-oriented) “recasts FL reading as a collaborative, 

experiential, and circular enterprise,” (Von der Emde & Schneider, 2003, p. 122) 

and demonstrated how even low-intermediate language students were initiated 

into “the complex modes of reading practiced in literary and cultural studies” 

(ibid, p. 121). The MOO afforded students the experience of dealing with 

complex topics despite limited language proficiency, was expressive, and 

interactive, led learners to view the texts under examination/discussion 

enthusiastically, greatly increased their desire to read more texts by all the 

authors, and thus paved the way for lifelong, meaningful commitment to the 

language and culture at study. The authors summarize, “Ultimately, we believe 

that the collaborative experience of literally and figuratively entering the web of 

texts produced in our class gave our students a profound new sense of what 

reading in the foreign language can really mean and do” (ibid, p. 141). 

Not only can the instructor concretely view students’ topic 

comprehension based on their written debate about text content, but students are 

also given multiple opportunities to extract meaning from a text and create more 
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knowledge about it since they start out by clarifying areas of confusion, asking 

and answering each others’ questions in the target language (Beauvois, 1997) 

before they collaborate and construct a discussion that is entirely their own. In 

the end, “They have expressed their opinions, thoughts, questions, and feelings 

on a given subject in response to one another, often with little teacher 

intervention” (Beauvois, 1997, p. 176). 

As one of its early proponents, Bump (1990) used CMC as a literature 

discussion tool in an undergraduate and a graduate English course for native 

speakers by creating a problem-posing setting where students take the initiative 

and –rather than the teacher- are at the fore. Student questionnaires serving as 

the basis for his report show an overwhelmingly positive response. Not only did 

students value CMC’s use as a brainstorming tool, but they also commented on 

the enhanced ability to collect and organize one’s thoughts, respond more 

critically to others and praised the “greater access to emotions” (Bump, 1990, p. 

57) sheltered by the use of pseudonyms under which they had to discuss the 

viewpoint opposite to their own, an exercise which improved perspective-taking 

and provided them with “a better understanding of your own position of issues” 

(ibid, p. 58). 

For his learners of Portuguese, Kelm (1992) lauds synchronous CMC’s 

virtue of greater freedom and flexibility for expression, a previously not 

experienced degree of candidness/honesty in student responses to each other as 

well as a dramatic decrease in the teachers’ role as the authoritarian and informs 
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us that “several students mentioned that they tried harder to study the short 

stories before class because the wanted to be able to participate in the computer 

discussion” (Kelm, 1992, p. 449). Given that students have a tendency to shirk 

their reading tasks as preparation for classroom discussions; these findings will 

delight language teachers everywhere. 

However, his students grew more indifferent towards the proper second 

language usage as the semester progressed. He speculates that, due to a larger 

degree of freedom, students “attempted many language structures they might 

have otherwise avoided,” (Kelm, 1992, p. 450) which increased interlanguage 

expressions and thus lead to more frequent language errors. Beauvois (1992), 

having observed Kelm’s class and using the texts his students produced for her 

qualitative studies, corroborates his findings. She points out greater flexibility in 

exploring ideas and student-produced language. Moreover, she praises CMC for 

its permanence; students can review the “conversation” before the next class, 

thereby having a second chance to understand what transpired” (Beauvois, 1992, 

p. 459). When she initiated a networked exchange between an ‘at risk’ French 

learner and another high school student, the use of CMC brought about positive 

attitudinal changes in the poorly motivated high school student and served as “an 

important step toward training our students to be citizens of the world” (ibid, p. 

463).  

With respect to discussing literary texts, CMC has also yielded positive 

results (Fraser, 1999) in a course with the goal of introducing learners of 
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German to German literature and guiding their textual understanding and 

personal interpretation in order to encourage them to become life-long learners 

and readers of German. Fraser devised interactive and interpretative CMC tasks 

in which students assumed the role of a protagonist in the text or its author, 

which required an understanding of the character’s/author’s perspective and of 

the textual implications. Students deepened their understanding of the literary 

texts and “assumed responsibility for keeping to the topic, for writing in the 

target language and asking follow-up questions” (Frazer, 1990, p.70). 

Wanting to enhance cultural awareness and CMC’s authenticity, 

Cononelos and Oliva (1993) enlisted native speakers for her CMC sessions with 

her students of Italian. She chose highly structured Email tasks for the 

exchanges: her learners first read relevant articles on chosen topics and then 

posted responses to be discussed with native speakers. The holistically assessed 

outcome showed that learners felt increasingly confident and enthusiastic about 

their FL use and deemed the feedback provided by the native speakers valuable 

and helpful. She noted that CMC works especially well for content-based and 

student-centered instruction as it shifts the burden from the teacher to the 

learners and keeps learners interested and motivated. 

Kern’s (1998), in his study in which U.S. learners of French and native 

French speakers participated in a cross-cultural dialogue about their family 

histories via Email witnessed not only content but concrete culture learning. For 

example, the common French expression vous devez savoir was perceived as 
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condescending, thereby offending the U.S. learner, but offered the teacher an 

opportunity to identify  “‘hot points’ in the language and exploring the responses 

they evoke” so that “students and teachers can begin to develop an awareness of 

how cultural stereotypes are formed and perpetuated” (Kern, 1998, p. 73). These 

are little windows of opportunity a teacher can exploit to show how an 

individual message can reflect a culture’s opinion/attitude; delayed exchanges 

with a native speaker provide a rich and personalized language and facilitate 

understanding “not only by the immediate linguistic context of this letter but 

also by the common ground established in the previous texts” (Kern, 1998, p. 

72).  

Aside from offering an authentic purpose to learn vocabulary and 

grammar, native/non-native speaker exchanges motivate learners and help them 

predict meaning: what was said/asked in one message creates a certain 

expectation regarding what will be answered. As Kern explains,  

When learners are faced with the task of making their own world 
comprehensible to someone who does not necessarily share the same 
cultural background and values, they are obliged to reflect and think 
critically about their ordinary experience in relation to the other 
group’s reality. (ibid, p. 76) 

Just as Kern (1998), Donaldson and Kötter (1999) analyzed exchanges 

between natives and non-natives working in pairs on a project without much 

teacher intervention, and concluded that their authentic setting furthered the 

acquisition of language and culture more so than mere chats. 
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When FL learners engage with each other in CMC for the discussion of 

significant authentic FL readings, this sends “an important message regarding 

increasing the intellectual content of the language course” (Bernhardt and 

Kamil, 1998, p. 47) because it turns the course from ‘just’ a language course to a 

college-level course. In such a course, students have to reflect on each others’ 

remarks, which permits “students to ‘see’ and to perceive each other under 

different lenses” (ibid, p. 47) and enables them to “pick up on commonalities in 

other messages and relate similar issues in German and American cultures to 

each other. In addition, students seem to be questioning each other in their 

interpretations of the material they had read” (Bernhardt and Kamil, 1998, p. 51) 

and thereby create and read material with a variety of insights and different 

standpoints regarding Germans and their culture.  

A task such as the above  

moves students along at an appropriate intellectual level and rate in 
learning about culture. The convenience, interactivity and extended 
nature of electronic discussions make them ideal vehicles for 
providing instruction on culture to accompany basic language 
instruction and for offering topics for discussion beyond the students’ 
immediate world. (ibid, p. 54)  

 

2.9.3  The Role of the Teacher in CMC 

Much has been written about the role of the teacher in CMC discussions, 

and it has become clear that merely affording learners the opportunity to engage 

in CMC does not result in collaboration, meaning-making, or knowledge 
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building. Curran et al. (2003) describe the lack of constructivist learning among 

their sample of CMC participants from the healthcare field, who used a CMC 

software program to address the professional needs of rural physicians in 

Canada with the hope of providing better access to information and 

collaboration with one another. Most postings, however, were of a statement 

nature, and did thus provide information but did not invite dialogue. In fact, 

“Elements of critical reflection, interaction, and debate between participants 

were missing from the discussions … A key finding from this exploratory study 

was that the discussions did not exhibit ‘ideal’ constructivist or collaborative 

learning characteristics” (Curran et al., 2003, p. 235). 

Topper’s (2005) review of constructivist principles in CMC showed that 

discursive moves (warmth, praise, self-disclosure) positively impacted 

interaction (Picciano, 2002, and Burton, 1998, in Topper, 2004, p.56). Another 

study mentioned by Topper (Pawan et al., 2003, in Topper, 2004, p. 57) found 

no evidence of Bakhtinian/constructivist learning tenets. Students did not 

challenge one another’s ideas, their postings overall lacked awareness, and they 

were not certain about the structure or purpose of the discussion. To avoid 

superficiality in student discussions and to ensure that CMC discussions do 

reflect collaborative and meaningful discourse, some advocate for teachers to 

model thought-provoking questions, critical thinking, and reflection 

(MacKnight, 2000, and Lapadat, 2003, in Topper, 2004, p. 57). 
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Gilbert and Dabbagh (2005) also examined how online discussions can 

be rendered more meaningful, and what role structuredness plays in achieving 

this goal. They examined data from four subsequent semesters, in which the 

level of structuredness increased from semester to semester (beginning with a 

statement in the syllabus to explaining the roles of and guidelines for facilitators, 

to a description of how student postings would be evaluated, to tips for 

successful postings, to assigning a point value ranging from excellent to poor. 

The data was analyzed with a coding scheme based of the researchers’ 

understanding “whether the students were (1) relating new knowledge to prior 

knowledge, (2) interpreting content through the analysis, synthesis and 

evaluation of others’ understanding, and (3) making inferences” (Gilbert and 

Dabbagh, 2005, p.11). 

Their findings include that (1) facilitator guidelines augmented the 

number and nature of student postings, resulting in discussing the course 

material in a more meaningful manner, (2) the introduction of evaluation rubrics 

impacted e-discussions positively, and that both these changes resulted on 

“higher instances of making inferences (MI) and multiple codes in MI postings 

demonstrating a progressively complex though process resulting in meaningful 

learning,” (ibid, p. 16) whereas posting mandates such as specifying the length 

of a posting and requiring readings citations negatively impacted meaningful 

discourse. 
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Curran et al. (2003) analyzed the quality and degree of collaborative 

discourse (CMC interactions) to validate the beliefs that in CMC, “meaning and 

understanding are expressed, shared, and built on through the reactions and 

responses of others” (p. 230). His sample consisted of healthcare professionals, 

who used the CMC software program to address and discuss the needs of rural 

physicians in Canada with the hope of providing better access to information and 

to interact with one another. When, however, examined with TAT, the 

transcripts revealed that most postings were of a statement nature,35 and did thus 

provide information but did not invite dialogue. In fact, “Elements of critical 

reflection, interaction, and debate between participants were missing from the 

discussions … A key finding from this exploratory study was that the 

discussions did not exhibit ‘ideal’ constructivist or collaborative learning 

characteristics” (Curran et al., 2003, p. 235). 

Painter’s et al. (2003) study, whose results are in partial agreement with 

Topper’s (2005) findings and Curran’s analysis, examined the CMC transcripts 

of three different tutorial groups (A, B, and C), all of which were enrolled in a 

distance education course in applied linguistics conducted via asynchronous 

computer conferencing.  For Group A, the tutor was expected to take on a 

facilitative role but was not given any clear instructions regarding how to 

conduct or structure the CMC discussions of his group. The tutor of Group B 

                                                 
35  See section 3.7.1 for a better description of the evaluative transcript analysis tool (TAT) used 

by Curran et al.  
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had been asked to ensure that his/her students would put forth valid arguments 

during the conference, and was thus expected to intervene more in the 

discussions if necessary. Group C, on the other hand, was given four specific 

tasks intended to offer more scaffolding help in the hope of leading students to 

better argumentative skills and to the encourage them to provide evidence for 

their arguments. 

Their study demonstrated that students in the group with the least 

intervention (A) contributed least to the discussions; Group B, where the tutor 

modeled critical thinking with his own postings to the conference, invited 

information by asking open-ended questions, encouraging clarification, pressing 

for justification, and the like, participated much more strongly and succinctly. 

Group C’s specific tasks proved helpful in that their conferences were 

potentially rich but also constrained or even too monologic due to the nature of 

the tasks. The author’s conclude that, for developing students’ academic 

argumentation skills 

well designed tasks can promote both interaction and new reflection 
on content, without the tutor being necessarily dominant in the 
conversation, but [that] successful tasks are those that capitalize on 
the interactive potential of the conference and its potential as a record 
of discussion. It does not appear that leaving students largely free to 
determine the course of the discussion produced optimum results. … 
What remains in question, however, is whether the modeling of 
critical thinking by the tutor … will prove more or less efficient as a 
form of supporting student argumentation, than the setting of tasks to 
engage the learners in developing particular skills…( Painter et al., 
(2003), p. 171) 
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2.9.4 The Relationship between CMC, Vygotsky, and Bakhtin 

Vygotsky, an interdisciplinary researcher in the truest sense, studied 

philosophy, literature, esthetics, pedagogue, psychology of art, language, and 

childhood, and thus resonates within many disciplines, but fell out of favor with 

Russian Marxists who rejected the notion of interdisciplinarity, aiming instead at 

objectivist/purely scientific inquiry into psychology. He emphasizes affective 

and aesthetic experiences in the construction of knowledge and sees language as 

endlessly developing and as meaningful only in dialogue (Vygotsky, 1986, 

Thought and Language). Since we experience the world through continuous 

dialogue with our inner selves and with others, FL educators need to create 

opportunities for both while developing intellectually stimulating tasks which 

encourage personal, interpersonal and cultural growth, appreciation and 

understanding. One attempt to accomplish this is the use of CMC for peer 

discussions and private reflective journal entries. Vygotsky’s (1986) theory of 

the dialogical character of learning36 regards socially meaningful and mediated 

activities (e.g. CMC discussion) as generators of individual consciousness, 

which is built from the outside through relations with others, and which leads to 

higher mental functions (e.g. cultural awareness/ reflection/perceptual changes). 

As Curran (2003) states, “Making meaning is the ultimate goal of constructivist 

                                                 
36  For Vygotsky, concept formation hinges on two forms of experience: scientific (e.g. 

classroom activity) and spontaneous (emerging from reflecting on one’s own experience).  
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learning processes. To make meaning, constructivists believe that learners must 

be encouraged to articulate and reflect on what they know.”37 (p. 229) 

To the Vygotskian approach the notion of the zone of proximal 

development (ZPD) is central (Rieber & Robinson, 2004). Learning spearheads 

developmental change. The concept of ‘mediation’ implies “that factors external 

to the developing organism could influence its development. This promised the 

possibility of a ‘prosthetic” support for developmental change,” (ibid, p. 351) 

also referred to as ‘scaffolding.’38 And, finally, the social origin of development 

asserts, “every function appears twice, first in interpersonal process and then as 

intra-personal process” (ibid). As Kramsch (2000) states summarily, “For 

Vygotsky, psycholinguistic processes are the reconstruction in the mind of the 

individual of the mediated social interactions that this individual has experienced 

on the social plane” (Kramsch, 2000, p. 133). 

Vygotsky’s (1986) theory of the dialogical character of learning 

stipulates that concept formation hinges on two forms of experience: scientific 

(e.g. classroom activity: top down, conscious, deliberate) and spontaneous39 

(emerging from reflecting on one’s own experience, bottom up; strong in the 

situational, empirical, practical sense). With socially meaningful activity (such 

as, for example, discussing texts with CMC) being the generator of 

                                                 
37  Curran et al., 2003, p. 229, paraphrasing Reeves, 1996; Graham and Scarborough, 1999; and 

Boud et al., 1985.  
38  see van Lier, 2004, p. 147ff for a more thorough discussion of scaffolding 
39  see van Lier, 2004, p. 160 for a more thorough discussion of spontaneous and scientific 

concepts 
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consciousness, the individual conscious is thus built from the outside through 

our relations with others. This is echoed later by Stetsenko and Arievitch (1997), 

who state, “psychological processes emerge first in collective behaviour, in co-

operation with other people, and only subsequently become internalized as 

individuals’ own ‘possessions’ (Stetsenko and Arievitch, 1997, p. 161, cited in 

Swain, 2000, p.103).  Human higher mental functions (e.g. cultural awareness, 

reflection, perceptual changes) are products of such mediated activity. The latter 

consists of interpersonal tools (dialogue, scaffolding, etc.) and psychological 

tools (language, sign systems, e tc.). 

He also argues that scientific concepts are developed before spontaneous 

ones, and that they together lead to concept formation. Whole concepts are 

saturated with experience (for example, the concept ‘brother’); emerging ones 

(so-called pseudoconcepts) can be answered and explained, but lack the rich 

context derived from personal experience (for example, the concept ‘slavery’). 

Thus, whereas FL learning is strong in scientific concepts, it commonly lacks in 

spontaneous ones. Ones weak points in the FL are ones strong points in one’s 

native language and vice versa. Words for language learners have stable, 

dictionary-like word meaning, but lack word sense (the sum of all psychological 

events aroused in one’s consciousness by the word). The affectively engaged 

connection necessary is amiss,40 but could potentially be furthered through 

dialogic process-mediated activity aimed at giving rich context and allowing for 

                                                 
40  see also Yeoman, 1996 
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the personal experience necessary to combine scientific and spontaneous 

experiences into a whole.  

Although Bakhtin’s theory of literature and language cannot per se be 

called a pedagogy, Marchenkova (2005) explains how Bakhtin and Vygotsky 

can be linked together to inform our understanding of human interaction in 

learning. Bakhtin’s interest in dialogue emerges from literature and literary texts, 

and Vygotsky’s stems from dialogue as a developmental, interactive tool to 

enhance learning, yet for both dialogue is the main contributor in the formation 

of the self. Bakhtin stresses “the significant role of the ‘other’ in linguistic 

consciousness” (Marchenkova, 2005, p. 175) to a point where “To be means to 

communicate” (Bakhtin, 1984, p. 287, cited in Marchenkova, p. 177).  

Vygotsky on the other hand, considered the role of communication 

mostly for ones’ learning and psychological development. Thus, while dialogue 

is central for both, Bakhtin conceptualizes it as the necessity for understanding 

the self and the other, the precursor for intercultural understanding, which is 

made possible through “simultaneous entering another culture and remaining 

outside it” (Marchenkova, 2005, p. 178). Yet this ‘outsideness’ can be linked 

with Vygotsky’s ZPD. Marchenkova posits: 

Both outsideness and ZPD involve (at least) two participants 
connected with each other by a process of communication or 
interaction. Bakhtin’s dialogue presupposes a difference between the 
interlocutors, that is, a certain distance between them. If there is no 
such difference, then the interlocutors are simply identical to each 
other, and dialogue collapses into monologue. A ZPD can only exist 
when the interlocutors are unequal: The expert must know more 
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(about the subject of interaction) than the learner or novice. (ibid, p. 
179) 

Not only does their conceptualization of learning through dialogue share 

commonalities, but so does their view of culture. “Vygotsky (1978) conceived of 

culture as a product of social processes that are shaped by human interaction. 

Similarly, Bakhtin viewed culture as the product of human interaction,” (ibid) 

where learning about other cultures is a way of illuminating one’s own 

existence. 

When taken together,41 these two researchers42 inform FL pedagogy in 

terms of the self, the learner, who “exists precisely on the boundary between two 

languages and two cultures,” (Marchenkova, 2005, p. 184) and for whom 

understanding and learning about the self and the other, language and culture, 

comes together through the idea of dialogue. Although non-intended by either 

Bakhtin or Vygotsky, the adult FL classroom learner finds him- or herself trying 

to understand the language and ideas of a foreign culture for the intra-, 

interpersonal, and intercultural growth and understanding. Given that ideas 

become renewed, expanded, or even born in dialogic relationships when they 

encounter different, other ideas, FL learners need to be granted opportunities for 

dialogism as envisioned by Bakhtin. The interactive, interpersonal, and dialogic 

                                                 
41  See also Kramsch, 2000, for a useful application of Vygotsky and Bakhtin in the FL learning 

context 
42  See also DaSilva Iddings et al., 2005, for more parallels between Bakhtin and Vygotsky 
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character of learning, such as with CMC discussion tasks, can underscore, 

facilitate, or initiate this process.43 

While Bakhtin regards the above-described process as a dialogue 

between the self and others, necessary not only for learning but for being and 

understanding, which is “the culminating moment for the sake of which dialogue 

exists,” (Marchenkova, 2005, p.173) Vygotsky considers it to be a learning 

situation, namely the ZPD.44 In Vygotsky’s (1978) own words, “the Zone of 

Proximal Development … is the distance between the actual development level 

determined by individual problem solving and the level of development as 

determined through problem solving under adult guidance or in collaboration 

with more capable peers” (Vygotsky, L., 1978, p. 85, cited in Mitchell & Myles, 

p. 146).45 When carried out in small groups, CMC chat tasks, which require 

dialogue and shared thinking, hold the potential for providing the opportunity to 

learn from more adept peers, as stipulated by Vygotsky, and simultaneously 

invite the kind of dialogism necessary, according to Bakhtin, to understand the 

self and others.  

                                                 
43  For Vygotsky, outward, interpsychological relations become inward, intrapsychic mental 

functions. External speech becomes inner speech in a dynamic, fluid process. He cautions to 
not disassociate speech/words from their original function, which is communication. 
Spontaneous, creative thinking, imagination are inner speech, which emerges from one’s own 
experience. Adults think socially even when they are alone, but need verification/proof (the 
scientific/outer experience) to form a whole, and this is intermediated by dialogue, 
communication. 

44  See Poehner & Lantolf, 2005, for a more thorough discussion of the ZPD 
45  See also for further illustration and explanation of scaffolding.  
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Thus, CMC chats can contribute to coconstructing culture, to 'making' 

culture as the result and product of human interaction. For the present study, 

CMC is used as a navigational, organizational and motivational tool, but also 

because it constitutes an appropriate and superior pedagogical tool for 

interactive, dialogic, co-constructed discussions/knowledge about literature, 

culture and language as envisioned by Vygotsky and addressed by Bakhtin.  

 

 

2.10. CHAPTER SUMMARY 

 

The significance of fictional media (which is an expansion of the term 

fictional text to show that these text do not solely have to refer to ink on paper) 

for language and culture learning, seems to be a truism. The history of and 

models for teaching and learning culture has changed dramatically, but the 

textbook is slow to follow. As shown in the discussion above, research 

underscores the importance and potentialities of a focus on fictional media to 

further culture and content learning, motivate students, engage them critically 

and affectively, and enhance overall content in language courses.  

These kind of materials, while promoting comparisons of cultures 

(Brody, 2003) need to be employed in an experience-based approach, which 

considers learners voices, taps into their perceptions, and discoveries of self and 

others. While many scholars may agree in principle that literature can enhance 

affect, motivation, and enjoyment, further culture learning, and serve as a 
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catalyst for reaching the competencies described in ACTFL's (1999) five Cs, we 

do not have much evidence for these beliefs. We also do not know whether, 

how, and to what degree students hold the same views. The proposed 

instruments, together with students’ private thoughts about FL literature and 

their experiences with the same and their interpersonal CMC discussions, will 

shed more light onto FL fictional media as culturally/affectively effective 

classroom tool. 

Provided that the outcomes are favorable, teachers, curriculum planners, 

and textbook designers at the lower levels may want to consider the 

incorporation of more and more meaningful material in the form of fictional 

texts as a way for FL and culture learners to affectively (and intellectually) 

connect better to their studies. Given that many FL learners are coerced to reach 

a “woefully inadequate level of competence” (Schulz, 2002, p. 40) and the fact 

that many of them disappear from the FL curriculum after their obligatory four 

semesters, we may want to equip them with something of lasting value. This 

‘something’ needs to address the overarching issue declared in the introduction 

to the Cultures standard:  

American students need to develop an awareness of other people’s 
world views, of their unique way of life, and of the patterns of 
behavior which order their world, as well as to learn about their 
contributions to the world at large and the solutions they offer to the 
common problems of humankind. Such awareness will help combat 
the ethnocentrism that often dominates the thinking of our young 
people. (ACTFL, 1999, p. 39) 
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A dialogic, social, interactive, response-driven focus, which learners 

CMC discussions about fictional media underscore, may show to be a valid 

instrument for accomplishing this. 
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CHAPTER 3: RESEARCH DESIGN AND PROCEDURES 

Language is a landscape within which we live and understand the world, NOT an  
object to acquire. This landscape is formed by culture as well. Within this  

theory of perception, this landscape is dynamic for perception  
is dynamic, namely direct and indirect, multisensory, 

and activity is central to perception.  
(summarizing van Lier, 2004) 

 
 
 

3.1  STATEMENT OF THE PROBLEM 

At a point in the evolution of foreign language (FL) pedagogy where, as 

proposed by Schulz “the language becomes predominantly the delivery system 

for other disciplinary knowledge or interpersonal communication” (Schulz, 

2002, p. 10) current practices, methods, and beliefs may need to be expanded to 

allow for such ‘other knowledge’.  The profession is also expressing growing 

concerns about sinking enrollments in FL courses, especially German (Schulz, 

2002). We are thus called on to re-explore already existent avenues in FL 

teaching, one of which is the use of literature. 

Literature's “link to the study of language itself has gradually waned 

since the demise of philology and the onset of the communicative turn in 

language learning and teaching,” (Kramsch and Kramsch, 2000, p. 69) although 

it initially provided the scholarly foundation for establishing foreign language 

and literature departments at academic institutions (ibid, p. 68). As mentioned in 

Chapter 1, the communicative paradigm largely focuses on teaching students 

functional skills, which renders the authentic fictional text much less than 

privileged (Patrikis, 2002, p. 51). This is echoed by Shanahan (1997), who 
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comments that literature, while providing (lasting) value beyond the level of 

language acquisition, has been pushed aside in favor of utilitarian goals taking a 

“touristic rather than cultural approach” (Shanahan, 1997, p. 165). Both 

acknowledge and bemoan the lack of literary readings in the broadest sense in 

FL curricula and point to learning dimensions lost due to that absence.  Yet 

instead of bridging the gap between lower and upper division FL courses, 

contemporary textbooks’ focus is clearly on building communicative skills. By 

containing usually one literary piece as well as a fabled ‘culture’ box’ in most 

any chapter, literature and culture, rather than having a solid place in lower FL 

instruction, are mostly treated as a side dish of language learning. While literary 

texts, which are fictional texts, have been widely appropriated --and 

misappropriated-- in previous decades during the grammar-translation heydays, 

their role has since been marginalized in FL and culture teaching, but it may be 

time to reevaluate its place and contribution to the FL classroom. 

For the desired outcome of developing intercultural language learners, 

and those, who are committed more permanently, the social nature of language 

and its pedagogical implications as discussed by Vygotsky (1986) are of crucial 

importance. Yet, while foreign language teachers and researchers may agree in 

principle that literature can address culture learning, affect, and several of the 

competencies described in ACTFL's (1999) five Cs, whether, how and to what 

degree students view literature as a helpful with respect to any and all of this FL 

facets remains to be seen. Although the many claims and intuitions about the 
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benefits of literature portray a colorful and multi-dimensional picture, validation 

for this picture’s authenticity is needed.  

Students’ beliefs about the contribution of fictional media to affective 

factors, learning, and learning outcomes as stipulated by ACTFL’s 5 Cs play a 

crucial role, and so do their personal reflections as well as their interactions with 

peers. By examining transcripts of student discourse, the contribution of CMC, 

which is believed to underscore the principles of constructivist learning by 

furthering dialogic processes, reflection, and meaning making - to these facets of 

learning (Curran et al., 2003, p. 29) also needs to be investigated. Based on 

existing claims and beliefs about the benefits of learning about a foreign 

language and culture, this researcher submits the following hypotheses: 

 

3.2  MAIN HYPOTHESES 

To reiterate from Chapter 1, the main hypotheses are: 

German students in their fourth semester of language study, after 
being exposed to a semester long ‘treatment’ of fictional media will 
demonstrate change in attitudes, level of motivation, and perceived 
benefits of language and culture learning with fictional media. 

In addition, their writings from the beginning to the end of the 
semester will evidence further changes through their reflections about 
FL texts introduced as part of the curriculum.  

Their computer-mediated chats about such texts will evidence co-
constructed knowledge and dialogism as necessary components of 
culture learning. 
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3.3  RESEARCH QUESTIONS  

Having discussed the significance and existing research about FL 

literature, culture, and the use of CMC for the teaching of both elsewhere, many 

questions remain unanswered: 

(1)  Do students’ attitudes and motivation with respect to Germans, 
German language and German class change within one semester of 
engagement with German fictional media? (See Appendix A for the 
AMTB pre-posttest assessment instrument). 

(2)  According to self-reported students’ views and experiences, do 
their opinions change regarding how learning with foreign language 
fictional media is or is not an effective tool for addressing the five 
standards in foreign language teaching as set forth by ACTFL (1999)? 
(See Appendix B for the 5 Cs pre-posttest assessment instrument).  

(3)  Do students’ self-reported perceptions about the value of fictional 
media as content for learning (about) German language and culture, as 
well as their motivation and enjoyment of these media, change within 
one semester of instruction based on fictional media? (See Appendix 
C for the FLLinC pre-posttest assessment instrument). 

Null hypothesis:  
There is no difference in students’ responses to the assessment 
instrument from the beginning to the end of the semester.  

 
Alternate hypothesis:  
There is a difference in students’ responses to the assessment instrument 
from the beginning to the end of the semester. 

 

(4)  What kind of changes or themes relevant for learning do students' 
private (computer-mediated) journals and texts reveal when 
investigated with a semantic text analysis tool and by the method of 
Grounded Theory?   

(5) Is there evidence of social constructivist/dialogic learning in 
students computer-mediated group discussion when analyzed by the 
method of Grounded Theory? (Do themes which speak to that emerge 
with Grounded Theory?)      
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In order to relate these research questions to the three different data sets 

obtained for investigation, some of the above original research questions will 

have to be pulled apart when discussing the results of specific data sets in 

Chapter 4. It is hoped that each data set (questionnaires; journals; chats) informs 

the likelihood of obtaining the goals addressed in Chapter 1, but it is in 

combination with each other, and under the employ of quantitative and 

qualitative measures, that the results of this investigation are rendered most 

meaningful for FL fictional media as a culturally, cognitively and affectively 

effective classroom tool. 

 

3.4  VARIABLES OF THIS STUDY 

The dependent variables for this study are: (1) scores of pretest and 

posttest measure of attitudes towards foreign languages and speakers of German, 

motivation for foreign language learning, and attitudes towards the foreign 

language classroom (as measured by the Attitude/Motivational Test Battery, 

discussed under 3.6.3.1); (2) scores of pretest and posttest measures of fictional 

media’s ability to address the 5 standards for foreign language learning as put 

forth by ACTFL (as measured by the 5 Cs instrument, discussed under 3.6.3.2); 

and (3) scores of pretest and posttest measures of fictional media’s impact on 

less tangible factors (as measured by the constructs of the Foreign Language 

Literature in Class [FLLinC] instrument, discussed under 3.6.3.3: motivation for 

and personal enjoyment of FL study; FL culture appreciation, understanding and 
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empathy; intellectual content; and FL (socio)linguistic skills). The independent 

variable is the course content: fictional media.  

Confounding variables (age, gender, teaching style, etc.) may have 

influenced the results of the pre- and posttests but should have been minimized 

by the sample size (44 for the pretest, 42 for the posttest). It also needs to be 

mentioned that the researcher was also the teacher. Since this dissertation needed 

to get done and since the author had been assigned to teach two sections of the 

last of four mandatory semester (Ger 202), which is the one she wanted to 

investigate because it is at this level, that many learners disappear from the 

German curriculum, she decided to conduct her study even though she was the 

teacher and the researcher.  

An ideal research design setting would allow for a treatment and a 

control group. It would also allow for controlling all confounding variables. An 

ideal statistical setting would allow for random sampling and for responses from 

a very large number of people. These ideal conditions are a utopia in a setting, 

where each section of German consists of a maximum enrollment of 25 students, 

a number, which is too small for statistical purposes, where confounding 

variables cannot be controlled due to the sheer vastness of them (learning style, 

teaching style, age, gender, personality, peer dynamics, previous experiences, 

reading speed, level of tolerating ambiguity, personal taste regarding the 

fictional media chosen, to name a few) and where random sampling is just not 
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possible. Subsequently, it is possible that confounding variables did influence 

students' responses to the three instruments on the pretest and/or the posttest. 

However, rather than abandoning all attempts of conducting quasi-

experimental research aimed at establishing relationships that are subject to 

disturbance or confounding variables, which would be completely unproductive, 

the researcher guarded against potential variables as much as possible by using 

an existing instrument (AMBT), by designing her instruments on published 

statements (ACTFL's 5 Cs; statements from the research literature) rather than 

personal opinion, by statistical analyses which checked the instruments' 

underlying constructs (Factor Analysis) and by (after the factor analysis) pilot-

testing them mostly on students, with whom she had never interacted. 

Additionally, an independent groups t-test (within subjects) was chosen, even 

though this type of test is statistically less powerful than a correlated groups t-

test. This anonymous design was selected to completely avoid any and all 

learner identifying features46 and to disallow the possibility that students may 

respond to the instruments a certain way in order to please the teacher/ 

researcher. In addition, the teacher-researcher was not present on the pre- and 

posttest days and a colleague, who was uninvolved with the two sections of 

German 202, administered all instruments.  

 

                                                 
46   A correlated groups t-test is statistically more powerful than an independent groups t-test, but 

it would have necessitated the assignment of code names or some other marking feature to 
correlate each individual’s pre-posttest results. 
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3.5  PARTICIPANTS 

All German 202 studentsenrolled in the spring 2006 semester at the 

University of Arizona were recruited for this study (please see Appendix D). 47 

Most of these students have taken the 101-102-201 sequence or the equivalent 

thereof. They, most likely, will have learned German thus far with Kontakte, A 

Communicative Approach. Although this textbook contains a literary/cultural 

text per chapter, these texts are commonly glossed over or left out altogether by 

teachers in favor of grammar reviews or additional communicative activities. In 

short, students' exposure to learning through and with fictional media has been 

minimal. Class meets four days a week for 50 minutes.  

For one of these meetings, the class has access to the College of 

Humanities’ computer lab, where students are grouped around three circular 

computer pods, seating a total of twenty-four learners. This is where students 

engaged in computer-mediated communication (CMC) with their peers in a 

small group discussion format.48   

Both classes had the same teacher, syllabus, and course materials, and 

were taught in the same fashion, with the same seating arrangement, use of 

overheads, handouts, and activities. Given the statistical tests used and the 

researcher’s interests, the data from both courses were combined and regarded as 

one coherent whole data set. 

