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Abstract

Written fiction is a cornerstone in upper secondary Swedish first language
(L1) studies. However, in a time when international assessments in education
create and maintain a focus on measurability, non-measurable aspects of
literature teaching might not be given the same attention in the literature
classroom. One of those aspects is the reader’s immersion in a text through an
aesthetic experience, which is often why readers turn to fiction. This would mean
that one of the main incentives to read fiction is separated from literature
teaching in school.

In my thesis, I examine the experiential nature of Swedish upper secondary
L1 literature teaching from teachers’ perspectives, and the role of the Reading
Experience—that is, the immersion in a text through thoughts, feelings, and
reactions that readers experience during reading—in the literature classroom. In
doing so, I employ focus group interviews, an online questionnaire, individual
interviews, and participant observations within a theoretical framework
comprising ideas by Dewey about art as communication, Felski’s theory about
modes of textual engagement, Rosenblatt’s Transactional Theory, and Langer’s
concept of Envisionment.

Although stipulated learning goals in the curriculum and the current focus on
measurability downplay experiential aspects, the findings indicated that
individual teachers create a space for it in their literature teaching. This means
that students’ access to the Reading Experience is dependent on individual
priorities, which entails a risk of arbitrariness and inequivalent education. Thus,
if all students are to be granted a holistic teaching approach that regards the
measurable and the instrumental as well as the intangible and experiential, all
teachers have to take it into account in their teaching. Without this holism, there
is a risk that students will attain literacy proficiency at the expense of their
literature proficiency.
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Sammanfattning pa svenska

Skonlitteratur ar en av grundvalarna inom den gymnasiala svensk-
undervisningen. Men mdojligen far mer abstrakta aspekter av litteraturlasningen
inte samma utrymme som konkreta inslag nér internationella kunskaps-
bedémningar skapar och upprétthaller fokus pad méatbarhet. En av dessa abstrakta
aspekter ar ldsupplevelsen — det att bli uppslukad genom tankar, kianslor och
reaktioner i samband med lasning av skonlitteratur. Att inte aktivt arbeta mot
detta skulle innebara att ett av de huvudsakliga incitamenten till att lasa
skonlitteratur ar avskild fran litteraturundervisningen i skolan.

I min avhandling undersoker jag skonlitteratur i gymnasieundervisningen av
svenska som forstasprak utifran larares perspektiv, samt lasupplevelsens roll i
klassrummet. Jag gor detta med utgéngspunkt i idéer om konst som
kommunikation, affektiva aspekter av ldsning, transaktionell receptionsteori och
konceptet kring Envisionment-skapande i motet med skonlitterara texter.

Forskningsprojektet utgar frdn en svensk kontext, i vilken elevers —
ungdomar och unga vuxna — motvilja mot daglig lasning av skonlitteratur har
okat under de senaste decennierna. Denna utveckling har kopplats samman med
den Overgripande forsdmringen av lasforstdelse och skolresultat. En annan
utveckling inom litteraturundervisningen ar skiftet till instrumentalitet och
matbarhet, vars nyttoperspektiv utgor en kontrast till bildningstraditionen. I ett
utbildningslandskap dar konkreta resultat stélls i forgrunden vill jag forsoka
forsté rollen av de estetiska aspekterna inom litteraturundervisningen.

Avhandlingen utgors av fyra delstudier som i tur och ordning genomforts med
hjalp av fokusgruppsintervjuer, webbenkat, enskilda intervjuer samt klassrums-
observationer. Delstudierna ar sammankopplade genom progressionen av
forskningsfrédgorna som anvénds och, till viss del, deltagarna. Med fokusgrupps-
studien avsag jag att faststélla de generella parametrarna for undersokningen av
larares tankar om och perspektiv pd litteraturundervisningen i svenska
gymnasieskolor. Datan samlades in genom halvstrukturerade fokusgrupps-
intervjuer for att efterforska nér, var och hur elever laser skonlitteratur i skolan;
hur lasningen foljs upp; samt hur deltagarna beskriver elevers lasaktiviteter.

I enkatstudien utgick jag fréan resultaten i fokusgruppsstudien for att
undersoka hur svenska gymnasieldrare satter lasupplevelsen i relation till
litteraturundervisning. Vidare vidgades delstudiens omfang for att koppla ihop
resultaten fran fokusgruppsstudien med undervisningsmal och undervisnings-
metod. Slutligen, med avstamp i resultaten fran foregdende fokusgruppsstudien,
studerade jag sitten pa vilka larare individualiserar undervisningen.

Resultaten fran enkétstudien ledde till ytterligare forskningsfragor. Med syfte
att vidga forstielsen for de estetiska aspekterna i litteraturundervisningen och
med hjélp av en halvstrukturerad intervjuguide &mnade jag att fordjupa migien
del av de aspekter som aterspeglades i enkétsvaren. Med utgéngspunkt i fragan
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om hur larare betraktar lasupplevelsen i sin undervisning fokuserade jag pa
beskrivningen av boksamtal, rollen som litteraturanalytiska begrepp spelar,
hoglasning och modellering i klassrummet, avgorande faktorer for laraktiviteter,
lasupplevelsen i litteraturundervisningen samt hur lasupplevelsen kan sittas i
relation till befintliga utmaningar inom litteraturundervisningen.

Slutligen genomfordes klassrumsobservationer med tre av lararna fran
intervjustudien. Syftet med klassrumsobservationerna var att skapa majligheter
att vidareutveckla forstdelsen for resultaten fran de tidigare delstudierna, i
synnerhet med avseende pé hur larare tillampar idéer om estetiska aspekter i
litteraturundervisningen samt kollektivets roll i litteraturundervisningen fran ett
sociokulturellt perspektiv. Dartill méjliggjorde klassrumsobservationerna under-
sokningen av ytterligare perspektiv.

Resultaten fran de tre inledande delstudierna talar for att det &r centralt for
manga svenskldrare att styra eleverna, att det finns ett hierarkiskt forhallnings-
sétt till olika modaliteter bland vilka den tryckta texten ar den foredragna, att
litteraturundervisningen priglas av instrumentalitet och nyttoperspektiv samt
att ett formalistiskt bruk av litteraturanalytiska begrepp dr normativt. Hos larare
som foredrog en elevcentrerad undervisning fanns en koppling till ett
sociokulturellt perspektiv. For deltagarna i de olika studierna fungerade
lasupplevelsen bade som ett mél och som ett medel med vilket de forsoker vacka
och Oka elevers intresse for att lasa skonlitteratur. Avslutningsvis pekade
resultaten pa att de estetiska aspekterna &ar centrala for deltagarna i deras
litteraturundervisning, och att dessa aspekter dr niarvarande — ofta i samband
med boksamtal — i det skonlitterdra klassrummet, som ett sitt att gora litteratur-
lasningen njutbar. De primirt avgorande faktorerna for litteraturundervisning i
den svenska gymnasieskolan dr &mnesplanerna och omfattningen av lararledd
tid, vilka bada utgor ett hinder for att det estetiska ska f& en mer framtrddande
roll inom litteraturundervisningen. Ramverket som styrdokumenten utgor stiller
krav pd en efferent ldsstrategi, med fokus pa fakta, konkreta detaljer och
matbarhet efter avslutad lasning, vilket aterspeglas i saval larobocker som hur
elever bedoms. Resultatet dr att individuella initiativ frdn deltagarna for att knyta
an till det estetiska sker inom efferenta strukturer.

Resultaten fran observationsstudien stodjer de foregdende delstudiernas
resultat och indikerar ett formalistiskt forhéllningssiatt inom litteratur-
undervisningen. Det formalistiska avgjorde badde hur deltagarna presenterade
texterna och vilket fokus de lade pa fragorna som stélldes till eleverna. Detta
formalistiska forhallningssétt forekom generellt i kombination med lérar-
centrerad undervisning. Dartill forekom ett sociokulturellt perspektivi resultaten
fran klassrumsobservationerna som representerades av samtliga tre deltagare.

Med anledning av den lararcentrerade undervisningen som avspeglade sig i
resultaten fran fokusgruppsstudien finns det skal att diskutera huruvida ett mer
elevcentrerat forhéllningssitt kan vara fordelaktigt for att forbittra elevers
lasvanor, samt om individualiserad undervisning och mer agens hos den enskilda



eleven skulle kunna vara en produkt av att laraktiviteter formas mindre utifran
att kontrollera eleverna. Trots att dessa uppfattningar finner stod i resultaten fran
intervjustudien, visade klassrumsobservationerna en storre variation mellan de
béda forhallningssatten an respektive delstudie indikerade.

Vidare kan den hierarkiska synen p& modaliteter, dar den skrivna texten
framhélls som den mest 6nskvirda, problematiseras. I det avseendet skulle ett
mer pragmatiskt synsatt pa skilda sitt att narma sig en text, med mindre prestige
knuten till olika modaliteter, kunna bidra till att oka tillgingligheten till
skonlitteratur. Likasd skulle ett mindre formalistiskt grepp om litteratur-
analytiska begrepp och i stillet en starkare koppling mellan dessa och las-
upplevelsen kunna minska avstandet mellan elever och den skonlitterara texten.
Om de olika begreppen anvinds som medel for eleverna att identifiera sig med
och relatera till berittelsen, skulle den analytiska begreppsapparaten kunna
framja lasupplevelsen och siledes verka som en motiverande faktor i elevernas
lasning.

Ytterligare ett resultat som kan diskuteras med avseende pa omstillning ar
larares estetiska initiativ inom ramarna for det efferenta, vilket innebar en klar
diskrepans mellan det genom styrdokumenten stipulerade & ena sidan och
praktik i klassrummet 4 andra sidan. Dar finns utrymme for en storre likriktning
mellan de tva enheterna vilket skulle kunna bidra till synergiska fordelar for att
forbattra bade forutsdttningar och utfall inom litteraturundervisningen. Pa sa
sétt skulle larare, i stéllet for att skilja efferenta laraktiviteter frén estetiska
— vilket resultaten fran klassrumsobservationerna indikerar — och skapa system
inom systemet for att uppfylla laro- och @mnesplansmal utan att gora avkall pa
didaktiska Overtygelser, kunna anvanda lararledd tid till att arbeta mer
samstammigt mot uppsatta mal.

I anslutning till ett forskningsprojekt som ytterst bottnar i litteratur-
undervisning och fraimjandet av litteraturlésning ar fragan befogad vad elever gér
miste om nér de inte laser skonlitteratur och pa vilket sétt 1asupplevelsen &r viktig
som en del i skolans litteraturundervisning. Det dr en komplex friga som en
begransad studie som denna inte kan ge ett uttommande svar pa. Dock, med
tanke pa att lasupplevelsen ar en central del av studien, ar det relevant att fundera
over hur det gér att motivera att en svensklarare skulle betrakta det estetiska som
en del av sin undervisning av skonlitteratur.

Kanske ligger svaret, atminstone delvis, i litteraturlasning utanfér skolan
— eller snarare bristen darpa. Med tanke pa de fordndrade lasvanorna bland
ungdomar under de tva senaste decennierna ar det mojligt att de enda tillfallena
som elever kommer i kontakt med skonlitteratur adr genom skolans
litteraturundervisning. Om lasningen d& ar begréansad till att vara fokuserad pa
det mitbara och det formalistiska frantas litteraturldsningen, en aktivitet med
inneboende estetiska aspekter, en av sina utméarkande egenskaper, och dartill ett
av de varden for vilket vi soker oss till skonlitteratur. For elever som &r vana vid
att arbeta analytiskt med texter utgor detta mojligen inget hinder, men for elever
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som fortfarande stir infor uppgiften att forvarva dessa fardigheter kan den
omedelbara upplevelsen av en text vara en av nyckelfaktorerna bade till att vicka
och Oka intresset for lasning. Med franvaron av det njutbara i litteraturlasningen
okar avstandet ytterligare mellan dessa elever och ett mer abstrakt sitt att ta sig
an skonlitterdra texteri enlighet med styrdokumenten. Saledes kan I&s-
upplevelsen, forenklat, utgéra medel med vilka lirare utvecklar elevers ldsvanor
och, i forlangningen, optimerar uppfyllandet av kunskapsmal.

Ytterligare en aspekt dr skolans kompensatoriska uppdrag, som riskerar att
bli asidosatt om elever som saknar ldsvana inte erbjuds olika strategier och
tillvagagangssatt for att forbattra sin lasfardighet for att uppfylla kunskapsmaélen.
I stillet for att minska den sociala stratifieringen ar risken att utbildnings-
systemet forstarker befintliga samhaillsstrukturer som det ar uppdraget att
kompensera for.

Avslutningsvis har det att ta del av olika perspektiv lyfts fram av olika
laroplaner som en vag till att fostra demokratiska medborgare. Nir elever inte tar
del av olika perspektiv genom litteraturlasning och/eller nér det estetiska utesluts
frén litteraturundervisningen kan denna avsikt i styrdokumenten komma att
asidosittas, vilket utanfor en skolkontext kan fa aterverkningar bortom eleverna
sjalva. Salunda ar litteraturlasning viktig for bade elever och det samhélle som de
ar en del av, och lasupplevelsen ar en central aspekt av lasningen, vilken gagnar
savil larare som elever.

Svenskdamnet ar méngbottnat och litteraturundervisning ar mangfasetterat.
Resultaten frén de olika studierna aterspeglar ett skonlitterart klassrum som
ytterst regleras av styrdokument som lyfter fram maitbara aspekter, och som
deltagarna i forskningsprojektet forsoker att komplettera med estetiska upp-
levelser. I en prestationsorienterad och mélstyrd skola &ar checklistor och matriser
effektiva arbetsverktyg for att synliggora progress och studieresultat, men da de
inte omfattar det som inte léter sig métas finns risken att endast kvantifierbara
delar av undervisningen blir representerade. Foljden av detta ar att elever blir
bedomda och, i forldngningen, undervisade utifrén ett fragmenterat underlag
som inte bildar nagon helhet. Utan den helheten med utrymme for subjektivt
meningsskapande och lasupplevelser foreligger risken att framtidens demo-
kratiska medborgare, vilka skolan i enlighet med ldroplanen har till uppgift att
fostra, far en samlad kompetens pa bekostnad av deras litterara kompetens.
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1. Introduction

Reading fiction has played a foundational role in First Language (L1) Swedish
teaching since the 19t century (Erixon & Lofgren, 2020). The function of fiction
in education has changed over time, influenced by a variety of factors. Some are
internal to the school context, for instance, school reforms, new curricula, and
changes in educational policy. Others are external, such as students’ interest in
and their time allotted outside of school for reading due to other activities.In
Sweden and elsewhere, Lidman et al. (2012) argued, there is an increasing
reluctance among students to turn to written fiction, which in turn negatively
affects their academic achievements, shown in results from the Organisation for
Economic Co-operation and Development’s (OECD) Programme of International
Student Assessment (PISA). With PISA, the Trends in International Mathematics
and Science Study (TIMSS), and the Progress in International Reading Literacy
Study (PIRLS) leading the international comparative assessments of student
achievement, it also becomes apparent that the educational focus has turned to
measurable skills that are sometimes difficult to gauge in relation to students’
engagement with literature. These changes have consequences for literature
teaching, which is at focus in this thesis.

As discussed in “Teaching literature,” the introductory article that frames the
four empirical studies (Wintersparv, 2020), an individual’s perspective on
literature teaching varies depending on the viewer’s role, the prerequisites
presented, and circumstantial conditions. A pre-service teacher forms a
theoretical understanding of teaching that takes a point of departure in curricular
intentions and objectives, in-service teachers attempt to unite stipulations and
learning goals in the curriculum with pedagogical philosophy, while adapting to
various external forces to the immediate teaching context, and the researcher’s
theoretical view rests in conceptual constructs of how written fiction may be
approached in the classroom. The differences between these perspectives lie in
the intentions and ideas of the curriculum concerning what education could or
should be, in contrast to what is feasible when taking the circumstances in the
classroom into consideration and, thus, the teacher’s ability to operationalize
stipulated learning goals through instructional practice. If the discrepancies in
perspectives between research and the researched are to be reduced, the different
viewpoints of literature teaching need to be brought closer to each other. “By
closing the perceptual gap, we may make the reality depicted one that actors in
the school context can relate to, rather than being alienated by” (Wintersparv,
2020, pp. 62-63).

My own background is in teaching upper secondary L1 Swedish, and when
working in upper secondary school as a Swedish teacher, I took note of how rarely
aspects prompting emotional reactions—hence difficult to measure—were at the



center of reading fiction in the classroom. Situated within Educational Work, and
with a focus on teachers’ perspectives, this thesis consequently examines L1
literature teaching in upper secondary schools in Sweden, with a focus on the
Reading Experience. I use the term Reading Experience to refer to a process that
has close affinities with aesthetic reading (Rosenblatt, 1978) and in my thesis I
extend the focus beyond the reader’s encounter with fiction to consider how
teachers think about and try to enable students’ immersion in a written text
through thoughts, feelings, and reactions.

The dynamics between the terms aesthetic and experiential—the way they are
used within the framework of this thesis—is fluid, especially when discussing
aesthetic aspects and experiential aspects. One may view aesthetic aspects as a
prerequisite for experiencing something through a written text. One may also
view an experience through a written text as unavoidably linked and delimited to
the aesthetic qualities of the text. The two terms are closely intertwined and, thus,
afford a conceptual mesh rather than distinct entities that can be consistently
separated. Consequently, there is a level of interchangeability in the usage
throughout the thesis, if not at random.

In 1.4, The Reading Experience: Theoretical Contexts, I develop how the
Reading Experience relates to how theorists, for example Rosenblatt, have
discussed experiential aspects as central to approaching and experiencing art,
and in particular written fiction. But important to note from the outset is that it
should be distinguished from reading experience in terms of being an experienced
reader, as well as from the idea of an experience, which requires a whole. Rather,
the Reading Experience can occur while the reader is creating this whole.

To understand the role of the Reading Experience in literature teaching,
specifically in Swedish upper secondary schools, I explore didactic choices that
teachers make when working with written fiction, the underlying rationale, and
the expressions it takes in the literature classroom. I do this via four empirical
studies building on a focus group interview (Wintersparv et al., 2019), a
questionnaire (Wintersparv, 2021), individual interviews (Wintersparv, under
review a), and participant observations (Wintersparv, under review b). Over the
course of the four separate studies, the perspective shifts from representing the
participants and their perception of their own instructional practice, to one that
is complementary, grounded in a researcher’s viewpoint. With focus on aesthetic
values and experiential aspects of reading, I thus examine the ways in and the
means with which teachers approach literature teaching.

1.1 Structure of the Thesis

The three chapters in this thesis provide a background to and context for the
five appended papers. In this first chapter, I introduce the main aim of the project
along with the two foundational research questions as well as the study-specific
ones. I then situate the thesis in the field of Educational Work to foreground the



instructional practice that forms the basis of the four empirical studies, after
which I discuss the two aspects that are sometimes at odds with each other:
measurability and the significance of reading fiction. Following that, I introduce
the theoretical framework that has led to my view of the Reading Experience.
Finally, I present an historical overview of theoretical and practical conditions for
literature teaching and learning in the Swedish classroom, and address curricular
implications.

In the second chapter, I turn to the methods in which the data collection and
analysis are grounded. It includes an account of the ethical considerations that
have guided the research, as well as a discussion about the participants. The
empirical studies do not merely form the foundation of the thesis but are further
interconnected insofar as the inquiries of each study—with the exception from the
initial one—were informed by the results from the previous one. Figure 1
illustrates how the four empirical studies interlink.

Focus group
interviews

Online
questionnaire with
questions informed

by focus group
interviews

Individual
interviews with
participants
selected from and
questions informed
by online
questionnaire

Participant
Observations with
participants
selected from
individual
interviews

Figure 1: The Four Empirical Studies of the Thesis and How They Interlink

In chapter 3, I discuss the results of the four empirical studies in relation to
the theoretical framework. Finally, I move on to discuss limitations and further
directions that may be drawn from this thesis. One possible direction is
represented in a closing coda, the purpose of which is not comparative but to act



as an example of potential ways forward for future research. In the coda I use data
collected in a duplication of the questionnaire study in Oregon, U.S. With the
similarities between the two countries’ educational systems, developing toward
measurability and accountability, a comparison could enrich the understanding
of the main results of the project, as well as the Swedish context.

1.2 Aim and Research Questions

The aim of this thesis is to examine examples of how L1 literature is taught in
upper secondary schools in Sweden, with students aged 16 to 18, focusing on the
Reading Experience and with regard to teachers’ perspectives. With the
examinational delimitations narrowed down to the teachers’ viewpoint, I do not
attempt to examine whether students’ learning outcomes resonate with the
intentions behind the instructional practice.

The main rationale for focusing on teachers is that, from the perspective of
instructional practice, one of the disciplinary foci in Educational Work, they are
the one factor with the most impact, both regarding text selection (Lundstrom,
2007) and regarding student achievement (Witte & Jansen, 2016). In addition,
there is a relation between teachers’ personal view of fiction and the extent to
which they can inspire their students to read (McKool & Gespass, 2009; Morrison
et al., 1998). This is reflected in Witte and Jansen’s (2016) study on students’
views of literature teachers, in which students mentioned the teacher’s ability to
create a stimulating learning climate as the most important characteristic to
motivate them in literature studies. The need to examine what teachers do in
literature classes has, further, been raised by Schrijvers et al. (2016). Under-
standing this, I argue, is crucial to gain insight into the nature of literature
teaching. Thus, by examining the aspect of How to generate the Reading
Experience, this thesis explores the didactic choices that teachers make in the
literature classroom, to further inform the understanding of the function of
aesthetic aspects of literature in a performance culture.

One hypothesis is that measurable aspects play a dominant role in the current
educational discourse (Blau, 2003). With PISA and other national and
international comparative assessments influencing school reforms, educational
programs, and curricular content, even the characteristically non-quantifiable,
such as reading fiction, is examined in terms of proficiency, which places a
premium on the tangible over elements that might be crucial to deeper
understanding. Another hypothesis is that there is a negative development in
teachers’ capability to encourage students to read fiction (e.g., Skaar et al., 2018),
and a downward trend regarding students’ interest in reading fiction. Thus, with
the assumption that the aesthetic experience may add an element of enjoyment
to reading fiction that strictly measurable factors do not, it is essential to ask how
teachers approach literature teaching in a time when the aesthetic values need to
be reified and quantified.



One reason for using the perspective of the Reading Experience as a starting
point is connected to the curricular objective for reading fiction that treats the
text as a source of self-awareness and understanding of different perspectives.
Bruner (1986) attributed the role of accommodating the breadth of human
perspectives to the alternative reality that the reader encounters. Bruns (2011)
further related aesthetic reading to Objects Relation Theory and discusses fiction
as transitional spaces that voice the perspectives of the fictional characters. Thus,
the Reading Experience can be viewed as a means to accomplish the curricular
goal of reading fiction to move beyond ourselves.

Data was collected through focus group interviews in the first of the four
interlinked empirical studies of the thesis. The study was conducted to set the
direction for the subsequent ones and focus on issues that are relevant, not only
from a researcher’s point of view, but also to the profession. The two foundational
research questions for the thesis, below, form the points of departure and
resonate throughout the entirety of the thesis. They are deliberately crafted to be
broad rather than precise, in accordance with the strategy to approach the
research topic inductively. The broad questions made it easier for participants to
raise issues and involve perspectives that are relevant to their teaching, rather
than being restricted by predetermined delimitations.

RQ1. From teachers’ perspectives, how may the nature of L1 literature
teaching be described in Swedish secondary schools, focusing on the
use of the Reading Experience in the literature classroom?

RQ2. What role do aesthetic aspects, contributing to the Reading
Experience, play in the current literature classroom?

By examining the teachers’ perspective, an understanding of their pro-
fessional perception of literature teaching and the aesthetic aspects of it may be
obtained. RQ2 was formulated to investigate the functional value of the Reading
Experience. To further nuance and concretize the inquiry, study-specific
questions were applied. See Table 1 for study-specific questions, description, and
study/-ies in which they were applied. During the studies, unexpected aspects
arose and were incorporated.



Table 1: Study-Specific Questions

Study-Specific Questions Rationale Study/Studies
How do participants describe This question draws directly on Focus group study
the process of their teaching and  RQ1 and encircles the

students reading fiction? participants’ own perception.

What activities do teachers Examining the nature of Focus group study

employ in teaching fiction—
before, during, and after
reading?

How do participants relate the
Reading Experience to literature
teaching?

What role do teaching objectives
from the subject syllabi play in
involving the Reading
Experience within literature
teaching?

What teaching approaches are
represented in literature
teaching in the participants’
instructional practice?

If participants use differentiated
instructions in literature
teaching to adapt to individual
students, how is it
implemented?

How do Swedish upper
secondary literature teachers
perceive and discuss the
Reading Experience in the
context of literature teaching?

What is, from the interviewee’s
viewpoint, the function of
literary discussions in literature
teaching?

How are teachers’ intentions to
involve aesthetic aspects in
upper secondary literature
teaching manifested?

What is the role of collective
learning activities in literature
teaching from a sociocultural
perspective?

learning activities provided
insight into how theoretical
intentions may be
operationalized.

This question allowed the
participants to freely situate the
aesthetic aspects of reading
fiction within the literature
teaching framework.

Examining how the participants
viewed the stipulated learning
goals offered a way to
understand the rationale behind
instructional practice and
learning activities.

By asking the participants to
think about teaching
approaches, separate elements
could be viewed in relation to a
larger context.

The question aimed at shedding
light on what student-centered
teaching may look in the
literature classroom.

As an extension of the first sub-
question, this one specifically
examines the perception of the
Reading Experience.

This question enabled a
discussion with the participants
about the purpose of collective
learning activities such as
literary discussions.

From an observatorial
perspective, this question
examined the operational
aspects of involving the Reading
Experience in the literature
classroom.

This question resembles the one
in which the participants were
asked to discuss the functional
value of literary discussions,
however, from an observational
aspect and more closely related
to a sociocultural approach.

Focus group study,
questionnaire study

Questionnaire study

Questionnaire study

Questionnaire study

Interview study

Interview study

Participant observation
study

Participant observation
study




1.3 Contexts

Having introduced the aim and research questions of the thesis, I now move
on to discuss the three framing contexts. First, I present the Swedish school
system, followed by Educational Work, the research field within which the thesis
is situated. Finally, I discuss measurability and the significance of reading fiction.

1.3.1 The Swedish School System

To elucidate the context to which the foundational research questions are
posed, I briefly present the Swedish school system, which has undergone a steady
expansion ever since the four-year primary school was introduced in 1842. Prior
to this, education was primarily tied to the Church. In 1882, the Swedish
parliament added two years to the initial four, and another year in 1937. When
primary school was extended with yet another year during the 1950s, the length
of compulsory education in Sweden had increased by 100 percent in a little over
a century.

Compulsory school with nine years’ mandatory attendance was introduced in
1962 and has since undergone a number of revisions. For instance, in 1998, the
nine years were supplemented with one optional year, before first grade. This
additional year was made mandatory in 2018.

Upper secondary education is part of the post-compulsory educational
landscape in Sweden. It is organized in 18 national programs, to which students
apply at the end of their ten-year compulsory education. The national programs
are divided into twelve vocational and six preparatory for higher education.
During the school years 2017/2018, 2018/2019, and 2019/2020, a consistent
proportion of 32.8—-33.0% of all upper secondary students were enrolled in a
vocational program and 67.0-67.2% in a preparatory program for higher
education (Figure 2; SNAE, 2021). The programs are module-based. Each
program has distinctive main subjects that correspond to the profile of the
program. For example, the Arts Program is organized around the two program-
specific subjects art and culture and aesthetic communications (SNAE, 2012a).
These are in addition to the eight mandatory foundation subjects across all
programs. It is in the context of this setting that the participants who took part in
the four empirical studies included in this thesis, and their responses are to be
viewed. For a more extensive discussion about the Swedish school context, see
Wintersparv (2020).

The overarching regulatory document for Swedish upper secondary education
is the national curriculum (SNAE, 2013b). It is from the curriculum that the 18
national programs draw their content and program goals. Each subject, then,
relates to the national curriculum in defining their aims, content, and learning
goals for the different grade levels (Skollag (2010:800), 2010). It is in this context
that my findings are to be understood.
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Figure 2: The Distribution of Students Across Preparatory and Vocational Programs in
Swedish Upper Secondary Education (Student Numbers Within Bars)

1.3.2 Educational Work

Another important aspect to not only understand the findings but to view the
whole thesis as such, is the research field in which it is situated. Discussions in
the thesis take inspiration from and touch upon adjacent fields, at times
intersecting literature teaching and learning, but specificities of Educational
Work need to be established to understand the investigative position, the
structure of the thesis as such and of the empirical studies, that is, the
instructional practice. The research discipline Educational Work emerged, in
Sweden, around the turn of the millennium as a response to the critical voices
that had been raised regarding pedagogical research and its negligence of
classroom-based practice (Erixon Arreman, 2001; Orlenius & Stromberg, 2014;
Reimers & Harling, 2019; Vinterek, 2002). The concern was that the research that
was being conducted within the pedagogical discipline at the time did not meet
the needs of those who looked to research findings in their development of
classroom practice. Furthermore, pre-service teachers found little resemblance
between the classroom reality during their on-site training and the pedagogical
theories they studied. Thus, the linkage between research and the researched was
weak. Vinterek’s (2002) assertion was that Educational Work is centered on
strengthening this linkage and, thereby, the teaching profession, by facilitating
research-based understanding and development of teaching. In addition to
developing the teaching profession, Educational Work was regarded as a way to
improve teacher training by making it more research-oriented, taking a point of
departure in classroom practice and drawing on knowledge from pedagogy,



general Didaktik, and school subject-specific Didaktik (Hellsten, 2002; Strand-
berg, 2002), of which the latter two are further discussed in 1.5. These two foci,
instructional practice in school and teacher-training in higher education,
comprise the research discipline Educational Work (Hellsten, 2002). It should be
made clear that they are not sharply divided, but what is learned through the
examination of instructional practice is transferred to teacher training and vice
versa, making the two foci interpermeable.

Another way of viewing Educational Work is as an exchange between theory
and practice (Jonsson, 2002). The researched must, then, in Educational Work,
be examined in close relation to classroom practice through which the research
questions are contextualized. In discussing Educational Work further, Jonsson
referred to a debate between pedagogical researchers in which different choices
of methods were promoted depending on the focus of the participants’
disciplinary affiliation (Liberg, 1993). In a commentary to the debate, Jonsson
(2002) maintained that domain-specific knowledge does not suffice for gaining
new insights, and that a multidisciplinary position that makes use of classroom
practice as a source of knowledge is required. While the focus of pedagogical
research is delimited to various entities of the teaching profession, a holistic
approach is missing (Carlgren, 1999). As a response to this fragmented
representation of the teaching profession, Jonsson (2002) suggested Educational
Work be a research discipline in which in-service teachers offer an insider
perspective, enabling them to examine and problematize their own practice as
well as the conditions for it.

In her introduction to Educational Work, Hellsten (2002) maintained, with
reference to Vygotsky, Lave, Wenger, and Schon, that influential theories within
the discipline highlight learning in a social and cultural context. With a
sociocultural approach, drawing on Vygotsky’s (1934/1986) theory that meaning
is regarded as socially constructed, cognition and communication are at the
center of teaching and learning rather than on the transfer of information
(Dewey, 1927; Ljunggren, 1993). Vygotsky (1934/1986) emphasized the
educational role of interpersonal interactions and the surrounding culture (e.g.,
Applebee, 1996; Dysthe, 1995; Hoel, 1995; Langer, 1995; Lave, 1990; Wertsch,
1991) maintaining that the collective is key to individual development. Thus, the
surplus of knowledge that may be provided by the collective as a result of the
polyphony of views is fundamental to creating an affluent learning environment
(Rasmussen, 1996). Moreover, (Hellsten, 2002) proposed selection of method
based on the objective rather than the other way around, suggesting qualitative
methods such as ethnography, case studies, and action research as feasible to
examine the complexity of teaching and learning.

Since its introduction in Sweden, Educational Work has been established at
several Swedish universities. In their overview of doctoral theses within the
discipline, Langelotz and Ronnerman (2016) organized them according to three



categories: pedagogical practice, instructional practice, and miscellaneous, with
the first category being dominant.

The proceedings from the third Swedish national conference of Educational
Work (Reimers et al., 2019) illustrated recent discussions in the field, broadly
falling into examinations of teachers’ identity, governance and agency, and
teaching methods. How the teaching profession is both supported and limited by
norms was addressed by Reimers. Teachers’ professional identity was highlighted
both by Ackesjo and by Rosén and Wedin. Ackesjo observed how in school-age
educare—after school care for students age 6-13, governed by a national
curriculum (SNAE, 2018)—teachers are torn between their socially oriented
function during and after the school day on the one hand and a more traditional
subject teacher role on the other. Rosén and Wedin studied two pre-service
preschool teachers from a minority background and their narratives about
representationality, participation, and professionality. The findings indicated a
positioning of the participants’ professional identity defined by their function as
representatives of multilingualism and diversity, as well as by their strictly
professional role.