                                                 
47  Appendix D 'Background Questionnaire' renders a better description of the sample, a 

standard departmental form given to learners in the beginning of each semester. 
48  Please see 3.6.10.2 Students’ interactive CMC texts for a better description 
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3.6  DESCRIPTION OF RESEARCH DESIGN 

Because this chapter discusses several different data sets and methods of 

analysis, to avoid confusion, a brief and all-encompassing explanation will be 

given now before the individual data sets and analyses will be explained in more 

detail in subsequent sections. The present research design is labeled multi-

facetted and triangulated because it looks at three different types of data 

(questionnaire responses, journals, chats) and utilizes a combination of different 

method of analysis: T-tests (for pre-posttest responses to questionnaires), 

ANOVAs based on the LIWC's main categories (for analyzing the total of four 

journal writing instances per student), and Grounded Theory (performed on the 

four journals and selected chats). This is done to obtain a picture that includes 

quantitative (T-Test, ANOVA) and qualitative (Grounded Theory) measures. 

The LIWC is the semantic text analysis program, which sorted all of learners’ 

texts into its respective and predetermined categories. CMC is the tool with 

which journals and chats were composed, d2l is the name of the specific 

program. Another way of looking at this is that students' responses to the three 

questionnaires show their perceptions and beliefs, and that the journals and chats 

show in what kind of output an engagement with texts (fictional media) can -in 

this case- result. 
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3.6.1  Triangulation  

The goal of this study was to obtain a multi-faceted and more complete 

picture of student beliefs about the impact of fictional media as well as its 

contribution to meaning-making, culture learning, and affective factors. In order 

to accomplish this, data were triangulated (Webb et al., 1965), meaning that the 

study uses “a combination of methods to explore one set of research questions” 

(Mason, p. 148). The concept of triangulation  

… encourages the researcher to approach their research questions 
from different angles, and to explore their intellectual puzzles in a 
rounded and multi-faceted way. This does enhance validity, in the 
sense that it suggests that social phenomena are a little more than one-
dimensional, and that your study has accordingly managed to grasp 
more than one of those dimensions. (p. 149) 

Thus, the quantitative data obtained from three self-scored questionnaires 

(AMTB, 5 Cs, and FLLinC) in combination with learners' journals, analyzed 

quantitatively with the Linguistic Inquiry and Word Count (a semantic text 

analysis software tool) and qualitatively by the method of Grounded Theory, 

together with learners' chat data, also analyzed with Grounded Theory, will yield 

a more encompassing view of fictional media's impact on classroom learners. 

 

3.6.2  Random Sampling versus Intact Groups  

In an ideal statistical world, the instruments would have been 

administered to a randomly selected population, meaning that “every member of 
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the population has an equal chance of being selected for the sample” (Jaccard 

and Becker, 1997, p.16) but institutional, practical, and logistical constraints 

made random sampling impossible. In fact, the ideal of random sampling is 

rarely achieved in practice. Even if a population is sampled randomly, this 

procedure “does not guarantee that a sample will be representative of the 

population” (ibid, p. 18). For the purposes of this study, the author borrows from 

Wright (1997), who also faced the problem of not being able to randomly 

sample for his study. Nunan (1992, in Wright, 1997) explains: 

There are times when, if we are to carry out an experiment at all, it 
will have to be with intact groups of subjects, that is, subjects who 
have been grouped together for reasons other than the carrying out of 
an experiment. In these situations, while the internal validity of the 
experiment is weakened, it may still be thought desirable to proceed 
with the study. In instances such as this, researchers speak of quasi- or 
pre-experiments rather than true experiments. (p. 27) 

Thus, rather than abandoning research altogether because true 

experimental conditions cannot be achieved, quasi-experimental studies aim at 

approximating true experimental conditions by, for instance, designing studies 

which revolve around pre- and posttests, such as the current study, or 

experimental and control groups (Nunan, 1992, p. 41, in Wright, 1997, p. 80). 

It quickly becomes apparent that, when conducting research at one 

specific institution with a limited number of German students, a random 

sampling procedure is not an option because it would leave the researchers (a) 

with too few subjects, or (b) result in situations which would jeopardize the 

integrity of the class/the learning context, or (c) create unequal learning 



 108 

opportunities for students. Thus, this study combined the instrument scores of 

two German 202 sections for the purposes of pre- and posttest (44 and 42 

respectively), and thus used two intact classes. The totality of respondents is thus 

labeled an ‘intact group,’ which Borg and Gall (1989) define as “a set of 

individuals who must be treated as members of an administratively defined 

group rather than as individual persons” (Borg & Gall, 1989, p. 668; cited in 

Wright, 1997, p. 80).  

 

 3.6.3  Description of Statistical Data Analysis: T-Tests and 
ANOVAs 

 
3.6.3.1  Using T-Tests for a Pre-Posttest Design with Two Levels 

In order to measure shifts in attitude, motivation, and the efficacy of 

literature as perceived in the beginning and the end of a semester-long exposure 

to and interaction with literary selections, and to measure any shifts in students’ 

perception about use of/engagement with literature in FL teaching, a pre-post 

test design is adequate because it allows for the maturation necessary when 

examining the efficacy of and student affect towards the use of FL literature in 

the classroom. The pre- and posttest scores of these instruments will be 

subjected to an independent groups T-test. A within-subjects design not only 

ensures a large enough sample size, but also controls well for ‘disturbance 

variables’ such as individual learner differences. In addition, the test is rather 
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robust even when distributions exhibit considerable skewness (Jaccard and 

Becker, 1997).  

T-test statistics test the differences between two averages. In order for a 

T-test to be carried out, certain assumptions need to be met: (1) The data are 

independent, (2) Each observation is assigned to one and only one group, (3) 

The data are continuous and approach interval characteristics, (4) There is 

homogeneity of variance (the distribution in the populations from which samples 

are drawn is normal, and variances in the populations are comparable. (Hatch 

and Lazaraton, 1991, see Wright, 1997). 

The first guideline is met because this study used ‘treatment’ (fictional 

media) as the only independent variable. The second guideline is met because 

each individual analysis relies on only two means, namely the mean from the 

pre- and the mean from the posttest. Each one of the three instruments was 

administered twice: beginning and end of the semester, hence the pre-post 

format). The third guideline is met because the data collected with instruments 

were scored on an ordinal scale and measure how much one agrees or disagrees, 

or how much of each variable exists. The fourth guideline was measured and 

confirmed by the F-test49  (Levene’s test for homogeneity of variance, see 

                                                 
49  For the F-test to be valid, it is important that the assumptions of the independent and random 

selection be met. However, under certain conditions, the F-test is robust to violation of the 
normality and homogeneity of variance assumptions. This is particularly true when the 
sample sizes are moderate (greater than 20) to large. Under these conditions, the F-test is 
quite robust even with respect to marked skewness (Jaccard & Becker, 338). 
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below), a requirement of the T-test, which is needed to ascertain whether the 

sampled means show homogeneity of variance (guideline 4). 

 

3.6.3.2  Using ANOVAs for Data with More than Two Levels 

ANOVAs are an extension of the T-test, and are used when the 

independent variable has three or more levels rather than the two levels of a T-

test, thereby testing the differences between three or more means (in this case, 

the difference in means of word usage from Journal 1 - Journal 4 with respect to 

the LIWC's main categories (discussed below). Jaccard and Becker (1997) state 

that ANOVAs are employed to analyze relationships between two variables 

under the following conditions: (1) The dependent variable is quantitative and is 

measured on a level that at least approximates interval characteristics, (2) the 

independent variable is within-subjects, and (3) the independent variable has 

three or more levels. The first condition is met because the LIWC categories are 

quantitative; the second is met because the journal submissions of one and the 

same group of students were analyzed (rather than being compared to another 

group of learners); and the third assumption is met because journals were 

collected four times, which means that the independent variable –time- has four 

levels (= 4 Journal writing instances interspersed throughout the semester).
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 When the sphericity assumption50 of the F-test, which constitutes the 

procedure for testing the hypotheses, was violated, the Hyunh-Feldt adjustment 

factor was used because “the Hyunh-Feldt procedure is the preferred alternative 

for most applications in the behavioral sciences” (Jaccard and Becker, p. 371). 

Because the F-test considers the null hypothesis against all possible 

alternatives, after statistically significant results are obtained and the null 

hypothesis could be rejected, additional statistical analyses are necessary to 

determine the exact nature of the relationship between the variables. After all, 

the alternate hypothesis merely stated that not all population means are equal: 

There are shifts in the LIWC categories from the beginning to the end of the 

semester.  However, "Which procedure to use for determining the nature of the 

relationship after the null hypothesis has been rejected is controversial among 

statisticians."51 Here, the Tukey Honest Significance Difference (HSD), which 

"discerns the nature of the relationship by testing a null hypothesis for each 

possible pair of group means,"52 was chosen because it is one of the most 

common procedures and because "of its ease of presentation and desirable 

properties."53 

 

                                                 
50  The sphericity assumption relates to the validity of the F-test. It stipulates that “the variance 

of the population difference scores for any two conditions is the same as the variance of the 
population difference scores for any other two conditions” (Jaccard & Becker, 1997, p. 371) 

51 Jaccard & Becker, 1997, p. 339. 
52 Jaccard & Becker, 1997, p. 340 
53 ibid 
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3.6.4  Pre-Posttest Instruments 

3.6.4.1 Description of Pre-Posttest Instruments 

Given that quantitative analysis constitutes a major part of this study, the 

instruments and, where applicable, their creation will be explained in some 

detail. The directions to the instrument respondents largely remained the same 

for the pretest and the posttest. Only for the AMTB was the wording adjusted 

slightly from pretest to posttest to specifically see whether fictional media in the 

current class had any impact on respondents. For the 5 Cs instrument, the 

wording was changed from the more general 'German texts' to 'German 

literature' together with an explanation of what is meant by German literature, 

and 'in the German classroom' was changed to ' in this German classroom', but it 

is, of course, uncertain whether learners ever read the instructions when they 

filled out the instruments the second time around. The FLLinC instrument 

directions remained the same, except for the part which read 'Here are 28 

statements' …, which was changed to 'Here are 25 statements'… because the 

pretest number of '28' had been the result of an unnoticed typo. 

The pretest was administered in the very beginning of the semesters, 

which makes it likely that learners, whether they read the instructions or not, 

were drawing from previous classroom experiences because they had not yet had 

any (or not much) fictional media experiences with respect to the course in 

question. The posttest was given at the very end of the semester. The computed 

pre-posttest mean scores and the differences in mean scores thus could not 
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reflect anything other than what took place in between the pre- and the posttest: 

the course with a focus on fictional media. 

 

3.6.4.2 Instrument Wording and Scoring 

First, I will state the instructions provided to students together with the 

instrument, and thereafter the scoring will be explained.  

Instructions for the AMTB pretest: 

 
…Using the scale to the right, please circle the appropriate letter next to each 
statement to indicate how, if at all, the statement was true in connection with 
your experience in German class(es). 

Instructions for the AMTB posttest:  

…Using the scale to the right, please circle the appropriate letter next to each 
statement to indicate how, if ever, the statement was true in connection with this 
class. 

The 5 Cs pretest asked students to use the sentence below in connection with the 

25 goal standards (five items for each one of the 5 Cs of Connections, Culture, 

Comparison, Communication, Communities) provided. Again, since this 

instrument was administered on the third day of class (the first was spent on 

administrative issues), students, most lprobably, responded to the instrument by 

drawing from experiences in previous German courses. 

 The prompt for the 5 Cs pretest stated: 

I believe that my experience with German texts in the German classroom has… 

The prompt for the 5 Cs posttest stated: 
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I believe that my experience with German literature in this classroom has 
(*literature does not mean canonical readings but any fictional media text 
(visual, auditory, printed,…) … 

 

Instructions for the FLLinC, pre- and posttest were:  

Using the scale to the right, please circle the appropriate letter next to each 
statement to indicate how, if at all, the statement was true in connection with 
your experiences in German class(es). 

 

Students responded to a 6 point Likert scale: Strongly Agree-Agree-Somewhat 

Agree-Somewhat Disagree-Disagree-Strongly Disagree. When each student's 

response to each item of each instrument was entered into .xl so that statistical 

analyses could be performed (1. for the pilot tests which consisted of factorial 

analyses undertaken to examine the instruments' construct and their reliability, 

and 2. for the actual pre-posttest of the instruments which constitutes the actual 

study), point values were assigned to each respondent's response as follows: 5 = 

Strongly Agree; 4 = Agree; 3 = Somewhat Agree; 2 = Somewhat Disagree; 1 = 

Disagree; 0 = Strongly Disagree. These values were arbitrarily chosen. Because 

T-Tests test for the variance and difference in means, one may as well have 

chosen 1-2-3-4-5-6 or 10-20-30-40-50-60 as long as there is symmetry across 

the Likert scale.  

 

3.6.4.3  The Attitude Motivational Test Battery (AMTB) 

The first questionnaire is Gardner’s Attitude and Motivational Test 

Battery (AMTB, Appendix A).  The AMTB is widely accepted and used as an 
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investigative tool for examining FL students’ attitude and motivation about the 

target culture and/or the foreign language course. It also somewhat taps into 

foreign language classroom anxiety. Only those sections of the instrument, 

which are relevant for the current study, will be used in this research. Gardner’s 

(1985) technical report explains the test battery’s goal, provides an overview of 

the diverse contexts, in which the AMTB has been used, supplies the test’s 

subscales and individual test items, as well as statistical tables, which show the 

instruments’ reliabilities (internal consistency, test-retest reliability), validities 

(content, predictive, construct, convergent) as well as their respective 

coefficients and correlations.54  For the current researcher’s study, the wording 

of some test items had to be slightly adapted from their original French 

language-learning context to fit the German language context. Only those 

sections of the instrument which are relevant for the researcher’s purpose, were 

used, which resulted in the following facets being tested (for the complete 

AMTB instrument, please refer to Appendix A):  

AMTB Part I: Attitudes, Interest, Motivation, Anxiety 

Part I is subdivided into: Attitudes towards German speakers (item 1-10); 

Interest in the Foreign Language (item 11-20); Integrative Orientation (item 21-

                                                 
54  The technically inclined reader may want to refer to the complete report for a detailed 

description of the AMTBs statistics: see Gardner, 1985 The Attitude/Motivation Test Battery: 
Technical Report 
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24); Instrumental Orientation (item 25-28); German Classroom Anxiety (item 

29-31). 

AMTB Part II: (German) Course Evaluation. 

Part II is subdivided into: Course General Evaluation (ten items: 2, 5, 7, 

9, 11, 13, 16, 18, 20, 22); Course Difficulty (five items: 4, 8, 15, 19, 24), Course 

Utility (five items: 1, 12, 14, 17, 24), and Course Interest (five items: 3, 6, 10, 

23, 25). Depending in which FL class one administers the AMTB, the word 

'German', or 'French', or 'Spanish', etc. is added to the title of the AMTB, Part II.  

Part II is presented as a semantic differential scale. Students judge to 

what degree they agree with a course descriptor, which is stated as a pair of 

polar adjectives such as monotonous and absorbing. Depending on how strongly 

they feel about the course, they place a mark on a continuum between those 

word pairs. Seven spaces are provided, each of which was assigned a 

corresponding point value (1-7). 

 

3.6.4.4  The 5 Cs Instrument (5 Cs) 

The second instrument is a rewording of ACTFL’s standard descriptors and 

sample progress indicators for the 5 Cs (5 Cs and fictional media, Appendix B). While 

the content of the progress indicators remained untouched, the descriptors were preceded 

by a brief comment about fictional media. This needed to be done to ascertain whether 
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and to what degree the use of and interaction with fictional media addresses ACTFL’s 

descriptors. For example, the Culture Standard 2.2 reads:  

Students demonstrate an understanding of the relationship between the products 
and perspectives of the culture studied.   

On the actual 5 Cs instrument, all statements were preceded by  

I believe that my experience with German literature (literature does not mean 
canonical reading, but any fictional media texts (visual, auditory, printed)… 

and then followed by the standard descriptors, e.g. 

… has helped me understand the relationship between the practices and 
perspective of German culture.  

Another study (Ashby & Ostertag, 2002) also used the 5 Cs to assemble an 

instrument for assessing whether student’s engagement with an interactive computer 

program can lead to differentiated views regarding the usefulness of such a program for 

culture learning in comparison to the other four standards, which the program did not 

explicitly address. In that study, the wording of the descriptors of ACTFL’s 5 Cs were 

slightly modified to test whether and/or to what degree an interactive and self-designed 

computer program can, according to students’ perceptions, help them to achieve the goal 

standards of the 5 Cs. The special focus in that study was to see whether the goal standard 

Culture, the one the computer program sought to address, compares to the other four.  

In the present study, the special focus is on whether and to what degree 

the interaction/engagement with FL fictional media relates to the 5 Cs as 

evidenced by a pre- and posttest. 



 118 

 

3.6.4.5  Foreign Language Literature in Class (FLLinC) 

The third instrument (FLLinC, Foreign Language Literature in Class, 

Appendix C) is one the author designed based on statements about the perceived 

benefits of FL literature encountered in the research literature. Because no such 

instrument could be found anywhere,55 the author had no choice but to develop 

her own in order to ascertain whether (or not) FL learners agree with the 

intuitions and beliefs of teachers and researches regarding the multitude of 

benefits for FL language and culture learning with a focus on text. Over one 

hundred statements by various authors were found in articles and books from the 

field of FL learning and teaching and then typed up. These statements were read 

over and over again until the author identified six main constructs, which 

allowed for these statements, beliefs, or claims, to be grouped into five main 

categories or constructs: FL fictional texts (1) enhance motivation for and (2) 

personal enjoyment of FL study, (3) further foreign culture appreciation, 

understanding, and empathy, (4) increase intellectual content, and (5) critical 

thinking.   

Next, six volunteers from the fields of SLAT,56 DAF,57 German Studies, 

and Psychology sorted these 102 published statements from numerous articles 

                                                 
55  Professors from various fields (sociology, psychology, anthropology, literature) were 

contacted, but no one knew of such an instrument. The Mental Measurements Yearbook was 
searched, but nothing was found. 

56  SLAT = Second Language Acquisition 
57  DAF = Deutsch als Fremdsprache (German as a Foreign Language) 
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and books about literature and its benefits for FL learning into the above-

mentioned constructs. Their feedback led the author to discard one of the 

original five constructs (critical thinking), but include a new one, namely that 

fictional texts enhance speaking and (socio)linguistic skills. Ultimately, only 

statements with 80% or better rater agreement were included in the final 

questionnaire. For the 5Cs and the FLLinC, a six-point Likert scale, ranging 

from strongly agree to strongly disagree, was selected to force a choice and 

enhance statistical results. 

 

3.6.5  Results of Pilot Testing of the 5Cs and the FLLinC 
Instruments  

The pilot testing of the instruments must be labeled quasi-experimental 

because n was not four times the size of items tested. A larger number of 

respondents to the two pilot-tested instruments would have resulted in stronger 

statistical results.  

The 5 Cs instrument and the FLLinC instrument were pilot-tested (please 

see Appendix E for complete statistical results of the pilot tests) with forty (40) 

German students at the University of Arizona enrolled in German 202, 300 and 

301 courses as well as eighteen (18) intermediate German students from 

Brandeis University to check for instrument reliability and validity. The five 

subscales underlying the two instruments are conceptually related, and an 

oblique rotation (which assumes the relatedness of scales) would suggest itself 

for stronger statistical results. Yet the researcher opted for a more traditional 
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test, namely the more conservative orthogonal rotation, which assumes that the 

subscales are not related. The two self-designed questionnaires were subjected to 

statistical analyses (factorial orthogonal rotation ‘Varimax’; Principal 

Components analysis, rotated to one) and the initial factor analysis revealed that 

the 5 Cs as well as the FLLinC instrument load onto eight (rather than the 

expected 5 values), which means that more possible constructs underlie the 

instrument, not just the five initially anticipated.  

The scree plot for both clearly showed that no more than eight factors 

needed to be analyzed for statistical purposes. Despite the initial eight resulting 

factors (constructs), the internal reliability estimates (internal consistency) of 

each instrument ranged from .629 (lowest item) to .904 (highest item) for the 

5Cs, and .597 (lowest item) to .908 (highest item) for FLLinC, indicating a fairly 

strong to strong instrument item reliability. 

When examining instruments on rotated component matrices (Varimax), 

it is not to be unexpected that the instruments’ items load onto more (or 

different) factors than the ones underlying the instrument, unless the instrument 

tests components, which are different enough from each other to be clearly 

considered ‘distinct’. For example, when comparing factors as different as age, 

grandmother’s country of origin, hair color, weight, and intelligence, one can 

reasonably expect that these five factors will load onto what they are supposed 

to load onto. However, human experiences such as ‘motivation’ and ‘enjoyment’ 
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are conceptually, (inter)related enough to explain why items such as these might 

result in item loading onto both constructs.  

The same can be said for the 5 Cs in foreign language teaching, which 

describe the goals for and expected abilities of FL students. Naturally, since the 

overall ‘umbrella’ goal in foreign language education is to learn language and 

culture and be able to use that in a variety of contexts, the goal standards 

describing each one of the 5 Cs can be interrelated. Perhaps they even hopefully 

interrelate since language learning is not an experience to be isolated in five 

distinct categories, but rather a holistic and all-encompassing one. 

A second factor analysis (rotated to five factors) revealed that three of 

the constructs underlying the 5 Cs instrument were picked up. Construct 1 

(Communication), construct 2 (Cultures), and construct 4 (Comparisons) each 

had three items clearly relating to the particular construct. Constructs 3 

(Connections) and 5 (Communities), however, did not clearly factor out (=form 

one unified scale), but surfaced in several subscales. This means that my sample 

did not perceive this factor clearly distinguishable from the others, and this is not 

surprising considering that the Connections and Communities Standards are 

perceived in accordance with what they stand for, namely making connections 

and being part of a (German-speaking) community, both of which are essentially 

interrelated. This is exemplified in the following example, which are statements 

taken from the 5 Cs instrument: “My experience with German literature in the 

classroom has…” (=antecedent to all 25 items) 
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Item 1: … added to my personal enjoyment of the German language 

(Standard 5, Communities)  

Item 2: …made me more likely to become a lifelong learner of German 

for my personal enrichment (Standard 5, Communities) 

Item 13: … helped me extend sources of information available to me 

(Standard 3, Connection) 

Item 20: … helped me relate the knowledge of German that I have 

acquired to other subject areas (Standard 3, Connections) 

 

When considering these four items as examples of the Standards' 

interrelatedness, it becomes apparent that there is a relationship between German 

texts contributing to 'personal enjoyment/enrichment' and also to 'extending 

sources of information/relating German knowledge to other study areas.' 

Although stemming from two different Standards, these four items are not 

mutually exclusive. Having new sources of information available, in turn makes 

German a more enriching and enjoyable experience for the learners. Examples 

as this one explain why the different goal descriptors of ACTFL's 5 Cs were not 

necessarily perceived to be so distinct from one another that they were mentally 

'sorted to' different constructs. Hence, the factor analysis did not clearly factor 

out each one of the five items, which pertain to one individual subscale. 

This notion is supported by a ‘new’ subscale, which the rotated 

Component Matrix factored out. When examining the items which load onto that 
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scale, their commonality is obvious: they all relate to and describe a ‘me’ and 

‘others,’ for example …helped me present information, concepts, and ideas to 

listeners or readers on a variety of topics (Communication) or made me more 

likely to use the German language to communicate with others overseas (if I 

were to go) (Standard 5) or helped me discover the similarities and differences 

between cultures of German speakers and my own (Standard 4) and are thus 

perceived as one related concept rather than specific subparts of a specific 

standard. In short, the factor analysis, while showing several items, which 

related well to the subscale they describe, shows the interrelatedness of the 5 Cs, 

as intended by the task force who established them. 

The FLLinC instrument shows similar trends: the rotated factor analysis 

picked up two of the five expected and intended subscales, namely the increase 

of Motivation for FL study (A) and the increase of (Socio)linguistic Knowledge 

(E) attained through the use of foreign language fictional media. The subscales 

measuring an increase in Intellectual Content in FL study (B), Cultural 

Knowledge/Awareness (C), and Enjoyment of FL Study (D), did not get clearly 

factored out (or surfaced in one distinct factor each). Rather, the items referring 

to these constructs emerged in several of the five factors, thus indicating that my 

sample did not perceive these constructs as different enough to belong to 

different categories. This indicates that constructs B, C, and D are interrelated. 

For example, one can easily make the argument that C furthers D and increases 

B, or that B and C together further D. Additionally, construct D (Enjoyment) 
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loads onto several scales, again demonstrating that the factor Enjoyment goes 

hand in hand with many factors and items alike.  

In summary, both instruments exhibit some features unique to some 

subscales, and exhibit others, which are too closely related in concept to be 

labeled ‘distinct’. Nevertheless, the reliability coefficient as measured by overall 

Cronbach’s Alpha for the 5 Cs was .899, and .928 for FLLinC, indicating good 

instrument item reliability.58 Thus, the instruments’ items measure something 

consistently, and even though they cannot be grouped as easily into one of the 

five underlying constructs, each subscale also yields good internal reliability.  

 

3.6.6 Collection of the Pre-Posttest Instruments 

Twice during the semester, once in the second and once in the last week, 

students spent approximately thirty minutes of class time on filling out the three 

above-described questionnaires. Before the initial administration of the 

instruments, students were read the Human Subjects consent form and their 

consent was obtained prior to students' responding to the instruments (every 

student signed, no one withdrew his/her consent).  To avoid the possibility that 

                                                 
58   According to ACLAs Academic Computing Services, accessed on May 23, 2007 at: 

http://www.ats.ucla.edu/STAT/SPSS/faq/alpha.html, "Cronbach's alpha measures how well a 
set of items (or variables) measures a single unidimensional latent construct.  When data have 
a multidimensional structure, Cronbach's alpha will usually be low. Technically speaking, 
Cronbach's alpha is not a statistical test - it is a coefficient of reliability (or consistency)… if 
you increase the number of items, you increase Cronbach's alpha.  Additionally, if the 
average inter-item correlation is low, alpha will be low.  As the average inter-item correlation 
increases, Cronbach's alpha increases as well. (Note that a reliability coefficient of .70 or 
higher is considered  "acceptable" in most Social Science research situations)."  

 For a thorough discussion of Cronbach’s Alpha, please refer to: Lord & Novick, 1968. 
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students’ answers, albeit given anonymously, may be influenced by the teacher’s 

(who is also the researcher) presence, a Human Subjects (HS) approved 

colleague of the researcher read the HS consent form in the beginning of the 

semester, administered and collected all instruments. Afterwards, German 202 

students were asked to anonymously mark the above-mentioned ATMB, the 5 

Cs and the FLLinC instruments on a six-point Likert scale. Upon completion, 

students could exit the class.  

In order to measure the efficacy of literature as perceived in the 

beginning and the end of a semester-long exposure to and interaction with 

literary selections, and to measure an shifts in students’ perception about the use 

of/engagement with literature in FL teaching, a pre-post test design is adequate 

because it allows for the maturation necessary when examining the efficacy of 

and student affect towards the use of FL literature in the classroom.59  

 

3.6.7 A Method of Quantitative Analysis: The Linguistic Inquiry 
and Word Count (LIWC)   

The Linguistic Inquiry and Word Count (Pennebaker, Francis, & Booth, 

2001) is a semantic analysis program, which consistently and rapidly sorts words 

from any given text into more than seventy (70) word categories and tabulates 

the proportions of words within them. The many categories span linguistic 

dimensions (articles, prepositions, …), psychological processes such as thoughts 

                                                 
59  Jaccard & Becker, 1997 
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and emotions, social processes such as friendship references, and temporal/ 

spatial contexts as indicated by past tense verbs.60 The main dimensions are: 

Linguistic, Psychological, Social, Temporal/spatial, Personal, and Current 

Concern. These main rubrics each contain various subcomponents. For example, 

the rubric Current Concerns is further divided into the subcategories 

Occupation, Job, Achieve and Leisure, Home, Sport.  Words in any given text 

will be sorted into these subcategories (and rubrics) based on their semantic 

value. Words such as kitchen, house, lawn would be sorted into the subcategory 

Home, which is part of the rubric Current Concerns. 

This semantic text analysis tool contains more categories than one could 

possibly use in order to address as many researchers' needs as possible. If 

interested in language use of depressed college students (Rude, Gortner, and 

Pennebaker, 2004), one would pay special attention to rubrics and their 

respective subcategories, which relate to this particular focus.  

The present researcher will only address the dimensions, or rubrics, 

which are of interest for and relate to her research focus, which means that the 

rubric Current Concerns and its subcategories of Occupation, Job, Achieve, 

Leisure, Home, and Sport were not considered for her LIWC analysis. Neither 

was the category Time and Space with its subcategories Time, Past tense verb, 

Present tense verb, Future tense verbs, Space, and Motion verb nor, for instance, 

                                                 
60  For a complete list of categories, please see Pennebaker, J. W., Francis, M.E. & Booth, R. J. 

(2001). Linguistic Inquiry and Word Count: LIWC 2001. Mahwah, NJ: Erlbaum Ass. Found 
on October 19, 2006 at: 
http://homepage.psy.utexas.edu/homepage/faculty/Pennebaker/Reprints/LIWC2001.pdf 
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the subdimension Physical world with its subcategories Sexuality and Body 

States.  

 

3.6.7.1  The LIWC's Previous Uses 

The LIWC has been utilized previously to shed light on linguistic 

differences between homo- and heterosexual partner ads (Groom & Pennebaker, 

2005), people of differing ages (Pennebaker & Stone, 2003), and students 

suffering from current, former, or no depression (Rude, Gortner & Pennebaker, 

2004), to name a few. A recent study (Kramer, Fussell and Setlock, 2004) in 

which a tool similar to the LIWC was utilized, investigated changes in word 

categories for people who participated in online support groups for bipolar 

disorder.  Their findings state the usefulness of such a tool for characterizing 

discourse, changes therein, and relationships among different word categories. 

 

3.6.7.2  The LIWC's Use in This Study 

In this dissertation study, the LIWC will be employed for examining 

proportional changes of word usage in certain categories over the duration of the 

semester. Specifically, is there an in- or decrease in the LIWC's semantic word 

categories as students reflect in their journals about the FL fictional media texts 

they were exposed to in class? For example, do learners' texts exhibit 

proportional shifts in pronoun use (I - we) affective/emotional, cognitive, 
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sensory/perceptual, or social processes with respect to the LIWC's categories? 

Word distribution changes as detected by this semantic analysis tool quantifiably 

document students’ attitudinal changes and thereby can add to insights gained 

from the statistical measures performed on the AMTB, the 5 Cs and the FLLinC 

instruments. The LIWC will, furthermore, evidence whether these changes are a 

function of time. Below is a detailed description of the LIWC's categories 

included in the present analysis. The words in italics name the five main 

categories, which were examined; the words following the main categories 

constitute the subcomponents of each main category, into which the LIWC sorts 

text. Thus, the student journal entries were analyzed across the following five 

main categories: 

1. Total Pronouns (comprised of I, we, self, you, other, negate, 
assent) 

 

2. Total Affective or Emotional Processes (comprised of positive 
emotion; positive feeling; optimism; negative emotion; anxiety or 
fear; anger; sadness or depression) 

 

3. Total Cognitive Processes (comprised of causation; insight; 
discrepancy; inhibition; tentative, certainty) 

 

4.  Total Sensory and Perceptual Processes: (comprised of seeing; 
hearing; feeling) 

 

5. Total Social Processes (comprised of communication; other 
references to people; friends; family; humans) 
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Any student journal text entered into the LIWC will thus be sorted into 

the LIWC's above-mentioned categories according to the semantic content of the 

text's words. Doing this with each journal writing instance (Journal 1 - Journal 4) 

results in showing the proportions of words (and the differences in those 

proportions) across each main category as well as across each subcomponent of 

each main category. The complete data set can be found in Appendix I. 

 

3.6.8 Explanation of the Software Used for CMC: d2l   

This study used d2l (desire to learn61), a program for teachers and 

learners, to obtain CMC data. D2l is the navigational, organizational and 

motivational tool with which participants composed their journals and their 

chats/discussions. It contains innumerable functions, but the ones relevant for 

this study are: the Chat function, the Discussion function, and the Dropbox 

function. Both the Chat and Discussion function can be set up for pair, small, or 

large groups. The Chat is used primarily for instantaneous, spontaneous, 

informal communication with a focus on brief comments (synchronous CMC), 

whereas the Discussion lends itself better to have students first compose their 

personal and reflective answer and post it to the group, and then ask them to read 

and respond to one another (asynchronous CMC). To fully protect students’ 

anonymity, students’ journals, once downloaded from d2l’s Dropbox, were 

                                                 
61  d2l is a commercially available program much like WebCT. It served as a managerial and 

facilitative tool for both German 202 classes: for posting announcements and homework, 
organizing chats and discussions, providing feedback, and grading 
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copied into a word document. Each student was then given a fictitious name and 

the alphabetical order in which the journals had been copied into Word, was 

randomized, thus rendering any recognition of individuals impossible. 

 

3.6.9 Description of Course Content  

In this section, the content of the German 202 course entitled 

Contemporary German Society will be addressed by providing an overview of 

the materials used in this course. The majority of materials consists of fairy 

tales, but thanks to permission of the Basic Language Director, the author was 

allowed to use additional materials. 

The texts read (in order) were Frau Holle, Schneewittchen, der 

Froschkönig, Rotkäppchen, and das Feuerzeug, and the readings were followed 

by watching the DEFA film version of these tales. DEFA Film transcripts and an 

English rendition of Frau Holle was made available in pdf format on d2l 

(explained under 3.6.8). The four short stories read were in between fairy tales 

(in order): San Salvador (Peter Bichsel), das Brot (Wolfgang Borchert), 

Zugfahrt (Peter Handke), and die Anekdote zur Senkung der Arbeitsmoral 

(Heinrich Böll). Several other short texts were interspersed throughout the 

semester: Mondnacht (Eichendorff, set to music by Schumann), Erziehung (Uwe 

Timm), Berliner Liedchen (Wolf Biermann), Die Deutschen (Rudolph Otto 

Wiener) as well as a variety of poems subsumed under Gastarbeiterliteratur 

(May Ayim, Zehra Çirak, Sabri Çakir, Clara Tauchert-da-Cruz, José F. A. 
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Oliver, Mustapha el Hajaj). The short stories were chosen because they stem 

from the 20th century German-speaking world, are short, interesting and 

understandable, and the other texts were included because they, like the printed 

fairy tales, relate to the epoch Romanticism (Eichendorff), to the question of 

child-rearing (Uwe Timm), which surfaces in the fairy tales, to East-West 

Germany (DEFA - Biermann), and to contemporary German society at large 

(Gastarbeiterliteratur, Wiener).  

 

3.6.10 CMC Revisited: Rationale for CMC and Types of Data 
Obtained with CMC  

As evidenced in section 2.9.2 in this chapter, CMC tasks for peers or 

groups of learners have witnessed positive outcomes for the discussion of 

literary texts. Given that group activities of this type also adhere to the 

Vygotskian tenet of the ZPD and the principle of scaffolding as well as 

Bakhtin’s notion of dialogism (see section 2.10), the current study employs 

CMC tasks in the hope of uncovering special moments of learning, be they 

linguistic or cultural, as well as moments, which bear witness of student 

enjoyment and co-constructed knowledge or self, other, and culture. Because 

CMC hold the potential for making possibly the dialogic and co-constructed 

knowledge outlined above, it was the vehicle which delivered two types of 

learner texts: Journals and CMC chats.  
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CMC62 rendered two different data sets:  

1. Individual journal contributions (four per student) and 2. small group 

chats/discussions (eight total in the semester). The reason why the present 

researcher chose CMC for journal submissions (rather than pen and paper), other 

than the pedagogical ones discussed in the preceding paragraph, rests on mutual 

convenience, protected privacy, and ease of teacher response to students' 

journals. Furthermore, the CMC chats (used for qualitative analysis with GT) 

adhere to what van Lier (2004) calls constructivist learning insofar that learner 

tasks are not simplified but amplified. Scaffolding  

is seen as providing means of access to an activity or text that is 
unaltered. In educational settings, for example, where English 
language learners need to take challenging classes in their second 
language … it would be counterproductive to simplify the content and 
the language in which it is couched. Rather, the challenge in such 
classes is to improve access and to stimulate engagement while 
keeping the content constant. (van Lier, 2004, p. 150) 

The CMC tasks, whether in- or outside of class, aim at prolepsis, which 

van Lier describes as “ ‘leaving things out and inviting the learner to step into an 

enlarged common space’ (van Lier, 2004, p. 150, citing one of his earlier works 

from 1996, p. 161) where minimal clues are given but completion by the learner 

is facilitated” (ibid, p. 153). It has been stipulated that in an activity-centered 

context, "learners will use all the tools at their disposal to accomplish what it is 

they have set out to do or what the curriculum has been set up to focus on" (van 

                                                 
62  See section 2.9 for an explanation regarding the use of CMC in general and why it constitutes 

a major data source here.  



 133 

Lier, 2004, p. 142). To make meaning, constructivists believe that learners must 

be encouraged to articulate and reflect on what they know” (Curran et al., 2003, 

p. 229, paraphrasing Reeves, 1996; Graham and Scarborough, 1999; and Boud 

et al., 1985). 

 

3.6.10.1  Students' Out-of-Class CMC Journal Tasks: Explanation 
and Rationale 

  Four times during the semester, students wrote electronic journals about 

a text of their choice (table 20 shows what students chose for each journal 

writing instance). The instructions for journal writing were posted only once on 

d2l because they remained the same for all journals.Students’ writings resulted 

in roughly 160 individual journals or 104 pages of single-spaced text. The 

journals were written at home and as part of their homework grade, and then 

submitted to the Dropbox function explained above. The journals’ content was 

determined by the students, only guiding questions were provided (please see 

Appendix F for the journal writing instruction) aimed at encouraging students to 

reflect about and comment on fictional media texts read or seen in class. Only 

the instructor could access these compositions. Students’ d2l journals always 

followed class discussions/activities and CMC sessions, and can thus be 
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considered the element of learning that is, at least in part, mediated by preceding 

social activity/interaction.63  

The purpose of the journal writings was to shed light on students' 

development as language and culture learners as well as on their intrapersonal 

change and growth, their more private ideas and insights.  In order to not 

compromise the reflective and –hopefully- profound nature of their comments 

and insights, the journals were written in the comfort of their dominant 

language: English (for the journal writing instructions please see Appendix F). 

Students’ in-class CMC texts, which are discussed in the next section, were 

written in the target language: German. 

 

3.6.10.2   Students' In-class CMC Tasks: Explanation and Rationale  

 Students wrote/collaborated with CMC eight times throughout the 

semester in various formats. Anything produced during regular class time had to 

be written in German. Five CMC tasks were set up as synchronous E-chats, and 

three were set up as asynchronous E-discussions. Below is an explanation of all 

in class CMC tasks: 

 1.)  Frau Holle, E-chat: in groups of four, students assumed 
the character of one of the four protagonists and discussed events 
from their perspectives 

                                                 
63  See Kramsch, 2000; Swain, 2000; Vygotsky, 1986; Rieber & Robinson, 2004; Stetsenko and 

Arievitch 1997;   
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2.) Empfindungswörter, E-discussion: in groups, students first 
composed their own reaction to the poem by Rudolf Otto Wiener, 
and then read/commented on their group members’ insights 
  
3.)  Experten Forum, E-chat, in class: students chose, with which text 
they wanted to work from a selection of various poems/fictional 
media they had been exposed to in class. Groups were formed based 
on who wanted to work with which text.  
 
4.) Märchenfiguren, E-chat: in groups of five, students chatted from 
the perspective of one main character (e.g. Frau Holle, Rotkäppchen, 
Snowwhite) about their contribution as literary and cultural beings 
 
5.)  San Salvador, E-chat: in pairs students chatted about the future of 
the short stories’ protagonists Hildegard and Paul, who wants to 
leave his wife and go to a warmer climate. Although their marriage 
seems stale and loveless, he only toys with the idea on a piece of 
paper but, ultimately, does not leave her. In this role play, students 
had to imagine that Paul had left Hildegard and that they are now 
communicating via Email to see whether they can patch their 
marriage. 
 
6.)  Gastarbeiterliteratur, E-discussion: students selected a poem 
from that genre and discussed its significance, content, etc. in groups. 
 
7.)  Rotkäppchen, E-chat: in groups students wrote from the 
perspective of one of the story’s characters (Rotkäppchen, the 
mother, the hunter, the grandma, the wolf) and commented on who 
did what wrong, who could have done what better, whose fault it all 
was, etc.. 
 
8.)  Das Brot, E-discussion, in class: each student chose one 
perspective and narrated the events from their specific viewpoint 
(wife, husband, kitchen, bedroom, bread/breadcrumbs) 

 

After talking to my dissertation chair, it was agreed that students' CMC 

tasks were too many to all be integrated into this dissertation research. In 
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determining which tasks to include for analysis with the method of Grounded 

Theory, some CMC sessions were disregarded because they were incomplete.64 

Given that the research literature seems to favor synchronous (real-time) 

over asynchronous (delayed-time) CMC for interactive participation, and that 

synchronous CMC interaction has already demonstrated that it enables learners 

to negotiate meaning (Smith, 2003), the author decided to concentrate on those 

CMC transcripts which were composed in real time.   

This limited the selection of student-produced text to those texts 

composed under the Chat rather than the Discussion function. Five chats 

remained, but one of those was ruled out because it was a pair- rather than a 

group task. Two others centered on one specific text each and were thus deemed 

less meaty than the two, which were ultimately chosen for investigation with 

GT: 3. Expertenforum and 4. Märchenfiguren. Both tasks allowed students 

either to chose a text or interact from the perspectives of various characters from 

different texts. Hence, the relative openness of these tasks was believed to yield 

the richest CMC transcripts and to be the best suited for GT.  

The task for Expertenforum was set up chat groups discussing any of the 

fictional media texts introduced in class up to the day of that chat: Frau Holle, 

San Salvador, Schneewittchen, Rammstein's Schneewittchen, Die Deutschen, and 

der Froschkönig. The task prompt read: 

                                                 
64  During peak times, the College of Humanities server occasionally experiences difficulties in 

handling the information, which translates into posted messages not 'sending' and hence chats 
not 'saving' properly.  
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Imagine you are a group of writers, teachers of German language, 
culture, and/or literature, and students of those subjects. Discuss the text 
from any of those perspectives.  
 
The prompt for the chat Märchenfiguren read:  
 
Each one of represents one of five different Märchenfiguren: eine 
Tochter von Frau Holle, Schneewittchen, ein Zwerg, Henriette, der 
Froschkönig. You meet each other and discuss your roles, your impact 
on the readers, your contribution as literary characters, culture symbols, 
character models, etc.  
 
 

Chat groups consisted of four or five participants, and students had roughly 

twenty minutes for each one of these tasks. These chats as well as students' 

journals were analyzed with the method of Grounded Theory. Results of the 

analyses will be presented in Chapter 4. 

Regarding the setting of CMC tasks with a specific purpose in mind, the 

author made all attempts to design tasks,65 which encourage collaboration, 

motivation, reflection, empathy, cultural understanding, invite opinions, and 

personal insights, or disagreement, are conducive to the learning of German as a 

FL, and lie well within the scope of the course content.  

 

 

 

                                                 
65  See section 3.6.10.2 for a description of CMC tasks. 
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3.7  METHODS OF ANALYSES FOR JOURNALS AND CMC 

 

This section discusses available methods for analyzing student-produced 

text, and explains why the one chosen (GT) was the best one for the purposes 

and limitations of this dissertation study. 

 

3.7.1  Existing Methods for Qualitative Analysis of CMC Texts  

While several evaluation methods exist to ascertain whether and to what 

degree users of/participants in CMC are satisfied with their experiences (Mason, 

1992), there is a paucity of evaluative measures regarding the quality and/or 

content of CMC participants’ contributions. In fact, there is only limited 

evidence for one of the perceived benefits of CMC, namely facilitating higher-

order thinking skills by interactively learning from, through, and with peers 

(Garrison, Anderson, & Archer, 2000 and 2001). Thus, analyzing transcripts for 

content analyses from CMC sessions is a necessary must in order to determine 

whether and what type of learning takes place. 

Marra, Moore, & Klimcak (2004) compared the respective ease of use 

and accuracy of two such evaluative tools, the IAM (interaction analysis 



 139 

model66) and a model measuring critical thinking (CT model67). The authors 

describe the use and application of both models and conclude that the CT model 

is best suited “to provide high-level descriptive data of what is happening in the 

discussion” (Marra et al., 2004, p. 38) whereas the IAM model yields “a more 

holistic view of discussion flow and knowledge construction” (ibid, p. 39). 

Although both models would in theory provide good measures for 

analyzing the German 202 students’ d2l texts, and even though the authors 

believe one should choose a proven and rigorous CMC analysis protocol and 

“encourage researchers to consider the use or modification of existing CMC 

protocols rather than the development of entirely new ones” (p. 39), the author 

of this dissertation cannot utilize either one of the two described instruments. 

Firstly, a valid data analysis would require that these analysis protocols be coded 

by several graders.68 Secondly, employing an existing content analysis coding 

protocol would be counter to the principles of Grounded Theory and its constant 

comparison method. Thirdly, these protocols were developed and used for 

discussions among native speakers, who commonly are geographically isolated 

                                                 
66  The IAM, developed by Gunawardena, Lowe,and Anderson (1997), is “based on a 

constructivist paradigm designed to detect evidence of knowledge construction” and to 
“further understand and describe the processes of negotiating meaning and knowledge 
coconstruction in a collaborative online discussion environment” (cited in Marra et al., 2004, 
p. 25)  

67  With the CT Model, developed by Newman, Webb, and Cochrane (1996/97), one can 
compute an index for critical thinking as evident from written data. See Marra et al. for a 
more in-depth description of the model. 

68  For inter- and intrarater reliability, Marra et al. coded and recoded their data and had lengthy, 
and occasionally heated, discussion about the proper coding. A time investment of this 
magnitude lies outside of the possibilities of this dissertation and outside the patience level of 
any possible volunteer. 
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and where the struggle of communicating in a FL does not impede expression or 

the flow of ideas. 

Mazur (2004) notes that, while conversation analysis (CA) is situated 

within the larger field of discourse analysis, applying CA to CMC and how to 

modify the former accordingly is ‘relatively unexplored’ (1074). Written text is 

multimodal and thus yields a plethora of opportunities for examining a wide 

range of communications, or the text as expression of knowledge of the writer. 

Yet most discourse analyses seem to focus on aspects other than the ones in 

which the present author is interested. As Mazur states: 

Gunawardena, Lowe, and Anderson (1997) developed their 
pioneering interaction analysis model to address lacunae in the 
research on participant interaction in on-line forums. Despite the 
technical capacity to log and tabulate more superficial aspects of 
participation, such as who participates or the duration and pattern of 
on-line activity, such research does not address the quality of the 
interaction. Information about how or if learning or knowledge 
constructions (or coconstructions in the case of on-line talk) occurred 
or insights into how such learning or knowledge construction may be 
supported or hampered was unavailable. Such analyses can be 
achieved only through careful attention to the content of the particular 
on-line interactions. By asserting this problem, Gunawardena and her 
colleagues encountered another lack: the paucity of analytic 
frameworks through which to examine the quality of on-line 
interaction. (p. 1092)  

As a consequence, they developed a new interaction analysis model, 

which rests on five phases, each of which consists of several operations69 useful 

for the content analysis of interactive CMC discussions. Mazur believes that a 

                                                 
69  See Mazur, 2004, p. 1093 for a more detailed description of the instrument 
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combination of CA methods joined by the interaction analysis model “might 

provide triangulation data for research assertions” (p. 1093). 

Another model for analysis, namely the Transcript Analysis Tool (TAT), 

developed by Zhu70 (1996) to scrutinize CMC participants’ nature and types of 

comments or questions, classifies these comments/questions into five categories: 

(1) vertical questioning for obtaining information, (2) horizontal questioning for 

inviting dialogue, (3) statements for providing information believed to be 

correct, (4) reflection for revealing ones values, reasoning processes, doubts, 

etc., and (5) scaffolding for inviting participants “to comment by referring to 

their views or addressing shared group experiences” (Curran et al., 2003, p. 

231). Again, the coding involves several raters and hinges on their consensus, 

and can thus not be considered for this research study. 

 

3.7.2 Chosen Method for Qualitative Analysis: Grounded Theory 
(GT)   

3.7.2.1  Background Knowledge for GT 

The use of Grounded Theory (see Glaser and Strauss, 1967, 1978) for 

uncovering emergent themes in data sets is nothing new. A quick database 

search of the term 'Grounded Theory' in EBSCOhost71 reveals more than 1700 

articles, most of which are rooted in the healthcare field. The premise of GT, 

                                                 
70  Zhu (1996) is based on Vygotsky’s ZPD, see Curran et al., 2003, p. 232 
71  conducted on February, 11, 2007 
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namely theory generation, whereby the theory arises directly out of the data 

through interplay between the data and the theory, and where the researcher 

frequently returns to the data for verification purposes in order to ultimately and 

victoriously emerge with a theory devoid of interpretivism, is appealing to 

researchers in many different areas. Because GT is less concerned with 

distinctions between various types of data, it can be affirmed as a general 

research method regardless of research approach: "The distinction, and hence the 

wrestle, between qualitative and quantitative data is not relevant for grounded 

theory. If the reader can accept that all is data …(then) grounded theory is a 

general method that can be used on all data in whatever combination." (Glaser, 

1998, p.42)  

The constant comparison analysis, a principal strategy of GT, requires 

that data be contrasted against itself, against the data growing out of the original 

data, and against conceptual frameworks, after which the data will "provide us 

with relevant predictions, explanations, interpretations and applications" (Glaser 

and Strauss, 1967, p.1). After the initial data analysis has been completed, the 

researcher "must trust that emergence will occur and it does" (Glaser, 1992, p.4). 

The process of advanced coding involves memoing, or the writing down of ideas 

evolving out of but separately from the data, and is intended to conceptualize 

what may up to now have been entirely descriptive. This crucial step pushes the 

researcher's ideation process, develops the characteristics of and between 

categories, and aims to capture and locate one's emergent theory (Glaser, 1978). 
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Finally, GT includes the crucial step of theoretical sampling, whereby 

one returns to the field to collect more or different data from more (or different) 

sources until categories are densified to the point of saturation. Despite its 

enormous popularity and the fact that GT is used so widely, some researcher's 

have recently tried to refute GT's adherence to the tenets of qualitative inquiry 

and have called into question its legitimacy as an analysis technique altogether: 

To use grounded theory involves a rejection of simple understanding. 
It entails an explicit denial of what we know and our way, as 
practicioners (and as human beings), of making sense. For grounded 
theory elevates a certain kind of thinking while it demotes and 
eschews other kinds of thinking and understanding. In its hankering 
after order - with its fracturing, its axial coding, its categories and 
subcategories - it seeks to impose a certain kind of patterning, shape, 
and even rationality. Via such procedures it thereby relegates the 
original voice -the narrative- of both the respondent and the 
discussant in the research exercise.  (Thomas & James, p. 790) 

However, due to the present researcher's awareness of GT's wide-spread 

use and the much acclaimed potential it holds for uncovering what her 

qualitative data may hold, and given the circumstances surrounding this 

dissertation, this very recent and single criticism of GT, although it will be kept 

in mind when examining the data, is not enough to subscribe to another method. 

 

3.7.2.2  Grounded Theory in Foreign Language Teaching 

While the use of GT is abundant within the healthcare field, the pickings 

are much slimmer within the realms of foreign language teaching and research. 

One study reminiscent of the issues inherent in this present study, was conducted 
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by Topper (2005), who aims to answer how e-discourse can “be analyzed 

looking for evidence of student learning” (p. 58) and how teachers can use 

discursive moves to enhance learning and increase quantity and quality of 

student interaction. His data set comes from English-speaking graduate students 

enrolled in four on-line courses revolving around (the use of) educational 

technology, and was analyzed adhering to the principles of GT, followed by 

discourse analysis/cyclical approach for identifying categories of student 

learning and experiences. Emergent themes were identified as moving from less 

to more, simple to complex, and shallow to deeper postings (Topper, 2005, p. 

61), and the themes which emerged with respect to the content of the postings 

were identified as ‘instructor playing devil’s advocate’, ‘instructor revoicing 

student comments’, and ‘evidence of dissention and disagreement.’72 

Given that existing coding protocols do not address the needs of the 

author or do not constitute a good fit for the participants and purposes of this 

study, she will employ the principles of GT and thus attempt to approach the 

data without preconceived notions or a fully formulated research agenda. 

Instead, the steps for analyzing the data entail: 

-gathering impressions from data  
-grounding the data overall by systematically developing of a few 
major categories  
- grounding the data more detailed by constant comparison coding, 
and organizing the ideas, which emerge from the mass of data  

                                                 
72  See also Bakhtin 2.9.4 and 2.10 for the importance of dialogue (which presupposes different 

opinions) 
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-taking double-back steps, resulting in more coding, sorting, and 
memoing for integration into a theoretical framework. 

 

Some researchers have successfully utilized GT for establishing 

categories with which to evaluate their data. Crawford et al. (1998) employ GT 

in their inquiry study, which examines children's transcripts for their 

development of historical and multicultural understandings. Rather than using 

categories to find existing themes, Crawford et al.'s inquiry centers on the 

process of establishing categories as revealed by the data.73 Through discussion, 

collaboration and adherence to the dialectical and integrative relationship 

between teaching, inquiry, and dialogue, this group of researchers was able to 

develop categories for evaluating their students' transcripts, and for facilitating 

student exploration as well as inquiry processes. Their work thus posits a guide 

for approaching the mass of data the current researcher is facing, namely 

students privately composed journals as well as their CMC discussions. 

Although very inexperienced in the use of GT, its principles are 

appealing to the present researcher not only because Glaser assures his readers 

that the salient and essential aspects of the phenomenon of the studied data will 

surface, but also due to their inherent logic and rigor. No better manner with 

                                                 
73  Crawford et al. began with students' own thinking and their various kinds of understanding as 

the basis for their investigation. The researchers, by continually (re)defining their emergent 
categories through group discussions, were able to establish categories, which described their 
students' understanding of history and time. Further investigations lead them to shortcomings 
in their teaching curriculum, which, once amended, lead to changes in the issues surfacing in 
students' discussion groups. This cyclical process witnesses student development of more 
critical perspectives, which, in turn, lead the researchers to categories for an examination of 
students' multicultural understandings.    
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which to unearth what possible theory lies within the data could be ascertained. 

The central tenets of GT were adhered to as described in the next section. 

 

3.7.2.3  Grounded Theory: Procedure for Analyzing Students' 
Journals 

D2l rendered over 160 journal entries (resulting in 104 pages of single-

speaced text) written in English and outside of class.  These journal entries 

constitute the basis of GT analysis, which is undertaken to identify and 

differentiate emergent themes. This is addressed under research question (4). 

The complete and available data set consisted of a maximum of four journal 

entries written by a maximum of 54 students (not all completed the course or all 

four journal assignments, hence the wording 'maximum'). Three different copies 

of the total student writings were assembled. Then the journals were read (1) 

horizontally (each student's journals); (2) vertically (everyone's first journal, 

everyone's second, etc.), and (3) as single and unrelated/unordered texts in 

random order after any headings (Journal 1, entry 1, etc.) had been removed so 

that it could not be determine whether the respective journal entry was a 

students' first, second, third, or fourth writing assignment. 

The random reading was done to allow for additional sampling of the 

data, or rather, for a different (namely random) sampling of what had already 

been read in a horizontal and vertical manner. This step was undertaken to self-

check for a good fit and/or discrepancies between the emergent categories 
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ascertained by the vertical first (1) and horizontal second (2) reading and the 

impressions/ categories which emerged by reading journal entries The latter 

were neither sorted by following an individual author's progression nor by 

tracing all entries in time (all first, all second, all third, all fourth) - hence the 

label 'random'. 

Impressionistic/descriptive notes were taken for reading approach (1) and 

(2) and on the back of each random journal entry (reading approach 3), and 

slowly and tediously compiled, reread, rechecked, condensed, rechecked against 

the original data, redefined, contrasted, compared, rechecked, reread, developed, 

redeveloped,…. This process eventually lead to the emergence of several major 

categories.74 These were checked against the original data and against 

themselves; then the data was reread and rechecked for verification purposes, to 

avoid redundancy or overlapping, and to begin the process of memoing to 

myself. Next, what had sprung from the data and the memos was analyzed and 

read in a cyclical fashion until nothing new could be added anymore - until the 

data and my insights into it were saturated, categories and their descriptors had 

been fully developed (please see Appendix G for images, which illustrate the 

process of note-taking, emergent categories, and establishing themes much 

better than talking about it possibly could. Appendix G thus shows parts of the 

actual process, which lead to the emergence of the themes evidenced in students' 

journals. These themes are exemplified and discussed in Chapter 4). 

                                                 
74  Please see also section 3.7.2. ff  for more information on GT.  
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In addition, my findings were checked and discussed with a volunteer 

individual, who had kindly agreed to read the entire mass of data. The volunteer 

is a Lehramt75 student of English and German in the fourth semester at a 

German university, and had been asked to participate not only because she is in 

a similar field, but also because she is much more embedded in the German 

culture and thus does not suffer from 'whitewashed Germanness' due to many 

years of living in the U.S. culture. She is also not 'tainted' by my research focus, 

preexisting knowledge, personal beliefs, and possible desire for unearthing 

certain patterns. She periodically sent Emails (please see Appendix H)76 

detailing her findings, many of which were specific to individual students rather 

than to the data as a whole. I continuously encouraged her to look for general 

themes emerging from the totality of data rather than focusing on the 

development of single individuals, but given her unfamiliarity with Grounded 

Theory and her manner of reading (student after student rather than all journal 1 

entries, all journal 2 entries), it was not surprising that she reported about 

individuals rather than general themes and trends in her Emails.  

                                                 
75  The Lehramt course of study at a German university leads to becoming a federally 'certified' 

teacher, one who has undergone a minimum of 8 semesters of studying the subject matter, in 
her case German and English, as well as courses in linguistics, pedagogy, literature and 
culture, followed by a year of apprenticeship (Referendariat) under the tutelage of 
experienced teachers.  

76  Her Emails were pasted together into one text and can be read in Appendix H for verification 
of the mentioned parallelism between her and my findings. The phone conversations were 
not transcribed not only because I didn't think of it at the time, but also because this aspect 
seemed slightly peripheral to this dissertation, not to mention time constraints. 
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Having read and discussed her comments, I asked her to write a 

summary report, in which to outline her overall findings and general insights 

into the complete set, which she kindly agreed to do (all her comments are 

shown in Appendix H).77 After she had read and commented on the journals in 

their entirety, we discussed our findings and insights telephonically, and it was 

during our conversations that we checked and re-checked each other until we 

both felt satisfied that we had established something which corresponded to both 

of our findings. Interestingly, from the onset her comments paralleled the themes 

I had established in the interim even though she initially commented on 

individual journals rather than the totality thereof. Her summary comments, 

which were submitted after the fact, served to verify my observations, and ended 

up paralleling them as well. The results of this lengthy, arduous, and 

complicated process, which constitutes Grounded Theory, will be presented in 

Chapter 4. 

 

 

 

 

 

                                                 
77  Appendix H shows all comments of the secondary researcher. Parts thereof will be cited in 

Chapter 4. 
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3.8 SUMMARY OF USING THE LIWC AND GROUNDED THEORY 
AS METHODS OF ANALYSIS 

 

This summary will revisit the relevant issues for this study as they 

specifically relate to the LIWC and GT mentioned more expansively above. Two 

different types of student texts are analyzed with GT: 

a. students' CMC journal entries about a fictional media text read 
for/discussed in class. 
b. students' CMC chats, intended to adhere to the constructivist/ 
socioculturalist Vygotskian and Bakhtinian principles of knowledge 
building, and learning through and from dialogue via peer 
interaction. 

 

Students’ journals (text type a.), in which they can express themselves 

without the constraints of having to communicate in a FL, will firstly be 

examined using the LIWC to see whether or what kind of perceptual changes 

from the beginning to the end of the semester occurred. Additionally, they will 

be examined with Grounded Theory to see what themes emerge from the data 

itself and what insights into learning with and from fictional media can be 

advanced through those themes. Grounded Theory will also be utilized for 

students' CMC chats (text type b.) to uncover themes within these chats and to 

then inform existing claims about or beliefs in the possibilities of students' 

collaborative engagement with FL literature. 
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3.9  CHAPTER SUMMARY 

This dissertation intends to validate the much proclaimed but little 

measured/thoroughly investigated efficacy of FL fictional media as an all-

around rich and well-suited classroom tool for enhancing numerous facets of FL 

and culture learning while furthering intra- and interpersonal development. 

Thus, this study examines students’ attitude and motivation for FL learning 

(AMTB), their attitudes toward the FL literature as a valid and effective tool for 

FL and culture learning (FLLinC), as well as their beliefs about FL literature as 

a good means for addressing and achieving ACTFL’s 5 Cs with a pre-posttest 

format using three different instruments.  

No instruments existed which validated existing claims in the field 

regarding the effectiveness of FL literature as a primary tool. The goal, to 

reiterate, was to enhance motivation, intellectual content, culture learning, 

personal enjoyment, and (socio)linguistic gains. No means were available to 

measure to what extent, if any, FL literature addresses and interrelates with 

ACTFL's 5 Cs goal standards as far as students are concerned. Therefore, two of 

these instruments (5 Cs and FLLinC) had to be designed by the author. 

Statistical analyses determining the instruments’ reliability (factorial analysis 

and reliability statistics) found both self-designed instruments to be statistically 

reliable. 

This study employs a multifaceted research design by utilizing 

quantitative (pre-posttests for the three instruments, the LIWC analysis of 
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learners' journals) and qualitative analyses (learners' journals and CMC chats). 

Although statistics are able to show that significant differences develop over 

time, they are not able to capture what is happening. Given the limited 

explanatory power of numbers, student-produced texts about fictional media are 

used as additional data sources. Specifically, two types of student texts are 

analyzed with GT, namely private journals and small group chats, which are 

intended to intended to adhere to the constructivist/ socioculturalist Vygotskian 

and Bakhtinian principles of knowledge building, and learning through and from 

dialogue via peer interaction (discussed in Chapter 2). Students’ journals, in 

which they can express themselves without the constraints of having to 

communicate in a FL, will firstly be examined using the LIWC to see whether or 

what kind of perceptual changes from the beginning to the end of the semester 

occurred. Additionally, they will be examined with Grounded Theory to see 

what themes emerge from the data itself and what insights into learning with and 

from fictional media can be advanced through those themes. Grounded Theory 

will also be utilized for students' CMC discussions to uncover themes in said 

learner discussion and to then inform existing theories or claims, or belief in the 

possibilities of students' collaborative engagement with FL literature. 

Although research suggests a more focused involvement on the 

researcher’s part in order to maximize the benefits of CMC discussions, this 

researcher was limited due to having to address over twenty students’ questions 

during the CMC sessions and/or having to deal with technical problems. Despite 
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the fact that a few discourse analysis tools for examining students CMC writings 

exist, the journals and students’ CMC discussions will also be analyzed using 

Grounded Theory because existing analysis tools do not sufficiently address the 

researcher’s needs. Utilizing a variety of sources in seeking to answer the posed 

research questions will portray a richer, denser, better saturated, and more 

diversified picture than relying on statistical data alone. 
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CHAPTER 4: PRESENTATION AND ANALYSIS OF DATA 

Scientists often take the line that whatever cannot be proved by means of the usual scientific 
methods are matters that should not be raised at all. Yet only by asking such questions,  

even if at present we are unable to answer them, can we think about a direction in  
which to take our inquiries. They stretch our imaginations, and that is always  

a useful exercise. With their restricted sense of valid criteria, most  
scientists want to be able to test, probe, and replicate data.  

You cannot do that with a single story. Scientist think  
that whereas a story can be either true or false,  

something that takes place more than  
once in a laboratory has to be true.  

There is no reason to believe this to be the case. Data can be faked, forged, or misrepresented as 
easily as an a story, and what we learn from some laboratory experiments does not tell us 

anything we could not have known without the experiments. Pavlov proved that a dog  
can be driven crazy. Did anyone ever doubt that? There is no royal road leading us  

directly to the inner feelings of other humans. People often do not themselves  
know what they are feeling, nor are they able to express their feelings  

without difficulty. Since we can never know for certain what  
another person is feeling, anything we say about his inner  
world is, in a sense, pure speculation. That speculation, 

however, can be informed speculation.  
Masson, J., 1997, xxi-xxii  

 

4.1  OVERVIEW 

The purpose of this investigation is to investigate the effectiveness of FL 

fictional media or fictional (not canonical) literature as a multidimensional tool 

for achieving a number of overarching goals. Thus, the results provide deeper 

insights into whether and how student engagement with fictional media affects 

them and their learning overall, as indicated by Grounded Theory or, stated 

differently, what potential benefits offer themselves through such an 

engagement.     

This chapter examines and discusses the results obtained from the three 

different data sets: (1) the questionnaire data, (2) the student journal data, and 

(3) the CMC data. After restating the research hypotheses and questions, the 
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statistical results of the questionnaires will be discussed. Next, the outcome of 

the LIWC analysis performed on students' journals will be stated, and, lastly, 

said journals as well as the CMC transcripts will be investigated using Grounded 

Theory. The results are discussed in the order in which appear below. The next 

section offers a brief synopsis of this study’s objectives. 

 

4.2  THE MAIN HYPOTHESES AND RESEARCH QUESTIONS 

The main hypotheses introduced in Chapter 1 are as follows: 

German students in their fourth semester of language study, after 
being exposed to a semester long ‘treatment’ of fictional media will 
demonstrate change in attitudes, level of motivation, and perceived 
benefits of language and culture learning with fictional media. 

In addition, their writings from the beginning to the end of the 
semester will evidence further changes through their reflections about 
FL texts introduced as part of the curriculum.  

Their computer-mediated chats about such texts will evidence co-
constructed knowledge and dialogism as necessary components of 
culture learning. 

   

The first two hypotheses concern attitudinal shifts, which may be 

positive or negative, through/after a semester-long exposure to fictional media. 

Once the operating hypotheses were formulated, the initially broad focus of the 

study could be narrowed. After finding instruments in existence or designing 

own ones and after finding already established methods (LIWC, Grounded 
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Theory) of analysis with which to test these hypotheses, specific areas of 

investigation emerged and are stated using the research questions below: 

(1)  Do students’ attitudes and motivation with respect to Germans, 
German language and German class change within one semester of 
engagement with German fictional media? (See Appendix A for the 
AMTB pre-posttest assessment instrument). 

(2)  According to self-reported students’ views and experiences, do 
their opinions change regarding how learning with foreign language 
fictional media is or is not an effective tool for addressing the five 
standards in foreign language teaching as set forth by ACTFL (1999)? 
(See Appendix B for the 5 Cs pre-posttest assessment instrument).  

(3)  Do students’ self-reported perceptions about the value of fictional 
media as content for learning (about) German language and culture, as 
well as their motivation and enjoyment of these media, change within 
one semester of instruction based on fictional media? (See Appendix 
C for the FLLinC pre-posttest assessment instrument). 

Null hypothesis:  
There is no difference in students’ responses to the assessment 
instrument from the beginning to the end of the semester.  
 
Alternate hypothesis:  
There is a difference in students’ responses to the assessment instrument 
from the beginning to the end of the semester. 
 

Due to the different data sets used in this study, the initial fourth research 

question had to be split into two questions. This was necessary because the 

researcher, in order to obtain a more complete picture of the much discussed, 

envisioned, and potential benefits of fictional texts (see Chapter 2) did not want 

to solely rely on quantitative measures.  

(4a) What kind of changes do students' private (computer-mediated) 
journals reveal when investigated with a semantic text analysis tool 
(the LIWC)?   
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Null hypothesis:  
There are no differences or changes in students’ journal writings from 
the beginning to the end of the semester.  

 
Alternate hypothesis:  
There are differences or changes in students’ journal writings from the 
beginning to the end of the semester. 

 

(4b) What kind of changes or themes relevant for learning do students' 
private (computer-mediated) journals reveal when investigated by the 
method of Grounded Theory?  
 