A study by Frey illustrated that teachers’ interpretations of the general
recommendations by The Swedish National Agency for Education (SNAE) can be
seen as a way to further the knowledge about the relation between governance
and agency. Frey found that the eight interviewees in her study showed resistance
toward the recommendations and, thus, took a liberal approach to them. Another
component of the central governance of SNAE is the stipulated systematic quality
work—that is, the systematic evaluation to improve the quality of schools (Lee-
Hammond & Bjervas, 2020; Lundstrom, 2015). Olsson used video recordings,
written documentation, and focus group interviews with preschool teachers to
show how teachers may perceive and handle stressful situations and being
pressed for time in the workplace. She drew the conclusion that there is a need to
integrate developing pedagogical conversations with the regular daily operation,
and that participation is crucial to successful systematic quality work.

Haggstrom examined how the teaching method can contribute to students’
ecological literacy. She focused on the Storyline method, a student-centered
method that takes a starting point in students’ previous knowledge and that
builds on a narrative to contextualize the teaching through a specific topic (Bell
et al., 2007). Haggstrom’s conclusion was that aesthetics may be regarded as a
way to process knowledge that can offer knowledge beyond the traditional fact-
based frameworks. Soderman reflected on students’ informal and non-formal
learning processes. In his discussion he maintained that holistic teaching ideals
provides relevance in a time when the societal view of knowledge and learning is
dominated by instrumentalism.

My thesis has affinities with all three strands noticeable in the proceedings as
it examines teachers’ thoughts and intentions regarding their instructional
practice in literature teaching, which, in relation to regulatory documents,
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inevitably raises questions about governance and agency. Of the two overarching
disciplinary foci—instructional practice in school and teacher-training in higher
education—the investigative position of my project takes a point of departure in
instructional practice, more specifically Swedish upper secondary L1 teachers’
use of aesthetic aspects in literature teaching,.

1.3.3 Measurability and The Significance of Reading Fiction

Before proceeding to the theoretical contexts for my thesis, I discuss the
current conditions for literature teaching. In the literature classroom, written
fiction can be used to expand measurable content knowledge. However, reading
fiction further comprises non-tangible elements and experiential aspects, the role
of which in instructional practice is the main focus of my thesis and represented
by the Reading Experience. The Swedish school context has, during the past
decades, been characterized by an increasing reluctance among students to turn
to written fiction, a trend that is shared on a global scale (Johnsson-Smaragdi &
Jonsson, 2006; National Endowment for the Arts, 2007; Tveit, 2012; Wilson &
Casey, 2007). This negative development reported in Sweden by Lidman et al.
(2012) is supported by the results from the Organisation for Economic Co-
operation and Development’s (OECD) Programme of International Student
Assessment (PISA). The program ranks participating countries according to a
measure of academic achievement of 15-year-old students, and the Swedish
results between 2003 and 2015 showed a steady decline (Ekholm & Wester, 2001;
OECD, 2004, 2007, 2010a, 2014, 2016b). Even though PISA focuses on 15-year-
olds, and Swedish students in upper secondary school—which is the focus of this
project—are between 16 and 18 years old, the results show a general trend.
Moreover, the cohorts showing declining results over a period of four assessment
cycles eventually advanced to the grade levels investigated in this project. Thus,
it is probable there is a close relation between how these students performed in
PISA and how they performed in their upper secondary classroom a year later.

With PISA, the Trends in International Mathematics and Science Study
(TIMSS), and the Progress in International Reading Literacy Study (PIRLS)
leading the international comparative assessments of student achievement, the
educational focus has clearly turned to the measurable. These international
comparisons and ranking of student performance represent a neo-liberal
governance in education (Rizvi & Lingard, 2010) and has created a long-standing
global utilitarian focus (Erixon & Lofgren, 2020; Witte & Jansen, 2016). In
Sweden, this has shaped the public debate about education, school reform
policies have been proposed which have been aligned with the idea of quantifiable
education, and teachers have engaged more with formative and summative
assessments, making student progress visual through matrices and other means
(Hanberger et al., 2016; Nusche, 2011). This is a contrast to the earlier approach
in the Swedish school system, where focus in literature teaching was on the
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pleasurable, the Reading Experience, democratic values, and aesthetic aspects
(Ewald, 2015; Graeske, 2015; Lundstréom, 2007). Gradually, however, the
discussion that started at the beginning of the 1970s moved the emphasis toward
a goal-oriented system focusing on the development of measurable skills
(Wikstrom, 2007). The definite shift took place with the ratification of the new
national curriculum in 1994 (SNAE, 1994), emphasizing assessment and
monitoring on both the individual and the system level (Erixon & Lofgren, 2020).
The development was in line with incorporating international comparative tests
into national assessment and evaluation systems (Carlgren & Klette, 2008;
Pettersson et al., 2017).

The shift in the educational system toward measurability and accountability,
where the overall focus is on the tangible, is not isolated to Sweden; similar
developments have occurred in other countries. For instance, in the United States
the No Child Left Behind Act (NCLB) came into effect in 2001—a year after the
launch of PISA (U.S. Department of Education, 2004). According to NCLB, each
state was required to set standards for grade-level achievement and make
progress measurable. Thus, the development in the Swedish educational system
along with the three major international comparative student assessments and
the intentions behind NCLB in the United States may be viewed as different
components of the same educational philosophical viewpoint.

This shift, with instrumentality at the forefront and measurability at the core,
raises questions regarding the role of the German tradition of Bildung. The
philosophical concept is rooted in the Enlightenment and relates to the
transformativity of education and the assumption that individuals have the
potential to shape themselves (e.g., Hamilton, 1998; Humboldt, 1792/2000). In
an educational landscape where tangible achievements and local, national, and
international ranking set the general tone, “schools have become providers of
human capital for the economic competition of nation-states” (Krogh, 2020, p.
161). In this setting there seems to be a discrepancy between the result-oriented
mindset upheld by comparative international assessments such as PISA, TIMSS,
and PIRLS on the one hand, and qualities in reading fiction that are not
necessarily assessable on the other. Thus, it is crucial to understand the role of
aesthetic aspects of reading fiction and how literature teaching responds to the
requirements of measurability.

The correlation between the quantity of leisure reading and academic
achievement has recurrently been emphasized, with regard to vocabulary,
fluency, and reading comprehension (Krashen, 2004). Students who engaged in
fiction outside of the school context score higher on achievement tests in all
subject areas (Cunningham & Stanovich, 1991), a finding that is supported by
results from PISA. For instance, the students who showed a high reading
proficiency in the 2009 cycle of PISA were the ones who regularly engaged in
reading for their own pleasure and encountered a diversity of fiction (OECD,
2010b). Thus, the negative development of the Swedish PISA results in reading
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comprehension (OECD, 2016a) may be viewed in light of the change in reading
habits among Swedish 9- to 17-year-olds.

To reverse the downward trend among Swedish students’ PISA results, as well
as the underlying negative movement in their reading habits, different
governmental measures were undertaken at the beginning of the 2010s. One of
the measures was Ldslyftet [The Reading Boost], a program launched by SNAE
in 2012. Another one was the commissioning of the Swedish Arts Council in 2013
to initiate, coordinate, and follow up nationally strategic measures promoting
reading. In addition, a committee was appointed to assemble actors around
reading within and outside the school context, with the objective to promote equal
opportunities for children and adolescents to adequate literacy and pleasurable
reading experiences (Hoflin et al., 2018).

It is beyond the scope of my thesis to explore to what extent and how these
governmental measures served their purpose. However, since the introduction of
the different measures, there have been indications of reading habits among
adolescents and young adults continuing to decline, suggesting that the measures
were not altogether effective. A report from the Swedish Agency for Youth and
Civil Society (Nyberg, 2020) showed that within the age group 16—25, only a third
engaged in reading fiction every week. That is a decrease by 50% between 2007
and 2018. At the same time, to consider these measures in light of student
performance since they were introduced, it is relevant to mention that—contrary
to the reading habits (Nyberg, 2020)—the average reading assessment score
increased for Swedish students in both the 2015 and 2018 cycle of PISA (OECD,
2016b, 2019). This suggests that there does not necessarily have to be a
correlation between reading habits and reading comprehension.

What the different governmental measures to reverse the downward trend in
Swedish PISA score had in common was their focus exclusively on what actions
needed to be taken and why, regarding the improvement of reading proficiency
and the promoting of fiction. As in the national curriculum for the upper
secondary school (SNAE, 2013b) and the subject syllabus for Swedish (SNAE,
2012c¢), it is not specified how this work is to be put into effect. Therefore, it is
necessary to learn about teachers’ ideas and intentions in their interpretation of
the curricular texts, as well as how the regulatory documents advise teachers’
classroom implementation.

1.4 The Reading Experience: Theoretical Contexts

In the following, I move into discussing the theories on which I have drawn
throughout the thesis, offering a prism through which the whole may be viewed
and understood. The theorists share a view of aesthetic aspects as central to
approaching and experiencing art generally—in the case of Dewey—and written
fiction, and there are a number of contact points between them. Dewey and
Rosenblatt both address the transactional thought, which originated from Dewey
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and Bentley’s (1949) theory of learning in which they distinguished between
interaction and transaction. Interaction was defined as the impact of one
individual/event on another, whereas transaction involves reciprocity between
entities. Another idea that Dewey and Rosenblatt had in common was that of
intertextuality as a part of the transactional process. They both further shared a
point of contact with Langer (1995) in placing communication at the center of
meaning-making and learning (Dewey, 1927; Rosenblatt, 1938). In this rather
theory-oriented representation of reading fiction, Felski (2008), as well as
Langer, offered a more applied approach.

Using various terms and approaches, the theorists addressed what with an
umbrella term can be termed the Reading Experience, an affective and
experiential state of being immersed in a text via thoughts, feelings, and reactions
experienced by the reader during reading. As previously noted, the Reading
Experience does not signal a reader being experienced, that is possessing certain
skills, nor is it automatically produced by specific literary features. Rather, I see
it as an experiential feature that the reader can obtain and that captures the idea
that one main objective of reading fiction is to move beyond the limits of the
reader’s perspectives (e.g., Donoghue, 1998; Lewis et al., 1961). While the reading
process may be described in objective terms from an outside perspective, the
Reading Experience may be viewed as the same process, but subjective and from
an inside perspective.

My thesis focuses on if and how teachers think about the Reading Experience
in relation to their literature teaching, and the didactic choices they make when
trying to create possibilities for it for individuals and groups. That is, my aim is
not to study the subjective Reading Experience as such, but rather see it, from
teachers’ perspectives, as a part of a process in which choices are made to
variously address or induce a Reading Experience to achieve curricular learning
goals. Thus, discussions about the nature of and the contexts that can produce
Reading Experiences, underpin the design of my project and the framing of the
four empirical studies.

1.4.1 Art as Communication

Dewey’s (1934/2005) ideas about the aesthetic experience were specifically
used to frame the questionnaire study and his view of holistic thinking and
biographical elements targets all four research questions that comprised the point
of departure for that study: how the participants relate the Reading Experience
to literature teaching, what role the teaching objectives from subject syllabi play
in involving the Reading Experience, what teaching approaches are represented
in the participants’ literature teaching, and if/how the participants implement
differentiated instructions in literature teaching. The way the aesthetic
experience was presented offered a way for me to conceptualize the Reading
Experience. Teaching objectives and approaches were viewed through the
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necessity of holism, whereas the individual in biographical elements was
connected to how the participants discussed differentiated instructions.

The comparison made by Dewey (1934/2005) between the ability of art to
convey ideas and that found in language refers not only to the communication
that takes place between a piece of art and its audience, but extends to temporal
experiential communication. That is, it foregrounds how current experiences are
grounded in earlier ones and, further, influences those to come. Thus, according
to Dewey, art communicates with us on an intra- as well as an intertextual level,
emphasizing the concept of a whole as central to the aesthetic experience.

In the effort to form a whole, any compartmentalization is an adversary,
whether it be into high and low, spiritual and profane, or ideal and material
(Dewey, 1934/2005). The ineffective is the unfinished and incomplete, rather
than any of the mentioned opposites. By creating a whole, Dewey argued, we
reach a conclusion, through which we attain an experience, which is to be
distinguished from experience that does not require an intratextual connection
between the before and after. The idea of creating a whole may be compared with
how Shah (2017) argued for holism as a way to address the difficulties in
understanding one aspect of social life in isolation from another and, thus, a
means to understand the total social context

Another aspect of the aesthetic experience is the interaction of self and
object—what Dewey (1934/2005) referred to as apprenticeship—allowing the
reader to bring biographical elements (Michael et al., 2018) to the aesthetic
experience. Without the whole in the reader’s encounter with the text, the
biographical elements are restricted to fragments, preventing the reader to fully
engage in their reading. Thus, the holistic aspect of fiction is connected to the
aesthetic experience, both directly and through apprenticeship.

It is through the concept of an experience and Dewey’s (1934/2005) emphasis
on a holistic approach that my thesis draws on the concept of art as
communication of ideas. With the focus on the Reading Experience, I examine—
from the teachers’ viewpoint—the use of aesthetic aspects in literature teaching
and reading and how, for instance, the Reading Experience may be used in the
literature classroom to decompartmentalize scholarly and leisure reading. I also
address what role aesthetic aspects may play in creating a whole for students to
move beyond instrumentality in their reading of fiction.

1.4.2 Modes of Textual Engagement

The four modes of textual engagement discussed by Felski (2008) frame the
questionnaire study and were used to address the same research questions as
Dewey’s (1934/2005) ideas about art as communication. They allowed me to reify
and, to some extent, categorize how the participants used affective elements in
their literature teaching to evoke the Reading Experience.
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Reading fiction is more than a cognitive and analytical exercise, rather, it
is an event of becoming (Felski, 2015). In approaching fiction, the reader can
employ four modes of textual engagement: recognition, enchantment, know-
ledge, and shock (Felski, 2008). Recognition, Felski asserted, enables a
mutual alignment of values between the text and the reader. This has an
amplifying effect on the way in which we identify in the fictional context. Thus,
recognition facilitates communication between the reader and their selves, as
well as the other.

The second and fourth mode of textual engagement (Felski, 2008),
enchantment and shock, may seem to be each other’s opposites. While
enchantment captures the sense of being absorbed by an aesthetic object and a
state of intense involvement grounded in pleasure, shock is contrastingly
characterized by the sense of fear, disgust, and repulsion, tied to an element of
surprise, that conveys a jarring, somatic reaction and that extends reading into
being a physical event. And while enchantment—positively affecting the reader—
can result in a reluctance to exit the fictive reality of the text, shock exposes the
reader to the same gravitation toward the text through somatic responses
triggered by the author’s language.

Finally, knowledge is introduced as a mode of textual engagement, which
considers how a person’s experience is embedded in their discursive repertoires
(Felski, 2008). Here, Felski adapts Ricceur’s (1984) idea that our conception of
the world is pre-figured and determined by our previous knowledge. Thus, when
applied to reading fiction, how the reader experiences a written text depends on
their existing knowledge, which in turn is dependent of how they experience the
written text. This reciprocal influence leads, Felski maintains, to an augmented
understanding of reality.

All four modes of textual engagement retreat from the instrumentality that a
cognitive and strictly analytical approach to reading encourage and are directly
connected to the reader’s immersion in the text—that is, their Reading
Experience. Thus, in my project, Felski’s (2008) suggestions for textual
engagement are employed to make the Reading Experience more tangible and to
inform possible ways in which it may manifest in teachers’ didactic choices in the
literature classroom.

1.4.3 Transactional Theory

Transactional Theory (Rosenblatt, 1938) was at the core of both the interview
study, in which it was used to discuss the dynamics between elements within the
aesthetic and the efferent stance respectively, and the participant observation
study, in which it informed the theorizing of intellectual progress through the
experiential one. Rosenblatt’s accounts of the process of meaning-making were
helpful to discuss both the participants’ perception of the Reading Experience and
the function of literary discussions as part of literature teaching. Furthermore,
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her idea of an efferent and an aesthetic reading stance (1978), with different
qualities and purposes, afforded means with which to discuss how written fiction
was approached in the literature classroom.