  
While the various issues, which the fourth research question addresses, 

are still the same as originally stated in Chapter 1, the wording now makes 

explicit the two different types of analysis performed on the data set 'Journals': 

The LIWC analysis (quantitative) and the analysis method 'Grounded Theory' 

(qualitative). Given the limited German language ability of German learners in 

the fourth semester, the LIWC software tool did not seem applicable for an 

analysis of their FL output, which is why it was decided that their CMC chats 

would be analyzed using GT only. The research focus, however, remained the 

same: 

(5) What insights into social constructivist/dialogic learning 
regarding culture learning and learning with fictional media in 
general can a qualitative analysis by the method of Grounded 
Theory ascertain? What themes are mirrored in students' writings 
and what categories for their learning/ engagement with fictional 
media can be established using Grounded Theory? What 
information can a qualitative analysis (Grounded Theory) of 
students’ writings reveal about their experiences with FL 
literature? Do repeated analyses of students' journals and their 
CMC discussions (Grounded Theory) speak to any such changes? 
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Research questions (1), (2), and (3), rely solely on quantitative analyses, 

whereby student mean ratings from the pre- and the post-tests are compared. 

Each one of the three instruments is comprised of underlying subcategories. For 

example, the 5 Cs instrument consists of the five standards for foreign language 

teaching, where each standard comprises one scale (or subcategory). Five 

different items, all of which specifically relate to one of those five standards, 

address or ‘measure’ this standard. In order to ascertain student ratings of each 

standard and to see whether a statistically significant change from the beginning 

to the end of the semester occurred, one must compare the two means (pre- and 

posttest), namely the mean in the beginning of the semester with the mean 

obtained at the end of the semester. These results are presented in the next 

section.  

 

4.3  QUANTITATIVE ANALYSIS: T-TEST RESULTS OF THE 
QUESTIONNAIRES 

4.3.1  Overview of Questionnaire Results  

An independent groups T-test was performed comparing the mean 

ratings of all pre-test items and their respective subscales with the mean ratings 

of the post-test. The same instruments were administered for the pre- as well as 

the posttests. The alpha level was .05. This test was found to be statistically 

significant, t (84) = 1.99, p .05 for all of the 5 Cs instrument subscales and all of 
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the FLLinC instrument subscales, but only regarding the subscale General 

Course Interest, Part 2 of the AMTB, which will be discussed more thoroughly 

below. The following four subsections (4.3.1.1, 4.3.1.2, 4.3.1.3, and 4.3.1.4) will 

show the descriptive or group statistics for each of the instruments; afterwards, 

the results of the T-Tests will be discussed. 

 

4.3.1.1  Descriptive Statistics of the AMTB, Part I 

Table 1: Descriptive Statistics of the AMTB, Part I 

 

Although a visual inspection of the pre- and posttest means seemed to 

show that all means moved in the expected direction -- insofar that they 

increased because student responses were more positive and thus seem to 

indicate a more favorable evaluation at the end than in the beginning of the 

Subscales  prepost N Mean Std. Deviation Std. Error Mean
Pre 44 3.7225 .57092 .08607 

Attitudes towards  
speakers of German 

Post 42 3.9196 .59149 .09127
Pre 44 4.3909 .51841 .07815 

Interest in  
Foreign Language 

Post 
42 4.4000 .54728 .08445

Pre 44 4.1023 .80752 .12174 
Integrative  
Orientation 

Post 42 4.2500 .81150 .12522
Pre 44 3.7273 .89055 .13426 

Instrumental  
Orientation 

Post 42 3.8512 .77903 .12021
Pre 44 2.6742 1.19319 .17988 

Foreign Language  
Anxiety 

Post 42 2.9603 1.20118 .18535
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course -- the increase was minimal and, as it turned out, not statistically 

significant.78 

 

4.3.1.2  Descriptive Statistics of the AMTB, Part II 

Table 2: Descriptive Statistics of the AMTB, Part II 

 

 

The second part of the AMTB also seemed to indicate a move in the 

expected direction because all posttest means are higher than the pretest means. 

Again, the differences were not statistically significant, and one must conclude 

that fictional media alone does not make students generally believe that a course 

with a focus on texts is more useful. Neither does it bring about a generally more 

favorable course evaluation. Still, the null hypothesis regarding this part of the 

study could not entirely to be rejected because the subscale Course Interest of 

                                                 
78  see section 4.4.1 

Subscales prepost N Mean Std. Deviation Std. Error Mean
Pre 44 5.8727 .75955 .11451 

Course Utility Post 42 6.0429 .73589 .11355
Pre 44 5.6045 .77007 .11609 

Course General  
Evaluation 

Post 
42 5.8429 .66411 .10247

Pre 44 5.0318 .85936 .12955 
Course Interest Post 42 5.7619 .68180 .10520

Pre 44 4.5182 .97915 .14761 
Course Difficulty Post 42 4.7952 .79202 .12221
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the AMTB, Part II, did yield statistically significant changes. This is addressed 

in section 4.4.2. 

 

4.3.1.3  Descriptive Statistics of the 5 Cs 

Table 3: Descriptive Statistics of the 5Cs 

A visual inspection of the 5 Cs instrument shows that all means moved in 

the anticipated direction, namely all of them increased over the course of the 

semester. Given that all of the t-test results of the 5 Cs instrument were 

statistically significant, they will be discussed under 4.4.3.  

 

 

 

 

Standards prepost N Mean Std. Deviation Std. Error Mean
Pre 44 3.4636 .86457 .13034 

Communities Post 42 3.9524 .74547 .11503
Pre 44 3.3818 .70324 .10602 

Culture Post 42 4.0238 .60599 .09351
Pre 44 3.5091 .70276 .10594 

Communication Post 42 4.0762 .61518 .09492
Pre 44 3.6727 .70887 .10687 

Comparison Post 42 4.2286 .52372 .08081
Pre 44 3.2955 .80981 .12208 

Connection Post 42 3.9619 .56610 .08735
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4.3.1.4   Descriptive Statistics of the FLLinC 

Table 4: Descriptive Statistics of the FLLinC 

 

Just like the 5 Cs, the means of the FLLinC instrument also shifted in the 

expected direction, and all of the increased means obtained from the t-tests 

performed on each subscale (see below) proved to be statistically significant.  

 

4.4  QUESTIONNAIRE DATA: COMPARISON OF PRE- AND POST-
TEST RESULTS 

The significance of the statistical analyses lies therein that they provide 

empirical evidence whether or not FL students’ attitudes towards the usefulness 

and benefits of fictional media in this FL classroom improved with added 

exposure to such materials. In the beginning of these two German 202 courses 

(and with limited knowledge about FL fictional media), learners evaluated its 

use in the FL classroom, or, in the case of the AMTB, a course centering on 

Subscales 
pre or  
posttest N Mean Std. Deviation Std. Error Mean
Pre 44 3.7182 .75121 .11325 

Motivation Post 42 4.1190 .57094 .08810
Pre 44 3.7864 .63743 .09610 

Intellectual Content Post 42 4.1000 .52869 .08158
Pre 44 3.7955 .63611 .09590 

Culture Post 42 4.2571 .47838 .07382
Pre 44 3.6955 .76976 .11605 

Personal enjoyment Post 42 4.1714 .52928 .08167
Pre 44 3.8682 .64978 .09796 

Linguistic Gains Post 42 4.2952 .49630 .07658
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fictional media as less favorable (less useful/stimulating/interesting/motivating/ 

helpful for numerous facets of FL learning). The use of fictional media in 

general in the German classroom was viewed more negatively when learners 

entered the course than by the time they exited.79 Whenever the statistical 

analyses showed statistically significant differences from the pretest to the 

posttest, a negative t-value resulted. When computing the t-scores, the (higher) 

posttest t was subtracted from the (lower) pretest t, thus leading to a negative t-

score. 

 

4.4.1 Explanation and Result of the T-test Statistics 

The two-sample (sampling the pre- and the posttest means) T-test was 

performed comparing the mean ratings of all pre-test items within their 

respective subscales with the mean ratings of the post-test (using the same 

instruments for the pre- as well as the posttests). This lead to five separate T-

tests for the AMTB Part I, the 5 Cs, and the FLLinC because each of those 

instruments consisted of five subscales, and four T-tests for the AMTB Part II, 

because that instrument was comprised of four subscales. 

All performed T-tests were found to be statistically significant, t (84) = 

1.99, p < .05 for all of the 5 Cs instrument subscales and all of the FLLinC 

instrument subscales, but only regarding the subscale General Course Interest, 

                                                 
79   Please refer to Appendices A, B, and C, which display the individual instrument, scales, and 

item phrasings. 
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(semantic differential, Part 2 of the AMTB). The statistical program SPSS 15.0 

(SPSS for Windows, Rel. 11.0.1. 2001. Chicago: SPSS Inc.) calculated all T-

tests (two sample). The conventional alpha level of .05 was used for all 

statistical analyses, which were then examined with a significance level of p < 

0.05. The alpha level reflects “the researcher’s decision about how extreme the 

results of a statistical test should be before the null hypothesis is rejected” 

(Jaccard & Becker, 1997, p. 230) whereas the significance level, also called 

probability level, p represents “the probability of obtaining a results as extreme 

as the one observed, given a true null hypothesis” (ibid), or the actual observable 

results of the T-test. Thus, the likelihood of obtaining a T-value as extreme as the 

one observed in the present study can be said to have occurred nonchance.  The 

test is nondirectional (see hypotheses). 

Levene’s Test for Homogeneity of Variance (the F-test), which 

“evaluates a null hypothesis of equal variance in the populations against an 

alternative hypothesis of unequal variances in the populations” (Jaccard & 

Becker, p. 287) shows that the homogeneity of variance is the same for the 

populations who scored the pre- and post-tests because, in nearly all instances, p 

>.05. This allows one to conclude with a high degree of confidence that the 

variances in the populations are equal. 

All means of all instruments’ subscales were found to exhibit 

homogeneity of variance with the exception of only two subscales. These two 

exceptions, namely the subscale Comparison under the 5 Cs instrument, and the 
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subscale Personal Enjoyment under the FLLinC instrument, yielded a 

significance level slightly p < .05 (meaning that equal variances cannot be 

assumed). One has to conclude that, with respect to those two scales, there was 

more variability among the respondents’ answers. When that is the case, one 

uses a computed adjusted value assuming non-homogeneity of variance80 in the 

population, and compares that against the critical T-value.  All results turned out 

to be statistically significant unless otherwise noted. 

                                                 
80 Jaccard & Becker, 1997, p.253: "The homogeneity of variance assumption is applicable when 

two of more groups of scores are considered in the research design. … When an inferential 
test is robust to violations of an assumption, it can be applied even when that assumption is 
violated. This is because the frequencies of Type I and Type II errors will be similar to what 
they would be under conditions where no violations occurred. Thus, the accuracy of the test's 
conclusions will be relatively unaffected.  
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4.4.2  Pre-Posttest Results of the AMTB Instrument, Part I 

Table 5: Results of the AMTB's T-test, Part I 

   T-test for Equality of Means 
  
EV =  
Equal Variance  
ass. = assumed t df 

Sign.  
(2-tail) 

Mean  
Differen

ce 
Std. Error 
Difference 

95% Confidence 
Interval of the 

Difference 

Subscales 
    p <.05     Lower Upper 

EV ass. 
-1.573 84 .119 -.19717 .12535 -.44643 .05210 

Attitudes 
towards  
German 
speaker 
  

EV not 
ass. -1.572 83.433 .120 -.19717 .12545 -.44667 .05233 

EV ass. 
-.079 84 .937 -.00909 .11492 -.23761 .21943 

 
Interest in  
Foreign 
Language 
  

EV not 
ass. -.079 83.150 .937 -.00909 .11506 -.23794 .21976 

EV ass. 
-.846 84 .400 -.14773 .17462 -.49498 .19953 

 
Integr. 
Orientation 
  EV not 

ass. -.846 83.774 .400 -.14773 .17464 -.49503 .19958 

EV ass. 
-.685 84 .495 -.12392 .18077 -.48340 .23556 

 
Instrum.  
Orientation 
  EV not 

ass. -.688 83.379 .494 -.12392 .18021 -.48232 .23448 

EV ass. 
-1.108 84 .271 -.28608 .25824 -.79962 .22747 

 
 
FL Anxiety 
  EV not 

ass. -1.108 83.758 .271 -.28608 .25828 -.79972 .22757 

 

With respect to the first part of the AMTB, although attitudinal changes 

towards FL speakers, interest in German, instrumental and integrative 

orientation as well as FL anxiety were seemingly observed, the differences were 

too small to yield statistically significant results, t (84) = 1.99, p > .05 and the 

null hypothesis could thus not be rejected. Students’ attitudes towards German 

speakers, their overall interest in FL as well as their integrative and instrumental 
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orientation remained stable, which indicates that the use of fictional media did 

not contribute to any marked changes regarding the above-mentioned criteria. 

In fact, their FL anxiety also seemed to increase slightly, but this visually 

spotted increase turned out to statistically insignificantly. A possible explanation 

for the seeming increase is that reading and listening to authentic texts and 

talking about them in class places more of an intellectual strain on individuals 

and holds the perceived potential of being more embarrassing than strict 

language work.81 It is not surprising that students seemed to feel slightly less 

sure of themselves when talking about fictional media. After all, discussions of 

texts, any text, are less clear cut than grammatical exercises and do hinge more 

on interpretative skills, which generally ask more of learners than providing a 

correct answer or one that reflects their own life experiences. Instead, 

discussions about texts may require further explanations of one’s position, 

belief, or insights, and thereby require a questioning of oneself or others’ 

comments as well as using language skills, which may not be as easily 

accessible or available as the ones taught in textbooks.  

                                                 
81  The three items (29-31) pertaining to FL anxiety read: 29. It may embarrass me to volunteer 

answers in German; 30. I probably will not feel sure of myself when I am speaking in 
German; 31. I am afraid the other students will laugh at me when I speak German.  
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4.4.3  Pre-Posttest Results of the AMTB Instrument, Part II,  

Table 6: Results of the AMTB's T-test, Part II 

  T-test for Equality of Means 

t df 

Sig. 
(2-

tailed) 
Mean 

Difference
Std. Error 
Difference

95% Confidence 
Interval of the 

Difference 

EV =  
Equal Variance  
ass. = assumed 
 
Subscales      p < .05     Lower Upper 

EV  
assumed -1.054 84 .295 -.17013 .16138 -.49106 .15080 

 
Course 
Utility 
  EV  not 

assumed -1.055 83.980 .294 -.17013 .16126 -.49082 .15056 

EV 
assumed -1.534 84 .129 -.23831 .15539 -.54731 .07069 

 
Course 
General 
Evaluat. 
  

EV  not 
assumed -1.539 83.163 .128 -.23831 .15485 -.54629 .06967 

EV 
assumed -4.351 84 .000 -.73009 .16778 -1.06374 -.39643 

 
Course 
Interest 
  EV  not 

assumed -4.375 81.322 .000 -.73009 .16689 -1.06212 -.39805 

EV 
assumed -1.439 84 .154 -.27706 .19258 -.66003 .10591 

 
Course 
Difficulty 
  EV  not 

assumed -1.446 81.830 .152 -.27706 .19164 -.65830 .10418 

 

The T-test results of the second part of the AMTB, which consisted of 

semantic differential scales, also mostly yielded statistically non-significant 

results. The subscales Course Utility, Course Interest, and Course Difficulty 

remained stable enough to not show any statistically significant changes. 

However, the changes from pre- to posttest with respect to the subscale Course 

General Interest were statistically significant, t (84) = 1.99, p < .05, and the null 

hypothesis could be rejected, thereby evidencing that, at the end of the course, 

students were more interested in the class than in the beginning even though 

most learners fulfilled their FL requirement (with German 202 being the last in a 
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mandatory sequence of four) and thus ‘need’ no longer be interested in a 

German course. Despite the fact that the course in question, after a visual 

inspection of the means, at first seemed to be judged to be more difficult than 

students had originally anticipated, this perceived difference turned out to be not 

statistically significant).  

In short, only one of the four subscales yielded statistically significant 

results: Course Interest. Students’ interest in the course was statistically 

significantly higher at the end of the semester. This indicates that respondents to 

the instrument welcomed the added difficulty and actually may have felt 

intellectually more stimulated, which may have increased their overall course 

interest. This possibility is paralleled by the results of the 5 Cs and the FLLinC 

instruments (below). Given that the statistical analyses of the AMTB, Part I and 

II, did not yield any statistically significant results other than the one briefly 

discussed here (Subscale Course Interest), they will not be addressed further. 
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4.4.4  Pre-Posttest Results of the 5 Cs Instrument 

Table 7: Results of the 5 Cs T-test  

T-test for Equality of Means 

EV =  
Equal Variance  
ass. = assumed 
  
  t df 

Sig. (2-
tailed) 

Mean 
Differ- 
ence 

Std. Error 
Difference 

95% Confidence 
Interval of the 

Difference 

Subscales      p < .05      Lower Upper 
EV 
ass. -2.802 84 .006 -.48874 .17444 -.83564 -.14185 

 
 
Communities EV 

not 
ass. 

-2.811 83.160 .006 -.48874 .17384 -.83449 -.14300 

EV 
 
ass. 

-4.526 84 .000 -.64199 .14185 -.92408 -.35990 
 
 
Culture 
  EV 

 not 
ass. 

-4.541 83.149 .000 -.64199 .14136 -.92315 -.36084 

EV 
ass. -3.974 84 .000 -.56710 .14269 -.85086 -.28334 

 
 
Communication 
  

EV 
 not 
ass. 

-3.987 83.389 .000 -.56710 .14225 -.85001 -.28419 

EV 
ass. -4.120 84 .000 -.55584 .13491 -.82413 -.28756 

 
 
Comparison 
  

EV 
 not 
ass. 

-4.149 79.109 .000 -.55584 .13398 -.82252 -.28917 

EV 
ass. -4.404 84 .000 -.66645 .15133 -.96739 -.36551 

 
 
Connection 
  

EV  
not 
ass. 

-4.440 77.103 .000 -.66645 .15011 -.96536 -.36754 

 

The five T-tests performed on the subscales of the 5 Cs instrument all 

yielded statistically significant results, t (84) = 1.99, p < .05.  Students’ 

perceptions regarding the usefulness of fictional media with respect to 

addressing the five standards in foreign language teaching, as provided by 

ACTFL, were more positive at the end of the semester than in the beginning. 

These results demonstrate that learners believe fictional media to be helpful to 
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them in order to achieve the goal descriptors for Standard 1, Communication; 

Standard 2, Culture; Standard 3, Connections; Standard 4, Comparisons; and 

Standard 5, Communities.  

Although it was not unexpected that, on the posttest, learners more 

strongly thought fictional media “helped [them] understand and discuss 

experiences with expressive products of German-speaking cultures and historical 

periods (literary genres, music,…),”82 “helped [them] view the world through a 

new window,”83 or “helped [them] develop my  [their] ability to hypothesize 

about cultural systems in general,”84 the researcher was surprised to see that 

every single item and thus every single Standard enjoyed a statistically 

significant mean increase. Most surprising was the fact that students believed 

fictional media helped them “engage in a conversation in German”85 and made 

them “more likely to use the German language to communicate with others in a 

school setting.”86 

 

 

 

 

                                                 
82  Item 22, Standard Culture 
83  Item 21, Standard Connections 
84  Item 15, Standard Comparison 
85  Item 11, Standard Communication 
86  Item 5, Standard Communities 
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4.4.5 Pre-Posttest Results of the FLLinC Instrument  

Table 8: Results of FLLinC's T-test 

T-test for Equality of Means  
 
 EV = 
Equal Variance  
ass. = assumed t df 

Sig. 
(2-

tailed) 
Mean 

Difference 
Std. Error 
Difference 

95% Confidence 
Interval of the 

Difference 

Subscales     
p < 
.05      Lower Upper 

EV 
ass. -2.776 84 .007 -.40087 .14439 -.68799 -.11374 

 
 
Motivation 
  

EV 
not ass. -2.794 80.046 .007 -.40087 .14348 -.68640 -.11533 

EV  
ass. -2.477 84 .015 -.31364 .12660 -.56540 -.06187 

 
 
Intellectual 
Content 
  

EV 
not ass. -2.488 82.417 .015 -.31364 .12605 -.56438 -.06289 

EV 
ass. -3.790 84 .000 -.46169 .12181 -.70392 -.21946 

 
 
Culture 
  

EV  
not ass. -3.815 79.705 .000 -.46169 .12102 -.70253 -.22084 

EV 
ass. 
 

-3.326 84 .001 -.47597 .14310 -.76055 -.19140 
 
 
Personal 
enjoyment 
  

EV 
not ass. -3.354 76.470 .001 -.47597 .14190 -.75857 -.19338 

EV 
ass. -3.413 84 .001 -.42706 .12511 -.67586 -.17826 

 
 
Linguistic 
Gains 
  

EV 
not ass. -3.435 80.203 .001 -.42706 .12434 -.67449 -.17962 

 

Each of the five T-tests performed on the FLLinC instrument also 

rendered statistically significant results, t (84) = 1.99, p < .05 for each one of the 

five instrument subscales. Learners’ shifts in answers from beginning to the end 

of the course moved in the expected direction and thereby supported the idea 

that fictional media enhanced motivation and intellectual content, furthered 

culture learning, personal enjoyment, and (socio)linguistic gains. Just as with 
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respect to the 5 Cs instrument, an increase regarding the pre-posttest mean of 

FLLinC’s subscale Culture and Intellectual Content was not too surprising, but 

statistically significant results for subscales Personal Enjoyment, Motivation, 

and (Sociol)linguistic Gains were surprising given that some researchers 

(Muyskens and Harlow, 1994) had found a decade ago that reading (literature) 

ranked mid to low amongst students’ and teachers’ learning and activity 

priorities for the FL classroom, and, with a seemingly ever-increasing push for 

pragmatic/communicative competencies, it is doubtful whether the mid to low 

ranking  would be any different today. 

These examples, as well as the results of the T-tests in general, show that 

fictional media, as perceived by FL learners, does indeed seem to hold vast 

potential for expanding the less tangible facets of FL and culture learning 

discussed in this study. They also are reminiscent of and reemphasize what 

Shanahan (1997) postulated, and what partially constitutes the inspirational basis 

for this research, namely that literature provides lasting value beyond the level 

of language acquisition and encourages a multitude of learning dimensions. 

 

4.5  THE LIWC DATA 

4.5.1  Overview of LIWC Analyses 

 In order to address only the journal analysis resulting from the LIWC 

semantic text analysis tool, the initial research question (encompassing two 

different methods of analysis, namely the LIWC and GT, and the two different 
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data sets, namely journals and chats) had to be pulled apart. With respect to the 

data set discussed under 4.5, the journals, I am first addressing the LIWC 

analysis. The section following 4.5, namely 4.6, discussed the analysis of 

journals by method of Grounded Theory. Thus, the reformulated/pulled apart 

research question regarding the students' journals analyzed with the LIWC reads: 

Do students' private journals indicate perceptual, affective, or other 
relevant changes as indicated by the LIWC analysis?  

 

A total of five of the LIWC's dimensions and their subcategories were 

investigated.87 Below is an example from the dimension Total Affective or 

Emotional Processes, which shows what kind of data, namely mean scores per 

subcategory, the LIWC renders. Only the means from three students and their 

journals (1-4) is shown here due to the magnitude of the tables.88 

 

 

 

 

 

 

 

                                                 
87   Please see 3.6.7.2 for an explanation why some were chosen and others were not 
88  For a complete table of the LIWC data, please see Appendix I 
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Table 9: Sample of the Data produced with the LIWC 
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Conrad1.txt 5.83 3.75 1.25 0.42 2.08 0.42 0 0.42
Conrad2.txt 4.92 2.37 0.91 0.36 2.55 0.36 0.55 0.55
Conrad3.txt 3.93 1.83 0.79 0.26 2.09 0.26 0.52 0.26
Conrad4.txt 2.97 1.62 0 0.27 1.35 0 0.27 0
Dan1.txt 1.4 1.4 0.7 0 0 0 0 0
Dan2.txt 1.46 0.49 0 0.49 0.97 0 0.49 0
Dan3.txt 2.63 1.32 0 0 1.32 0 0 0.66
Dan4.txt 2.37 1.97 1.05 0.26 0.39 0 0 0.26
Dixon1.txt 2.87 2.87 0 0 0 0 0 0
Dixon2.txt 2.78 1.69 0 0.48 1.09 0 0.73 0
Dixon3.txt 2.33 0.58 0 0 2.33 0.58 0 0.29
Dixon4.txt 2.98 1.68 0.19 0.19 1.12 0.93 0.19 0

 

Although this data clearly shows shifts in categories from journal to 

journal, the researcher decided to amend her initial research question to ascertain 

whether the mean differences from journal entry to journal entry are statistically 

significant. This was not part of the original research question, but needed to be 

done to provide more valid information than a mere visual inspection of the 

various means and their changes over time. This resulted in the following 

hypothesis: 

Null hypothesis: There are no shifts or differences in the LIWC 
categories from the beginning to the end of the semester.  

Alternate hypothesis: There are shifts or differences in the LIWC 
categories from the beginning to the end of the semester.  
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4.5.2  Individual ANOVA statistics 

The statistical program SPSS 15.0 calculated all ANOVAs. The 

conventional alpha level of .05 was used for all statistical analyses, which were 

then examined with a significance level of p < 0.05.  

The resulting ANOVAs determined whether statistically significant 

changes took place, the posthoc Tukey HSD tests examined the relationship 

between the factor Time and the five main dimensions mentioned under 3.6.7.2, 

namely: 1. Total Pronouns, 2. Total Affective or Emotional Processes, 3. Total 

Cognitive Mechanisms, 4. Total Sensory and Perceptual Processes, and 5. Total 

Social Processes. Here, the main outcome, the Tukey pair-wise comparisons, 

and a visual representation of the same will be presented.89 

 

4.5.2.1  LIWC Main Category Total Pronouns 

The performed one way repeated measures analysis of variance related 

the journal writing over time to the changes in pronoun use. For an alpha of .05, 

the obtained F-ratio was found to be statistically significant, F (2.952, 112.163) 

= 4.246, p = .007. The strength of the relationship, as indexed by eta2, was .100, 

thus indicating a weak effect. 

 

 

                                                 
89 The complete data set can be found in Appendix I. 
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Table 10: Analysis of Variance for main effect Total Pronouns 

ANOVA Total Pronouns  

Source  Type III Sum of 
Squares df Mean Square F Sig. Partial Eta 

Squared 

Sphericity 
Assumed 61.506 3 20.502 4.246 .007 .100

time 
Huynh-Feldt 61.506 2.952 20.838 4.246 .007 .100

Sphericity 
Assumed 550.495 114 4.829    

Error(time) 
Huynh-Feldt 550.495 112.163 4.908    

 

When analyzing the pair-wise differences between each individual 

journal writing instance (1-4) to any other, the Tukey HSD posthoc analysis 

indicated that the differences in means for pronoun use was significant for 

Journal 1 and 2, as well as Journal 1 and 4, but not for Journal 1 and 3 (see 

below). Similarly, the pronoun means for Journal 2 and Journal 3 were 

significantly different, but not those of Journal 2 and 4. 
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Table 11: Tukey HSD for Main Effect Total Pronouns 

Tukey HSD (Pairwise Comparisons) Total Pronouns  
 

Mean Difference (I-
J) Std. Error Sig.(a) 95% Confidence Interval for 

Difference(a) (I) 
time 

(J) 
time 

Lower Bound Upper 
Bound 

Lower 
Bound Upper Bound Lower Bound 

2 1.398(*) .555 .016 .274 2.523

3 -.018 .517 .972 -1.065 1.0291 

4 1.045 .558 .069 -.084 2.174

1 -1.398(*) .555 .016 -2.523 -.274

3 -1.416(*) .433 .002 -2.293 -.5402 

4 -.353 .424 .409 -1.211 .504

1 .018 .517 .972 -1.029 1.065

2 1.416(*) .433 .002 .540 2.2933 

4 1.063(*) .481 .033 .089 2.038

1 -1.045 .558 .069 -2.174 .084

2 .353 .424 .409 -.504 1.2114 

3 -1.063(*) .481 .033 -2.038 -.089

Based on estimated marginal means  

* The mean difference is significant at the .05 level. 

a Adjustment for multiple comparisons: Least Significant Difference (equivalent to no adjustments). 

 

The graph below contains the same information as the table, and renders 

a visual image of the information in the statistical table above: 
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Illustration 1:  Graphic representation of shift in Total Pronouns from Journal 1 
to Journal 4 

 

 

Just as the image suggests, the shifts regarding the use of pronouns from 

Journal 1 to Journal 2 and 4 are statistically significantly different, but not from 

Journal 1 to Journal 3 or from Journal 2 to Journal 4.  

Because this initial analysis was rather broad and did not allow for any  

specific conclusions to be drawn, additional analyses were undertaken to see 

whether the subcategories 'I' and 'We,' when analyzed by themselves, witness 

proportional shifts relatable to the factor Time. These two subcategories were 

deemed most interesting because a shift from ‘I’ to ‘We’ speaks to a more 

collective identity.   If the use of the pronoun  'I' decreases over time and the use 
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of 'We' increases, one could surmise reduced egocentrism and a change with 

respect to regarding onself not as a single entity but as part of a group or a 

culture. Statistical measures undertaken showed that the differences in means for 

the use of ‘I’ and/or ‘We’ were, in fact, statistically significant  (I vs. We x 

Journal Interaction).. For an alpha of .05, the obtained F-ratio was found to be 

statistically significant, F (114) = 5.197, p = .002. The strength of this 

relationship, as indexed by eta2, was .120, thus indicating a relatively small 

effect. This is shown in the following table. 

Table 12: Test of Within Subjects Effect for I vs. We  

 

 

 

 

 

 
 Source 
  

Type III 
Sum of 
Squares df 

Mean 
Square F Sig. 

Partial 
Eta2  

IvsWe Sphericity 
Ass. 527.410 1 527.410 140.873 .000 .788 

  Huynh-Feldt 527.410 1.000 527.410 140.873 .000 .788 
Error(IvsWe) Sphericity 

Ass. 142.267 38 3.744      

  Huynh-Feldt 142.267 38.000 3.744      
Journal Sphericity 

Ass. 20.195 3 6.732 4.719 .004 .110 

  Huynh-Feldt 20.195 2.838 7.115 4.719 .005 .110 
Error 
(Journal) 

Sphericity 
Ass. 162.619 114 1.426      

  Huynh-Feldt 162.619 107.856 1.508      
IvsWe * 
Journal 

Sphericity 
Ass. 19.595 3 6.532 5.197 .002 .120 

  Huynh-Feldt 19.595 3.000 6.532 5.197 .002 .120 
Error 
(IvsWe* 
Journal) 

Sphericity 
Ass. 143.264 114 1.257      

  Huynh-Feldt 143.264 114.000 1.257      
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Because the differences in means were significant, posthoc analyses were 

undertaken to see whether the determining factor of these differences in the 

frequency/use of ‘I’ and ‘We’ is attributable to the four journal writing instances 

(factor Time). The graph below shows that the means moved in the expected 

direction, but because the differences in means were ‘randomly’ significant, 

meaning that, for example, the mean differences in the use of I  for Journal 1 to 

Journal 2 were significant, whereas the mean differences in the use of  We were 

statistically significant for Journal 3 to Journal 4, one cannot assume that, with 

respect to the two classes investigated, reflective journal writing over time will 

consistently reveal a shift from a more egocentric I perspective to a We group 

perspective. Thus, relating the -statistically significant- changes from 'I' to 'We' 

to the stipulated factor Time (journal writing 1 -4) yields results, which are 

statistically not significant. This indicates that changes in the use of I and We 

cannot be clearly related to Time and thereby are possiblycaused by factors other 

than the one stipulated.  The figure below is visual representation of shifts in I 

and We over Time (=Journal Writing). 
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Illustration 2:  Interaction effects for I and We over Time 

 

 

 

 

4.5.2.2  LIWC Main Category Total Affective or Emotional 
Processes 

With respect to the overall analysis of Time and Total Affective or 

Emotional Processes, the following table resulted: 
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Table 13: Analysis Of Variance for Total Affective/Emotional Processes 

ANOVA Total Affective/Emotional Processes  

Source  Type III Sum of 
Squares df Mean 

Square F Sig. 
Partial 

Eta 
Squared 

Sphericity 
Assumed 23.860 3 7.953 4.188 .007 .099

time 
Huynh-Feldt 23.860 2.820 8.461 4.188 .009 .099

Sphericity 
Assumed 216.520 114 1.899    

Error(time) 
Huynh-Feldt 216.520 107.163 2.020    

 

The performed one-way repeated measures analysis of variance related 

the journal writing over time to the changes in the category Affective/Emotional 

Processes. For an alpha of .05, the obtained F-ratio was found to be statistically 

significant, F (2.820, 107.163) = 4.18, p = .009. The strength of this relationship, 

as indexed by eta2, was .099, thus also indicating a weak effect. 

When analyzing the pair-wise differences between each individual 

journal-writing instance (1-4) to any other, the following table resulted: 
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Table 14: Tukey HSD for Total Affective/Emotional Processes 

Tukey HSD (Pairwise Comparisons) Total Affective/Emotional Processes  

Mean Difference 
(I-J) Std. Error Sig.(a) 95% Confidence Interval for 

Difference(a) (I) 
time 

(J) 
time 

Lower Bound Upper 
Bound 

Lower 
Bound Upper Bound Lower 

Bound 

2 -.315 .341 .361 -1.005 .375

3 .113 .341 .743 -.577 .8021 

4 .760(*) .294 .014 .165 1.354

1 .315 .341 .361 -.375 1.005

3 .428 .362 .245 -.305 1.1612 

4 1.075(*) .269 .000 .530 1.620

1 -.113 .341 .743 -.802 .577

2 -.428 .362 .245 -1.161 .3053 

4 .647(*) .249 .013 .143 1.152

1 -.760(*) .294 .014 -1.354 -.165

2 -1.075(*) .269 .000 -1.620 -.5304 

3 -.647(*) .249 .013 -1.152 -.143

Based on estimated marginal means  

* The mean difference is significant at the .05 level. 

a Adjustment for multiple comparisons: Least Significant Difference (equivalent to no 
adjustments). 

 

When analyzing the pair-wise differences between each individual 

journal writing instance (1-4) to any other, the Tukey HSD posthoc analysis 

indicated that the differences in means for the use of related to Affective/ 

Emotional Processes were significant for Journal 1 and 4, but not for Journal 1 

and 2 or for Journal 1 and 3 (see below). The means for Journal 2 and Journal 4 

were significantly different, but not those of Journal 2 and 3, and the mean 

differences for Journal 3 and Journal 4 were also statistically significant. 
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The graph below contains the same information as the table, and portrays 

the same data as the table above visually: 

Illustration 3:  Graphic representation of shift in Affective/Emotional 
Processes from Journal 1 to Journal 4 

 

 

 

4.5.2.3  LIWC Main Category Total Cognitive Mechanisms 

With respect to the overall analysis of Time and Total Cognitive 

Mechanisms, the following table resulted: 
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Table 15: Analysis Of Variance for Total Cognitive Mechanisms 

ANOVA Total Cognitive Mechanisms  
 

Source  Type III Sum of 
Squares df Mean 

Square F Sig. Partial Eta 
Squared 

Sphericity 
Assumed 59.368 3 19.789 5.889 .001 .134

time 
Huynh-Feldt 59.368 2.759 21.515 5.889 .001 .134

Sphericity 
Assumed 383.105 114 3.361    

Error(time) 
Huynh-Feldt 383.105 104.857 3.654    

 

The performed ANOVA related the journal writing over time to the 

changes in the category Total Cognitive Mechanisms. For an alpha of .05, the 

obtained F-ratio was found to be statistically significant, F (2.759, 104.875) = 

5.88, p = .001. The strength of the relationship, as indexed by eta2, was .134, 

thereby again indicating a weak effect. 

When analyzing the pair-wise differences between each individual 

journal writing instance (1-4) to any other, the Tukey HSD posthoc analysis 

indicated that the differences in means for word usage relating to Total 

Cognitive Mechanisms were not significant for Journal 1 and any of the other 

three. The means for Journal 2 and Journal 3 as well as for Journal 2 and Journal 

4, however, were significantly different, as were those of Journal 3 and Journal 

4.  
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Table 16: Tukey HSD of Total Cognitive Mechanisms  

Tukey HSD (Pairwise Comparisons) Total Cognitive Mechanisms  

Mean 
Difference (I-J) Std. Error Sig.(a) 95% Confidence Interval for 

Difference(a) 
(I) time (J) time 

Lower Bound Upper 
Bound 

Lower 
Bound Upper Bound Lower 

Bound 

2 .852 .492 .092 -.145 1.848

3 .000 .465 1.000 -.941 .9411 

4 -.893 .450 .055 -1.804 .018

1 -.852 .492 .092 -1.848 .145

3 -.852(*) .351 .020 -1.563 -.1412 

4 -1.745(*) .345 .000 -2.443 -1.046

1 .000 .465 1.000 -.941 .941

2 .852(*) .351 .020 .141 1.5633 

4 -.893(*) .361 .018 -1.625 -.161

1 .893 .450 .055 -.018 1.804

2 1.745(*) .345 .000 1.046 2.4434 

3 .893(*) .361 .018 .161 1.625

Based on estimated marginal means  

* The mean difference is significant at the .05 level. 

a Adjustment for multiple comparisons: Least Significant Difference (equivalent to no 
adjustments). 

 

The graph below contains the same information as the table, and again is 

merely a visual image of the information in the statistical table above:  
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Illustration 4:  Graphic representation of shift in Total Cognitive Mechanisms 
from Journal 1 to Journal 4 

 

 

 

4.5.2.4  LIWC Main Category Total Sensory and Perceptual 
Processes 

With respect to the overall analysis of Time and Total Sensory and 

Perceptual Processes, the following table resulted: 
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Table 17: Analysis Of Variance for Total Sensory And Perceptual Processes 

ANOVA Total Sensory/Perceptual Processes   

Source  Type III Sum 
of Squares df Mean 

Square F Sig. Partial Eta 
Squared 

Sphericity 
Assumed 6.261 3 2.087 2.557 .059 .063

time 
Huynh-Feldt 6.261 2.665 2.349 2.557 .066 .063

Sphericity 
Assumed 93.050 114 .816    

Error(time) 
Huynh-Feldt 93.050 101.270 .919    

 

The one-way repeated measures analysis of variance related the journal 

writing over time to the changes in Sensory/Perceptual Processes. For an alpha 

of .05, the obtained F-ratio was found to be statistically not significant, F (3, 

114) = 2.55, p = .066. 

When analyzing the pair-wise differences between each individual 

journal-writing instance (1-4) to any other, more so for the sake of completion 

than importance since these differences were altogether found to be statistically 

insignificant, the following was obtained: 
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Table 18: Tukey HSD for Total Sensory and Perceptual Processes 

Tukey HSD (Pairwise Comparisons) Total Sensory/Perceptual Processes  

Mean 
Difference (I-J) Std. Error Sig.(a) 95% Confidence Interval for 

Difference(a) 
(I) time (J) time 

Lower Bound Upper 
Bound 

Lower 
Bound Upper Bound Lower Bound 

2 .077 .178 .669 -.283 .437

3 -.388 .250 .130 -.894 .1191 

4 -.325 .220 .148 -.770 .120

1 -.077 .178 .669 -.437 .283

3 -.464(*) .184 .016 -.836 -.0922 

4 -.401(*) .151 .012 -.708 -.095

1 .388 .250 .130 -.119 .894

2 .464(*) .184 .016 .092 .8363 

4 .063 .228 .783 -.398 .524

1 .325 .220 .148 -.120 .770

2 .401(*) .151 .012 .095 .7084 

3 -.063 .228 .783 -.524 .398

Based on estimated marginal means  

* The mean difference is significant at the .05 level. 

a Adjustment for multiple comparisons: Least Significant Difference (equivalent to no 
adjustments). 

 

As indicated by the Tukey HSD posthoc analysis, the pair-wise 

differences between each individual journal writing instance (1-4) showed that 

the differences in means for Sensory and Perceptual Processes use was not 

significant for Journal 1 and any of the other three. The mean differences for 

Journal 2 and Journal 3 as well as for Journal 2 and Journal 4, however, were 

significantly different, but not those of Journal 3 and Journal 4. 

The graph below contains the same information as the table thereby 

rendering a visual image of the information in the statistical table above: 
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Illustration 5:  Graphic representation of shift in Total Sensory/Perceptual 
Processes from Journal 1 to Journal 4 

 

 

 

4.5.2.5  LIWC Main Category Total Social Processes 

With respect to the overall analysis of Time and Total Social Processes, 

the following table resulted: 
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Table 19: Analysis Of Variance for Total Social Processes 

 

ANOVA Total Social Processes  

Source  Type III Sum of 
Squares df Mean 

Square F Sig. Partial Eta 
Squared 

Sphericity Assumed 142.719 3 47.573 6.950 .000 .155
time 

Huynh-Feldt 142.719 3.000 47.573 6.950 .000 .155

Sphericity Assumed 780.301 114 6.845    
Error(time) 

Huynh-Feldt 780.301 114.000 6.845    

 
The performed one way repeated measures analysis of variance related 

the journal writing over time to the changes in Social Processes. For an alpha of 

.05, the obtained F-ratio was found to be statistically significant, F (3, 114) = 

6.95, p < .000. The strength of the relationship, as indexed by eta2, was .155, 

indicating again a weak effect. 

The Tukey HSD posthoc analysis, a pair-wise analysis of the mean 

differences between each individual journal writing instance (1-4) and any other, 

indicated that the differences in means for Total Social Processes use was 

significant for Journal 1 and 2 as well as Journal 1 and 3, but not for Journal 1 

and Journal 4. The mean differences for Journal 2 and Journal 3 were not 

significant, but those of Journal 2 and Journal 4 were, and so were those of 

Journal 3 and 4.  
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Table 20: Tukey HSD for Total Social Processes 

Tukey HSD (Pairwise Comparisons) Total Social Processes  

Mean Difference  
(I-J) Std. Error Sig.(a) 95% Confidence Interval for 

Difference(a) (I) 
time 

(J) 
time 

Lower Bound Upper Bound Lower 
Bound 

Upper 
Bound Lower Bound 

2 -1.516(*) .611 .018 -2.752 -.280

3 -1.564(*) .667 .024 -2.914 -.2151 

4 .637 .628 .317 -.634 1.908

1 1.516(*) .611 .018 .280 2.752

3 -.048 .585 .935 -1.232 1.1362 

4 2.153(*) .547 .000 1.046 3.261

1 1.564(*) .667 .024 .215 2.914

2 .048 .585 .935 -1.136 1.2323 

4 2.202(*) .503 .000 1.182 3.221

1 -.637 .628 .317 -1.908 .634

2 -2.153(*) .547 .000 -3.261 -1.0464 

3 -2.202(*) .503 .000 -3.221 -1.182

Based on estimated marginal means  

* The mean difference is significant at the .05 level. 

a Adjustment for multiple comparisons: Least Significant Difference (equivalent to no 
adjustments). 

 

The graph below contains the same information as the table, and again is 

just a visual representation of the information in the statistical table above: 
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Illustration 6: Graphic representation of shift in Total Social Processes from 
Journal 1 to Journal 4 

 

 

 

4.5.3 Summary of the LIWC Analysis 

Given that the results from the ANOVAs performed on each of the five 

measures (Pronouns, Affective/Emotional Processes, Cognitive Mechanisms, 

Sensory/Perceptual Processes, Social Processes) differ widely and do not 

underscore a progression or linear increase from the beginning to the end of the 

semester, the factor Time can not be considered the driving force behind any 

changes in means (word usage of LIWC category) that may have occurred. 

Rather, it is stipulated that the actual factor determining increases or decreases in 

means is the type of text (which itself may be responsible for heightened or 

lessened levels of interest), to which students responded in their journals. While 
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the Null Hypothesis could be rejected, the initial assumption for rejection 

(change due to Time as a factor of semester progression) could not be confirmed. 

A more thorough investigation of the individual subcomponents of each 

of the five tested dimensions might shed a clearer picture of what kind of 

changes occurred and in which direction (increase or decrease), but such an 

analysis is too extensive and much beyond the scope of this dissertation. Based 

on the information obtained from the LIWC analysis, all one can say is that 

changes occurred, that many of them were statistically significant, and that Time 

is not the determining factor for those changes. Rather, the observed shifts in 

categories could be attributable to the nature of the journal-writing task itself. 

Although the instructions for students’ journals were the same for each 

journal submission, the ‘prompt’, or the type of text about which was written in 

the journals differed. It appears that the texts about which students reflected in 

their journal elicited more or less ‘presence’ of any of the above mentioned five 

categories.  For example, Journals 1 and 3 scored highest in the category 

Pronouns, Journal 2 scored highest in Affective/Emotional Processes, Journal 4 

in Cognitive Mechanisms, Journals 3 and 4 in Sensory/Perceptual Processes, 

and Journals 2 and 3 in Social Processes. The table below illustrates the various 

texts students chose to write about in their journal entries:  
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Table 21: Texts Learners Chose for Journal 1- Journal 4  

 Journal 1 Journal 2 Journal 3 Journal 4 

San Salvador short story 
(written) 

33.5%    

Schneewittchen tale 
(written and visual) 

20.5%    

Frau Holle tale 
(written and visual) 

13%    

Rammstein video Sonne 
(music video) 

23%    

Rotkäppchen tale 
(written and visual) 

 92.5%   

Gastarbeiterliteratur poems 
(written) 

 2.5%   

Froschkönig tale 
(written and visual) 

 5%   

Das Brot short story 
(written) 

  97.5%  

Anekdote zur Senkung… 
short story (written) 

   95% 

Random/mix/no specific text 10%  2.5% 5% 

Total 100% 100% 100% 100% 

 

Looking back at the graphical representation of shifts in categories and 

linking those with the chosen fictional media about which students wrote, the 

second journal entry resulted in higher values than any of the others in the 

category Affect. One possible explanation might be that Americans are most 

likely familiar with the story of Little Red Riding Hood, and thus find it more 

easily accessible or probably even remember it from their own childhood. Or 

perhaps it is the fate of the little girl, the perceived lack of mothering skills, or 

students’ ability to link this piece easily to their own values and culture, which 
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elicited a higher percentage in the affective category?!? An analysis with GT 

might shed more light on this issue. 

In the category Total Cognitive Mechanisms, the fourth and last journal 

entry scored highest while the second journal entries (mostly about 

Rotkäppchen), scored lowest. Although one might speculate that this is due to 

the fact that it was the last entry and students might be more comfortable and 

familiar with how to approach and illuminate their chosen text than in the 

beginning, an overall increase due to time was not supported by the above 

described ANOVAs. Instead, the dramatic increase in Total Cognitive 

Mechanisms could again be explained by looking at the content of the texts 

about which students mostly wrote. While a fairy tale easily spur 

affective/emotional responses (which, after all, is one of the major psychological 

functions of fairy tales), it might not further cognition as much as a classic short 

story, which pushes the reader to “insight more into myself than the characters 

in the story” leading to “wondering what my own life philosophy was more like, 

the Fischer or the Tourist”90. Here, self-reflectivity seems to be the precursor 

for cognitive mechanisms to start churning the brain. 

The category Total Sensory/Perceptual Processes peaked in journal 

entries 3 and 4, which were almost exclusively written about the two short 

stories read in class, thereby suggesting that short stories address a wider range 

of senses than other types of texts, about which students chose to write. Perhaps 

                                                 
90  quote taken from an unidentifiable student’s journal entry 
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an actual printed text, more so than a movie or music video, holds the possibility 

to more strongly affect senses due to its relative openness and its invitation to 

engage one's imaginative properties91/to read between the lines.  Fairy tales, due 

to their simplicity and their definite endings, might not engage the mental eye, 

the psyche, or cognition quite as much as a more open text such as a short story. 

With respect to the category Total Social Processes, it is apparent that 

the second and third journal entries, written mostly about Rotkäppchen and Das 

Brot, resulted in a much higher percentage of words belonging to that category 

than the other two entries. Both of these stories, by nature of their content (both 

involve people with familiar ties, namely a grandmother, mother, and daughter 

and a husband and wife, respectively) lend themselves better to words pertaining 

to the social category92 than the other texts, which were not as strongly or not at 

all centered around a familial social setting. Or, perhaps, due to the familial ties 

of the protagonists, students were more likely to place themselves into the shoes 

of a protagonist and subsequently mentioned kinship ties. 

In summary, as shown by the statistical analyses, the factor Time cannot 

be made responsible for shifts in the LIWC’s categories. Instead, when looking 

at which journal entry peaks or falls in which category and correlating that with 

the type of text students wrote about, the only sensible explanation found by the 

                                                 
91  see Kress, 2005, who mentions that pictorial texts are open for words whereas printed texts 

are open for imagery  
92  see section 3.6.7.2 for the categories within Total Social Processes  
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researcher for such shifts centers around the type of text and its content, or 

Genre.  

 

4.6  QUALITATIVE ANALYSES: JOURNAL DATA AND CMC 
DATA - GROUNDED THEORY 

 

4.6.1  Overview/Reminder of Data Analyses with GT  

The research question asked: 

What kind of changes or themes relevant for learning do students' private 
(computer-mediated) journals reveal when investigated by the method of 
Grounded Theory? 
 

For analyzing students' journals and CMC peer discussions more 

effectively, it was pulled apart to specifically relate to either students' journals or 

their CMC chats. This resulted into the following components:  

Regarding students' journals:  

What information from the qualitative data can be used to enhance my 
understanding and interpretation of the quantitative data analyses?  

What information can a qualitative analysis (Grounded Theory) of 
students’ writings reveal about their experiences with FL literature?  

What themes can be ascertained in their writings and what categories 
for their learning/engagement with fictional media can be established 
using Grounded Theory?  

Do students’ texts get richer and deeper over the course of the 
semester?  

What insights into (culture) learning with fictional media in general 
can be gleaned from their writings using through Grounded Theory?  
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Regarding students' CMC discussions:  

Is there any evidence of co-constructed knowledge about culture or 
increased enjoyment of discussing and reflecting about culture in the 
Vygotskian/Bakhtinian sense? 

It needs to be remembered that students' journals and CMC discussions, 

although they constitute their own data set, are also meant to inform the 

statistical outcomes of the pre-post questionnaire results. Thus, in addition to 

providing insights into the benefits of a semester-long engagement with fictional 

media, student writings are also meant to explain in more detail why and how 

students' attitudes towards German and/or German people and culture changed 

(see the AMTB instrument), why they might consider fictional media to address 

the standards for FL as outlined by ACTFL (see the 5 Cs instrument), and why 

they might think engagement with fictional media leads to cultural or linguistic 

knowledge, enhanced motivation, intellectual content, and personal enjoyment.  

Students' individually composed journal entries, a total of four per 

student interspersed throughout the semester, were downloaded from d2l, their 

names were omitted, and the order of students was randomized. This resulted in 

a total of one hundred four (104) single-spaced pages. The data was read and 

reread according to the principles dictated by GT93 as well as explored with 

different reading approaches to avoid any bias, which might result as a function 

of the researcher's reading approach. In other words, the data was read vertically, 

                                                 
93  see 3.7.2 ff for a better description  
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horizontally, and randomly, a strategy, which allowed for different kinds of 

sampling. 

 

4.6.2  Results of the Investigation of Students' Privately 
Composed Journals  

Overall, the results are reminiscent of what Kress (2003) discusses, 

namely that computer-mediated communication allows for a sense of nearness 

and subsequently makes learners' engagement with language (study) more 

personal and relevant.94 Nearness and engagement, necessitated by learner 

involvement, were apparent in the totality of students' writings. As the semester 

progressed, a deepening and broadening of the themes could be observed, and 

the intensity of e.g. reflectivity or developmental culture learning increased. 

This, however, is mostly due to the type of text (or genre: fairy tale vs. short 

story) about which was written and not to the factor Time, a finding, which the 

LIWC analysis corroborates. 

Prior to discussing the themes which emerged from the data, three highly 

apparent and relevant observations regarding the complete data set need to be 

addressed. Although neither one constitutes a theme per se, one (1) shows a 

major general change, (2) constitutes a leitmotif running through the entire data 

set, and the third (3) mirrors of the findings obtained with the LIWC tool: 

                                                 
94 see also sections 2.8.1 and 2.8.2 
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 Number 1) addresses the length of students' journals. As the semester 

progressed, the entries seemed to grow in length.95 After a visual inspection of, 

the LIWC data set (see Appendix I), which seemed to validate the assumption 

that students' entries became progressively longer, an ANOVA was performed 

on the LIWC data for Word Count to verify that assumption. (The results of the 

Word Count statistics can be found in Appendix J.) The fact that the journals did 

statistically significantly increase in length might be partially due to familiarity 

and comfort with the task. On the other hand, having more to say and saying 

more about one's experiences with, insights into, and reflections about fictional 

media also speaks to the strong possibility that students began to take the task 

more seriously (putting more effort into it) and probably found it pleasurable to 

engage themselves with fictional media. Another consideration is that, perhaps, 

learners gave this last homework task (all journals were graded under 

'homework', which comprised 10% of their total final grade; each one of the four 

journals constituted 1% of their final grade) extra effort to potentially boost their 

grade. However, since each journal task is worth only about 1% fo the final 

grade, this is not very likely. Lastly, the augmented length coincides with text 

type. Journals written about fairy tales were shorter than those written about the 

short stories and therefore, can be considered a factor of the texts' content 

(genre) rather than Time. 

                                                 
95  After a visual inspection of Appendix I, the LIWC data, which seemed to validate the 

assumption that students' entries grew in length, an ANOVA was performed on the LIWC 
data for Word Count to verify the assumption. The results of the Word Count statistics can be 
found in Appendix J. 
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Number 2) revolves around students' 'insistence' on or untiring attempts 

to personalizing the texts about which they wrote. Whether they commented on 

fairy tales or short stories, or any other chosen text, their journals demonstrated 

learners' desire and need to link the story to their experiences, to something that 

had happened in their lives, to something personally meaningful, relevant, or 

interesting they got out of the task and the text. This facet also is closely related 

to and thus marks the first of eight emergent themes, to be discussed below. 

Number 3) agrees with the findings from the LIWC analysis insofar that 

the type of text (genre) with which learners interacted is more responsible for 

their insights or lack thereof than the factor Time.96 In other words, journal 

entries 1 and 2 were mostly composed in response to fairy tales, whereas entries 

3 and 4 almost exclusively related to two short stories. Given that students had a 

choice with respect to what they wanted to journal about, it is in itself 

noteworthy that the first two were generally written about easily grasped texts 

(fairy tales), and the latter evidence students' desire to discuss more demanding 

(and less known) fictional media texts. Hence it is not at all surprising that the 

entries grew so much in length, as mentioned above in (1).  4.6.2.1 through 

4.6.2.8 below discuss the themes and, where possible, relate them to existing 

research. 

 

                                                 
96  see 4.5.3 Summary of the LIWC analysis. 
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4.6.2.1  The Theme Memory/Remembering/Experiences  

This theme was present in all journals. It makes apparent learners' desire 

or need to personalize (any) text and to draw from one's own experience in 

trying to understand, make relevant, or possibly even enjoy a 'textual' experiene. 

Textual examples, which lead to this theme:  

Tanya:  The story makes me wonder whether my Oma and Opa had similar 
experiences to the couple in the story because they did not come to 
America until World War II had been over for some time. When I was 
on my exchange to Germany a few years ago…   

Maxine:  In the early 1970s, my father was in the USAF, …  

Tanya:  One of the fondest memories I have of growing up is helping my Oma 
in the kitchen and then fully enjoying the end product. As a result of 
being wonderfully spoiled by my Oma, I was brought up with the 
perspective that food is an extremely important part of the German 
culture…         

Joe:  The local German folk would sit in restraint for hours, talking rather 
low and appeared to be relaxed and enjoying each other's company 
…   

Chris:  My grandmother worked for the Nazi party for some time and she did 
not know about concentration camps and genocide. I've read the 
diaries she kept.      

Candice:  It stirred up a lot of memories…      

Ted:  Frau Holle reminds me of one of my favorite movies, Kill Bill…My 
memories of the American version of Little Red Riding …   

Brad:  I remember reading an article I read about American culture in rural 
America "Harvest of Rage: Why Oklahoma City is only the 
Beginning" …         

Chris:  I remembered the first time I saw a foreign language music video 
          

Ted:  The story reminds me of a fantastic commercial for the Royal Bank of 
Scotland. … …       

Dustin:  According to my experiences in Germany, many types of poor 
behavior are not tolerated. …       
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Lucy:   I know that in the community that I grew up in it was a huge 
disappointment to be compared to the little boy. …  
  

Sally:  This story of 'Rotkäppchen' is one that I have heard since I was a little 
girl…         

Cameron:  During my trip to Germany, I experienced both the best and the worst 
of German society.       

Maxine:  This story helps me remember what I used to laugh about …  

Candice:  I have experiences this with my own mother, who was born and raised 
in Germany … My grandmother always tells a story about how her 
family was invited to someone else's for a meal … 

 

This theme was present in the entire data set, regardless on which text 

students commented , and is reminiscent of Yeoman's (1996) remark that 

learners need to establish an affective connectedness to language in order to 

ascribe personal significance to words and use them “to name one’s own 

experience” (p. 600). The desire and, perhaps, need to name one's own 

experience, to personally connect to a text written by and for another culture, 

was evident throughout. Students commonly used the texts as springboards for 

telling about their own lives and experiences and, in establishing such personal 

or intimate connections, these texts gained relevance for learners. Especially the 

first two journals elicited [German-based] memories about German relatives, 

childhood or travel in Germany, perhaps because learners otherwise may have 

had a hard time connecting to childhood fairy tales as adults, or perhaps because 

they originally experienced these tales as children and thus were taken back to 

childhood memories.  
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The third and fourth journals, written mostly about short stories, which 

linguistically and psychologically are harder to grasp than fairytales, also 

evidenced the theme of Memory/Remembering/Experiences, but more with 

respect to issues concerning adults (information from other classes or texts, adult 

insights, experiences/struggles of adults). Just as the LIWC analysis lead to 

conclude, the determining factor here is not Time but rather Text 

Content/Genre.97 Simply stated: Texts, whose intended audience is perceived to 

be children, resulted in comments and memories relating to childhood, whereas 

'adult' texts brought about more adult notions, remembrances, and thoughts. The 

following theme underscores the important function of text content/genre. Here, 

again, one could observe a large difference between the responses fairy tales 

prompted versus those short stories elicited. 

 

4.6.2.2  The Theme Dualism/Simplicity 

This name of this theme describes students' approach to and content of 

their first two journal writing instances, which, incidentally, were largely 

composed about fairy tales. It needs to be remembered that students could chose 

the text about which they wanted to write. Their insights and reflections were 

                                                 
97  The word Genre is used here and in the following to illustrate that the differences in the 

emerged themes (which is clearly not Time) or the emerged themes themselves, are attributed 
to whether students wrote about fairy tales or short stories. Since the journal entries related to 
two different genres only (fairy tale and short story), no claims are made with respect to 
genres in general. The word Text Content is also used to point to the fact that a certain genre 
(such as fairy tale) goes hand in hand with a certain (text) content. In other words, Text 
Content and Genre are interchangeably, but Genre is the preferred term because Text Content 
is rather non-descript 
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largely dichotomous or 'black and white.' Learners contrasted 'then' and 'now', 

commented on liking or disliking a text or on something they already knew or 

had not known with respect to the text. Their writings were often summative of 

the events, emphasized similarities, were general, or even seemed childish.  

Below are, in no specific order, examples from Journals 1 and 2, which lead to 

this theme:  

Amy:  It was all Rotkäppchens fault for going out all alone, she deserved to get 
eaten.          

Dan:  The wolf preyed on her, it was all his fault. He could have controlled 
himself.         

Amy:  There has not been such women in American culture for many years. Not 
since the feminist movement. Any woman who is so naïve to go walking 
alone on the middle of a dark forest is stupid and gives other women a 
bad name. That naïve woman creates a stereotype that all other women 
then have to get over.        
  

Kristen: I came to the conclusion that the Wolf is misunderstood throughout the 
text; that he is merely looking for friendship.  

Erica:  Stupidity will get you eaten.         

Sybil: I think that I enjoyed the story less because Snowwhite was so naïve. It 
seemed utterly stupid to me that she could be fooled and killed so many 
times and so it became tedious. I have never really liked the idea of 
Snowwhite in any respect, but the Grimm Brothers text is even less 
likeable than the Disney version.     

Sabrina: There is no one there to let the queen know that killing someone for 
your own sake is not right. Why are there dwarfs? Why aren't they 
normal size people?         

Mandy:  I still don't understand why her father was trying to make her sleep 
with a frog. Maybe the German people were more connected with nature 
back then or maybe Americans are too afraid of nature!   

Sybil:  I had a hard time with the German version of Snowwhite, because I am 
used to the Disney version…One of the concepts I liked the least in the 
German Schneewittchen was that the princess died (but didn't really die) 
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three times.I didn't like the fact that not all dwarfs were small. 
        

Pete:  In my opinion Frau Holle is about the value of working hard. 
  
Rosy:  Most women these days are very independent and wait to marry at an 

older age. 
         
Tanya: Unlike today, we can see how it is okay for a young girl to wander alone 

in the forest. Today, this would be very unsafe and frowned upon. 
        

Brad:  In the American version … In the German version…    

Sabrina: The story is about a princess whose mother is obsessed with beauty. 
She is so obsessed with being the most beautiful that she is willing to kill 
her step daughter. The queen then asks her guard to take Snow White out 
into the woods …       

Aaron: I like this fairy tale for several reasons. The first, I suppose, being that it 
was short and easy to read.      
         

Conrad: There are too many things that were done differently in the written tale 
or the DEFA version that they would have been in American culture.
          

Dustin: This story made me think about my culture. It is obvious that these 
reactions about beauty are universal.    
 

The theme Dualism/Simplicity arose and was prevalent only in Journals 1 

and 2 and subsequently underscores Patrikis' (2003) remark that "students are 

willing to make the effort to do more when they are intellectually motivated" (p. 

3). Even though the short stories were probably harder to grasp due to more 

intricate language, syntax, and the need to read between the lines, this type of 

text outweighed fairy tales with respect to the complexity of expression and 

ideas students put forth in their journals. Entries not composed about fairy tales 

were longer, deeper and richer, perhaps because students perceived the short 
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stories as inviting or demanding intellectual expression. Subsequent themes and 

their corresponding textual examples will illustrate this. 

The emergence of this theme also call attention to what Damen (2003) 

describes as learner deafness, namely that students rarely "perceive language 

study as a means to open the mind or explore other ways of solving common 

human problems" (p. 74).  The first two journals (being written almost 

exclusively about known fairy tales) seemed to have been mostly treated as a 

class exercise or as a response to a text, about which something had to be said 

even though one could not think of much to say. Perhaps students' lack of 

interest to read something with which many are already familiar left them with a 

feeling of having nothing to contribute, of there not being much to uncover or 

investigate.  After all, we read to learn or experience something new to us in the 

real world. 

The issue of dualism can also be expressed using Kramsch's (1987) 

notion that learner's evaluation of the foreign culture (C2) can implicitly lead to 

the belief that the C2 is not different from the native culture (C1), that C2 is 

different from C1, or that C2 is less than or is nothing but a lack of C1. Thanks 

to Disney, many students are generally familiar with fairy tales, and might thus 

regard the German original as interfering with or as being the lesser of the 

American rendition (C2<C1), or they might find them too similar to be truly 

interesting (C2=C1). Kramsch (1987) comes to this conclusion after having 

examined eight popular German textbooks, and purports that the concepts 
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constructed by the textbook authors “remain at a low level of abstraction” (99), 

and do not construct German and U.S. reality “within their respective frames of 

reference” (105). She also doubts whether textbooks “bring about appreciation 

of differences and critical understanding of one’s own and other cultures” (115). 

Based on students' writings about fairy tales -- even though they are not 

pedagogically prepared texts such as the ones found in FL textbooks mentioned 

by Kramsch -- the present data leads me to a similar conclusion. Although 

valuable for language or vocabulary work, this genre does not seem to promote 

the kind of outcomes envisioned for learners, namely culture learning not along 

the lines of C1=C2, or C1<C2. Instead, texts should invite critical reflectivity, 

seeing links to other discipline, and furthering thought processes. 

Some of learners' stereotypical comments contained in this theme remind 

us of what Crawford and McLaren (2003) caution against. They believe that 

teachers, although they intend to diminish stereotypes and bias, may actually 

help to establish them by practicing "an information-only culture-learning 

strategy" (p. 134). The researcher established the task, but the students chose the 

text. The input or the 'teacher' for the journal assignment, other than myself, 

could be considered the text itself, and since fairy tales are by their very nature 

largely black and white, portray characters as good or bad, etc., this pitfall may 

have translated itself right into students' writings.  
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4.6.2.3  The Theme Analyses 

The name of this theme summarizes various attempts of analyzing 

protagonists as well as their perspectives in the stories, of oneself in that given 

situation, of explaining learners' own or the target culture, of discussing symbols 

contained in the stories and values espoused in the texts. The following are 

textual examples from Journal 2, Journal 3 and Journal 4, which lead to this 

theme:  

Journal 2:  

 Brad: I honestly believe that Rotkäppchen is about is a story in 
preparation for life…      
 Pete: Even though Marie's sister and mother were not nice to her, 
she still loved them.  Rotkäppchen herself represents what I believe 
would be an older more traditional valued female that is obedient and 
ultimately naïve for the sake of men in the culture.  
 Rosy:  Schneewittchen also features the stereotype of an absent 
father. She only has female role models, like her evil stepmother and 
deceased birth mother. Maybe this is also the reason she can easily 
care for seven dwarfs, men that symbolize the absentness of father 
figures.  

Journal 3:         
          
 Rosy: It is dark in the living room, symbolizing the darkness of 
secrets and miscommunication, … and the fact that it is dark in the 
living room suggests that this is how the two live.   
 Steve: The man 'steals' an extra piece of bread for himself, which is 
a subconscious acknowledgement on his part that his physical need 
has the power to overcome his emotional and relational responsibility 
to his wife.        
 Sydney: I believe that this story depicts a true marriage pared away 
to its essence from necessity . The meaning of their actions is the 
opposite of appearances - it is vibrant and full of the deepest love. 
They are both willing to sacrifice in the right way for each other. 
 Kristen: The language in this story is somewhat simple. I think the 
author wanted to use simple language to show how frail the couple is 
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Supposing this was written post-war, it seems to follow the trend of 
walking the balance between forgetting and remembering. 
 Erica: When a couple is so completely unexcited about their 
conditions, it tells us the condition which their country is in. The 
emotions projected almost seem more complex due to the reduced 
language of the story. By giving only clear physical action to the 
characters, the mind is allowed to complicate the story with emotions 
they themselves would feel. The motions projected almost seem more 
complex due to the deduction of language from this story. 
 Ken: It's almost as if the man would be happier and more fulfilled if 
he was young enough to go out and actually fight in the war… 
because the waiting is slowly starving both of them. He is almost 
wishing that he hears something outside to that he actually has 
something to do, some meaning restored to his life.  
 Joe: Light is a warm word but when she turns the light off it was as if 
a symbolic hope was lost  

Journal 4:        
         
 Bridget: In a way the tourist was the German mentality of work after 
the Second World war or anyone who has had to build something up 
from nothing. You work hard to achieve this goal yet only to discover 
that you no longer know when to stop.   
 Dixon: Reading texts by native speakers will have colloquial 
language and dialogues that represent real life speaking of the 
language…If the reader comes across a word or other confusing part 
they can use their own knowledge to try and figure it out, which also 
helps internalize the language.     
 Dorothy: I also liked how because the tourist was almost preaching 
to the fisher, the fisher didn't have to respond with a preachy answer.
 Sydney: Modal realism (the philosophical school that gave us the 
fantastic notion of possible worlds) aside, the cultural value of stories 
is unquestionable.  When I watch a Werner Herzog movie, the 
protagonist reflects the positive aspects that Werner Herzog thinks 
composes a good German character in virtue of Herzog's nationality.
 Sal: Sometimes I even think I'm mimicking the characters while 
speaking German when I overpronounce something, linger on articles 
or nod slightly after every word.      
 Trevor: The degree to which we are able to identify with a character 
of another culture who speaks another language is, I think, directly 
related to our ability to appreciate the culture. 
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When this theme emerged, Kempf's (1995) poignant question of "Why 

coerce students into reaching a woefully inadequate level of competence, when 

they crave the pleasures and rewards that an engagement with linguistically 

challenging and intellectually meaningful texts provides?" (p. 40) comes to 

mind. As some of the textual examples of the theme Analysis reveal, students' 

comments do evidence their appreciation of thinking about/analyzing such texts. 