Rosenblatt’s (1938) Transactional Theory posits that knowledge is a product
of the encounter between the text and the reader, and as such inspires how I
consider the Reading Experience. According to Transactional Theory, it is within
this text-reader encounter that the process of aesthetic evocation occurs. This
process is not static, nor is it singular, but meaning that is formed when first
encountering the text intratextually influences the understanding of later parts—
a sentiment that Rosenblatt shared with Dewey (1934/2005), who argued that
experiences build on the past, while also anticipating the future. This holistic
approach to reading was regarded by Beardsley et al. (1982) as a measure for the
aesthetic experience. It is the process within the whole rather than the text itself
that is considered the determinant in meaning-making. In accordance with this
sentiment, examining the process and how it is shaped in the literature classroom
is informative to understanding the outcomes of literature teaching and its
relation to the Reading Experience.

The individuality of reading fiction holds a central place within Transactional
Theory and involves both the reader’s thoughts and emotions. Thus, every reader,
with unique experiences, produces a text that is different from the one provided
by the author. This circular, reciprocal relation—the transaction (Rosenblatt,
1938)—may be recognized from Ricceur (1984) and Felski (2008), to whom
internal and external entities work together in mutual influence and forming of
new conditions for each other.

Relevant to the examination of the role of the Reading Experience in literature
teaching is, further, the categorization of reading into efferent and aesthetic
(Rosenblatt, 1978), which has been given a central role in Swedish literature
teaching and learning research (Tengberg, 2010). The two stances of reading
differ in accordance with the reader’s objective. While efferent reading is
denotative, more suitable for non-fiction texts and for retaining information after
reading, aesthetic reading is connotative for the purpose of aesthetically
exploring the text and creating an aesthetic experience during reading. It is an
active process during which the reader generates a lived experience by paying
attention to aspects such as feelings, attitudes, and ideas and, thus, creates a
genuine and meaningful transaction (Rosenblatt, 1978). It should be pointed out
that Rosenblatt (1978) did not view aesthetic and efferent reading dichotomies,
but as placed along a continuum. Nevertheless, the compartmentalization of the
two reading approaches has—in the Swedish context of literature teaching—
evolved into the duality of subjective, identificatory reading on the one hand, and
objective, scientific reading on the other (Ekholm, 2019; 2015). In line with this
division, fiction has been conceived of as the opposite to non-fiction (Degerman,
2012), in part as a result of the curricular requirements of different text types.
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Through the perspective of aesthetic reading, my thesis forms a theoretical
junction with Rosenblatt in regard to the experiential aspect of reading fiction.
However, while Rosenblatt’s (1978) focus was the process, mine is the product of
the process. Like Felski’s four modes of textual engagement, Transactional
Theory will provide parameters for how the Reading Experience may be
approached in the literature classroom.

1.4.4 Envisionment

The final conceptual keystone of my thesis is the five stances of reading
introduced by Langer (1995, 2011a), whose theories, like Rosenblatt’s (1938,
1978), were used to frame both the interview study and the participant
observation. In the interview study the ideas of Envisionment-building were
drawn on to discuss the sociocultural approach in meaning-making, whereas
the concept of horizon of possibilities informed the examination of meaning-
making in the participant observation study. Langer’s concept and its
terminology presented a model with the support of which a more tangible
examination of teachers’ conceptualization of the reading process and the
Reading Experience was enabled.

Like with the prior three underpinning theories, the focus is on the
experiential. Thus, teaching literature, Langer maintains, involves the connection
of the student’s subjective experiences with the objective ones that lie beyond
their self. In doing so, reading is structured in five stances (see Table 2).

Table 2: Langer’s Five Stances of Reading and Meaning-making

Stance Description

Being out and stepping into an Envisionment To learn to read and understand a text

Being in and moving through an Envisionment  To obtain a deeper and more developed
understanding of a text

Stepping out and rethinking what one knows To relate one’s understanding of a text to
existing knowledge and experiences

Stepping out and objectifying the experience To distance oneself from one’s own
perceptions and, thus, be able to reflect on
them

Leaving an Envisionment and going beyond To contextualize by involving knowledge

from Envisionments in a world beyond the
fictional text

With Envisionment Langer (1995) referred to a person’s everchanging world
of understanding at any point in time. In building Envisionment—that is,
developing knowledge through the act of making sense (Langer, 2011a)—the
reader’s understanding and interpretation of a text are not linear, but continuously
oscillate between the different stances. Similarly to Rosenblatt (1938), Langer
considered the subjective text—the created meaning—to be a result of the reader’s
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and the text’s respective context. This conflation of the reader’s experiences and
the text runs through the five stances like a connecting element.

Applying Langer’s (1995) five stances of reading in my examination of the
ways in which teachers operationalize Envisionment-building in the literature
classroom allows me to analyze the work with curricular goals beyond measura-
bility. Langer, in this perspective, offered a template to study the process of
understanding a text, of which the Reading Experience plays a central role. In
addition, the importance of plurality that she attached to Envisionment-building
can be related to instructional practice in the literature classroom that involve
the collective.

1.5 Literature Teaching

Having presented the theoretical framework for my thesis, I now turn to
positioning the foundational research questions in relation to different levels of
Didaktik. I begin with discussing Didaktik in a general sense before relating it to
a subject-specific level, using Shulman’s (1986) concept of Pedagogical Content
Knowledge (PCK). Finally, I turn to Swedish literature teaching and learning,
which could be discussed in terms of PCK specific to the literature classroom.

1.5.1 Didaktik

Didaktik draws on the German concept of the same word (Hopmann, 2011,
Kiinzli, 2000). Grounded in Bildung, Didaktik is generally used to refer to the
theoretical reflection on subject matter that is essential to classroom practice,
based on the educative difference of matter and meaning—or the art of teaching
(Comenius, 1657/2008). It is the systematic consideration of how to organize
teaching so as to enable the individual growth of the student, which is different
both from a curriculum perspective—with proximity between subject matter and
meaning—and the French tradition of transportation didactique, in which
interest lies in differences between subject matter and meaning (Hudson &
Schneuwly, 2007). Rather than providing monologic knowledge in the classroom,
the teacher helps the student to develop their individual potential (Comenius,
1657/2008). Thus, learning is regarded as a content-based, dialectal student
activity. Accordingly, the student, an agent in their own learning process, is one
of the three key elements in the concept of Didaktik, with the other two being the
teacher and the teaching content (Klafki, 2011).

It is through this educational triad that the theory of, as well as the practice in
education may be viewed and analyzed in a Swedish school context. To view
literature teaching from this perspective means to not settle for ready-made
interpretations of texts, that are to be authoritatively passed down from the
teacher to the students as fixed knowledge. Instead, the construction of
knowledge may be compared to an extended form of deliberative communication
(Englund, 2006), where the text and its literary features—in addition to the
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teacher and students—take a stand in the collective effort of finding an
interpretation around which everyone can agree, if temporarily.

While the acquisition of knowledge and skills are at the center of curricular
instructions, the concept of Bildung exceeds the strictly tangible of education to
further encompass existential issues. Thus, Didaktik seeks to elucidate why and
how educational content relates to individual students’ intellectual and personal
development (Klafki, 2011; Wahlstrém, 2016).

Taking a starting point in these more philosophical conceptions of education,
I now turn to subject-specific Didaktik, what Shulman (1986) introduced as PCK,
the “special amalgam of content and pedagogy that is uniquely the province of
teachers, their own special form of professional understanding” (Shulman, 1987,
p- 64). For the subject matter of this thesis, PCK extends over the Swedish-specific
Didaktik, of which literature teaching constitutes a key component together with
studies of the Swedish language. These two components are accompanied by
others such as rhetoric, which during the past two centuries has regained its
curricular role across Scandinavia in students’ communicative abilities (Hogarth,
2019). In addition, literature teaching is also a part of other school subjects—for
instance, English (SNAE, 2012b).

1.5.2 Pedagogical Content Knowledge

As PCK could be perceived as a key variable to analyzing and synthesizing the
findings from the different studies and offering a principal concept to which the
findings may be related, it should be pointed out that it is not. Rather, the
introduction of PCK is purely to contextualize the instructional practice
represented in the studies. By positioning the examined among the various levels
of Didaktik, in which general Didaktik is the overarching one followed by PCK—
the Didaktik of a single school subject—and Didaktik specific for literature
teaching, I provide a way to understand the setting in which the instructional
practice is embedded. Often, there is a general understanding of what a certain
school subject involves, as well as similarities between different countries’
definition of that subject. However, on a detailed level, delimitations vary
between countries and teaching traditions. For instance, as mentioned earlier, the
subject of Swedish comprises several components, of which literature studies and
the Swedish language are the two main ones; corresponding components are
present in other countries’ L1 studies, even if language and literature are
examined separately in some countries, for example, in England. However, the
inclusive concept of literature—which in the curricular context of the subject of
Swedish involves novels and short stories, as well as films and other media—may
not be universal.

PCK comprises fundamental subject matter knowledge and pedagogical
knowledge (Shulman, 1986) and, thus, acts to bridge subject-specific content
knowledge and pedagogy (Sjeberg et al., 2010). Martinsson (2018) argued that
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PCK cannot simply be equated with Didaktik combined with subject matter.
Instead, it should be regarded as the product of reciprocal influences between the
two source components, that create synergetic effects more complex than a mere
additive approach may generate in informing a teacher’s approach.

Within the framework of PCK, learning activities are regarded as forms of
participation rather than disengaged activities performed by autonomous entities
(Mehrstam, 2010). The participatory aspect implies continuous defining and
redefining of the subject, with respect to the participants and the context
(Blomqvist, 2016). Thus, it requires an approach to the subject not as something
static and definite, but as an ongoing process.

Central to a PCK analysis are the questions What, How, and Why—
respectively addressing content, teaching methods, and rationale—through
which teachers can identify the essence of the subject. To these three foundational
questions, Jank and Meyer (1997) suggested the addition of Who, When, Where,
and With whom (p. 27). For literature teaching, the questions translate to who
the reader is, when to read, where to read, and with whom to read. Illum Hansen
(2004) provided a further nuanced presentation of the questions, asserting that
research in literary pedagogy is mainly focused on Why, whereas PCK is more
interested in What, with literary methodology directed toward How. Of the
presented aspects of PCK, my thesis—focusing on teaching methods and didactic
choices—operates within the domains of How, however, in accordance with the
original sense of the question rather than with Illum Hansen’s more nuanced
interpretation of it.

The three central questions, What, How, and Why, are closely intertwined,
and starting from them, teachers—informed of what content to highlight, how to
convey that content, and how to justify their didactic choices—make the subject
matter relevant and prevent the reproduction of unreflecting traditions
(Blomgvist, 2016). In doing so, teachers problematize the subject to understand
its distinctive nature and history (Ongstad, 2004) and, thus, are enabled to relate
didactic considerations to the subject matter (Sjoberg et al., 2010). In other
words, PCK is not taking components beyond the immediate subject matter into
consideration at the expense of content knowledge. On the contrary, it can be
argued that sound content knowledge is foundational if teachers are to make
appropriate didactic choices regarding what to teach, how to teach it, and why.

Thus, with my main focus on the How in generating the Reading Experience
within literature teaching, my thesis draws on the concepts of the field of PCK,
according to which the proficient teacher, in addition to knowing their content,
knows aspects of it that render their instructional practice more effective
(Grossman et al., 1989). Going from general PCK to one that is school subject-
specific, in the next section I turn to literature teaching and learning in Sweden
and provide a brief historical overview that elucidates the development and
tradition of the field.
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1.5.3 Swedish Literature Teaching and Learning

It was not until recent decades that the focus of pre-service training for L1
teachers in Sweden shifted from literary theory to include aspects of literature
teaching and learning (Andersson, 2010)—what in the Swedish context operates
under the term litteraturdidaktik, concurring with the Scandinavian use of
Didaktik. Research in Swedish literature teaching and learning is situated at the
intersection of the academic disciplines of literature studies, pedagogy, and
Nordic languages, coalescing professional education and traditional subject
research (Degerman, 2012). The result is a research subject that borders both
literature studies, general pedagogy, and PCK (Degerman & Johansson, 2010).
After having struggled to find its place within the field of literature studies and
being criticized by researchers within teacher education—as well as in practice-
based research—for being too theoretical and prescriptive (Ohman, 2010), with
not enough relevance to instructional practices, the research field has steadily
grown during the past decades to play an increasingly prominent role in the
academic discussion. Positioning my thesis at the nexus of the theoretical and the
practice-based, I draw from both discourses by examining classroom practice
from a theoretical stance and providing practical implications of the develop-
ments in theory.

It is primarily reception theories, with two partly overlapping sub-domains,
that are of relevance to literature teaching and to the Reading Experience: reader-
response theory and aesthetic response (Degerman, 2012). The former brings the
reader and their experience of texts into focus, which may be contrasted to other
schools of literary theory that primarily examine the text itself and its form,
sometimes in relation to the author (e.g., Fish, 1980; Rosenblatt, 1938). Although
the reader’s role in the creation of meaning had not been entirely neglected
before, reader-response theory foregrounded the reader as an agent whose
interpretative contributions complete the meaning of the work. For example, Iser
(1978) involved the reader in the meaning-making process when introducing
aesthetic response, if in more of a collaborative role. He maintained that the
outcome of the reading rests not only on the interaction between reader and text,
but further requires the imaginative capacity of the reader in their dialectic
encounter with the text.

During the first half of the 1900s, the primary definition of the school subject
Swedish was—using Malmgren’s (1996) terminology—Swedish as a literary
history subject fostering Bildung. The definition was one of three that Malmgren
introduced and that would influence the Swedish research on literature teaching
and learning during the subsequent decades. Beside Swedish as a literary history
subject fostering Bildung, with focus on fiction and its role as disseminator of the
cultural heritage, there was also Swedish as a subject demanding proficiency,
with focus on language learning and proficiency in reading and writing, and
Swedish as an experience-based pedagogical subject, in which fiction is used in
a manner so as to generate recognition with the students (Malmgren, 1996). It is
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the latter that predominantly resonates with the Reading Experience. By
considering the experiential and the personal, the students’ perception of a text
is at the forefront.

The previous designation of the field, History of Literature with Poetics—
reflecting the close ties to the historical discipline—was replaced by Literature
Studies, to emphasize the scholarly aspects and the affiliations with social
sciences (Degerman, 2012). These changes in textual and cultural conceptions,
along with the subsequent expansion of the field ultimately earned its recognition
as a research field—however, paralleled by the beginning of the decreasing role of
written fiction in the curriculum.

During the 1980s literature teaching and learning was established as an
independent research field, distancing itself from and, at the same time,
contributing to the general field of literature studies by further exploring, among
other things, American reader-response theory (Degerman, 2012). The debate
during the 1980s and 1990s was largely focused on what texts to teach in the
classroom and not so much on how the content was to be taught. The so-called
Canon Wars in the United States (e.g., Grandjeat, 2006; Ross, 1996) and similar
disputes in other parts of the Western realm suggest that the development in
Sweden was a part of a larger trend. Two branches of this debate were those who
favored the historical and aesthetic heritage through a classic literary canon, and
those who endorsed an anthropologic, broadened definition of culture, with
either a pluralistic approach to a literary canon or with the intention to abolish a
literary canon altogether (Degerman, 2012).

Yet, experience-based pedagogy continued to hold a central position in
research about the school subject Swedish during the 1990s, and despite a shift
toward a greater theoretical diversity—due to, among other things, stronger
polarization between subjective and objective modes of reading—research
questions and methodology stayed fairly homogenous. However, while
experience-based pedagogy was, at times, synonymous with literature pedagogy,
in the field of literature teaching and learning, theories and methodology
grounded in literature studies were also represented (Degerman, 2012).

During the aughts, there was a clear expansion of research on Didaktik in
general and in literature teaching and learning in particular. If the 1980s and
1990s were characterized by debates about content, the aspect that was setting
the tone for research on literature teaching and learning in Sweden during the
first two decades of the current millennium was the rationale for reading fiction
(e.g., Persson, 2007). With that at the forefront of research, the perspectives and
research questions were broadened.

Other components in the research of literature teaching and learning during
the current period are the cultural turn and, as earlier mentioned, the rationale
for reading fiction. The cultural turn appears as a common point of departure in
many doctoral theses from 1975 onward (Degerman, 2012) and can be traced
back to the debate of idealism and materialism (Alexander, 1988). It refers to the
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analytical shift in the late 20t century that focused on the broadened concept of
culture as a theoretical and methodological core. As a movement within the
humanities and social sciences, springing from the field of cultural studies, it
dates back to the early 1970s, distancing the debate from a positivist epistemology
toward the advantage of meaning (Jacobs & Spillman, 2005). The epistemological
implication to the study of literature teaching and learning is how different
phenomena within the field are regarded and discussed in terms of culture. One
concrete example from the Swedish context is the prominent role that culture
plays in the current national curriculum (SNAE, 2013b).

The overview shows a research approach that is situated on the axes of
positivist empiricism—sociocultural constructivism and literature studies—
pedagogy, an interdisciplinary continuum between theory and classroom practice
grounded in the ideas from experience-based pedagogy. This continuum is not
unique for literature teaching and learning but can be viewed in Educational
Work as well as in the general field of educational research.

In this section, I have provided a background to the prerequisites for literature
teaching in a Swedish school context. I have deliberately presented research on
literary theory, literature teaching, and literature teaching as an instructional
practice—of which only literature teaching as an instructional practice is at focus
in my thesis—in a rather conflated manner. This is partly to show the complexity
of blurred lines between the fields, partly to demonstrate the points of contact
that this thesis has with all three research fields.

1.6 Implications of the Curriculum

To provide further background to the Swedish literature classroom, I end this
chapter by relating literature teaching to the curriculum, In Sweden, school is a
setting for formal teaching in which organized education may be described as a
social process (Dewey, 1897). Aiming to foster critical thinking, knowledge
advancement, and students’ control over their own learning (Bielaczyc & Collins,
1999), education is operationalized under the direction of teachers. The curricular
framework for literature teaching is found in the national curriculum (SNAE,
2013b) and the subject syllabi for Swedish (SNAE, 2012c¢).

The overarching determinant of teaching instructions for the literature
classroom is the Education Act (Ministry of Education and Research 2010a),
under which the Upper Secondary School Ordinance (Ministry of Education and
Research 2010Db) is in effect. The regulatory level following the Upper Secondary
School Ordinance is the national curriculum (SNAE, 2013b), for which learning
goals are stipulated on a subject-specific level by the respective subject syllabus.
Finally, each subject syllabus determines the modules included in the subject and
regulates the teaching in relation to the national goals and guidelines.

Even though the target audience of the curriculum is not the student, and even
though the Swedish curriculum—as well as subject syllabi—only treats teaching
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content on a general level, the third key element of Didaktik, the teacher, is the
more directly linked to the curricular documents. In the following, I take a
starting point in the Swedish national curriculum for upper secondary school and
reference the different subject syllabi for Swedish when relevant, to discuss their
implication for literature teaching in general and the possibilities to involve the
Reading Experience in particular.

1.6.1 How Swedish Literature Teaching is Organized Today

The current Swedish Education Act (Skollag (2010:800), 2010) was adopted
in June 2010, and came into effect July 1, 2011 (UNESCO - International Bureau
of Education, 2012). It stipulates that it is the responsibility of the school to
ensure that each student “can use non-fiction, fiction and other forms of culture
as a source of knowledge, insight and pleasure” (SNAE, 2013b, p. 8). This
pedagogical intent is transferred to the subject syllabi for Swedish.

For L1 Swedish, literature and language comprise the core of the subject. One
of the aims communicated in the subject syllabus is to help students develop
their ability to work with different kinds of texts, both fiction and non-fiction
(SNAE, 2012c¢). Fiction is one of the foundations from which students should
advance their ability to develop self-reflection and understand other people’s
perspectives, so as to adopt new ways of thinking and openness to new view-
points (SNAE, 2012¢).

Over the course of three years, with three obligatory modules in L1 Swedish
for students in programs preparatory for higher education and one for students
in vocational programs, there is a gradual progression in depth and perspectives.
Although both the national curriculum (SNAE, 2013b) and the subject syllabus
for L1 Swedish (SNAE, 2012c) address ideas of what is to be taught and why, the
curricular directives do not specify how literature is to be taught. This could, in
the worst case, open up for arbitrariness, resulting in an inequivalent education—
contrary to what the curriculum for the upper secondary school proposes (SNAE,
2013b). In the best case, it provides the freedom for teachers to consider students’
individual interests and abilities when interpreting the curricular requirements
to achieve the proposed equivalence. Due to this professional and interpretative
freedom, it is important to understand teachers’ own view of their instructional
practice.

1.6.2 Written Fiction in the Swedish Curriculum

The current curriculum (SNAE, 2013b) offers teachers the professional
freedom to address the three central PCK questions, What, How, and Why. The
allotted curricular space for reading fiction is reduced in comparison to previous
curricula, and the stipulated learning goals vary depending on whether students
attend a vocational program or one preparatory for higher education. For
instance, the subject syllabus for Swedish 2 (SNAE, 2012¢), the current second
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year Swedish module, has two learning goals concerning literature studies for the
passing grade: students are required to discuss literary works and authors from
different periods and epochs, and to discuss relationships between literature and
ideas in society. In comparison, the syllabus for Swedish B, the corresponding
module of the preceding national curriculum (SNAE, 1994), had three learning
goals concerning literature studies for the passing grade: students were required
to engage in fiction from different epochs and cultures through print books, stage
plays, and films, to discuss similarities and differences; to discuss content,
characters, and essential ideas in the texts, as well as their impressions orally and
in writing; and to present a number of important authorships and currents of
ideas. The comparison shows that the curricular space for reading fiction is more
circumscribed in the current subject syllabus, both in quantity and in complexity.

One aspect that is consistent, however, is the rationale of the literature
classroom. With learning goals that enforce “knowledge about and insight into
the main parts of Swedish, Nordic and Western cultural heritage” (p. 8) and
“knowledge about the cultural, language, religion and history of the national
minorities” (p. 8), there is a continuance of the nationalistic rationale of the
national curriculum that was introduced in 1994 (SNAE).

Drawing on the national curriculum, the principal paragraph of the Swedish
subject syllabi (SNAE, 2012c¢) stipulates that “[s]tudents should have the
opportunity to understand in fiction not only what is distinctive, but also what is
universal in space and time” (p. 1). Furthermore, fiction is presented as “a source
of self-awareness and understanding of other people's experiences, living
conditions, thinking and conceptual worlds” (p. 1), and a means to challenge
students to new perspectives. In addition, language development is stated as a
learning goal for reading fiction.

In working toward these aims, the subject syllabus further stipulates that
students should be given the opportunity to gain knowledge of and to
contextualize key literary works, both from Sweden and elsewhere. Moreover,
students should have knowledge of narrative techniques and stylistic features
from different periods and cultures “written by both women and men” (SNAE,
2012¢, p. 2), as well as fiction in film and other media.

An analysis of these stipulations shows a concept of literature studies formed
around instrumentality and measurability. Of the nine overarching developmental
goals for all Swedish modules, three involve written fiction (p. 2). Of the three, one
highlights knowledge of Swedish and international literary works and authors, and
the ability to put these into a context, and one highlights knowledge of genres,
narrative techniques, and stylistic features in fiction from different periods. Both
are centered around the measurable. The third overarching goal underlines the
students’ ability to read, work with, and reflect on fiction to produce their own
texts based on what they have read—which puts written fiction in the position of
being the means rather than an end in itself. This goal in the subject syllabus
counteracts both the goal in the current national curriculum (SNAE, 2013b) that
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all students “can use non-fiction, fiction and other forms of culture as a source of
knowledge, insight and pleasure” (p. 8) and the one in the preceding curriculum
(SNAE, 1994) that students “use specialist literature, fiction and other forms of
culture as a source of knowledge, insight and joy” (p. 11).

Similar tendencies toward a performance-based approach may be found in
the subject syllabus both for art (SNAE, 2011a) and for music (SNAE, 2011b). The
first one involves compositional traditions, chromatics, and basic terminology for
imagery, and the second involves knowledge about different instruments, their
qualities, and how they relate to each other, and ergonomics. Further
comparisons may be made with how written fiction is presented to Swedish upper
secondary English teachers during their pre-service training, with focus on
cognitive aspects such as literary criticism and sense-making (Dodou, 2020). The
conception of the discipline represented appears to be narrow, regarding written
fiction mainly as a source of worldly knowledge and emphasizing “its potential to
provide—and develop—social fathoming and cultural critique (p. 140). Neither of
these examples representing the core content for respective subject focus on
aesthetic aspects. That classroom activities should be a means to learning is not
subject to question. However, if written fiction is treated and read as any other
text type, the question should be asked how we motivate reading fiction in the
classroom, and whether there are other ways of reading it, so as to optimize the
benefits of its specific qualities and, thus, improve learning outcomes.

Furthermore, aesthetic aspects of reading fiction are not represented. From
the perspective of this thesis, with its focus on the Reading Experience as a part
of literature teaching, the instructional framework that the curricular directives
create may be alienating the form of reading fiction that students are acquainted
with outside the school context, that is, reading for pleasure. It may be argued
that enjoyment is not the primary goal of learning activities. Nevertheless, an
approach in the literature classroom that students can relate to, may create a
learning context that benefits the curricular goals. In contrast, an approach that
excludes the experiential may result in literature teaching that tests literary
reading on the premise of efferent rather than aesthetic reading (Blau, 2003;
Mossberg Schiillerqvist, 2008) and, thus, structurally remove the aesthetic value
from the act of reading fiction.

1.6.3 The Reading Experience in the Current Performance Culture
How knowledge is selected and organized in school subjects is not neutral or
free from values, but an expression of social and political constructions (Deng &
Luke, 2008), and the curricular focus on instrumentality and measurability is
directly relatable to neo-liberal currents that have driven the marketization of
education in Sweden and elsewhere—as is the management by objectives and
results that was implemented in 1991 (Wahlstrom, 2014). A clear linkage between
the current national curriculum (SNAE, 2013b) and the market-oriented neo-
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liberal currents may be found in the emphasis of how “[t]he school should
contribute to students developing knowledge and attitudes that promote
entrepreneurship, enterprise and innovative thinking” (p. 6). The justification
given is the increased opportunities for students to start and run a business, and
that entrepreneurial skills are valuable both in working and societal life and for
further studies. This utilitarian focus is consistent with a long-standing global
perspective on education and a result of the impact of international comparisons
and rankings of student performance (Erixon & Lofgren, 2020; Witte & Jansen,
2016), another component of the neo-liberal governance in education (Rizvi &
Lingard, 2010). The trends support Deng and Luke’s (2008) assertion that there
is a renewed educational doctrine that explicitly links curricula and what is
construed as disciplinary knowledge. One example is found in the United
Kingdom, where individual student outcome has increasingly been
interconnected to national economic competitiveness, and the ways to measure
students’ progress consist of league tables, national averages, comparative
indicators, and benchmarks (Ball et al., 2012)—what Barber (2007) coined as
deliverology, the response to the productivity challenge, according to which
teachers are expected to maximize student performance. The example shows the
priority of actors in education, and the mechanisms that drive them. In Sweden,
similar structures of assessments, ranking, and competitiveness may influence
teachers to adjust their teaching in accordance with national tests, turning these
into a substitute for the national curriculum (Jonsson & Leden, 2019).

Young (2013) maintained that the focus on the means rather than on the ends
of education is related to the pressures of global capitalism. Dahler-Larsen (2012)
considered this an unintended effect, which, when discussing curriculum theory,
is recognized as a by-product of testing. By extension, this means that not only do
the curricular stipulations not suggest aesthetic aspects of reading fiction, but
they prevent them. Thus, in the educational performance culture of today—
framed, according to Ball (2013), by three discourses: managerialism, choice and
market reforms, and performativity—the output-oriented curriculum may be said
to be a direct hindrance to the Reading Experience. Furthermore, it shows that
instrumentality and measurability as curricular objectives are represented in all
three of Doyle’s (1992) levels of curriculum—that is, the institutional level, the
programmatic level, and the classroom level.

Measurability is exemplified by the learning goals that students in a national
vocational program should achieve “a level of professional expertise accepted by
the industry as providing good preparation for professional life” (p. 8), whereas
students in a national program preparatory for higher education should have
“sufficient knowledge to be well prepared for studies in higher education” (p. 8).
With the focus on ends beyond the immediate task and material, the result could
be literature teaching that does not allow students to go further than measurable
surface-learning, through what is consequently the opposite of Bildung and its
often less than tangible outcomes.
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Another unintended effect of the assessment-oriented classroom is how the
system influences the way in which teachers talk about their students (Dahler-
Larsen, 2012). With the demand to hierarchize students’ performance, it could be
seen as a way to verbally stratify the students to indicate their learning outcome
in relation to benchmarks and each other. To describe a student as “weak” or
“slow” ought to create a discrepancy between how teachers relate to their students
and the constructivist sentiment that humans, with their own agency and
experience, construct knowledge and meaning (Piaget, 1977). If the performance
culture in education influences teachers to use negative terms to refer to students,
the question may be asked whether students’ agency is discredited. If so, one may
examine the appreciation of their experience and its role in involving the Reading
Experience in literature teaching in the current educational system.

The final aspect of the assessment-oriented educational performance culture
that I am relating to literature teaching with an aesthetic focus is how the
comparison of performance data has enabled what Burch (2009) and Ball (2012)
called edu-business. The privatization of schools is facilitated by the test-based
accountability (Lingard, 2013) and is directly correlated with the current neo-
liberal educational governance (Ball, 2007; Burch, 2009). One may say that there
is some level of reciprocity between the current performance culture in education
on the one hand and private schools—that is, state schools outside of local
authority control—on the other; the performance culture enables privatization
through the convention of comparing learning output in terms of assessment
scores, while private schools, with their focus on deliverability, assist in
maintaining the neo-liberal discourse—to facilitate and justify their position in
the edu-business. In Sweden, the deregulation of education started in 1992 (e.g.,
Sebhatu, 2017), and during the school year 2018/2019, there were 438 private
upper secondary schools (Friskolornas riksforbund, 2019).

This resolute focus on assessment steers curricular instructions to align with
how the tests are constructed, without consideration for deep learning beyond the
immediacy of measurability. The risk, Lundgren (2015) reasoned, is that the
curriculum is what can be measured rather than a variety of options and, thus,
expanding learning to also involve the immeasurable. Consequently, if the
concept of Bildung and the aesthetic experience are grounded in long-term
perspectives and the intangible, then neither the educational performance culture
of today nor its curricular implications work in favor of the Reading Experience.
This may create literature teaching that is solely focused on efferent aspects
rather than offering a whole through which students, in their learning, may
benefit from both efferent aspects and aesthetic ones.

In sum, the instructional framework enforced by the curriculum creates a
context in which students’ leisure reading risks being distanced from how they
are taught written fiction in school. This disconnect may alienate students who
do not see purpose or meaning behind the teaching content (Lium & Sullivan,
2013), creating stratification in reading approach and material. Often, students
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who experience this disconnect become resistant readers/learners (Banks, 2007;
Franzak, 2006; Lenters, 2006; Moje et al., 2000). Furthermore, facilitating
factive rather than fictive reading and eliminating the difference between written
fiction and other text types provides tools to address the measurable goals in the
subject syllabus (SNAE, 2012¢). However, it may be discussed whether the factive
approach offers the means to use fiction as a source of pleasure, which is
stipulated in the national curriculum (SNAE, 2013b). This forms a heavily
measurability-oriented backdrop to my thesis, and it is with this cognizance that
I examine the role that the Reading Experience yet may play in today’s literature
classroom. By examining a feature of reading fiction that operates beyond the
measurable, I want to offer an understanding of how involving aesthetic and
experiental aspects may enrich literature teaching by creating a whole for
students. For teachers my findings may inform the choices regarding teaching
methods and approach in the literature classroom, to take into consideration the
full complexity of reading fiction in addressing curricular goals.

1.7 Summary

Above, I have described the current Swedish upper secondary educational
landscape in which my thesis in Educational Work is situated. It is a landscape
that is characterized by measurability and accountability, due both to stipulations
in the curriculum and to international comparative assessments of student
achievement (Wikstrom, 2007). A consequence of this is a literature classroom
where the tangible is foregrounded, driven by utilitarian purposes (Erixon &
Lofgren, 2020; Witte & Jansen, 2016). Furthermore, it is a literary classroom with
a declining number of students who read fiction for pleasure outside of an
educational setting (Lidman et al., 2012).