Their attempts at analyzing began with the above-mentioned simplicity and 

dualism (Journal 1 and 2), but quickly gained momentum and depth (Journal 2 to 

some extent, but mostly 3 and 4) as they moved deeper into and beyond the text 

when analyzing less blatantly obvious facets of the same. The increase in 

number of words as well as the emergence of themes mentioned below (breadth, 

reflectivity, enjoyment, engaged/multi-faceted learning, and development of 

culture learning) relate well to one another and interrelate to the theme Analysis 

insofar that the journals' content deepened, became more inclusive, complex, 

and interrelated. 

The desire to establish links between their own life experiences and the 

texts, and to analyze them from that vantage point, became more conspicuous as 

the self-chosen texts and thus the journals moved past childhood themes and into 

more 'adult' topics. Stated differently, students did not tire of trying to analyze 

the texts, whether with respect to cultural implications, relationship to selves, 

characters in the text, or any other form of analysis. No claims are made 
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regarding the correctness of their attempts to analyze a text, for instance, 

culturally.  

The point of the journals was not correctness, but rather reflective of 

what Short et al. (2000) state: "We wanted students to actively construct 

understandings as they entered the world of literature to learn about life and to 

make sense of their experiences and feelings" (p. 160). This notion draws from 

Rosenblatt's (1978) reader response theory, which stipulates, "students need to 

share their initial aesthetic responses to a book so they can attend to their inner 

state -- the feelings and connections they experience as they live within a book. 

Everyone has a right to his or her own experience, and so there is no right or 

wrong response" (Short et al., p. 161, paraphrasing Rosenblatt, 1978).  

Students' tenacity and willingness to analyze is apparent through their 

own words. Encouraging them to comment freely on the readings but providing 

them with some guiding questions which they could (or not) address in their 

journals, allowed them to branch out in any direction. And so they did. 

 

4.6.2.4  The Theme Breadth 

The name of this theme summarizes a group of facets, which began to 

emerge in students' Journal 3 and Journal 4: interrelatedness, connectivity, 

history, intertextuality, and expansion. Below are textual examples from 

Journals 3 and 4, which lead to this theme:  
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Sydney: As a history student, there have been many times in class in which I 
have hastily scribbled down a note after hearing something that struck me so 
clearly that it can be deemed a 'Eureka' moment. I flashed back to my 
environmental history class's reading on Hokkaido.     

Bridget: I find it interesting that the wife doesn't scold her husband for eating 
the bread, but just ignores it. Just like those who ignored the signs of Hitler's 
insanity or those who just wanted to survive the war.    

Lee: Those who survived such a conflict are embarrassed of what man did to 
one another and of their own actions taken.    

Sally: The closeness of family, respecting elders, following parents' advise 

Maurice: This text challenges the stereotype that German men (at least) are well 
disciplined.        

Mandy: I wish more people would feel the need to experience different cultures 
and travel so they could see smarter ways of living. I made a lot of connections 
to my own ways of thinking and dealing with life…      

Doug: It required me to go beyond the simple and obvious meanings in the 
words and apply my knowledge of culture and language to the literature.  

Dixon: The poem reflects the reader's own general attitude towards the people 
and the culture, so in a way it works like a gauge. It causes introspection and an 
investigation into one's own beliefs about the German people and culture.  

Cameron: This story says many things about German society but, in a much 
broader view, society and humans in general…It made me think of Heart of 
Darkness by Joseph Conrad. To me, this gives an insight into God…  

Tanya: Without content, as in history, the context is also dull because we do not 
get to see how people were reacting to the events transpiring around them …I 
am now getting a good enough grasp on German to be able to appreciate how 
some of the sentence structure and vocabulary choices are outdated.   

Dan: The story gives us an almost abstractedly personal means of viewing the 
atmosphere of the time without a detached historical viewpoint. I think the 
Anecdote transcends as a metaphor for the way with which you see the class. 
Understanding of a language is more so an understanding of a culture, another 
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way of life, and in trying to do so (which can be difficult on the other side of the 
world, entirely detached) you must try to capture as much of what represents the 
culture as possible. When students say they felt they learned more this semester 
than last, it's because they really did.      

Dan: In my department, if you care to hear, I was told when I go to Switzerland 
to take not only German language courses but German Lit courses IN German. 
So I will essentially be integrating learning on a level of 'meaning' based 
teaching (a Kafka class for instance)…   

Maxine: Through comical interaction between two people who have totally 
different philosophies, the author is presenting the difference between the 
philosophies of the Bundesrepublik and the Deutsches Demokratisches Republik. 

Brad: Having the connection that lovers have, there is an intimacy and 
understanding of one another that transcends language, yet it is the perfect 
stage for learning each other's language.It affects me by making me think of an 
article I read.       

Pete: I grew up in a dysfunctional household with a disgruntled postal working 
alcoholic for a father… this represents the current human condition which 
seems to be inherent claustrophobia.    

Candice: I know that in American fiction women weren't strong characters until 
the late 1800s or so.       

Chris: For example, a native speaker trying to learn K'ekchi (a Mayan 
language). Wan   i -so ol-cic' li   i q. The first word links the subject and the 
predicative and is also a locative…     

Sydney: This was a major theme of Werner Herzog's film Stroszek-the character 
of the reclusive elderly genius of arcanery. When I watch a Werner Herzog 
movie, the protagonist reflects the positive aspects that Werner Herzog thinks 
composes a good German character in virtue of Herzog's nationality. 

Maxine: They are both willing to sacrifice in the right way for each other. This 
is not the same as sacrificing one's life for an ideal or cause-as it is much easier 
to simply realize the intent to sacrifice one's life for something greater than 
oneself (i.e: I'd rather die than enter the Army). This other kind of sacrifice is to 
live for a cause.      
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Students' ability to examine the richness of (any) text grew as the 

semester progressed, which, again, could easily have been prompted by the 

effect of Text Content/Genre rather than Time. The third Journal, written by 

students' own choice about the short story Das Brot98 by Wolfgang Borchert, is 

one of those texts which invited much breadth, reflectivity, and analysis, and 

seemed to have accomplished what Patrikis (2002) describes as "what each of us 

as individual readers carries with us from reading what we deem a meaningful 

text, what is always present with us, even if it is not always conscious" (p. 51-

52).  

Not only did it spur many memories, but it also elicited many and varied 

emotional and analytical responses, many of which lay well without the realms 

of the actual text, thereby illustrating students' relative ease at seeing the text not 

just in and for itself, but using it to branch out into numerous other areas. The 

increased length of students' contributions for this journal speaks to their task 

engagement and enjoyment. The theme Breadth speaks to a blending of textual 

messages with linguistic ones, of personal messages with messages for humanity 

at large, of making connections. The value of reading was taken as a source of 

knowledge and as something to which one could connect while expanding upon 

                                                 
98  Das Brot shows us a moment in the life of an elderly German couple during WW II. Bread is 

rationed, both are hungry. The husband sneaks into the kitchen at night and eats a part of her 
ration. Even though she catches him in the act, she never mentions his transgression and even 
offers him a part of her ration the following day under the pretense of having a hard time 
digesting the hard black bread. 
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existing knowledge. The secondary researcher commented that, in the third 

entry, learners connect 

their historical knowledge to the text read in class, sort those within 
the context of their period, and compare again, in part rather critically, 
their culture with the German culture. Their comments grow more 
meaningful, gain in structure, and the students express new, 
stimulating ideas as well as their opinions much better than for their 
first commentary. They look beyond the text99… (my translation). 

 

4.6.2.5  The Theme Reflectivity 

This theme is exemplified through reflecting about oneself, humanity/ 

texts/cultures at large, and encompasses emotional and analytical issues. Below 

are, in no specific order, textual examples from Journals 3 and 4, which lead to 

this theme:  

Candice: It makes me feel a little guilty myself, since I am pretty sure my 
grandmother's family supported the war.      

Samantha: It raises many issues and questions; even concerns about myself, my 
surroundings, my "culture" etc., that goes beyond what is plainly written 
down…This affected me because I have been as lucky as to never having had the 
feeling of where the next meal would come from.      

Steve: It is a shame that an American such as myself could never fully 
understand.          

Sabrina: This made me really think about what the times were like during WW II. 
I'm so glad I was lucky enough to be born after this time period. Most people 
think about what was happening in the economy and between the countries. 
However, the more interesting story to me is what life was like for everyday 
people.     

                                                 
99  see Appendix H for all her complete comments  
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Ted: That makes me think about the nature of mercy… how grateful I am that I 
don't have to live such a hopeless existence. I could have been the one starving 
in Germany, it could have been me to be obliterated in Hiroshima…  
      

Ted: Talk doesn't mean much to most people - the attempt to help the fisher, 
however well-intentioned, is just more of what the world needs so much less of - 
talk.        

Janice: When you really love someone, you are willing to sacrifice anything for 
that person, even if it means you will go to bed a little hungry that night. 
However, I am finding less and less of this, as I watch my close friends and 
younger family members get married. I don't think that relationships today in the 
USA are as strong as those back in the pre and post war era. Simply due to 
upbringing and the fact that a divorce is now a trivial matter, inevitably in some 
cases and easy in most, relational value has decreased. Also we have become 
more self- centered, not selfless. I find this most distressing, but this story is a 
paradigm of hope and inspiration for those who, like me, want a meaningful and 
loving relationship with someone that goes deeper than words, physicality, and 
beyond oneself. Sacrifice shows us how much we can give, how much we can 
love, and communicate without words. Das Brot is a perfect example of thi  

Sydney: Though humans are animals with a distinctive 'geist', I feel the culture I 
live in Tucson is in many ways unreceptive to fostering this geist.  

Kathy: The more foreign literature I read, the less foreign it becomes to me. Not 
all American novels describe my experiences.    

Erica: I guess it comes from not being an especially attractive girl, and relying 
much more on my conversational skills, that it hit me so hard.  

Ken: It makes me think of ways I have felt before, trapped in a routine and 
dreaming for something to happen. Why do I have to appear like a 'good 
worker' to someone in a corporation who cares (and knows) nothing about who 
I am as a person.    

Sybil: My life generally revolves around work and even when I should be 
relaxing I find myself thinking of all the things I should be doing or have to do 
after I'm done relaxing. I would very much like to embrace the attitude of the 
fisherman more and not focus so much on success… 
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Wilkinson (2004), whose article centers on the study abroad experience, 

states that in order "to assess learning depth, whether abroad or at home, we 

might profitably consider more experiential formats, such as projects, portfolios, 

journals, and the like, in which elements of language, culture, and identity can 

intersect" (p. 55).  The emergence of the theme Reflectivity demonstrates that the 

journal tasks, although aimed at learning about the foreign language and culture 

in terms of students' reflections or analyses of an FL text rather than their own 

expression in the target language, hold the promise of learning depth for a 

plethora of learning aspects in the FL classroom (see ACTFL's 5 Cs). By using 

texts to reflect not only about their -contained- meaning, but by seeing and 

reflecting upon its larger application and implication, learners demonstrated the 

power and promise of fictional media: its ability to prompt reflective thinking.  

 

4.6.2.6  The Theme Enjoyment  

The theme 'Enjoyment' encapsulates many different forms of and reasons 

for the same. Some students expressed general appreciation of learning with and 

from texts, others voiced more surprise at the texts' novelty, its message, or their 

own accomplishments, perceived growth, ability to go beyond mere words or to 

express themselves openly. Textual examples from Journals 3 and 4, which lead 

to this theme, are:  

Sally: Das Brot was intriguing to me, as it was easy to relate to the main 
characters.        
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Maurice: When one discovers something, it is more deeply imbedded in their 
mind, than something studied.      

Dorothy: Reading is much more entertaining…My eyes were opened to an 
entirely different aspect. I  was just overwhelmed after reading and 
understanding this passage.       

Candice: I can't think of a better way to learn than reading stories like this. 

 Tanya: The short story was actually very clever, and I enjoyed reading it a lot. 

 Joyce: Being able (and expected to) to at least have a basic grasp of literature 
that uses language that may exceed my grasp of the language, is sort of like an 
ego boost.      

Sally: It is my favorite because it touches on actual human emotions. This is 
much easier to relate to than more abstract stories such as fairy tales.  

Tanya: It is extremely gratifying to sit down with a piece of German literature 
and be able to read through it.      

Maxine: This story was stimulating because of its subtleties and the little bits of 
mystery found in dialogue and the characters' actions.  

Candice: I enjoyed the story and was glad to read it, as it made me realize… 

Johanna: It opened my eyes to there being a wider spectrum…   

Kristen: I really enjoy looking for the deeper meaning in something and learning 
more about people and their behaviors … This text uses certain words and ideas 
behind it that make to really fun and interesting to solve, almost like a puzzle … 
I really enjoyed this short story because of its more in depth meaning than what 
is merely written on the page.        

Kathy: Many of the texts I have read previous to this course have been 
somewhat 'fluffed' for English speakers. Reading the authentic texts forces me to 
pick out meanings and interpret the story the way it was written. I have learned 
so much more about German than I did in my five years of practice in high 
school. Because of this, I have decided to go on with German and continue to 
declare it as my minor. Literature and movies are a very realistic (and useful) 
way of learning German. 



 222 

This theme is echoed by Kempf (1995), who advocates giving students 

the “pleasures and rewards that an engagement with linguistically challenging 

and intellectually meaningful texts provides" (p. 40). The FL approach outlined 

by Kempf also confirms what Davis et al. (1992) state regarding undergraduate 

attitudes about the use of literature in their FL classroom, namely that the data 

on instructional variables "demonstrate a relationship between good attitudes 

and the opportunity to express one's own opinion or to react personally to a text"  

(p. 321). The fact that the completion rate for such a minor assignment (each 

journal was 1% of the category 'homework,' which itself only accounts for 10% 

of the final grade) was very high also constitutes (admittedly peripheral) 

evidence of learner enjoyment. The secondary researcher remarked:  

What is apparent in general in students' essays is that they express 
themselves more and more naturally regarding what interests and 
motivates them, in contrast to the beginning, when many had 
problems putting their thoughts on paper … they seem to enjoy 
writing because their journals commonly grow in length from entry 1-
4. (my translation) 

Given that the importance of enjoying what one is doing is such a truism, 

it will not be discussed any further. Suffice to say that the present researcher was 

delighted that this theme emerged, especially since the reading of literature has 

obtained only a mid to low ranking in Harlow et al.'s (1994) survey of 

undergraduates' priorities for the FL classroom. Learner comments themselves 

constitute the best evidence for this theme. 
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4.6.2.7  The Theme Engaged Multi-Facetted Learning  

  The summative name of this theme describes several aspects, which 

surfaced in students' writings, such as learners developing language intimacy, 

addressing their own learning, asking questions, expressing ambiguity, feeling 

curiosity, having/getting real insights, making connections, feeling engaged, and 

analyzing their own thoughts. Below are, in no specific order, textual examples 

from Journals 3 and 4, which lead to this theme: 

Tyler: Very rarely have I had the opportunity to engage myself in something that 
simultaneously challenges me to learn, stimulates my own thought, and is, for 
the better, sometimes over my head or too difficult to me.    

Chris: To me, one of the most important and real aspects of a foreign culture is 
illustrated through literature.      

Tyler: In my dismay with school and contemplation of abandoning it, I find 
myself in a very similar situation to that of the speaker.    

Ken: Treating people who are in college language classes like adults helps a lot 
too. Because we were involved in so many 'textual' experiences, I was able to be 
immersed in the language.    

Conrad: The idea of not turning on the light because you don't really want to see 
what's happening strikes a chord. There are occasions quite often where I'll see 
something and wish I just hadn't, that I'd been able to choose to avoid it, that 
someone else could be the one to deal with it… It's so much better to understand 
things about the language than to just know how to ask 'where is the bathroom' 
and 'can I get another beer'. As frustrating as it can be sometimes to slough 
through a difficult reading that seems to be beyond your level, it's helping out on 
more levels than you really know.    

Bridget: Stories and story telling are very important to our species. We learn, 
grow, and understand with them. Without them, I believe that society would be 
lost.        
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Lee: I feel like I'm learning about what makes the German people as opposed to 
just learning vocabulary and grammar.    

Chuck: What I take from this story is the need to understand each other's 
satisfaction in life.         

Brenda: To find the meaning of the story will always be more important than a 
perfect reading of a text.      

Maurice: The texts force the reader to think critically about that which they read 
and to think about their impacts upon us and people with different mindsets. 

 Joyce: My reaction to this story was sympathy, understanding and 
comprehension of the couple's situation.      

Johanna: Some of the texts were perfect springboards for political discussion. 

 Samantha: I think I'm seriously strengthening my brain about the German 
language and culture with all the texts we have read this semester, thank you!!!  

Interestingly, this theme, mostly evident in students' fourth and last 

journal,100 can be linked to Crawford and Lange's (2003) assertion that "Cultural 

themes … are provocative and perhaps emotionally charged concerns or issues 

that motivate the culture learner's conduct to engage critically the values of the 

culture, and that reveal cultural contradictions" (p. 139). Learners' 4th journals 

were not only much longer and spurred more insightful discussions, but also 

prompted them to ask questions about and analyze their own lifestyle and 

thoughts on this issue. Additionally, many connections were made to other 

                                                 
100  written about Heinrich Böll's Anekdote zur Senkung der Arbeitsmoral, a short story which 

humors two fundamentally different approaches to life and work: the hectic, success-driven 
go-getter versus the laid back but seemingly happier underachiever.  
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facets of life, learning, and cultures, which the secondary researcher also 

expressed, even if rather differently: 

They say about themselves that they could widen their horizons and 
that they had fun working with the texts. They look upon this so 
positively because they don't work with dry textbooks but utilize vivid 
materials, through which they can grasp the rough as well as the 
delicate structures of the German language, and furthermore specialty 
expressions, idioms, and abbreviations. They experience the texts as 
being more true-to-life, livelier, and more vivid101 (my translation). 

According to Romney et al. (1995), "the characteristics of being easy to 

read yet interesting are impossible to reconcile … Books that are at the students' 

linguistic level are too babyish and do not correspond to their emotional and 

intellectual needs" (p. 487). The present study portrays a slightly different view. 

Texts that are interesting and reach students emotionally and intellectually, 

despite their linguistic difficulty, successfully fulfilled a multitude of functions 

(in accordance with ACTFL's standards and claims/hopes of other researches) - 

the problem is just that learners may not be able to talk or write about them in 

the target language. Due to their ability to grasp the text in its original language 

and to their enjoyment thereof, they might be better served commenting about it 

in their native tongue rather than not at all. 

 

                                                 
101  For the complete original, see Appendix H 
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4.6.2.8  The Theme Development of Culture Learning  

This developmental theme is comprised of a progression evidenced in 

Journal 3 and Journal 4. Students moved from stating and emphasizing 

differences or similarities (see also 4.6.2.2) to sharing insights and criticisms 

(see also 4.6.2.4) to making connections to other culture and thinking about 

humanity and its shared values.  

This forward movement also encapsulates Kern's (2003) belief: 

Writing and the visual media are the primary ways by which we learn 
about and relate to past and present worlds outside our immediate 
community. When we examine the particular way language is used to 
capture and express ideas and experiences, we not only learn a great deal 
about the conventions of the language-we also begin to glimpse the 
beliefs and values that underlie another people's use of language (2003, 
p.42). 
 

The following are textual examples from Journals 3 and 4, which lead to 

this theme: 

Johanna: … it smacks of the socialistic mentality that is prevalent in Germany, 
but derided in many circles in the U.S…I think it's very different than a lot of 
what would be written here, especially if we had just recovered from a massive 
rebuilding effort (look at what happened after 9-11, the focus was all on how 
great all the work was).        

Chris: The similarities and differences among cultures can definitely be 
ascertained through the behavior, and reactions to that behavior, of characters 
in the story. The trick is to prevent ethnocentrism from kicking in. To me, one of 
the most important and real aspects of a foreign culture is illustrated through 
literature. That aspect, which is usually reflected through the current literature 
and films relevant to the time period, is one of the clearest windows into the 
cultural mindset of the general population at that specific time. Of course there 
are going to be different panes in the window, we just have to look through each 
pane individually to see the focus, then back up and look through all the panes 
at once to see the whole landscape.   



 227 

Sybil: I see aspects of a nicer society that is reflected largely in the German 
culture, that I absolutely believe the American culture needs.   

Maxine: The story tells much about the German people. There is still pain and 
guilt from the war and all of the atrocities … Even though most people who are 
living today didn't directly take part in this, the feelings are passed from 
generation to generation.      

Steve: It is a shame that an American like myself could never fully understand 
and it is a same that to this day prevents many German from feeling true pride in 
many things like the Olympics and other international events … 'Das Brot' is a 
story that shows me both the limitless nature of human forgiveness and the 
endless nature of human shame and sorrow …The Germans are a people that 
will never be fully understood by the allied powers because the modern German 
identity seems to be shaped more by loss and shame for their part in history than 
by victory and honor that many use to describe the actions of the winning 
western powers. However, there is hope for a German emergence from their 
past, but they must learn, like the man, to forgive themselves.    

Pete: At first I was wondering why a story about breadcrumbs and old people 
was worth reading. Then I realized that this story is definitely still relevant in a 
time of war in the Middle East. Rationing seen in 'Das Brot' may not be 
happening to large extents, but families caught in the Middle East struggle… 

Chuck: What this says to me about the German-speaking culture is that a level 
of humility has since been reached. A kind of, coming to terms, of the 'darkest' 
and 'coldest' times … If an idea is hidden within the story, it is possible, other 
cultures may experience its adventure differently.     

Lucy: It is only through German based texts that I have been able to begin to 
understand not only the language, but also the culture and or German mindset. 
As Americans we have a very limited view of other cultures…   

Brenda: We were always instructed as to how terrible the Germans were, or that 
they are all associated with not being like us in the democratic sense at that time 
… The culture was best understood by me through means that were more of an 
intellectual level.   

Sally: I learned that despite what some stereotypes may say, German people are 
very warm and friendly with one another. They seem to be respectful and 
considerate of others, not just of themselves.   
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Mandy: This story also makes me think of how lazy Americans can be. When 
Americans are hungry, they usually go out and buy something instead of making 
something with food they already have at their house.   ] 

Pete: The German people have had to endure many of these situations and in 
turn have probably developed much more perseverance.    

Cameron: As humans, we share various common denominators, one of which is 
most certainly our capacity to shift our personalities and actions depending on 
our circumstances. Also, realizing that other people may have different 
philosophies on life creates an understanding of how large the world is with its 
billons of individuals, each having a slightly different take on life than the 
person sitting next to them … Especially when read in its native text, foreign 
literature gives the reader an insight into how humans who may be separated by 
oceans and thousands of miles are the same. We are aware that the gap exists, 
and in some cases, it is a massive divide between our cultures, namely American 
versus Arab currently. It is through learning about those different from us that 
we can begin to bridge the gap that exists. The primary catalyst in doing this, 
outside of living in these different places, is to study their literature. Through 
these expressions of culture, we can glean a vast amount of information about 
these people and begin to understand how they think. We can begin to identify 
how they process information and what types of things are most important in 
their societies. If one can identify a common theme, message, plot, and reactions 
of other characters in stories, we can learn volumes about how this certain 
culture thinks. Out of this, we can begin to formulate and devise ways to connect 
with their cultures.      

Joyce: Especially American culture, which loves to hold charities for every kind 
of pestilence donations … This clash of opposites, materialism and bliss reminds 
me on some ways of the U.S. and other countries, even Germany. Strange to 
think capitalism, America's rocket to power and wealth, has also drawn many 
Americans away from the calm, happy, relaxed life of the fisherman.  

Steve: American society emphasizes earnings and material goods, while other 
nations emphasize a quality of life based on happiness or health, or simply the 
intangibles of existence. This is obviously not just a trait of the Germans; it is a 
trait of all mankind.    

Maxine: The secrets of the soul are discovered through the treasures that lay 
buried there. Transferred from heart to heart, thoughts, feelings, judgments and 
emotions are not limited by time, events, space, race, or even death. Universally 
understood as culture, all thoughtful expression through literature, art, and 
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music has meaning for us. Whether it brings about sorrow or joy, whether it 
represents fact or fiction, … are all things to consider; but the fact that it causes 
us to linger in reflection is not what determines its place in culture. Rather, it 
determines our place in the culture of the human race. 

One issue of major importance for developing culture learning is 

awareness. Being a vital component in the field of anthropology, awareness 

refers to awareness of surroundings, otherness, and self (Lafayette, 2003), which 

could be observed increasingly throughout students' journal writings. Beginning 

with a black-white declarative kind of knowledge and stating/emphasizing 

similarities (Journal 1 and 2), learners moved to commenting or critiquing of 

their own culture and themselves as part thereof, and eventually progressed to 

making connections to other cultures to thinking about humanity/shared values 

(4.6.2.6, 4.6.2.7, 4.6.2.8) in Journal entries 3 and 4. Regarding the theme 

'culture', the secondary researcher stipulates in her summary comments: 

Those students, for whom commenting on these texts was easier from 
the onset, gain knowledge/insights and higher understanding. Some 
improved in other, smaller ways, but, rather than simply reiterating 
the text, they have begun to question their own position as well as the 
author's and to illuminate more and more than two sides of the text. 
Their development takes place on a lower level, but it takes place. … 
It was amazing to see with what results some students came up with, 
what conclusions they drew about the German culture, and that more 
than once they hit the bull's eye with some of their observations (my 
translation) 

 



 230 

4.6.3  Summary of Themes in Student Journal Writing and Their 
Implications 

The fact that the first two journals brought about several different themes 

than the last two can be considered to be a result of the nature of the text, about 

which students wrote, and cannot be attributed to Time as a factor. The shifts in 

LIWC categories witnessed similar trends: here, too, Text Content/Genre was 

found to be responsible for these shifts rather than the stipulated factor Time. 

The themes, which emerged through Grounded Theory and its constant 

comparison analysis, corroborate the results of the LIWC and reveal that learner 

engagement with fictional media brings about, addresses and enriches a 

multitude of aspects important for FL learning. 

Furthermore, according to what could be ascertained from students' own 

voices in their journals, fictional media texts support the vision embedded in 

ACTFL's 5 Cs (Communication, Culture, Connection, Comparison, 

Communities102) insofar that texts invite Culture learning (see textual examples 

from 4.6.2.8), encourage Connections and Comparisons (see textual examples 

from 4.6.2.3 -4.6.2.8), contribute to Communities (see textual examples from 

4.6.2.6) and even enhance Communication (see textual examples from 4.6.2.3 

and 4.6.2.8).  Thus, learner engagement with fictional media, as evidenced by 

written journal contributions, can serve as a tool for, at least partially, achieving 

the descriptive competencies outlined by ACTFL's 5 Cs. 

                                                 
102  Please see the Appendix B '5Cs and Literature' for the goal standard descriptors of each one 

of the 5 Cs. 
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The themes also correspond to what had already been established with 

the FLLinC instrument, whose underlying constructs measure Enjoyment, 

Culture, Intellectual Content, Motivation, and Linguistic Gains are mirrored by 

the themes established with Grounded Theory. The pre-posttest results of 

FLLinC clearly showed an increase in all of FLLinC's underlying constructs due 

to the higher ratings of FLLinC's items at the end of the semester than at the 

beginning. Students' writings, when examined using Grounded Theory -

especially the content of Journal 3 and 4 -, mirror FLLinC's constructs and 

thereby also attest to the possibilities inherent in learner engagement with 

fictional media. While the 'fit' between FLLinC results and the themes 

ascertained via Grounded Theory in itself might not seem very insightful or 

relevant, it needs to be remembered that FLLinC was designed based on claims, 

assertions, and beliefs found in the research literature,103 which now have been 

investigated using students' own assertions in form of their writings about texts. 

Despite the polyphony of over fifty student voices, several major and 

interrelated themes emerged thanks to Grounded Theory. 

In short, students' own voices echo what the research literature on 

learning with texts had declared, but had not entirely validated. Shanahan's 

(1997) question "What is it that convinces us that literature has, in and of itself, 

something deeply significant to contribute to the process of language learning, 

                                                 
103  See 3.6.4.5 Foreign Language Literature in Class (FLLinC) 
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whatever the ultimate goals of the learner may be, and how do we articulate that 

"something" in a way that establishes us on firm ground in the contemporary 

professional environment?" (p. 165) can now partially be answered using data 

rather than just intuition.   

Although I do not claim that my research answers Shanahan's wish to 

"form the basis of a new agenda for examining the relationship between 

language learning, literature, and culture" (p. 168), let alone validate previous 

researchers' intuitions and notions. I do, however, believe one step in the right 

directions toward "Articulating the relationship between language, literature, and 

culture: Toward a new agenda for foreign language teaching and research" (title 

of Shanahan's article) has been taken. The below is an image, which attempts to 

visually represent the themes, which emerged with GT: 
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Illustration 7: Visual Outcome of Student Journals Investigated With GT 

 

 

 

 

4.6.4  Results of the Investigation of Student's CMC-Produced 
Texts 

As a reminder, the research question addressing students' CMC chats will 

be restated: 

What insights into social constructivist/dialogic learning regarding 
culture learning and learning with fictional media in general can a 
qualitative analysis by the method of Grounded Theory ascertain? What 
themes are mirrored in students' writings and what categories for their 
learning/ engagement with fictional media can be established using 
Grounded Theory? What information can a qualitative analysis 
(Grounded Theory, constant comparison analysis) of students’ writings 
reveal about their experiences with FL literature?  
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The two chat tasks selected for analysis104 asked students to do the 

following:  

For the Expert Forum: Imagine you are a group of writers, teachers of 
German language, culture, and/or literature, and 
students of those subjects. Discuss the text from 
any of those perspectives.  

 

For Märchenfiguren:  Each one of you represents one of five different 
fairytale characters: the lazy daughter of Frau 
Holle, Schneewittchen, one of the dwarves, 
Henriette, der Froschkönig. You meet each other 
and discuss your roles, your impact on the readers, 
your contribution as literary characters, culture 
symbols, character models, etc. 

 

Based on the studies mentioned under 2.9.3, it becomes clear that the teacher’s 

role in facilitating or focusing CMC sessions is rather important. Unfortunately, 

the present author did not have the time in the computer lab to interact as much 

with the CMC participants as she would have liked to.105 Given the fact that both 

German sections were full, that students experienced technical problems, entered 

the room late and needed extra explications, requested help with words or 

sentence formation, the author’s intervention was sporadic and unsystematic in 

that it occurred whenever there was time during the brief time in the lab set aside 

for CMC chats.  

                                                 
104 The selection process is described under 3.6.10.1 
105  Students’ journals (written in English), however, were read outside of class, and could thus 

be commented on with much more attention to content, questions, etc. 
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The results of the chat examination yielded insights regarding the general 

course of events in, or the structure of, the chat sessions (4.6.4.1.) as well as one 

particular insight into group dynamics (4.6.4.2.), and general FL related issues 

(4.6.4.3.), but did not allow for any answers with respect to the actual research 

question. No insights or conclusions could be drawn with respect to the 

envisioned potentials as discussed under section 2.9 ff on CMC and 

Vogotsky/Bakhtin). Simply stated, the chat analysis, most regrettably, did not 

yield any insights into or spoke to co-constructed knowledge and critical 

dialogue as necessary components for culture learning. Rather than ignoring the 

actual outcome of the CMC chats, a few general observations, although 

unrelated to the research question, are offered below under 4.6.4.1 - 4.6.4.4. 

 

4.6.4.1  Chat Progression and Examples 

The chat structure can be described as follows: 

-All chats started with greeting106 or acknowledging the participants.  

-The next chat lines commonly indicated confusion about the parameters 

of the chat task such as what to do or who plays which role,107 after 

                                                 
106  Examples of greetings; the  dots (…) were inserted to indicate that another person is 

'speaking': Hallo.. Wie sind sie hete?…Wie geht's?…Guten Tag… Hallo alles 
107  Examples of confusion about task; the  dots (…) were inserted to indicate that another person 

is 'speaking': is this in german or English?…wer bist du?…Wer wollen welche Märchenfigur 
sein?…Bist du Henriette?…Ich bin ein Zwerg…Ich willst sein die faul tochter von Frau 
Holle…Wer ist wer?…Ich bin derFroschkonig…Ich glaube, dass wir in Deutsch sprechen 
sollen…Wir besprechen Frau Holle, ja?… Was möchtest du um die Geschichte?…I weise das 
wir Lehrers und 9critique) muss uns… 
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which someone in each group begins writing to the task/invites the task 

at hand108 or starts saying something at least vaguely related to the 

task109 and thus opens the discussion. 

-What should constitute the actual task is generally reduced to: 

 1. retelling events of the text under discussion110 
 2. stating the obvious111 
 3. taking the task off on tangents: personal/non task-related chats 

 

                                                 
108  Examples of actually inviting the task; the  dots (…) were inserted to indicate that another 

person is 'speaking': Wir mussen ueber "euer" charakturen, position im maerchen, motiven, 
etc, diskutieren…,eine Rolle in Frau holle ist faul Kinder anzeigen… Wir sind alle gute 
Charaktere… Ich glaube, dass due Frauen von die Brüder Grimm sehr naiv waren…Es war 
ein typisches deutsche maerchen…Ist San Salvador ein Hypothetische text?…Das 
Musikvideo war sehr dunkel…Was denken sie über Rammstein?…so die text ist sehr 
gausam…Ich denke San Salvador ist unklar… 

109  Examples of vague task initiations; the  dots (…) were inserted to indicate that another 
person is 'speaking': Hallo, Henriette, Kannst du mir Abendessen kochen?…Der Froschkönig 
hat eine gute Leben gehabt, als er im Brunnen gelebt…Liebe Schneewittchen, was machst 
du?…Mit meinem Bettdecke…es Schneit an die Erde…Schneewittchen ist nicht so elegant 

110  Examples of retelling events; the  dots (…) were inserted to indicate that another person is 
'speaking': Paul möchte nach Südamerika fliegen weil er mit siene Ehe ungluecklich ist…Er 
war nervoes und raeumt…Sie Wollen nicht sprechen zusammen… der Apfel spart 
Schneewittchen in das video…Im Text isst sie die Lunge und Leber…sie hatten lustige Namen 
- wie Rumpelbold und Naseweiß…der Froschkonig probiert Henriette helfen…ja, und bricht 
der Glassarg und Schneewittchen wacht auf…Hallo Henriette, Kannst du mir Abendessen 
kochen?… Ja, du warf der Frosch and der Wand…Sie wohen zu Frau Holle hause und 
arbeitet… Wir gingen in die Berge und suchten Erz und Gold 

111  Examples of stating the obvious; the  dots (…) were inserted to indicate that another person 
is 'speaking': Die gute tochter ist auch ein typisch Maerchenfrau…Es zeigt viele 
stereotypische Dinge…Marie ist sehr fleissig, auch Schneewittchen ist…Die schlechte hat 
braunes Haar und ist haesslich…Schneewittchen ist sehr schoen…Der Musikvideo hat 
kleines licht and sehr traurig…Das Video war sehr dunkel…ja das video war sehr 
interessant…Die Zwerge sind sehr schmutzig…Die Brüder Grimm Version ist sehr 
dunkel…in die DEFA Film, war die böse Königin nicht schön… ja, Schneewittchen bist 
schon und nett …und dumm…Ich denke dass die Zwerge Schneewittchen geschaetzt hat…die 
Zwerge helfen Schneewittchen auch…Schnee ist sehr wichtig, um kinder zu spielen und 
singen…Der Brunnen ist sehr tief. Er ist neben das Schloss…Die bose Toechter hat kenie 
moral… Die Deutschen glauben Arbeit ist wichtig…Ich bin wichtig, weil ich aermlich sein 
lehre…Frau holle hat ein toll Haus…Sie ist sehr schoen, aber ist eine falsch…Ich glaube, 
dass die Frauen von die Brüder Grimm sehr naiv waren…der Froschkonig hat Henriette 
gelehrt, dass Erscheinungen betrügen können. 
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Below are five different examples of taking the task off course from five 

different groups; the capital letters represent the various participants: 

 (1) A: und David Hasselhoff als der König oder Chuch Norris. 
  B: Chuck Norris vs. Schneewitchen. Wer ist einverstanden?  
  C: ja Norris ist der bomb - Chuck Norris. 
  B: Ja  
  C: Chuck Norris ist gott 
 (2) A: nein, eben als ein Junge, ist sie einbissen schoen! 
  B: Wer? Henriette? 
  C: enschuligung Henriette  
  D: Ich bin nicht eine homosexual 
 (3) A: Froschkoenig, kannst du gut mit Froschbeinem tippen? - 
  B: Ja, ich tippe mit meinem beinem und zunge.  
  A: Bakterien sind an die Tastatur  
  B: Ich habe ein starkes Immunsystem…  
 A: Wenn ich ein Kinder war, moechte ich Dinosaurier mehr als 

Marchen  
  C: Ich esse froschbein gern! 
 (4) A: wer werden dad Bier bringen…? *das und die Musik…  
  B: Letze wochenende ich habe Bier gekaufen.  
  C: Ich werde Alkohol bringen. Sie ist ein Muss. 
  A: Ja ja   - 
  B: Ich kann Musik Bringen. Ich bin DJ Frosch.  
  A: Es wird eine Themapartei sein… 
 (5) A: Rammstein 'musik' ist am besten. Du kennst keine Musik!  
  B: nein sie ist deinem konigin  
  C: I will einen Recht machen! Rammstein willst be illegal!  
  B: ich sase Rammstein musik - *hasse  
  D: warum?  

E: wirklich? ich denke auch schneewittchens sexualitaet ist sehr   
stark fuer die zwerge. – 
A: Verehren Sie Schneewittchen! … du ist ein dummkopf,…Ich 
hasse B, weil sie Rammstein hasse. – 
C: du hast Gehinrwäsche, Ramm fan. 
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4.6.4.2 Group Dynamics and Examples  

What the data revealed regarding group dynamics addresses two 

particular issue, namely (1) that there commonly is one individual, who tries to 

expand the task, invite meaningful discussion, or get his or her team members to 

stay on task and cooperate, but that single individual is overrun and eventually 

gives up; and (2) the one particular chat, which happened to be conducted by 

two participants only, was the most on task of all chat examples chosen for 

analysis. It also was fully comprehensible and did not regress to literal 

translation. The following are three examples of the overrun task keeper from 

three different chat excerpts and the one on-task pair chat. The capital letters 

represent the various participants; the dots (…) represent the omission of chat 

lines, which was done for brevity and a clearer focus: 

 (1) A: aber die text ist ueber eine stern…wie ist das dunkel?   
(A asks a critical question) 
  B: Auch war das Video sehr haesslich 
  A: Das Video war spass 
  C: sehr drail über Schneewitchen … viele drogen 
  A: Das Video war sehr dunkel  
(A addresses another aspect) 
  D: Ich denke dass die Filme war sehr gut. 
  B: warum spass? 
  A: ja ich mag das video … weil es schlagen hat hahaha  
(A deteriorates) 
 
 (2) A: Wir mussen ueber "euer" charakturen, position im maerchen, 
motiven, etc, diskutieren  
(A tries to focus the group) 
  B: der Froshkonig hat gute motiven 
  A: Ja, wie?  
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(A invites expansion/explanantion) 
  (…) (time elapses) 
  A: Welche motiven hat der Zwerg?  
(A tries again to address task) 
  B: vielleict am ende (answer doesn't relate well) 

A: Vielleicht was, am ende? 
 (A asks B for clarification of comment) 
  (…) (time elapses) 
  A: Welche motiven hat Schneewittchen?  
(A tries again to focus the task and the participants)  
  (…) (time elapses, A does not post for a while) 
  B: denken sie der Froeschkonigin ein gut mensch sein? 
  A: Ja (A's last comment) 
 
 (3) A: aber in der winter es schneid. 
  B: beschmutz 

C: Wie betreffen (affect) uns fuer die Romanfiguren? (literary 
characters) (C stays on task) 

  B: * beschmutzt 
  D: ich bin naïve und jung 
  B: Gute frage 
  C: Warum sagst du beschmutzt? (C presses on) 
  A; Ich bin ein gut arbeiter. und freundlich. 
 B: Sieben Zwerge in die Meine jedes Tag. Sie sind beschmutzt. … 

Wenn ich ein Kinder war, moechte ich Dinosaurier mehr als 
Maerchen. 

  E: Die Zwerge sollen in meinem Brunnen baden (bathe). 
 C: Ich glaube, wir betreffen (affect) die Leute der unser 

Geschichten leben in vielen Wegs, ja? Aber wie?  
(C repeats initial question) 
  (…) (time elapses, C does not post for a while) 
  C: Auf wiedersehe (C's last comment) 
 
(4)  A: Ich denke San Salvador ist unklar. 
  B: Was moechtest du um die Geschichte? 
  B: ja … sehr unklar, aber es ist gut 
 A: Ist diese Geschichte eine Charakterschilderung? (character 

study) 
  B: Ja, ich denke, weil da Raum fur interpretieren ist 
  A: Die geschichte hat eine maskulin perspective 
  B: Ja, das ist richtig. 
  A: es ist eine gut Geschichte 

B: Wie wurde es sein, ob es war eine weibliche Perspektive? …  
Denkst du Hildegard die gleich Breif wuren schreiben? 
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  A: nein, Hildegard ist nicht so stark oder mutig.  
  A: Meisten Frauen sind nicht 
  B: ja, sie ist anders, kalt 

  B: Ich denke, dass si eine gute Mutter ist, aber zu kalt und fern 
(aloof) 

  A: paul denke sie ist kalt. Dass ist unsere Perspektiv 
  B: ja, das ist nicht viel ausdrücklich (explicit) Deskription 
  A: Paul koennte mehr kalt sein 
  B: sie konnte freundlich sein 
  B: ja 
  A: ja, vielleicht 
  A: es ist ein sehr interessant punkt. 
  B: ja, aber die Geschichte war fur ein raeson schreiben 

 

While not directly related to this study, based on this -admittedly limited- 

evidence, it seems that pair interaction can be more beneficial than small groups. 

In pair interaction, it is evidently much harder for one member to take everybody 

else off course, and perhaps it is easier to focus on just one other person's 

comments rather than trying to make sense of a polyphonic discourse. Future 

research may want to address this in a study especially designed to compare the 

quality (and quantity) of chat contributions when only two people are interaction 

versus a small group setting. The issue of group size112 is briefly addressed by 

Böhlke (2003), who mentions that too many participants in a chat room could 

easily overwhelm participants given the complexities involved in simultaneously 

reading many messages and posting one' own.   

 

                                                 
112  See also Böhlke, O. (2003). "A comparison of student participation levels by group size and 

language stages during chat-room and face-to-face discussions in German." CALICO 
Journal, (21:1), pp.67-87. 
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4.6.4.3  Language Use in Chats - Examples and Reflections 

Even though language use correctness was not a researched facet of this 

dissertation study, the lack of proper language use, even with respect to the most 

rudimentary grammatical aspect (1.), and the use of word by word literal 

translations (2.) was so glaring that it has to be addressed. Whether due to being 

engrossed in the task, completely bored with it, overwhelmed by FL processing 

demands, or juggling ones' desire to express oneself with the limited language 

tools available, the lack of grammaticality in the chats is stunning.  

1. At the 202 level, students have completed three semesters (most of 

them with Kontakte) and should and can be expected to have internalized a few 

basic things, such as the spelling of Ja, basic word order, or subject-verb 

agreement, perhaps even a few irregular simple past verb forms, especially since 

those constituted the main grammar focus of the 202 course and for which 

students have seen countless examples in the many fairy tales read for this class. 

In fact, their language use was so poor that, in many instances, it can only be 

described as incomprehensible.113 

                                                 
113  Examples of stunningly poor/incomprehensible language use; the  dots (…) were inserted to 

indicate that another person is 'speaking': ya ich weiss…Jetzt erhalten ich zu Partei an einer 
Burg…ich have vergessen…Ich Anliegen ich konnte bin als schon als schneewittchen…ich 
konnte nicht sagen du…sie verdientet zu toten…Ein kleiner Schockieren (shocking) 
auch…sehr drail über Schneewitchen…nicht das Buch lese ich wann ich ein kind war…So 
gehalt ihr Persona… eins, twei,drei, vuier, funf, sext, seeeben! *sechts…ja. er hat die Moral 
von der Geschichte über erhalten…Die waren alt, mit ein Junge…warum sind wir die 
Ziechen?…ja, Schneewittchen bist schon und nett…Die Zwerge moechten ausserliche, aber 
gut gearbeiten auch…Und sie geht die Kamme aus…Ich bin ein klein mann, der gut 
vertritt…Sie hat hasslich fur mich, weil sie "spoiled" ist…Die Koenigin setzt mich abtoeten 
an…Ich derstelle gut arbiter…Ich bin so arbeitsreich mit Italien…Sieben Zwerge in die 
Meine jedes Tag…Sie ist eine model von nocht abraten…wir habe die kinder Leben 
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2. Several phrases reflect a direct and literal translation from English to 

German, but because they are theoretically still comprehensible by a German 

speaker who also has a good command of the English language, these 

Anglicisms, which evidence a regression to and complete reliance on literal 

translation114 were separated from poor language use (1.) above.   

It may be possible for both 1. and 2. that these ungrammatical and word-

by-word translated examples constitute what Belz (2004) calls the "conscious 

flouting of FL rituals and conventions" (Belz, 2004, mentioning Belz, 2002, pp. 

33-34), but they also enforce Kelm's (1992) findings, which, among others, 

showed that students grew increasingly indifferent towards accurate FL use. 

Since FL accuracy in chats is not a commonly researched facet of CMC 

discussions -there seems to be a lacuna regarding research addressing FL 

language use in chats (synchronous CMC) with respect to accuracy and 

comprehensibility115 - but because they so strongly counteract the many positive 

language learning aspects,116 which CMC does address, it might be worth to 

(re)examine if not the proper at least the comprehensible FL use of FL learners 

                                                                                                 
ausformen…Sie werden zu feiern will…Sie habe ein Prinz da ihrer Mann.ich bin die komich 
Abhilfe…Ja, aber Frau Holle bedeutet nicht ist… du schuled ihr…Das boese Namenlos hat 
mit mir essen…Ich hatte der Frosch erledigen 

114  Examples of literal translation; the  dots (…) were inserted to indicate that another person is 
'speaking: Hart zu erzählen…ich habe keine einfall…sie verdientet zu toten…spaeter 
leute!…Was Schneewichten wisst du dass hat druggen nehmt…so toten much…ich willst sein 
die faul tochter…ich zweite das… sie kann nicht kein getoeten…Wie sind sie hete 

115  A search of EbscoHost, Academic Premier, and Eric databases in the hopes of finding 
articles addressing FL use accuracy in chats on May 3rd, 2007, resulted only in a handful of 
hits. Although correct language use is generally not a facet of great importance in chats, it 
immediately is of great concern and importance if the chats contain many incomprehensible 
lines (see examples above). 

116  See section 2.9 
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in chats.  If chats would demonstrate much incomprehensible language use, we 

may want to rethink its effectiveness as a learning tool for language learning per 

se and may, instead, use it as a brainstorming, critical thinking, motivational, 

dialogic tool to be used in students' native language rather than crippling its 

potentials by forcing chat participants to write in a language in which they are 

incapable of making themselves understood.  

 

4.6.4.4 Odds and Ends 

Some lose ends in the data remain and, given their oddity, will be 

mentioned in closing the chat analysis here. Peers did not correct one another 

with respect to language use, vocabulary, or content, but in eleven instances, 

individuals self-corrected their language output,117 or at least attempted to. Most 

of their corrections were spelling errors. Only one comment supplied language 

use information to a peer. Less than a handful of chat lines revolved around 

attempting, with varying success, to answering a peer's question.118  Only once 

                                                 
117  Examples of attempts to self-correct; the asterisk* shows the self-'corrected' words: 1. … 

funf, sext, seeeben! *sechts; 2. wer isst Herz? *wer essen Herz; 3. oder Chuch Norris *chuck; 
4. ich habe sieben freunded * freunden; 5. beschmutz *beschmutzt; 6. wer werden dad Bier 
bringen…? *das; 7. Ich bin ein Zwerge   * ein Zwerg   *einen Zwerg; 8. ich sase Rammstein 
musik  *hasse; 9. ja, abet  'glucklich glucklich glucklich' kann sehr langweilig werden  *aber; 
10. dar Apfel *der; 11. Der Frosch hat eine gute Leben gehabt, als er im Brunnen gelebt. * 
hat;    

118  Examples of peer 'help':  
   1. A: Die Auffasung ist sehr interessant. B: Was ist Auffasung? A: concept 
   2. A: Was ist Akzente?  B: directions 
   3. A: Die Zwerge moechten ausserliche, aber gut gearbeiten auch.   
  B: was heisst ausserliche?  
  A: ausserliche ist nicht immer gutes     B: du bist ganz toll 

4.  A: Eine Zwerge sid die EdelProletariat class auf die Gesselschaft.   
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in the examined chats when the speaker, who did not know the German 

equivalent, used an English word, did a student supply (unsolicited) vocabulary 

info.119 

 

4.7  CHAPTER SUMMARY  

This chapter examined the results from three different data sets: the 

questionnaire data, the student journal data, and the CMC chat data. Whereas the 

questionnaires were analyzed using exclusively statistical measures following a 

pre-posttest design, the journals were explored quantitatively with the LIWC and 

qualitatively with GT. Students CMC chats also had been intended to be studied 

under the employ of GT; however, the chats' content was generally so crude and 

fraught with linguistic challenges that they could only be described rather than 

analyzed per se.  

The AMTB's subscales Course Utility, Course Interest, and Course 

Difficulty remained stable enough to not show any statistically significant 

changes, and only the subscale Course General Interest resulted in a statistically 

significant change. In other words, students' general interest in the course was 

higher at the end of the semester. This indicates that learners initially did not 

think as much of a course, which centers on fictional media, but were pleasantly 

surprised in the end. All subscales of the Cs instrument (which addressed 

                                                                                                 
 B: was ist die EdesProletariat class?   B: noble proletariat   B: Edel  
5.  A: Das ist erfuerchtig B: was?  A: erfuerchtig = awesome 

119 A: …,weil ich im Wasser schwimmen und auf (the Rocks) liegen will.  B: Steine? 
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Standard 1, Communication; Standard 2, Culture; Standard 3, Connections; 

Standard 4, Comparisons; and Standard 5, Communities.) yielded statistically 

significant results. Thus, students’ perceptions regarding the usefulness of 

fictional media with respect to addressing the five standards in foreign language 

teaching had shifted and had become more positive toward the end of the 

semester. Learners' answers on the FLLinC instrument for all subscales also 

were statistically significant and moved in the expected direction, thereby 

demonstrating that fictional media, according to students' own assessment, 

enhances motivation and intellectual content, furthers culture learning, personal 

enjoyment, and (socio-) linguistic gains.  

Their journals showed statistically significant changes regarding the 

main categories of the LIWC, which were 1. Total Pronouns, 2. Total Affective 

or Emotional Processes, 3. Total Cognitive Mechanisms, 4. Total Sensory and 

Perceptual Processes, and 5. Total Social Processes. The pair-wise comparison 

of journal entries revealed for which journal task (1-4) statistically significant 

changes had taken place. Since these changes did not occur consecutively 

(significant difference from Journal 1 to Journal 2, from Journal 2 to Journal 3, 

and so on), they could not be attributed to the factor Time (journal writing over 

the course of the semester), as had been initially suspected. Instead, Genre is 

offered as an explanation for the category shifts, whereby writing to and about 

Fairy Tales resulted in different increases or decreased of the LIWC's categories 

than the genre Short Story.  
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Exploring the journals with GT lead to additional insights. Eight distinct 

and relevant themes emerged and were identified with the help of a secondary 

researcher: (1) memory/remembering/experiences, (2) dualism/simplicity, (3) 

analyses, (4) breadth, (5) reflectivity, (6) enjoyment, (7) engaged multi-facetted 

engaged learning, and (8) development of culture learning. These themes 

corroborated the results of the LIWC and indirectly support the vision embedded 

in ACTFL's 5 Cs. The themes also correspond to the FLLinC's subscales insofar 

that FLLinC's underlying constructs (Enjoyment, Culture, Intellectual Content, 

Motivation, and Linguistic Gains) are mirrored by the themes established with 

GT. 

An analysis of students CMC chats did not lead to the establishment of 

themes relevant for dialogicality or co-constructed knowledge. In fact, much to 

the disappointment of the researcher, no evidence of joint culture or any other 

dialogic learning could be recognized. Although CMC "creates the opportunity 

for a group to construct knowledge together, thus linking reflection and 

interaction" (Warschauer, p. 473), learners did not seize these opportunities. As 

a consequence, the chats sessions could merely be described regarding the 

general format of the chats, a few insights into group dynamics, language 

(mis)use, and a few odds and ends. The chats revealed that students, although 

seemingly engaged in the task, commonly drifted off on tangents despite some 

individuals' efforts to keep all group members focused, and that language use 

was extremely rudimentary, with some reliance on literal translation. 
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CHAPTER FIVE: SUMMARIZING DISCUSSION AND CONCLUSION 

 

5.1  SUMMARIZING DISCUSSION 

This dissertation research investigated the use of fictional media as a 

multidimensional learning tool in two sections of German 202, the fourth, and 

for many students last, semester. Various methods of analysis were utilized 

(Quantitative: T-Test statistics and ANOVAs obtained with the LIWC; 

qualitative: Grounded Theory) and different data sets were employed to paint a 

picture as balanced and encompassing as is possible within the realms of a 

dissertation. The three different data sets were: 1. Three questionnaires (AMTB 

Part I and II, the 5 Cs, the FLLinC), two of which had to be pilot-tested and 

statistically analyzed to ensure their reliability; 2. students' journal entries, of 

which there were four per student, and which were distributed over the course of 

the semester; and 3. students' CMC chats about FL fictional media. 

The three questionnaires tested (1) whether students' attitudes about 

German as a FL, German speakers, and their German class changed from the 

beginning to the end of the semester, and the statistical analyses performed 

showed that only their perceptions of the course changed. Given that they 

viewed the course more favorably after a semester-long engagement with 

fictional media, one can conclude that the learners studied initially did not think 

as much or were not as comfortable with a focus on fictional media texts. 

Whether this was due to preconceived notions about fictional media texts, their 
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difficulty, content, etc.or due to the possibility that these FL learners were 

conditioned to a traditional textbook, would need to be investigated further. The 

second instrument tested whether, according to these particular students' views, 

fictional media addresses the specific goal standards outlined by ACTFL's 5 Cs. 

Here, again, at the end of the semester learners felt that the texts studied did 

address the 5 Cs much more so than in the beginning. It was surprising to learn 

that they even believed fictional media furthers Standard 1: Communication. The 

third instrument assessed whether fictional media texts, according to said 

students' perceptions, enhances motivation, intellectual content, culture learning, 

personal enjoyment, and (socio)linguistic gains. At the end of the semester, all 

five constructs fared statistically significantly better than in the beginning, and 

while it was not too surprising that fictional media was reported to enhance 

culture learning and intellectual content, it was surprising to see that students felt 

even more positively about the other three constructs.  

The second data set, namely students' journals, written in English to 

allow for free expression, were analyzed (1) with the LIWC and (2) with 

Grounded Theory to gain more insights into the possibilities inherent in FL and 

culture learning with fictional media with respect to shifts in the categories of 

the LIWC. After the LIWC had sorted learners' texts into more than seventy 

categories and tabulated their proportions within each category, it was apparent 

that proportional changes had taken place, but one could not ascertain whether 

these shifts were statistically relevant and whether they occurred based on the 
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stipulated factor Time (=the category shifts of the LIWC in students' journal is 

based on time, namely semester progression). The researcher amended this by 

performing an ANOVA on each the LIWC's five main categories: Total 

Pronouns, Total Affective/Emotional Processes, Total Cognitive Processes, 

Total Sensory/Perceptual Processes, and Total Social Processes, which resulted 

in affirming that the changes, which had taken place, were indeed statistically 

relevant. The Tukey HSD posthoc analysis showed from which journal writing 

instance (1-4) to which other those statistically relevant changes had occurred, 

and that analysis demonstrated that the observed changes were not due to the 

factor Time. Instead, the effect of Genre/Text Content is offered as an 

explanation for increases or decreases in the main categories from one journal 

writing instance to another. With the constant comparison method, a principal 

component of Grounded Theory, eight themes were detected in the totality of 

learners' journals. These themes were present to a stronger or lesser degree, 

which again was not dependent upon the factor Time (journal writing over the 

course of the semester), but also seemed to be a function of Genre/Text Content. 

The one theme detectable in all writings was labeled Memory/Remembering/ 

Experiences, the first theme present only in Journal 1 and 2 (written almost 

exclusively about fairy tales), can be labeled as Dualism/Simplicity, whereas the 

later two journals (written by choice almost exclusively about short stories), 

contained the themes Breadth, Reflectivity, Enjoyment, Engaged Multi-Faceted 

Learning, and Development of Culture Learning. 
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The third set of data was learners' CMC chats. Although it had been 

initially the researcher's hope to examine the chats with the constant comparison 

method of Grounded Theory to detect themes and to find instances relating to 

and informing dialogicality, the co-construction of knowledge and culture 

learning through dialoguing with others, no such evidence emerged. Instead, the 

CMC chats showed very rudimentary language use, were fraught with 

incomprehensible passages, sometimes bore little resemblance to the task at 

hand, and were of tangential content or one that can more closely be described 

as a 'summarizing' rather than 'reflecting' or 'discussing'. 

 

5.2  CONCLUSION  

Given the results of this dissertation, fictional media played a crucial role 

within the foreign language and culture-learning context for this class. Not only 

did this medium, according to learners' judgments, address the goal standards 

embedded in ACTFL's 5 Cs and increase students' (socio)linguistic knowledge 

as well as their FL course's intellectual content, but it also promoted more 

indirect aspects of FL learning. More motivation for and enjoyment of the FL 

language and culture as well as heightened knowledge and awareness of the 

same was also achieved though the use of fictional media in these two sections.  

Additionally, based on the type of text, with which learners worked, 

shifts in affect, emotion, perception, cognition, and social processes were 

observed, and themes, which constituted an inducement for learning emerged in 
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their writings. This demonstrated that learners, when asked to comment on FL 

fictional media, experienced numerous facets important for the overall FL 

learning context and that they, when enabled to express themselves in their 

native language, enjoyed the process of reflection and self-driven culture 

learning. Fictional media thus was a rich and multi-dimensional tool, which was 

able to bring about the kind of breadth, learner engagement and reflectivity 

necessary for an enriching learning experience. Although CMC could have 

added another rich, interactive, interpersonal, and dialogic layer of joint learning 

about the target culture, the outcome of this research did not evidence such 

learning. It is speculated that this was due to learners' general struggle to 

communicate in the FL, which is made even more difficult by the expectation to 

communicate content in an acceptable and comprehensible form. Time pressure 

may have been an issue or, perhaps, the fact that chats usually occurred after a 

fictional media text had already been read and/or seen.  

Perhaps CMC is better reserved for students, who have mastered the 

linguistic basics of the FL so that their FL 'shortcomings' do not impede their 

expression to a degree, which renders their discussions rudimentary with regards 

to language and banal with respect to content. Despite the observed language 

(mis)use during the CMC chats about FL fictional media, the media itself 

remains full of promising possibilities to be taken advantage of for the overall 

learning context. 
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5.3  LIMITATIONS OF THIS STUDY 

It needs to be remembered that the researcher of these two sections, in 

which the study was conducted, was also the teacher. Some of the observed pre-

posttest results of the AMTB, Part II, the 5 Cs, and the FLLinC, could 

potentially be attributable to the teacher effect. This, however, does not lessen 

the instruments' value per se given that the AMTB has been widely validated 

(see Gardner's Technical Report), and that the 5 Cs and the FLLinC instruments 

had been statistically validated using students from different classes and 

different university settings. Another study (Ashby& Ostertag, 2002) had used a 

version of the 5 Cs instrument for assessing whether a self-designed computer 

program (based on fictional media) can address ACTFL's standards and had 

found that it can. The FLLinC, which had been designed for this dissertation 

study, had been used for the first time, but given the statistical outcomes (1. 

factorial design to check for item-construct fit before the instrument was ever 

used, followed by reliability testing with students unknown to the researcher for 

the pilot testing), the instruments' underlying constructs are seemingly intact. It 

also needs to be remembered that in this kind of research, the teacher (any 

teacher) will have an effect by his/her mere presence, the fact that s/he awards 

grades, selects materials, interacts with students, etc... What exactly that effect is 

can never fully be determined. Another effect 'polluting' the results of any non- 

true experimental settings is, for instance, the class dynamic, the effect of which 

can also never really be determined. Regardless of how small or large any 
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teacher or any other effect may have been, additional testing with different 

groups of learners, a different selection of fictional media, different teachers, etc.  

is necessary to further validate the 5 Cs and the FLLinC instruments.  

Whereas the fairy tale fictional media constituted the actual focus of the 

course, all non-fairy tale materials took a backseat and were interwoven (thanks 

to permission of the Director of Basic Languages) whenever time permitted. In a 

course, where all fictional media materials are given equal attention, results may 

differ greatly. Also, time for the chats had to be made whenever possible and 

thus the chatting was kept short (15-20 min) since it was not an official part of 

the course. The struggle with chatting in the FL students experienced may be 

partially due to the time constraints, and, if permitted more time, may not have 

limited their expression in German so much. This, in turn, may have resulted in 

more comprehensible and thoughtful written contributions. Perhaps the CMC 

chats might have been better placed at the beginning of an instructional sequence 

of any given text -when students are potentially still fresh and excited about 

commenting on the reading as a group- rather than at the end. More and longer-

lasting CMC opportunities - interwoven with standard curriculum- might bring 

about different results, especially when conducted with more proficient language 

learners, such as students in upper division classes.   

For analyzing students' written expression, the LIWC is an extremely 

rich and dense tool, whose results could have been used in more finite ways to 

be even more informative. For the purposes of this dissertation, only the main 
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categories of the LIWC were investigated, and not the numerous components, 

which comprise each one of those main categories. A more detailed analysis 

would have yielded much more nuanced findings and may have pointed out 

facets, which went unnoticed since only the main categories were investigated.

 The constant comparison analysis as part of GT was also an invaluable 

method for textual analyses, but was extremely time-consuming and laborious. 

Furthermore, seeing what one wants to see poses a realistic threat to the validity 

of any researchers' results. Given my experiences with GT, I would encourage 

all future researchers to analyze learners' texts with a group of researchers, not 

only to validate one's findings better, but also, depending on the amount of data, 

to avoid frustration over the sheer vastness of it as well as the feeling of moving 

in circles or spinning in place.  

 

5.4  CONTRIBUTION OF THIS STUDY 

This dissertation suggests methods of analyses, which are largely 

unknown or uncommon in the FL context. The LIWC, for instance, was 

accidentally 'discovered' when turning to people in the field of psychology in my 

efforts to locate a tool, an instrument, anything, with which to assess the less 

tangible effects of a focus on fictional media. This tool (or similar ones) has 

been used in other field for quite some time, and, given its multi-use possibility,  

it may be time to situate it more firmly in the FL context. Grounded Theory has 

been in existence since the 60's, and it is also used in several different fields 
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(education, sociology, healthcare, to name a few), and while all of them are 

distinct fields, they share on common concern: people. It seems natural to turn to 

other disciplines in order to enlighten our own, even if the methods of analyses 

used elsewhere are -as of yet- still kind of an oddity in the FL setting. 

Furthermore, this study offers a blueprint for designing an instrument, 

which measures what a researcher might want to test but has not been able to 

find published120. It situates the LIWC as a tool for examining learners' writing 

with respect to quantifying shifts in numerous categories of interest for the 

second or foreign language field, and introduces Grounded Theory as a means 

for analyzing learners written texts qualitatively. This study informs teachers, 

researchers, and students about the various potentialities, which are inherent in a 

strong focus on FL fictional media in the FL classroom: fictional media as a 

classroom tool to address ACTFL's 5 Cs; fictional media as a tool to enhance 

content, reflectivity, and culture learning, as well as other subcategories 

discussed throughout121 (see FLLinC and GT Journal data), and demonstrates 

the importance and impact of Genre/Text Content.122 

Based on the findings in this dissertation research, another implication 

for the classroom or for class-related assignments is that, perhaps, it is 

occasionally recommendable to forego strict target language use for the sake of 

unhindered native language expression. While this kind of expression does not 

                                                 
120 see 3.6.3.2 for the 5 Cs, 3.6.3.3 for the FLLinC, and 3.6.4 for pilot testing 
121 see 4.4.4 Pre-Posttest Results of the FLLinC and 4.6.3 for GT Journal data 
122 see 4.5.4 and 4.6.2 
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contribute to FL learning in the pure linguistic sense, it could, as could be 

gleaned in this present study from students' own writings,123 promote awareness, 

reflectivity, enjoyment, and culture learning for classrooms other than the two 

under investigation for this dissertation. 

  

5.5  DIRECTIONS FOR FUTURE RESEARCH 

More work with respect to the role of reading and affect, namely its 

'profound ability to engage us, to motivate us, even to move us 

deeply"(Shanahan, 1997, p. 167) to better understand how it can be used as an 

inducement to learning is needed. While self-reported enriching reading 

experiences are promising, a way of testing how these positive experiences 

translate into and impact the larger end goal of the humanities is still amiss. The 

somewhat intangible outcomes, such as personal enrichment, critical self- and 

other reflectivity, furthering an understanding, tolerant, and empathetic view of 

others, seem so ethereal that they are hard to capture. Perhaps a longitudinal 

study investigating attitudes, perceptions, and learner shifts within, for instance, 

the LIWC's categories could detect whether fictional media embodies and makes 

visible these hopes. 

Future research may want to determine how well other classroom or 

learning tools/materials fare in comparison, or whether other materials are able 

to address ACTFL's Standards equally well, better, or worse than fictional 

                                                 
123 see 4.6.2 ff 
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media. Also, as gleaned from Chavez' (2002) research regarding culture 

learning,124 there is only sporadic evidence to suggest students share researchers’ 

and teachers’ outlook on the content and benefit of culture learning, and 

commonly fail to endorse instructors’ perceptions. Thus, any classroom material, 

in order to be valuable and effective, should be perceived as such by the teachers 

as well as the learners. 

Looking at asynchronous rather than synchronous CMC and interviewing 

students about their experiences with FL reading, or formally testing what they 

got out of such an engagement would also help to paint an even clearer picture 

of the potentialities inherent in fictional media. Comparing the results of e.g. the 

quantitative instruments presented here -coupled with the LIWC and GT- of a 

treatment (focus on fictional media) and a control group (traditional textbook) 

would further illuminate the issue, and so would comparing vocabulary and 

grammar acquisition (or overall proficiency) scores of two groups instructed 

with different sets of materials.125 Such a study may be especially beneficial if it 

not only examines possible differences in linguistic gains, but also in affect.  

Much work still needs to be done regarding de-and refining a research 

paradigm for investigating and measuring the less obvious facets of fictional 

                                                 
124  Chavez, 2002, “We say “culture” and students ask “What?”: University students’ definitions 

of foreign language culture. Die Unterrichtspraxis, 35:2, pp. 129-140 
125 Maxim, 2002, conducted a study comparing test results of a treatment group (the textbook 

readings were substituted with a romance novel) and a control group (complete textbook) on 
departmental exams, recall protocols, and vocabulary knowledge, and found no statistically 
significant difference between the two groups. 
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media for language and culture learners at different levels of proficiency and the 

impact of such texts on various affective, cognitive, and social processes.   
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APPENDIX A: The Attitude Motivational Test Battery, Part I and II 
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APPENDIX B:  The 5 Cs Instrument 
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APPENDIX C: The FLLinC Instrument 
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APPENDIX D: Student Background Questionnaire 

 

 

Gender male female 
 23 26 
Table 1: Gender of participants (N=49). 
 
 
Age 18 19 20 21 22 23 24 26 30+ 
 6 14 10 2 6 3 1 2 3 
Table 2: Age of participants. 
 
 
Other 
FLs 

German Spanish French Russian Korean Chinese 

Level B IM B IM B IM B IM B IM B IM 
 48 1 15 6 4 1 1 --- 1 --- 1 --- 
Table 3: Participants’ other foreign languages and level (B = Beginning, IM = Intermediate). 
 
 
Practice (yrs.) 1 1.5 2 2.5 3 3.5 4 5 5+ 
 3 15 8 2 7 2 8 1 3 
Table 4: Participants’ previous German practice (as reported in years). 
 