Educational Work emerged as a research discipline in Sweden around the
turn of the millennium to fill the gap of research in classroom-based practice
(Erixon Arreman, 2001; Orlenius & Stromberg, 2014; Reimers & Harling, 2019;
Vinterek, 2002). Taking a point of departure in instructional practice while
drawing on the fields of pedagogy, general Didaktik, and school subject-specific
Didaktik, the objective was to improve the two foci of the discipline—that is, to
make teacher training more research-oriented, as well as to strengthen the
teaching profession (Hellsten, 2002; Strandberg, 2002; Vinterek, 2002),

The thesis builds on four empirical studies and examines Swedish upper
secondary L1 teachers’ perspectives on aesthetic aspects of literature teaching,
more specifically the Reading Experience. Throughout the thesis, the Reading
Experience is used to denote an affective and experiential state of being immersed
in a text via thoughts, feelings, and reactions experienced by the reader during
reading. To examine these aspects, I take a starting point in two research
questions: (1) From teachers’ perspectives, how may the nature of L1 literature
teaching be described in Swedish secondary schools, focusing on the use of the
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Reading Experience in the literature classroom? (2) What role do aesthetic
aspects, contributing to the Reading Experience, play in the current literature
classroom? Furthermore, in examining how teachers perceive and think about
these aspects, I draw on a theoretical framework that comprises the idea of art as
experience and communication (Dewey, 1934/2005), affective modes of textual
engagement (Felski, 2008), Transactional Theory (Rosenblatt, 1938), and
Envisionment (Langer, 1995, 2011a, 2011b).

In the next chapter, I move onto presenting the methods used to address the
research questions: focus group interviews, questionnaire, individual interviews,
and participant observation. I further discuss the participants in the various
empirical studies, the procedure for data collection, the methods of analysis,
ethical considerations, and transferability.

31






2. Methods

In this chapter I start by presenting the perspective through which I have
approached the topic throughout my thesis. I then move to discuss the
participants in the empirical studies, before turning to the various methods of
data collection employed. Following that, I give an account of how the data was
analyzed, before, finally, discussing ethical considerations and transferability of
the findings.

2.1 Participants

One group of teachers participated in the focus group interview study, and
another group of teachers in the questionnaire study, the interview, and the
participants observation studies.

2.1.1 The Focus Group Interview Study

The 12 participants in the focus group interview study were seven female and
five male L1 Swedish teachers in upper secondary education, age ranging from
28 to 61. Their teaching background varied; the teacher with the longest
experience had taught for 17 years, while the participant at the other end of the
spectrum had been in-service for only two years. Among the participants, there
was a mix of teachers representing both vocational programs and ones
preparatory for higher education.

The recruitment of the 12 participants was conducted through emails sent to
school principals. The recipients were asked to forward the email invitation to
teachers who met the two criteria: (1) L1 teachers who (2) had a special interest
in fiction and the teaching of it. The first criterion was to ensure that the
participants had professional knowledge about fiction, as well as experience
teaching it. The second one, as teacher motivation is a key determinant of
student motivation and teaching effectiveness (Han & Yin, 2016), was set with
the objective to select teachers who have given their literature teaching some
extra consideration.

2.1.2 The Questionnaire Study, the Interview Study, and the
Participant Observation Study

A total of 22 respondents completed the questionnaire, of which 16 were
female and seven were male. The age of the respondents was 34—61, and their
teaching experience spanned between one and 38 years. All of them taught fiction
as part of L1 Swedish modules in upper secondary schools and were recruited
from 15 upper secondary schools. The recruitment was once again carried out
through emails sent to principals, who I asked to forward the email invitation to
teachers who met the two criteria: (1) teachers in the L1 Swedish with (2) an
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interest in fiction and literature studies. In addition to this primary recruitment,
the invitation to participate was posted in a public Facebook group for Swedish
L1 teachers, as well as on Twitter.

The participants in the interview study were recruited among the ones in the
questionnaire study. Further, the participants in the participant observation
study were recruited among the ones in the interview study. For both the
interview study and the participant observation study, the selection of
participants was guided by diversity in teaching background.

2.2 Data Collection and Analysis

I employed methods of data collection. In the first study, I used focus group
interviews; in the second, a questionnaire; in the third, individual interviews; and
in the fourth, participant observations.

2.2.1 The Focus Group Study

Initially, using the two foundational research questions, the participants’
instructional practice in and experience of teaching fiction in L1 classrooms were
examined through focus group interviews. The choice of method was based on its
allowing the researcher to draw from the interactions of the participants and
letting issues to emerge from the discussion that would possibly not have evolved,
had they been asked the questions in individual interviews (Greenbaum, 2000).

2.2.1.1 The Interview Guide

The purpose of the interview guide (see Appendix A) was to offer an initial
structure for the participants and enable them, with minimal involvement from
me, to openly discuss taking a starting point in their own thoughts and
experiences. For this reason, the semi-structured format was selected, to give the
participants the option to respond, guided by the questions and structure in the
interview guide. Yet, it allowed the insertion of additional questions, both
planned ones and those arising from the participants’ answers (Morse, 2012).

The interview guide was built on Kruger’s (1994) recommendations. However,
instead of an opening question to offer the participants a way to get acquainted
with the setting, for the same purpose, the first five minutes of the focus group
interview were designated to informal conversation, to allow the participants to
informally familiarize themselves with the situation and each other.

2.2.1.2 Procedure

Measures were taken to counteract unwanted effects of group dynamics. To
prevent participants from exceedingly influencing each other during the focus
group interviews, and/or having individual participants dominating the con-
versation, the semi-structured discussion protocol was emailed to the partici-
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pants in advance. This afforded them the possibility to prepare and reflect before
engaging in the group discussion.

The focus group interviews were conducted without audio recording. In doing
so, the circumstances were optimized for the participants to speak freely without
being inhibited by the fact that they were being recorded (Given, 2008). The
drawback of not recording is that I cannot confirm that everything that the
participants said was noted. However, since the focus group interviews were to
form the foundation for the rest of the project, I deemed it crucial that the
responses were as uninhibited as possible. Instead of recording, I took down
general notes for the overall discussion, and verbatim ones for utterances that
were close to the core prompts.

Data was collected on one occasion per focus group—one with ten participants
and the other one with two—in May and June 2017. The first one was conducted
in person and the second one using computer mediated communication tools.
Each session lasted around one hour. During the interviews, the participants were
not restricted from moving in any directions prompted by the discussion but were
allowed to discuss freely without my influence as an observer. Collected data was
encoded to safeguard anonymity for participants and the schools at which they
work. The data was then kept in its encoded form throughout the analysis and
decoded only when further investigation was prompted.

2.2.1.3 Analysis

Together with my supervisors, I analyzed the data from the focus group
interviews using inductive eclectic coding, an open-ended procedure through
which codes in the form of first-impression words and phrases are developed
(Saldafnia, 2013). I first read the notes from the focus group interviews without
making any comments. I then reread the notes to identify key quotations and
initial codes. In the next step, I grouped some of the codes to form new ones and
structured them in themes. Finally, I returned to the key quotations and assigned
each of them a theme. During this process, I consulted my supervisors who
inspected the coding and offered suggestions.

An example of a theme is monitoring, which comprised the codes where,
when, and what. One of the quotes from which the code was derived was from
Teacher 5 in Group A, who said: “If they read at home, I would not know if they
cheated.” The same teacher later said, “The Reading Experience that you get from
an e-book does not seem as genuine compared to a real book”. This generated the
code e-books, which—together with the codes print and audiobooks—formed the
theme Print Material. Table 3 contains a sample of notes with correlating codes
(see Appendix B for unabridged version including initial codes) and Table 4 for a
full list of themes.
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Table 3: Sample of Notes and Correlating Codes (abridged, see Appendix B for full table)

Notes Codes
“If they read at home, I would not know if they cheated.” Where
“The reading experience that you get from an e-book does E-book, print

not seem as genuine compared to a real book.”

“The students who need the support of an audiobook are Audiobook
usually the one who choose not to use it.”

“I try to choose novels that contain language that challenges Language development
my students’ vocabulary”

Table 4: Codes and Correlating Central Themes

Codes Central Themes
Where, when, what Monitoring

Print, e-books, audiobooks Print material
Presentations, language development, the rhetorical process Instrumentality
Theme, plot, characters, setting Literary devices
Cross-curricular teaching, contextualization Other school subjects

2.2.2 The Questionnaire Study

Using the results from the focus group interviews, I designed, in discussion
with my supervisors, a questionnaire that I made available online for the 22
participants who were recruited after the focus groups study. Both the
questionnaire as a means for data collection and the decision to make it accessible
online were to safeguard against the initial uncertainty about the geographical
range of the study, choosing a method that allows a large geographic area (Berdie
& Anderson, 1974). Furthermore, the questionnaire is beneficial for closed popu-
lations such as members of a professional association (Sue & Ritter, 2007).
Finally, I wanted to maximize the number of respondents, for which the
questionnaire is advantageous, allowing participants to complete the questions at
their own discretion (Berdie et al., 1986; Tourangeau et al., 2013).

2.2.2.1 The Questionnaire

The questionnaire was built on four foundational questions, using which, I
formed four corresponding categories with open-ended questions. The
foundational questions were:

How do teachers relate the Reading Experience to literature teaching?
What role do teaching objectives play in literature teaching?

What teaching approaches are represented in literature teaching?

How do teachers use differentiated instructions in literature teaching to
adapt to students’ individual needs?

Hwhr
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Throughout the questionnaire, I used open-ended questions to stimulate
responses in which the respondents use their own wording, and to facilitate
unanticipated answers. This allowed for learning about the respondents’ genuine
view on the topic rather than how the reflect on it in relation to me as a questioner
and the delimitation of a closed question (Campbell, 1945; Fink, 2003b). In line
with this sentiment, I avoided loaded language that could possibly affect the
outcome of the response, as well as forcing a response to a topic to which the
respondents do not have one (Payne, 1951). With the objective to optimize the
efficiency of the questionnaire, I constructed the questions with regard of clarity
and context-appropriate language (Berdie et al., 1986; Fink, 2003a).

After compiling the questionnaire items, I examined them in dialogue with
my supervisors for reliability and validity to certify that they stimulate relevant
data. Furthermore, some questionnaire items were revised to eliminate
ambiguities, after which a pre-test was employed to check for inconsistencies and
gaps in language, as well as for content that would reduce the efficiency of the
questionnaire. Following the pre-test, the feedback was taken into account when
further revising the questionnaire items and arranging them, starting from the
general and proceeding to the specific. Finally, the questionnaire was transferred
to Qualtrics, an online survey tool, and a pilot test was conducted to ensure full
functionality. The final questionnaire items are listed in Appendix C. They were
presented to the participants in March, 2018.

2.2.2.2 Procedure

When responding to the questionnaire the respondents used a personal code
as an identifier, which also prevented the data set from being corrupt with
duplicate responses (Sue & Ritter, 2007). To ensure anonymity, the same
measures were taken as with the focus group interviews. Throughout the process,
the respondents remained fully anonymous except to me, as it would not allow
me to follow up submitted questionnaires for further inquiries (Berdie et al.,
1986) or perform member checking.

2.2.2.3 Analysis

Open questions generate answers that need to be cataloged and interpreted
(Fink, 2003b). To do so, I chose inductive eclectic coding to analyze collected data,
generating codes that represented first-impression words and phrases (Saldafia,
2013), and reviewing data for unifying ideas (Fink, 2003b). The responses from
the questionnaire were transferred to a spreadsheet and categorized using codes,
which were independently checked by my supervisors and then discussed. See
Table 5 for the codes generated by each questionnaire item.
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Table 5: Questionnaire Items and Correlating Codes

Item Number

Codes

Q1

Q2

Q3
Q4

Q5

Q6

Q7

Q8
Qo

Q10

Q11
Q12
Q13
Q14

Reading comprehension/habit, students’ interest in reading, quantity,
reading together, subject syllabus

Reading comprehension/habit, interest in reading, quantity, reading
together, subject syllabus

Other people, a fictive world, the reader’s feelings, identification

Reading comprehension, sociocultural perspective, motivation,
primary/important goal

Students present, students discuss, teacher provides conditions, students
reflect

Literary history, students’ interest in reading, language development,
identity/human conditions/perspectives, subject syllabus, reading
proficiency, source of knowledge, writing proficiency, the Reading
Experience

Challenges, in accordance with purpose, students’ interest and reading
proficiency, in accordance with subject syllabus, Bildung and language
development

Discussions, oral and written presentations, informal conversations

Discussions, contextualization, the teacher as a role model for reading, the
teacher’s comments on the text, student-centered strategy

Reflection and discussion, contextualization, reading comprehension,
literary analysis

Themes, historic context, content context, students’ context
Literary history, literary devices, initial phase of reading
Modality, text, duration for reading, reading support,

Modality, text, duration for reading, reading support, mode of presentation

The initial codes were, in the following step, revised, arranged, and
supplemented with subcategories, to provide a comprehensive picture of the data
set. Finally, with support from my supervisors, codes were combined in central
themes (see Table 6), to which responses from the questionnaire and the research
questions were related.

2.2.3 The Interview Study

Using the results from the questionnaire study, I crafted a semi-structured
interview guide to penetrate some of the aspects represented in the findings. The
construction was guided by the aim to map Swedish upper secondary L1 teachers’
perception of and intentions with the Reading Experience as part teaching
literature, and to examine the intended purpose of literary discussions. It was
further developed in discussion with my supervisors.

38



Table 6: Codes and Correlating Central Themes

Codes

Central Themes

Reading comprehension/habit, students’ interest in reading, quantity,

motivation, students’ interest in reading, challenges, students’
interest and reading proficiency, student-centered strategy, modality,
text, mode of presentation

Reading together, teacher provides conditions, duration for reading,
reading support

Subject syllabus, reading comprehension, literary history, language
development, identity/human conditions/perspectives, Bildung and
language development, reading proficiency, source of knowledge,
writing proficiency, literary analysis, literary devices, initial phase of
reading

Other people, a fictive world, the reader’s feelings, students reflect,
the Reading Experience

Sociocultural perspective, students present, students discuss,
discussions, oral and written presentations, informal conversations,

The student as a
subject

Making fiction
accessible

Curricular goals and
literacy

The Reading
Experience

The sociocultural
perspective

contextualization, the teacher as a role model for reading, the
teacher’s comments on the text, themes, historic context, content
context, the students’ context

2.2.3.1 The Interview Guide

The construction of the interview guide (see Appendix D) was based on ideas
from Brinkmann and Kvale (2015) and Krueger (1994) with little preplanned
structure, aiming to provide a topical outline rather than detailed directions.
Therefore, the questions, arranged in three sections, were open-ended to
establish the domain to be examined without being suggestive (Seidman, 2013)
and conversational rather than strictly interrogative, setting a parameter of
response within which the interviewees could elaborate (Wang & Yan, 2012).

The three sections consisted of introductory, main, and concluding questions,
with the two foundational research questions: (1) How do Swedish upper
secondary literature teachers perceive and discuss the Reading Experience in the
context of literature teaching? (2) What is, from the interviewee’s viewpoint, the
function of literary discussions in literature teaching? The introductory questions
aimed to introduce the general topic and establish a foundation for the interview.
The subsequent section introduced specific examinational issues. Finally, the
concluding section created conversational pathways back to previous questions,
while relating to peripheral issues. Moreover, questions that I deemed difficult
and/or possibly controversial were, as suggested by Warren (2012), introduced
late. The interview guide was examined for weaknesses concerning reliability and
validity and sent to three teachers for feedback. In addition, a test interview was
conducted to safeguard from functionality flaws.

2.2.3.2 Procedure

The interviews were conducted during November 13—20, 2018, before which
the interviewees were presented with written information and a consent form.
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Ten of the interviews were conducted directly and one using audiovisual
computer mediated communication tools. Each interview lasted about 40-60
minutes. Contrary to the focus group interviews, the individual interviews were
recorded. The main rationale for audio recording the interviews was the need to
obtain a detailed and nuanced data set for the analysis and to facilitate
transcription. Moreover, since individual interviews required me to engage in the
conversation in a way that focus group interviews did not, the audio recording
allowed me “to concentrate on the topic and the dynamics of the interview”
(Brinkmann & Kvale, 2015, pp. 204—205). Any information that was
communicated before and/or after the recorder was turned on was dismissed on
the basis that the purpose of those parts was to establish rapport rather than for
probing the research questions.

Throughout the interviews, I followed up answers when needed for clarifi-
cation and elaboration. For instance, when one of the interviewees mentioned
a strategy for literary discussions introduced by Chambers (1993), I asked him
to describe the strategy further. When another interviewee described the
reading project for one of her classes, which highlighted Swedish proletarian
authors, she was asked to explain the rationale behind her choice of authors and
titles. I refrained from using leading questions, so as not to influence the
answers and, thus, compromise the reliability of the interview. In aiming to
create a genuine conversation with the interviewees, I only used questions to
which I did not already know or anticipate the answer. Finally, member
checking was conducted to avoid misrepresentation and/or overlooking aspects
of the interviewees’ answers.