 
Motivation Number of students 
Travel 4 
Cont'd from high school 7 
Heritage, family member, friends 22 
Better than French or Spanish 12 
Interest in art and/or music 2 
Not sure 2 
Table 5: Participants’ motivations for studying German. 
 
 
Expectations Number of students 
speaking proficiency and fluency 32 
pronunciation 1 
listening comprehension 4 
writing 9 
grammar 6 
understanding of culture and society 4 
understanding 3 
reading 3 
German 6 
have fun 2 
Table 6: Participants’ expectations for improvement (multiple answers were possible). 
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APPENDIX E: Statistical Results of Pilot Tests for the (A) 5 Cs and (B) 
FLLinC 

 

 
 

 

 

 

A1. Factor Analysis Matrix for the 5 Cs 
 

Subscales of the 5 C instrument 
  1 2 3 4 5 
Item1 .184 .228 .411 .437 -.255
Item2 -.086 .565 .221 .176 .034
Item3 .234 .707 .074 .215 .360
Item4 .363 .282 .229 .372 .375
Item5 .715 .207 .060 .138 .149
Item6 .474 .339 .421 .168 -.264
Item7 .698 -.048 .232 .195 .101
Item8 .441 .021 .074 .515 .246
Item9 .070 .640 .438 -.255 .049
Item10 .656 .033 .189 .284 -.087
Item11 .410 .339 .323 .422 .062
Item12 .382 .150 .397 .458 .053
Item13 .215 .155 .786 .205 .039
Item14 .037 .418 .711 .229 .228
Item15 .044 .149 .532 .200 .384
Item16 .213 .392 .209 .579 .071
Item17 .449 .511 .113 .427 -.012
Item18 .080 .765 .001 .144 .134
Item19 .223 .393 .462 -.020 .478
Item20 .540 .556 .002 .259 .192
Item21 .133 .393 .004 -.175 .731
Item22 .076 .046 .082 .258 .773
Item23 .228 -.014 .526 .132 .193
Item24 .655 .131 .117 -.213 .357
Item25 .092 .048 .287 .291 .677
Item26 .026 .047 .143 .788 .179
Item27 .358 .236 .258 .538 .207
Item28 .572 -.056 .591 .099 .048

Extraction Method: Principal Component Analysis.  
 Rotation Method: Varimax with Kaiser Normalization. 
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A2. Analysis of the Five Constructs Underlying the 5 Cs Instrument 
 
 
Construct 1: Communication 
 
Reliability Statistics 

Cronbach's 
Alpha N of Items 

.695 5 
 
 
Item Statistics 
  Mean Std. Deviation N 
Item6 3.75 .840 40
Item8 3.35 1.145 40
Item10 3.68 .829 40
Item11 4.05 1.037 40
Item18 4.05 .815 40

 
 
Item-Total Statistics 

  
Scale Mean if 
Item Deleted 

Scale 
Variance if 

Item Deleted 

Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if Item 

Deleted 
Item6 15.13 7.599 .368 .678
Item8 15.53 6.922 .295 .730
Item10 15.20 6.677 .618 .584
Item11 14.83 6.199 .530 .609
Item18 14.83 7.071 .525 .621

 
 
Communication Scale Statistics 

Mean Variance Std. Deviation N of Items 
18.88 10.010 3.164 5

 
 
 
 
Construct 2: Culture 
 
Reliability Statistics 

Cronbach's 
Alpha N of Items 

.654 5 
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Item Statistics 
  Mean Std. Deviation N 
Item3 4.08 .730 40
Item4 4.10 .744 40
Item7 3.85 .802 40
Item9 3.13 .822 40
Item22 3.55 .986 40

 
 
Item-Total Statistics 

  
Scale Mean if 
Item Deleted 

Scale 
Variance if 

Item Deleted 

Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if Item 

Deleted 
Item3 14.63 5.625 .268 .659
Item4 14.60 4.913 .491 .567
Item7 14.85 5.310 .307 .647
Item9 15.58 4.456 .563 .525
Item22 15.15 4.336 .433 .593

 
 
Culture Scale Statistics 

Mean Variance Std. Deviation N of Items 
18.70 7.087 2.662 5

 
 
 
 
Construct 3: Connections 
 
Reliability Statistics 

Cronbach's 
Alpha N of Items 

.707 5 
 
 
Item Statistics 
  Mean Std. Deviation N 
Item13 4.08 .917 40
Item16 4.08 .971 40
Item20 3.85 .893 40
Item21 3.80 .939 40
Item23 3.70 1.114 40

 



 270 

 

Item-Total Statistics 

  
Scale Mean if 
Item Deleted 

Scale 
Variance if 

Item Deleted 

Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if Item 

Deleted 
Item13 15.43 7.789 .428 .672
Item16 15.43 6.969 .567 .614
Item20 15.65 7.362 .549 .626
Item21 15.70 7.292 .522 .635
Item23 15.80 7.754 .294 .738

 
 
 
Connections Scale Statistics 

Mean Variance Std. Deviation N of Items 
19.50 10.821 3.289 5

 
 
 
 
Construct 4: Comparisons 
  
 
Reliability Statistics 

Cronbach's 
Alpha N of Items 

.766 5 
 
 
Item Statistics 
  Mean Std. Deviation N 
Item12 4.15 .893 40
Item15 3.85 .975 40
Item17 4.05 1.011 40
Item24 3.68 1.141 40
Item25 4.13 .939 40

 
 
Item-Total Statistics 

  
Scale Mean if 
Item Deleted 

Scale 
Variance if 

Item Deleted 

Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if Item 

Deleted 
Item12 15.70 9.446 .465 .746
Item15 16.00 9.487 .393 .771
Item17 15.80 8.062 .646 .683
Item24 16.18 7.276 .685 .664
Item25 15.73 9.076 .502 .735
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Comparisons Scale Statistics 
Mean Variance Std. Deviation N of Items 

19.85 12.797 3.577 5
 
 
 
Construct 5: Communities 
 
 
Reliability Statistics 

Cronbach's 
Alpha N of Items 

.785 5 
 
 
Item Statistics 
  Mean Std. Deviation N 
Item1 4.35 .700 40
Item2 3.95 .876 40
Item5 3.33 .997 40
Item14 4.05 1.197 40
Item19 2.88 1.381 40

 
 
Item-Total Statistics 

  
Scale Mean if 
Item Deleted 

Scale 
Variance if 

Item Deleted 

Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if Item 

Deleted 
Item1 14.20 11.703 .591 .752
Item2 14.60 10.913 .578 .744
Item5 15.23 10.179 .605 .731
Item14 14.50 9.641 .531 .758
Item19 15.68 8.225 .617 .736

 
 
Communities Scale Statistics 

Mean Variance Std. Deviation N of Items 
18.55 15.023 3.876 5
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A3. Overall Reliability Analysis of the 5 Cs instrument 
 
 

Cronbach's 
Alpha N of Items 

.899 25 
 
Item Statistics 
  Mean Std. Deviation N 
Item1 4.35 .700 40
Item2 3.95 .876 40
Item3 4.08 .730 40
Item4 4.10 .744 40
Item5 3.33 .997 40
Item6 3.75 .840 40
Item7 3.85 .802 40
Item8 3.35 1.145 40
Item9 3.13 .822 40
Item10 3.68 .829 40
Item11 4.05 1.037 40
Item12 4.15 .893 40
Item13 4.08 .917 40
Item14 4.05 1.197 40
Item15 3.85 .975 40
Item16 4.08 .971 40
Item17 4.05 1.011 40
Item18 4.05 .815 40
Item19 2.88 1.381 40
Item20 3.85 .893 40
Item21 3.80 .939 40
Item22 3.55 .986 40
Item23 3.70 1.114 40
Item24 3.68 1.141 40
Item25 4.13 .939 40
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Item-Total Statistics 

  
Scale Mean if 
Item Deleted 

Scale 
Variance if 

Item Deleted 

Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if Item 

Deleted 
Item1 91.13 161.138 .402 .897
Item2 91.53 156.717 .515 .895
Item3 91.40 164.913 .177 .901
Item4 91.38 163.522 .247 .900
Item5 92.15 154.233 .547 .894
Item6 91.73 159.281 .414 .897
Item7 91.63 159.625 .419 .897
Item8 92.13 152.881 .515 .895
Item9 92.35 159.772 .400 .897
Item10 91.80 157.805 .494 .895
Item11 91.43 151.943 .616 .892
Item12 91.33 160.687 .322 .899
Item13 91.40 158.862 .392 .897
Item14 91.43 147.635 .677 .891
Item15 91.63 152.856 .620 .892
Item16 91.40 152.913 .621 .892
Item17 91.43 156.610 .440 .897
Item18 91.43 159.943 .396 .897
Item19 92.60 146.451 .611 .893
Item20 91.63 156.035 .535 .895
Item21 91.68 154.584 .570 .894
Item22 91.93 152.892 .611 .893
Item23 91.78 154.846 .457 .896
Item24 91.80 154.318 .464 .896
Item25 91.35 154.285 .583 .893

 
 
5 Cs: Scale Total Statistics 

Mean Variance Std. Deviation N of Items 
95.48 168.769 12.991 25
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B1. Factor Analysis Matrix for FLLinC 
 

Subscales of FLLinC 
  A B C D E 
Item1 .184 .228 .411 .437 -.255
Item2 -.086 .565 .221 .176 .034
Item3 .234 .707 .074 .215 .360
Item4 .363 .282 .229 .372 .375
Item5 .715 .207 .060 .138 .149
Item6 .474 .339 .421 .168 -.264
Item7 .698 -.048 .232 .195 .101
Item8 .441 .021 .074 .515 .246
Item9 .070 .640 .438 -.255 .049
Item10 .656 .033 .189 .284 -.087
Item11 .410 .339 .323 .422 .062
Item12 .382 .150 .397 .458 .053
Item13 .215 .155 .786 .205 .039
Item14 .037 .418 .711 .229 .228
Item15 .044 .149 .532 .200 .384
Item16 .213 .392 .209 .579 .071
Item17 .449 .511 .113 .427 -.012
Item18 .080 .765 .001 .144 .134
Item19 .223 .393 .462 -.020 .478
Item20 .540 .556 .002 .259 .192
Item21 .133 .393 .004 -.175 .731
Item22 .076 .046 .082 .258 .773
Item23 .228 -.014 .526 .132 .193
Item24 .655 .131 .117 -.213 .357
Item25 .092 .048 .287 .291 .677
Item26 .026 .047 .143 .788 .179
Item27 .358 .236 .258 .538 .207
Item28 .572 -.056 .591 .099 .048

Extraction Method: Principal Component Analysis.  
 Rotation Method: Varimax with Kaiser Normalization. 
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B2. Analysis of individual subscales (Scale A - Scale E) 
 
 
Scale: A - Motivation for FL study 
 
Reliability Statistics 

Cronbach's 
Alpha N of Items 

.797 5 
 
 
Item Statistics 
  Mean Std. Deviation N 
Item3 4.07 .912 56
Item9 3.89 .824 56
Item18 4.00 .972 56
Item20 4.05 .883 56
Item27 3.96 .873 56

 
 
Item-Total Statistics 

  
Scale Mean if 
Item Deleted 

Scale 
Variance if 

Item Deleted 

Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if Item 

Deleted 
Item3 15.91 6.628 .762 .696
Item9 16.09 8.228 .450 .796
Item18 15.98 6.963 .609 .749
Item20 15.93 7.304 .619 .746
Item27 16.02 7.981 .465 .793

 
 
Motivation Scale Statistics 

Mean Variance Std. Deviation N of Items 
19.98 11.036 3.322 5

 
 
 
Scale: B - Intellectual Content in FL Study 
 
 
Reliability Statistics 

Cronbach's 
Alpha N of Items 

.641 6 
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Item Statistics 
  Mean Std. Deviation N 
Item2 4.38 .620 56
Item7 3.75 1.014 56
Item12 3.95 .840 56
Item16 3.93 .806 56
Item21 3.98 1.104 56
Item24 3.61 .867 56

 
 
 
Item-Total Statistics 

  
Scale Mean if 
Item Deleted 

Scale 
Variance if 

Item Deleted 

Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if Item 

Deleted 
Item2 19.21 8.790 .272 .631
Item7 19.84 6.974 .406 .585
Item12 19.64 7.616 .399 .588
Item16 19.66 7.719 .403 .588
Item21 19.61 7.116 .313 .632
Item24 19.98 7.218 .473 .560

 
 
Iintellectual Content Scale Statistics 

Mean Variance Std. Deviation N of Items 
23.59 10.174 3.190 6

 
 
 
Scale: C - Cultural Knowledge/Awareness 
 
Reliability Statistics 

Cronbach's 
Alpha N of Items 

.757 6 
 
Item Statistics 
  Mean Std. Deviation N 
Item1 4.21 .680 56
Item6 4.02 .751 56
Item8 4.54 .631 56
Item10 3.95 .980 56
Item23 3.88 .788 56
Item28 3.79 .909 56
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Item-Total Statistics 

  
Scale Mean if 
Item Deleted 

Scale 
Variance if 

Item Deleted 

Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if Item 

Deleted 
Item1 20.16 7.992 .502 .723
Item6 20.36 7.834 .473 .729
Item8 19.84 8.319 .457 .734
Item10 20.43 6.577 .566 .704
Item23 20.50 8.109 .369 .755
Item28 20.59 6.537 .650 .675

 
 
 
Cultural Knowledge/Awareness Scale Statistics 

Mean Variance Std. Deviation N of Items 
24.38 10.384 3.222 6

 
 
 
Scale: D - Enjoyment of FL Study 
 
 
Reliability Statistics 

Cronbach's 
Alpha N of Items 

.724 5 
 
 
Item Statistics 
  Mean Std. Deviation N 
Item4 4.25 .769 56
Item11 3.82 .936 56
Item15 4.11 .928 56
Item22 3.79 .986 56
Item26 4.04 .738 56

 
 
 
Item-Total Statistics 

  
Scale Mean if 
Item Deleted 

Scale 
Variance if 

Item Deleted 

Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if Item 

Deleted 
Item4 15.75 6.155 .624 .629
Item11 16.18 5.858 .528 .658
Item15 15.89 5.952 .511 .665
Item22 16.21 6.026 .440 .698
Item26 15.96 7.235 .340 .725
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Enjoyment Scale Statistics 
Mean Variance Std. Deviation N of Items 

20.00 9.127 3.021 5
 
 
 
 
Scale: E (Socio)linguistic Gains  
 
 
Reliability Statistics 

Cronbach's 
Alpha N of Items 

.790 6 
 
 
Item Statistics 
  Mean Std. Deviation N 
Item5 3.95 .961 56
Item13 3.89 .908 56
Item14 4.23 .763 56
Item17 3.98 .820 56
Item19 3.84 .968 56
Item25 3.63 1.019 56

 
 
 
Item-Total Statistics 

  
Scale Mean if 
Item Deleted 

Scale 
Variance if 

Item Deleted 

Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if Item 

Deleted 
Item5 19.57 10.795 .453 .780
Item13 19.63 10.457 .562 .753
Item14 19.29 10.535 .700 .728
Item17 19.54 11.017 .531 .761
Item19 19.68 10.077 .580 .749
Item25 19.89 10.425 .474 .778

 
 
 
(Socio)linguistic Gains Scale Statistics 

Mean Variance Std. Deviation N of Items 
23.52 14.581 3.819 6
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B3. Overall Reliability Analysis of the FLLinC instrument 
 
 
 

Cronbach's 
Alpha N of Items 

.928 28 
 
 
 
Item Statistics 
  Mean Std. Deviation N 
Item1 4.21 .680 56
Item2 4.38 .620 56
Item3 4.07 .912 56
Item4 4.25 .769 56
Item5 3.95 .961 56
Item6 4.02 .751 56
Item7 3.75 1.014 56
Item8 4.54 .631 56
Item9 3.89 .824 56
Item10 3.95 .980 56
Item11 3.82 .936 56
Item12 3.95 .840 56
Item13 3.89 .908 56
Item14 4.23 .763 56
Item15 4.11 .928 56
Item16 3.93 .806 56
Item17 3.98 .820 56
Item18 4.00 .972 56
Item19 3.84 .968 56
Item20 4.05 .883 56
Item21 3.98 1.104 56
Item22 3.79 .986 56
Item23 3.88 .788 56
Item24 3.61 .867 56
Item25 3.63 1.019 56
Item26 4.04 .738 56
Item27 3.96 .873 56
Item28 3.79 .909 56
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Item-Total Statistics 

  
Scale Mean if 
Item Deleted 

Scale 
Variance if 

Item Deleted 

Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if Item 

Deleted 
Item1 107.25 194.264 .447 .927
Item2 107.09 196.410 .369 .927
Item3 107.39 185.952 .660 .924
Item4 107.21 188.499 .668 .924
Item5 107.52 187.491 .561 .925
Item6 107.45 191.488 .537 .926
Item7 107.71 187.699 .521 .926
Item8 106.93 193.449 .532 .926
Item9 107.57 193.158 .409 .927
Item10 107.52 189.091 .488 .926
Item11 107.64 185.106 .676 .923
Item12 107.52 188.181 .621 .924
Item13 107.57 187.122 .614 .924
Item14 107.23 188.254 .686 .924
Item15 107.36 189.434 .505 .926
Item16 107.54 189.090 .607 .925
Item17 107.48 187.854 .653 .924
Item18 107.46 189.926 .460 .927
Item19 107.63 185.548 .634 .924
Item20 107.41 186.210 .673 .924
Item21 107.48 190.000 .394 .928
Item22 107.68 190.440 .433 .927
Item23 107.59 192.901 .442 .927
Item24 107.86 191.434 .459 .927
Item25 107.84 187.592 .522 .926
Item26 107.43 193.486 .447 .927
Item27 107.50 186.364 .674 .924
Item28 107.68 188.113 .572 .925

 
 
 
FFLinC: Scale Total Statistics 

Mean Variance Std. Deviation N of Items 
111.46 203.199 14.255 28
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APPENDIX F: Instructions for Journal Writing 

 

Journal Entries:  
You need to submit them to the ‘Dropbox’ link on d2l. We do this so that you can freely 
express how you feel about something without being constrained by doing so in a foreign 
language. The occasional journal entries constitute a part of your homework. Several 
times throughout the semester you are asked to write a reflective journal entry (200 words 
or more). You can choose which text, song, or poem you want to write about – it can be 
any of the ones we read/talked about in class. The task is to critically think about your 
own, very personal reaction to a text/poem we read in class/you discussed/chatted about 
with d2l in your small group. Imagine, for example, that you are an archeologist who 
‘finds’ this piece and now examines it critically and tries to link it to a society, which 
might sometimes contrast and other times affirm your own society and its cultural 
makeup. 
 
Just let your mind wander in a “stream-of-consciousness” manner, but be sure to talk 
about and evaluate your insights, intuitions, notions, beliefs, reflections,… This is 
entirely subjective – there is no right or wrong. It’s an exercise in engaging the mind and 
trying to make sense out of a small piece of written text (small cultural artifact) that does 
relate to a larger whole (German-speaking society). Imagine, for example, that you are an 
archeologist who ‘finds’ this piece and now examines it critically and tries to link it to a 
society, which might sometimes contrast and other times affirm your own society and its 
cultural makeup.  

 
Guiding questions might be:  
If you do a cultural reading of this text (e.g. Rotkäppchen), what cultural insights can 
you gather from this text? How does it contrast with the values and beliefs of your own 
culture? What is my reaction to this text? In my opinion, what is this text all about? 
How does it affect me? What does it want to tell me? How do I relate to it? What does it 
say to me about German-speaking peoples and cultures? What can I/did I learn from 
this text (and, perhaps, from discussing it with my peers)? What did I learn from and 
through my peers’ insights? Class discussions? What does it make me think about? 
What does it make me think about in my own culture? Anything? Nothing? Why/why 
not? How do I relate to it? Would a text such as the one I’m writing about exist in my 
culture? Why/why not? Does the text make me revise or change a previous belief about 
German-speaking peoples and cultures? Why do I find this (interesting, boring, 
intriguing, senseless, stimulating, a waste of time, …)? Is this relevant? In how far? 
Why/why not? What do I think when I read this? How does it help me learn about 
German culture? The German language? 
 
Also, think about the texts we have read and seen this semester and then react 
to/comment on the effects of texts in foreign language learning. Think about what these 
texts ‘do’ for you, what cultural learning can/does happen from them, and evaluate your 
learning with and from them. 
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APPENDIX G: Analyzing Journals with Grounded Theory 

 

Example of final notes from Journal 1 
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Example of final notes from Journal 2 
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Example of final notes from Journal 3 
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Example of final notes for Journal 4 
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Example of final notes for Journal 4 … continued 
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Example of developing categories: Emergent 
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Example of developing categories: Final 
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APPENDIX H: Comments of Secondary Researcher 
 
Comments on individuals: 

seiten 18 bis 28: candice, great developement: first journal: talks only 
about herself, in second journal about the text and it´s meaning within historical 
background and in journal three she takes a look  into society, combines story 
with today´s life and society: page 20:  " lack of patience, selflessness,...of 
today´s world. " (sieben  zeilen von unten, seite 20); her view broadens and she 
says, that the texts do so to the students,  too. (pag 21, 6th line from above) ich 
kann nur sagen totaler "broadened horizon". 

 
johanna, seiten 21 bis 24: journal 1:  she starts off with a totally self-

invented story, trying to relate the rammstein- video to america....without any 
reason. journal 2: she starts questioning,  doesn´t invent anything but asks 
herself, why things could be like that. -> that´s an improvement, isn´t it? now 
she asks instead of  inventing crazy relations. third journal: she talks about 
personal  feeling: "it hurt to know he was stealing from her" (sechste zeile  von 
unten des journals 3) 

-> her questions start to change into an opinion, a real statement, based 
on knowledge, combined with self-questioning. ->even better  than just 
questioning: improvement: invention-question-opinion.  

journal 4: she takes a position, a real place, from where she  judges 
everything.  it is a higher point where she stands in comparison to the first. she  
even encourages to discussions. apparently, her last sentence  perfectly fits to 
her: " if you strike a chord in people, they start  to talk." (page 23) she says that 
her interest in the other language is greater, she says: "cut out the american fairy 
tales" (page 24) 

samantha:  compares the german and american way of raising children. 
interesting.  (ich bin bei der hälfte, das hier waren meine ersten notizen, die ich  
in ne form gebracht habe.) die meisten machen eine entwicklung, das kann man 
sehen, aber jeder  so unterschiedlich, wie sie eben sind. und jeder auf seiner 
stufe der  entwicklung... manche sind ja krass weiter als andere, ich hab mcih  
bei einigen gewundert, dass sie überhaupt studieren... naja. egal.  jedenfalls 
machen sie meistens die entwicklung, dass sie zuerst  oberflächlich die 
geschichte/ das video/ das gedicht beschreiben. im  zweiten aufsatz geht es dann 
schon tiefer in die materie, da finden sie dann moralen, social structures, moral 
structures und  beschreiben die menschliche natur. und im dritten kommen echt   
teilweise tolle sachen raus. da haben sie schon einen richtigen  einblick, wie die 
kulturen so ticken, die deutsche und auch ihre  eigene. davon war im ersten 
aufsatz nie die rede, und im letzten  gehts dann richtig mit gedanken und 
diskussionen und selbsteinschätzungen von amerika los. soweit meine 
einschätzung. 
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hey, ich mag diesen chris, der ist ja echt lustich... am anfang hat  er keine 
ahnung, was er schreiben soll und dann versteht er die  aussage der geschichte. 
er entwickelt dann auch eigene meinung und  ansichten, des weiteren erkennt er 
dann im vierten aufsatz ein  wortspiel, also der hat sich echt entwickelt!!  wie 
der dann abgeht  in dem teil mit der maya-sprache... krass. bei ihm merkt man, 
dass er  sich am anfang nicht damit befassen will, so eine art anfangs- lethargie 
und je mehr er herausfindet, je mehr er liest, desto  engagierter wird er. das kann 
man übrigens bei vielen sehen, eine art  aufblühen, wenn sie erst mal merken, 
dass man sehr viel aus der  literatur ziehen kann, fangen sie an, nachzudenken, 
zu kritisieren,  zu hinterfragen.  

sobald sie die texte verstanden haben, verstehen sie auch die  sprache, zu 
sehen bei aaron, seite 38: "it reflects the ethos well;  nothing being 
unneccessary..." manche geben auch echt gute anregungen.der vergleich mit 
"kill-bill" war ja auch echt hammer... naja. echt  ungewöhnlich. da sieht man 
auch wieder so was: 

am anfang erst mal drauf los schreiben, man will ja wenigstens  
IRGENDWAS sagen. beim zweiten gehen viele auf das ein, was sie  gelesen 
haben und versuchen, am thema dran zu bleiben. dann kommen  die 
differenzierteren auseinandersetzungen mit der kultur und sich  selbst. ( manche 
sind ja krass anti-american mäßig drauf, dafür, dass  es amis sind...) der eine 
macht sich gedanken darüber, wie wohl seine  landsleute zu der geschichte "das 
brot" stehen würden. find ich gut...  

dann kommt der fantastische sydney, wow. der hats ja echt drauf. ich  
war echt beeindruckt. da haben wirs wieder: die anfangsmotivation gering, dann 
zum schluss  schreibt er ne liebeserklärung an die liebe.... wow. da auch wieder:   
zuerst die eigene meinung, seine erfahrungen im leben, seine lebensgeschichte, 
alles zeug, was nicht unbedingt in die uni gehört, also bei uns zumindest, da 
werden so sehr persönliche dinge nicht so positiv gewertet. dann schreibt er über 
andere, die tatsache,  um  etwas anzuerkennen, was von einer anderen kultur, 
dass man sich dazu  erst mit der kultur identifizieren muss und so, das ist 
eindeutig weg  von sich selbst hin zu einer allgemeineren sicht,die masse mit  
einbezogen. und so ist das bei den meisten. an sydney sieht man auch, dass er 
wissen aus anderen fächern mit dem verknüpft, was er aus deinem kurs 
mitnimmt, sei es geschichtliches,  wirtschaftliches oder diese 
gesellschaftlichendinge, er verbindet mit der literatur etwas und kann 
zusammenhänge erkennen, sowie  kritisch darüber urteilen...( wahnsinn, der 
typ.hoffentlich nicht  nur ein schaumschläger...) 

im großen und ganzen wieder mal entwicklung vom oberflächlichen  
gesülze zu ganz passablen ansichten. sie schreiben halt immer sauviel  über die 
gesellschaft und die deutschen werte, die angeblich immer  überall drin sind. bei 
manchen gibt es voll die guten erkenntnisse,  die sie beim ersten aufsatz echt nie 
gehabt haben, der horizont  erweitert sich, die ausdrucksweise verändert sich 
auch. sie erkennen  botschaften vom autor, wo sie anfangs nur über sich selbst  
geschrieben haben oder die geschichte einfach nacherzählt haben. und sie sagen 
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alle, dass sie den deutschen jetzt besser verstehen.  den humor besser verstehen, 
deutsche werte, kultur und so weiter. sie  vergleichen auch immer mit sich 
selbst. sie fragen sich auch   teilweise, aber erst ab dem 3. journal, was der 
deutsche autor für  ein bild transferieren will. oder wie sich deutschland 
darstellen  wollte. viel geht auch um die familienbande, wie stark sie in 
deutschland sind und wie in amerika. ich finde manche erkenntnisse  echt toll.  

versteh mich net falsch, wenn ich lästere. aber manche  machen mich 
echt wütend. im dritten journal geht es oft um die sprache, die sie lernen, wie  
sie sich verbessert haben und wie sie eben verstehen, ob sie  verstehen oder 
nicht. usw. im zweiten geht es meistens um unterschiede zwischen USA und  
Deutschland. Kritik an der amerikanischen gesellschaft und so. über  die 
menschliche natur und so geht es auch bei manchen. find ich gut.  aber das 
immer erst ab dem dritten journal. manche können nach dem zweiten journal 
schon zwei seiten beleuchten, als hätten sie sich   echt gedanken gemacht.  

 
Summary Comments 

 
Die Studenten durchlaufen eine Entwicklung im Laufe der verfassten 
Kommentare.  

 
Was generell auffällt ist die Tatsache, dass sie sich anfangs eher mit dem 

Gelesenen beschäftigen, die Geschichte wiedererzählen und nur am Rande 
übergeordnete Kommentare geben. So beschreiben sie im ersten Eintrag 
meistens die Umstände der Geschichte, was sich über die Moral aussagen lässt 
oder wie sie die deutsche Kultur in der Geschichte erkennen.  

 
Im zweiten Kommentar gehen sie etwas mehr in die Tiefe des 

Geschehens, hinterfragen das Gelesene, die Umstände, unter denen ein Text 
entstanden sein könnte und was sehr auffällt, sie vergleichen die deutsche mit 
der amerikanischen Kultur. Einige beschreiben den Zweck des Textes, wie eine 
Moral vermittelt werden soll, die Intention des Autors und die Auswirkung 
verschiedener Texte auf ihre eigene, persönliche Stimmung, ihr 
Hintergrundwissen, ihr Kulturverständnis und ob sie die Aussage verstehen oder 
sich teilweise nicht sicher sind. Sie geben wieder, was sie gelernt haben, wo sie 
noch Schwierigkeiten haben und was Ihnen leichter fällt durch das Lesen.  

 
Im dritten Eintrag verbinden einige ihr Geschichtswissen mit den 

gelesenen Texten, ordnen diese in den Kontext der Entstehungszeit ein und 
vergleichen, teilweise recht kritisch, ihre Kultur erneut mit der deutschen. Die 
Kommentare werden aussagekräftiger, gewinnen an strukturellerem Aufbau und 
die Studenten bringen teilweise neue, anregende Ideen sowie ihre Meinungen 
viel besser zur Sprache als im ersten Kommentar. Sie schauen über den Text 
hinaus und im Vergleich des ersten mit dem dritten Kommentar kann man 
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eindeutig  erkennen, dass es ihnen immer leichter fällt, zu beurteilen, zu 
schreiben und zu vergleichen. 

 
Der letzte Aufsatz der Studenten sagt aus, wie sie ihren Lernrfolg mit 

Texten beurteilen, und ist bei allen Studenten von der Überzeugung geprägt, 
dass sie große Lernerfolge erzielen konnten und alle (die ich gelesen  habe) 
behaupten, viel über die deutsche Kultur gelernt zu haben.  

Sie sagen von sich selbst, dass sie ihren Horizont erweitern konnten und 
es ihnen Spass gemacht hat, mit den Texten zu arbeiten. Sie beurteilen das 
deshalb so positiv, da sie nicht mit trockenen Lehrbüchern arbeiten, sondern 
anschauliches Material benutzen, bei dem sie die groben sowie die feinen 
Strukturen der deutschen Sprache erfassen konnten, außerdem Sonderausdrücke, 
Redewendungen und Abkürzungen gelernt hatten. Sie empfinden die Texte als 
lebensnaher, lebendiger und anschaulicher.  

 
Insgesamt lässt sich sagen, dass in den Aufsätzen der Studenten auffällt, 

dass sie sich immer selbstverständlicher zu Dingen äußern, die sie interessieren 
und bewegen, als noch am Anfang, als es vielen schwerer fiel, ihre Gedanken zu 
Papier und in eine strukturierte Form zu bringen. Sie scheinen Freude am 
Schreiben zu haben, denn die Länge der Aufsätze nimmt von  Aufsatz 1-4  sehr 
häufig zu. Die Studenten, denen es von Anfang an leichter fiel, Kommentare 
abzugeben, gewinnen an Einblick und übergeordnetem Verständnis.  

Manche haben sich auf andere Art verbessert, in einem kleineren Maße, 
sie haben begonnen, außer ihrer eigenen Sicht und simpler Wiedergabe eines 
Textes die des Autors zu hinterfragen und mehr und mehr zwei Seiten des 
Textes zu beleuchten. Ihre Entwicklung vollzieht sich auf einem niedrigeren 
Niveau, aber sie vollzieht sich.  

 
Es hat Spass gemacht, als Deutsche die Aufsätze von amerikanischen 

Studenten zu lesen, die sich ausführlich mit verschiedenen Epochen der 
deutschen Literatur auseinandergesetzt haben. Es war erstaunlich, zu welchen 
Ergebnissen einige Studenten kamen, welche Rückschlüsse sie auf die Kultur 
zogen und mehr als einmal richtig lagen in manchen Beurteilungen. Es hat mich 
gefreut und auch ein klein wenig stolz gemacht, dass sie die deutsche Kultur und 
manche gesellschaftlichen Gegebenheiten so positiv beurteilten.  
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APPENDIX I: Complete Data Set of the LIWC 
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APPENDIX J: ANOVA for Word Count 
 

 

The performed ANOVA related the journal writing over time to the 

changes in the category Word Count. For an alpha of .05, the obtained F-ratio 

was found to be statistically significant, F (3, 114) = 17.58, p = .000. The 

strength of the relationship, as indexed by eta2, was .316, thereby indicating a 

moderate effect. The Tukey HSD posthoc analysis, a pair-wise analysis of the 

mean differences between each individual journal writing instance (1-4) and any 

other, indicated that the differences in means for Word Count was not significant 

for Journal 1 and 2 or Journal 1 and 3, but was significant for Journal 1 and 4. 

Similarly, the differences in Word Count for Journal 2 and 3 were not 

significant, but those for Journal 2 and 4 were.  The same could be observed for 

Journal 3 and 4. In short, the increase in Word Count was significant with 

Measure: ANOVA- Word Count 

Source   
Type III Sum of 

Squares df Mean Square F Sig. 

Partial 
Eta 

Squared
word 
count 

Sphericity 
Assumed 1306146.635 3 435382.212 17.588 .000 .316

  Greenhouse-
Geisser 1306146.635 1.752 745440.566 17.588 .000 .316

  Huynh-Feldt 1306146.635 1.830 713724.746 17.588 .000 .316
  Lower-bound 1306146.635 1.000 1306146.635 17.588 .000 .316
Error 
(wc) 

Sphericity 
Assumed 2821941.615 114 24753.874     

  Greenhouse-
Geisser 2821941.615 66.583 42382.397     

  Huynh-Feldt 2821941.615 69.542 40579.178     
  Lower-bound 2821941.615 38.000 74261.621     
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respect to the much higher word count for Journal 4 in comparison to Journal 1, 

2, and 3. 

Below is a visual image of the shifts for Word Count: 
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