2.2.3.3 Analysis

The analysis was conducted in consultation with my supervisors and
grounded in a phenomenological examination. I kept the inductive approach
when analyzing the data from the individual interviews. Drawing on Giorgi (1975)
and Brinkmann and Kvale (2015), I let the interviewee’s responses direct the
focus regardless of the predetermined areas of attention and category,
denominating emerging topics during the analysis. After establishing an initial
understanding of a whole by listening to the audio recordings, I transcribed them.
With the exception of linguistic fillers and occasional digressions from the
subject, the transcriptions were verbatim. The reason I decided against
completely verbatim transcriptions was to avoid producing artificial constructs
and hybrids of the presented reality (Brinkmann & Kvale, 2015). In addition,
when needed, the language in the transcriptions was made more coherent and
less repetitive to avoid unintentional misrepresentation of the interviewees.

In the subsequent step, I used the transcriptions to determine natural
meaning units as expressed by the interviewees, after which the dominating
theme in each meaning unit was restated through meaning condensations. I then
used meaning condensation to categorize the data—that is, using the essence of
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the statements in the natural meaning units to rephrase them in a few words. In
a final step, I examined the meaning units in relation to the purpose of the study,
compiled nonredundant themes in descriptive statements, and translated the
descriptive statements from Swedish to English. To safeguard against potential
gaps in the analysis, I conducted member checking by asking the interviewees to
check the descriptive statements for misrepresentation and missing aspects.

2.2.4 The Participant Observation Study

The two research questions that the study was grounded in were (1) How are
teachers’ intentions to involve aesthetic aspects in upper secondary literature
teaching manifested? (2) What is the role of collective learning activities in
literature teaching from a sociocultural perspective? To address the questions
and examine the participant’ instructional practices, I conducted participant
observation. The data collection method was chosen in discussion with my
supervisors to challenge theoretical presuppositions (Shah, 2017) sprung from
elicitation methods, that is, “interviews or surveys that involve asking questions
and receiving answers” (Boellstorff, 2008, p. 68), enabling the immersion in the
life-worlds of those studied (Arnould, 1998; Glaser & Strauss, 1967; Schwartz-
Shea & Majic, 2017).

2.2.4.1 Method of Observation

Of the different researcher positions of participation observation—spanning
from overt to covert, from complete observer to marginal native participant
(Robson, 2002; Walsh, 1998)—I found the overt, complete observer one the most
appropriate, as my participation was neither possible nor necessary (Jaimangal-
Jones, 2014; Robson, 2002; Spradley, 1980). In addition to taking notes, audio
recording was used for two of the three participants. The focus of the observations
was specific and restricted to the literature teaching related procedure of the
observed lessons. This was defined using the organizing questions suggested by
Hopkins (1993)—inquiring, for instance, the purpose and focus of the
observation, unit of analysis, and methods of collecting data.

2.2.4.2 Procedure

During the data collection in mid-September, 2019, I conducted observations
seven days from which fieldnotes—a total of eight entries—were taken. Each
participant was observed multiple times, teaching different classes of students
and different modules. I arranged pre-observation planning meetings with each
of the three participants, both to establish rapport and offer time for reflection
and to agree on practical issues (Hopkins, 1993; Jaimangal-Jones, 2014). Based
on the information that the teachers conveyed during these meetings, I made
minor adjustments to the initial outlines, with which I made lesson-specific plans
to optimize the data collection.
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In compliance with ethnographic standards (Jaimangal-Jones, 2014; Lofland,
1971; Spradley, 1980), notes were taken before, during, and after the observations
and contained descriptions of the class, teaching content, actions, and
interactions observed. These notes were supplemented with audio recordings
with two of the three participants. The decision to use audio recordings was based
on the advantage of focusing solely on observing without distractions from having
to make the written notes verbatim. Instead, verbatim data could be extracted
when returning to the recorded material. When recording, I excluded parts of the
lessons in which focus was outside the scope of this study.

With each new class, I started the participant observation by introducing
myself and the reason for which I was there. I also established that my presence
was to be ignored and that I would not be taking part in the activities or
interacting with the teachers or students. During the rest of the participant
observation, I situated myself in the corner closest to the teacher—the unit of
analysis—striving to be as unobtrusive a non-disruptive as possible, but yet to
optimize accurate observation. To minimize gaps in the documentation and
potential misunderstanding, each lesson was discussed afterward with the
participant. For the same purpose, I completed the observations with member
checking.

2.2.4.3 Analysis

In comparison with the multistep analysis of data from the focus group
interviews, the questionnaire, and the individual interviews, the analysis of data
from the participant observations was less complex. I structured the notes from
the observations with a minimum of time between the lessons and the processing
of the data. If needed, sentence fragments from the notes were completed and
supplemented to be coherent. I then organized the data to represent background
information about the class, teaching content, and the procedure during the lesson
observed. Finally, I produced a chronicle (White, 1963) of the observations.

2.3 Ethical Considerations

The empirical studies were conducted in accordance with The Act Concerning
the Ethical Review of Research Involving Humans (SFS 2003:460) and
guidelines from the Swedish Research Council (Swedish Research Council, 2017).
Personal data was processed in the manner prescribed by Regulation 2016/679
of the European Parliament and of the European Council. Furthermore, ethics
approval was obtained from the Regional Ethics Committee in Umeé (2017/54-
31), who declared the project exempt to SFS 2003:460, with the recommendation
to revise the consent form so as not to require the action of checking a box to
decline, should the person filling out the form choose to do so. This recommen-
dation was followed.
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The participants were informed by email regarding the purpose of the
research project and its separate studies, as well as potential risks and benefits of
participation. They were then further notified about activities that constituted
participation, how data would be used, confidentiality, and voluntariness of their
participation, including their right to withdraw from the project at any point for
any reason without any negative consequences. This information was reiterated
in a consent form, which was presented to each participant in each study of the
project prior to the collection of data. In mentioning participants during the
discussion of the results, I have used pseudonyms in adherence to the code of
confidentiality.

On the question of researcher’s position, it is an advantage—having taught
literature in an upper secondary L1 Swedish setting—to have access to insider’s
perspectives. It is beneficial to have a pre-understanding of conditions in the
teaching environment and to be familiar with implicit aspects of classroom
procedures to be able to make informed decisions in my inquiries. However,
taking a point of departure in an inside position also involves challenges, such as
taking things for granted or making overreaching assumptions. Therefore, it is
crucial to defamiliarize the researched, without compromising the advantages of
having access to internal perspectives. Bourdieu (1988) suggested a separation
from the knowledge that one has acquired in a certain context and contemplate it
at a scientific distance, to then re-establish the practical discourses that one has
gained through the initial separation.

To follow Bourdieu’s (1988) suggestion, I have, to the best of my ability,
disregarded any previous knowledge of instructional practice when collecting and
analyzing data. For instance, I did not refrain from asking questions to which I,
in my teaching role, would know the answer. Neither did I make any assumptions
based on my teaching experience. While this, at times, has resulted in some level
of artificiality, the results are grounded in the responses of the participants rather
than in my own views.

2.4 Transferability

Unlike a nomothetic approach, according to which research has an intrinsic
objective of being transferable, idiographic research is founded in interpretive
examinations of singularities and does not primarily offer external validity
(Esaiasson et al., 2002). Focusing on individuals and what is particular to these,
idiographic research offers little or no insight into regularities and situates the
approach within qualitative traditions (Jupp, 2006). Thus, the interviews and
participant observations that form the basis of the data do not take aim at
uncovering a reality beyond this thesis. Nonetheless, unless the delimitation of
the overall relevance can be justified by the importance of the specific
participants, the value of the findings may be questioned if they cannot be related
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to factors external to this thesis, which raises the question how transferability can
be viewed within an idiographic framework.

Two levels on which transferability operates were discussed by Alvesson and
Skoldberg (2008): surface structure and in-depth structure. With surface
structure, Alvesson and Skoldberg referred to superficial empirical patterns that
are transferable through quantitative research, whereas transferability for
qualitative research requires the understanding of in-depth structures. Thus,
transferability within idiographic research, rather connects to researchers’
contribution to theories and description of the domains in which these theories
operate (Tengberg, 2011). However, the theories do not predict events on the
surface structure level, but analytical generalization—that is, in-depth structure
meaning-making—depends on the researcher’s perspective and overall
framework (Brinkmann & Kvale, 2015) when estimating to what degree the
findings from one study may lend guidance to another setting.

In my thesis, I examine the aesthetic aspects as a component of literature,
rather than literature teaching in full. This is done from individual teachers’
perspectives, each with their own distinctiveness and particular prerequisites and
teaching conditions. Thus, it is not plausible to take a point of departure in the
findings to predict literature teaching in its entirety. Nor is it reasonable to believe
that the participants of the studies serve to represent all Swedish upper secondary
L1 teachers. Rather, transferability of the findings in this study should be viewed
in relation to the potential of the in-depth structure to suggest a general direction
in comparable teaching situations.
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3. Results

Below, I present the results from each study that comprise my project. The
studies are arranged chronologically, and the presentations highlight the key
findings. When necessary for clarity, I briefly comment the findings. However,
this chapter is mainly presentational. For further connections with research
questions and discussion of the findings, see Chapter 4.

3.1 The Focus Group Study: Understanding Teachers’
Perspectives on Literature Teaching

The focus group study resulted in the appended Paper II (Wintersparv et al.,
2019). The focus during the analysis was on how the participants viewed their
teaching rather than how it would be described from an observer’s point of view.
Thus, the results are grounded in the participants’ first-person intentions and
perceptions rather than the observer’s third-person assessment. Even though it
may be assumed that there is a connection—even a close one—between the two
perspectives, this distinction needs to be acknowledged.

The analysis revealed five themes: monitoring, print material, instrumen-
tality, other school subjects in focus, and literary devices. Theme 1 circled the
sentiment to control different aspects of students’ work process and emerged
from the participants’ explicit and implicit descriptions of literature teaching in
terms of monitoring. A majority of the participants emphasized the importance
of teacher-centered procedures and preferred to decide what, where, and when
their students read. This supports the idea that there is skepticism among
literature teachers about the quality of texts selected by students (Bertschi-
Kaufmann & Graber, 2017). Additionally, the emphasis on monitoring indicates
the participants’ preference for teacher-centered learning.

Theme 2, print material, was manifested through the preference for print over
audiobooks and, in analogy with the tradition-oriented element in this
preference, physical books over e-books. According to the participants, the
preference for print was shared with the students. The rationale offered was
students’ language development, which the participants believed would benefit
more from reading than from listening. The mindset shared points of contact with
Theme 3 from the analysis, instrumentality, representing classroom practice
through which written fiction was mad a means to achieve learning goals beyond
itself. The focus on quantitative literacy indicated a lack of valid reasons among
the participants for reading fiction in an educational setting (Bruns, 2011).

The preferences found in Theme 2, moreover, indicated the use of literature
teaching to contextualize projects and teaching content in other school subjects,
to which Swedish provided literacy-oriented activities, forming Theme 4. The
participant expressed a general agreement about the affordances of written
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fiction to facilitate reading, writing, listening, and speaking activities, thus
making literature teaching suitable to foreground other school subjects in cross-
curricular projects.

Theme 5 was literary devices, which the participants in general turned to
when the focus group discussions moved to cover learning activities before,
during, and after reading. The immediate focus on plot, characters, and themes
aligns with what literature didactics commonly emphasize as key to literature
teaching (Bertschi-Kaufmann & Graber, 2017), highlighting the central role of
knowledge-oriented formal aspects, which were so embedded in some of the
participants’ teaching that they did not, at first, recognize as actual learning
activities. With a predominant emphasis on formal aspects and an instrumental
approach in the literature classroom, moving forward I explored the aesthetic
aspects of literature teaching in the Swedish upper secondary L1 setting.

3.2 The Questionnaire Study: Examining the Reading
Experience in Literature Teaching

The questionnaire study resulted in the appended Paper III (Wintersparv,
2021). The analysis generated five themes, representing the respondents’ own
views rather than what would potentially be recorded during a participant
observation. Nonetheless, it may be assumed that the responses reflected the
didactic intentions that frame the respondents’ instructional practice. The five
themes were: the student as a subject, making fiction accessible, curricular goals
and literacy, the Reading Experience, and the sociocultural perspective. The focus
of Theme 1 is the individual student and their prerequisites for reading fiction.
Responses that comprised the theme centered on the students as subjects, with
or without agency. Theme 2 sprung from responses having to do with teachers’
efforts to make written fiction accessible to students. For instance, some
respondents mentioned the necessity of tailoring texts and reading assignments
for students to make their reading feasible at all. Beside many students’ lack of
reading habits, curricular goals and/or literacy proficiency, Theme 3, were
mentioned as a hindrance in literature teaching. A few respondents discussed
curricular content both in terms of being transformative to literature studies and
of being a challenge to their teaching. The extensive learning goals in curricular
documents for Swedish were, moreover, pointed to as a reason aggravating
factors to reading fiction in school.

Theme 4, the Reading Experience, was overall established among the
respondents, and was constructed from four codes: the reader’s feelings, a fictional
world, identification, and other people. The results indicated that the Reading
Experience plays a crucial role in literature teaching and in making written fiction
meaningful and interesting to students. Finally, representing Theme 5, a number
of responses foregrounded a sociocultural approach and how the individual
student learns in and through a collective of teachers and other students.
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The themes resulted in findings that showed that all 22 respondents were
aware of the Reading Experience, of which they had a similar conceptual
definition, focusing—in correspondence with Felski’s (2008) ideas—on the
immersive and experiential through reading. The Reading Experience was both
an objective and a means with which the teachers attempted to raise students’
interest in reading fiction. At the same time, it was pronounced—by the
respondents—as a by-product that improves reading comprehension. The latter
was, together with reading proficiency and language development, the most
common objective mentioned in the teachers’ responses, and share a close
connection with the national curriculum.

Regarding teaching approaches, the findings revealed classroom practice as
twofold. Respondents described literature teaching as teacher-centered in regard
to interpreting the curricular prescriptions. However, in their interpretation and
execution of the curriculum, the respondents often modified the stipulated to
adapt to students’ individual needs and interest. The students’ perspective, more
specifically their motivation and accessibility to texts, was also the reason for
which the respondents introduced differentiated classroom instructions for their
literature teaching. According to the respondents, the modifications included
choice of text, modality, extended deadlines, the level of reading support, and
examination form. With regard to how all respondents mentioned, in one way or
another, aspects of the Reading Experience and how that was discussed involving
the interaction with other students, I moved to examine their thoughts on the
Reading Experience and literary discussions.

3.3 The Interview Study: Further Inquiries Into the Reading
Experience in Literature Teaching

The interview study provided data that was presented in the appended Paper
IV (Wintersparv, under review a). During this study, the open-ended questions
enabled the interviewees’ free association and allowed them, regardless of the
objective of the interview guide, to include aspects that were important to their
understanding of the matters discussed. Thus, the interviews generated
categories that exceeded the scope of the study—the Reading Experience, literary
discussions, determinants, literary devices, instrumentality or contextualization,
reading aloud and modelling, and differentiated teaching—in accordance with
which I delimited the categories to the first two ones.

The findings showed that aesthetic aspects are central to the interviewees in
their literature teaching. Despite the delimitations imposed by learning goals and
stipulations in the curriculum and the subject syllabi, aesthetic aspects are present
in the classroom as means to make literature studies pleasurable. The following
example of a descriptive statement represents how Charlotte reflects on the
Reading Experience in relation to literature studies in upper secondary school.
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Charlotte does not think that literature studies in upper secondary school
support the Reading Experience, since the progression is from focusing on the
Reading Experience to focusing on literary analysis. She tries to involve the
Reading Experience in both her work with the democratic aspects of the
curriculum and the learning goals in the subject syllabus. For the Reading
Experience to result in students’ increased interest in reading, basic reading
comprehension needs to be established. The utilitarian view on written fiction is
not, according to Charlotte, a problem, but she says that it has always had an
end beyond pleasure only.

The primary way to involve the Reading Experience in the literature
classroom, the data indicated, is by using affective elements as catalysts of the
experiential. One example, provided by Sara, was the use of horror and
uneasiness through texts to provoke a Reading Experience, whereas both Lena
and Eva turned to poetry. While Lena mentioned obtaining a Reading Experience
through modernist poetry, Eva suggested that by connecting aesthetic aspects
with existential ones, the aesthetic and affective value in fiction is made visible.

In further discussions of the Reading Experience, the interviewees’ main focus
was how to define it and why it is relevant to literature teaching. To Lisa,
immersive reading was a means to influence students’ interest in written fiction
and the quality of literary discussions. Another rationale for involving the
Reading Experience in literature teaching was offered through Eva’s observation
of how in a time when the interest in aesthetic expressions increases, the aesthetic
school subjects are allotted less time—for which she believed the Reading
Experience may be an equalizer. The personal experience was a primary goal of
reading fiction to Lena as well as to Emelie. “It is, in many ways, the Reading
Experience that fashions meaning-making. Today’s students like to relate to what
they do, and needless to say, the Reading Experience may be a way to relate,”
Emelie said.

However, the interviewees indicated that the effort to encourage students to
reading fiction was obstructed by what can be referred to as an aesthetic
paradox—that is, the students who would benefit the most from the Reading
Experience are also the ones who are least susceptible to it. Another hindrance to
giving the aesthetic aspects a more prominent place in the literature classroom
was the organizational framework, which promotes short-term objectives and
measurability rather than aesthetic reading, Envisionment-building, and the
Reading Experience and thereby promotes an efferent stance. The data from this
study showed that the focus on measurability is reflected in textbooks as well as
in how the students are assessed, driving teachers to use their agency to involve
the aesthetic aspects within an efferent structure.

The findings indicated that literary discussions are fundamental to teaching
literature, both in relation to the interactivity of these discussions and to the
interviewees’ view of students’ role in their own and each other’s meaning-
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making. This view of student’s agency in their own learning could, moreover, be
seen in the student-centered approach that emerge during the interviews,
influencing teaching, modality, and construction of examinations.

Literary discussions were organized in various manners, often involving
formal aspects of reading fiction. Among the interviewees in this study, Robert
was one of the teachers who represented the more instrumental view by asserting
that the main purpose of literary discussions is to monitor students’ reading
progress, a performance-oriented sentiment that Rebecca echoed by comparing
literary discussion with “an opportunity for the students to develop their analyses
and meet the criteria for a higher grade”. As a contrast, Sara described a
successful literary discussion as an opportunity to strengthen the Reading
Experience, rather than stopping at it being a tool for examining students.

The transitional space that teachers create for students, in which they may
encounter each other’s perspectives, is at the forefront of students’ development
and offer them the possibility to question and form their own opinion. Having
concluded that aesthetic aspects are central to the interviewees and that they find
literary discussions essential to literature teaching, I wanted to examine, from an
observer’s perspective, how the intentions were operationalized, as well as the
role of collective learning activities.

3.4 The Participant Observation Study: An Ethnographic Study
of the Literature Classroom

The results from the participant observation study were presented in the
appended Paper V (Wintersparv, under review b). The results were drawn from a
total of eight lessons, primarily focused on teaching instructions. Students’
contributions were included to give context or when supplementing teachers’
perspectives. With all three participants, formal aspects were central to learning
activities. It determined both how the participants presented different texts to the
students and the focus of their questions. For instance, when discussing
Hemingway’s short story Berg som vita elefanter [Hills Like White Elephants],
Eva’s main focus was the plot, setting, characters, and the meaning of individual
words in the text. However, this was combined with questions grounded in the
aesthetic stance.

The formalistic approach was operationalized in a teacher-centered manner.
For instance, the majority of questions that were asked and discussed during the
lessons were teacher-generated and in Lisa’s case the goal of the module taught
at the time of the observation was determined by the national test in Swedish,
supporting the assertion that literature reading in school is characterized by
reductionism (Gabrielsen et al., 2019). In addition, the discussions that followed
the questions were characterized by normative answers and interpretations. For
instance, Peter used prompts to nudge his students in the direction of these
normative interpretations when analyzing Erik Johan Stagnelius’s Till for-
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ruttnelsen [ For Decay], and verbally rewarded students who eventually produced
the desirable answers.

Peter: “Who is the girl?”

Student 1: “I may be wrong, but nature perhaps.”
Peter: “Nature. Mm.”

Student 2: “Mother Nature.”

Peter: “Mother Nature. Mm.”

Student 3: “It is nature, but also death.”

Peter: “Mhm. Mm.”

(Fieldnotes, September 10, 2019)

This approach with predetermined answers about formal aspects recurred
several times during Peter’s lessons. The focus on normative answers, assessable
along the continuum of correct and incorrect and thus measurable, is indicative
of how quantitative aspects drive literature teaching.

The data indicated that the teacher-centered approach was not absolute but
balanced with the presence of student-centered learning. However, there was a
distinction between when respective approach was turned to. Peter represented
this distinction clearly when he prompted the students and led the discussion in
a predetermined direction while, during the same lesson, also letting them reflect
individually with no limitations. The teacher-centered approach was initiated
when working with tangible, measurable aspects, such as analyzing a text using
literary devices, whereas student-centered activities were restricted to the
aesthetic aspects. Eva showed a similar division of approaches when parting from
the teacher-centered only when asking the students to describe what feelings a
certain text evoked. Both in Peter’s and in Eva’s case, their choices of learning
activities may be interpreted as using the efferent stance to add an experiential
perspective. However, the experiential was never the sole objective, but aesthetic
reading was always accompanied by the efferent stance. Thus, the Reading
Experience was not given an intrinsic value but, rather, the reading stances were
interwoven to optimize students’ comprehension of the texts. Furthermore, even
though the supplementing of stances could be discussed in terms of balancing to
afford holism in the literature classroom, this was contradicted by how the
efferent stance was repeatedly represented separately, making the supplementing
unilateral and, thus, giving efferent reading the status of being the norm.

Another reflection is that linkage was missing between the two approaches,
reducing the chance for the students to attain the whole. What the participants did
provide through learning activities was a sociocultural perspective, enabling
reflection over the individual approach through the collective. This sociocultural
approach was consistent among the three participants, making the sociocultural
setting central in the data set. The findings showed activities that were designed to
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enable sociocultural interaction, such as work in pairs mixed with larger groups
and, eventually, followed by concluding class discussions. Mainly, learning
activities offered transactional meaning-making group discussions, which are
crucial to learning and how students discuss literature (Gabrielsen et al., 2019).
This cultivated an understanding of various perspectives, adding complexity to
students’ Envisionments. One partial exception, regarding class discussions, was
Lisa, who did not fully utilize the polyphony of voices and perspectives of the
collective but, at times, used the group for serial individual discussions.

3.5 Summary of the Results

The analysis of the data from the focus group study revealed five themes that
represented the participants’ perception of their own literature teaching. The five
themes were: monitoring, print material, instrumentality, other school subjects
in focus, and literary devices. These themes were followed by another five themes
in the questionnaire study, indicating how the participants related literature
teaching to aesthetic aspects. The themes were: the student as a subject, making
fiction accessible, curricular goals and literacy, the Reading Experience, and the
sociocultural perspective.

The results from the interview study indicated that aesthetic aspects are central
to making reading fiction in the literature classroom pleasurable, and that the
interviewees involved the Reading Experience primarily through affective elements
as catalysts. However, the intentions to focus on the experiential was contrasted by
the requirements of measurability and the delimitations of the quantitative.

The findings from the participant observation study supported results from
the interview study. In addition, they showed that the Reading Experience was
never the sole objective in the literature classroom, but always accompanied by
an efferent reading stance with a utilitarian rationale. Finally, the results
indicated that the sociocultural approach was at the core of the participants’
literature teaching, primarily manifested through literary discussions.
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4. Discussion

This thesis posed two foundational research questions: (1) From teachers’
perspectives, how may the nature of L1 literature teaching be described in
Swedish secondary schools, focusing on the use of the Reading Experience in the
literature classroom? And (2) What role do aesthetic aspects, contributing to the
Reading Experience, play in the current literature classroom? RQ1 was addressed
by findings from all four studies. RQ2 was addressed by findings from the
interview study and the participant observation study. Applying an inductive
approach throughout the analyses, the data offered additional aspects beyond the
research questions. Some of these informed the appended studies. The additional
aspect that was the most instructive to the thesis as a whole was the role of the
sociocultural approach among the participants, due to its centrality to teaching
and to its ramifications for the Reading Experience.

4.1 Teachers’ Perspectives on the Literature Classroom

Turning to RQ1, the results showed a slight discrepancy between the
participants in the focus group study (Wintersparv et al., 2019)—who indicated a
stronger tendency to a teacher-centered approach—and those in the other three
studies. The data from the focus group study revealed tension between a
utilitarian approach with an instrumental view of reading fiction on the one hand
and teachers’ awareness of the Reading Experience on the other. The Reading
Experience was, however, secondary. At the center of didactic choices were,
rather, concerns about language development through written fiction and
practical aspects such as monitoring of students.

The tension between the Reading Experience and the utilitarian approach
with focus on the measurable was verified by the findings from the questionnaire
study. The respondents referred to quantifiable learning goals from the
curriculum and subject syllabi as a rationale when teaching fiction. For instance,
language development, comprehension, and reading proficiency were mentioned
as objectives for literature teaching, indicating a literature classroom distant from
the aesthetic aspects that are essential for the Reading Experience. Like with the
focus groups, the respondents in the questionnaire study assigned the Reading
Experience a secondary, and even incidental, role, despite there being a broad
awareness as well as a uniform conceptual definition of it. This sentiment was
reiterated in individual conversations during the interview study. The
interviewees contrasted the experiential aspects of the Reading Experience with
the focus on formal aspects required by regulatory documents. In addition to the
curriculum and the subject syllabi, the national test in Swedish contributed to the
position of measurability in the literature classroom. The teaching setting that
was outlined was one with an efferent framework, within which aesthetic reading
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and holistic literature teaching through experiential aspects depended on
individual teachers’ agency, allowing arbitrariness to play a decisive role.

The image of literature teaching in a Swedish upper secondary L1 setting as a
divided arena remained in the participant observation study and the role of
measurable aspects was further fortified as stratification was delineated between
the efferent framework and the Reading Experience. In this hierarchy, the
measurable aspects were consistently prioritized over the experiential ones.
While intentions and attempts to involve the Reading Experience were present in
the literature classroom, they were always connected with a utilitarian approach.
Literature teaching was organized around an efferent reading stance, whereas
instructional practice stemming from measurable elements was allowed to
operate isolated. From this, the conclusion may be drawn that the intellectual
progress through the experiential aspects of reading fiction promoted by
Rosenblatt (1938) is inevitably impeded.

Furthermore, even though experiential aspects were represented, learning
activities did not encourage students to explore the horizon of possibilities when
reading and discussing fiction. On the contrary, there were indications of a view
of written fiction as closed containers of predetermined meaning rather than as
tools for thinking freely. Literature teaching that is driven by quantifiability
inhibits the polyphony needed for rich Envisionment-building. Moreover, by
diminishing the role of the students’ perspectives, their part in their own
meaning-making is further reduced, a process that is already compromised by the
secondary role of aesthetic aspects. In a literature classroom defined by
standardized test scores, the assessment of tangible learning outcomes—that is,
what students learn about literature—is facilitated. What they learn through
literature is more difficult to measure and, therefore, often overlooked. The full
potential of reading literature is, thus, not utilized (Lundstrém et al., 2011) and
students are deterred from attaining a holistic literary experience.

4.2 The Role of Aesthetic Aspects in the Literature Classroom

Considering the secondary role of aesthetic aspects in literature teaching that
was established through RQ1, RQ2 is informative to a broader understanding of
intentions that guide teachers’ instructional practice. The examination of the
functionality of aesthetic aspects in literature teaching reflects priorities in the
literature classroom. The two studies that helped answer RQ2 were the interview
study and the participant observation study, and the main function of the Reading
Experience—as discussed by the participants in the interview study—was to
contribute with intrinsic motivation in students. One idea was that the
experiential element of reading fiction would benefit the subjective relevance.
Another one was that it would make reading fiction more pleasurable.

How these ideas were operationalized in the classroom was documented
during the participant observation study. Data from the study showed that the
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different reading stances were more interwoven than previous findings had
indicated, suggesting a mutual enabling and enriching (Smith, 2017). For
instance, when working with a written text, the students were asked to—as
suggested by, among others, Felski (2008) and Ohman (2015)—begin in the
immersive mode to then continue with formal aspects and, later during the
process, return to discussing their Reading Experience. Ricceur (1976) suggested
this altering between the experiential mode and the distancing of critical
reflection to attain a full, optimal reading through the two stances. Thus, the role
of the Reading Experience was to supplement the formal aspects to create a
holistic approach in literature teaching, a role that was obstructed by the overall
focus on measurability.

4.3 The Role of the Sociocultural Approach

The data also provided an understanding of the central role of the
sociocultural approach. Having been at the core of educational research for the
past decades (Fatheddine, 2019), it was not surprising that the approach was
established as a part of the participants’ instructional repertoire, and the social
dimension was present both as a means to relate students’ achievement to
learning goals and as a determinant for literature teaching. The sentiment that
literary response in the classroom—often developed communally—is about the
students as much as about the written text (Gordon, 2016) resonates with one of
the key ideas of Transactional Theory about students learning from and through
each other in discussions (Rosenblatt, 1938). It further connects to the idea in
Pedagogic Literary Narration (PLN) that shared reading shapes a way of knowing
through narration (Gordon, 2019), encouraging students’ involvement in their
reading (McConn, 2016). By connecting the written text with learning goals
within the framework of teachers’ remarks, PLN affords a collective and offers the
students extra-narrational components in their engagement with the text
(Gordon, 2019).

Moreover, the sociocultural approach connects to the notion that the
collective is crucial to the individual’s Envisionment-building (Langer, 1995). In
light of this, students’ contributions may be viewed as means to explore horizons
of possibilities, which suggests that literary discussions before, during, and after
reading play a role both in teachers’ understanding of students’ comprehension
and in students’ understanding of the text. Finally, aesthetic reading is enabled
in a socioculturally sensitive context where the teacher facilitates immersion and
involved reading rather than reading skills (Lium & Sullivan, 2013).

The literary discussions could be divided into two kinds: dialogic discussions
that were organized in accordance with the ideas of deliberative communication
(Englund, 2006) and discussions that were arranged for assessing individual
students. The dialogic discussions were grounded in the Vygotskian view that
learning is socially situated and that knowledge is generated collectively (Siljo,
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2000; Vygotsky, 1934/1986). While designing instructional activities to enable
sociocultural interaction is crucial to learning and how students discuss
literature (Gabrielsen et al., 2019), mimicking the discussional form for
examinational purposes does not provide the socially constructed meaning from
the collective surplus of knowledge (see e.g., Rasmussen, 1996). However, that
does not necessarily result in a weakened Reading Experience, another central
aspect of which is individuality. Even though the Reading Experience might be
initiated through encounters with a collective, it is in the individual that it is
expressed, which can be compared with Rosenblatt’s (1938) discussion about the
individual experience as “the way in which the minds and emotions of particular
readers respond to (...) the text” (p. 28) and how it is essential to gaining the
significance of texts. This idea that textual experiences depend on specific
associations to a specific reader in a specific situation resembles Dewey’s
(1934/2005) theory about apprenticeship as interaction between self and object.
Moreover, Felski’s (2008) view of a person’s experience as embedded in their
discursive repertoires lends support to the individuality of the Reading
Experience. Consequently, the Reading Experience of one reader is not trans-
ferable or teachable, but on a general level, teachers can provide—collectively or
individually—the conditions that enable a Reading Experience and tools to
discuss experiential aspects of reading.

4.4 Conclusions and Implications for the Classroom

The Reading Experience, which as an aesthetic experience is not exclusive to
reading and written texts but may be achieved through other media, holds a
motivating sense of disruption (Slatoff, 1970). Along with its ability to enable the
recalling of an emotional state (Davis, 1992), it is important to the reader’s
reflection and for the reader to be immersed into another reality through the text.
Thus, beside facilitating a holistic approach in literature teaching, a more
utilitarian rationale for involving the Reading Experience is that it could initiate
students’ intrinsic motivation to reading fiction and nourish resistant readers
(Lium & Sullivan, 2013). In a broader context beyond the literature classroom,
this could entail a sought-after change in the past decades’ negative development
of reading habits among young people (Lidman et al., 2012; Nyberg, 2020).

Bruns (2011) discussed the aesthetic aspects of reading as intrinsic to the
benefit of written fiction, and the pleasure of literature as crucial to its
contribution to readers’ development. Where Felski (2008) offered a way to
understand experiential properties of reading fiction, Bruns (2011) displayed
their potential value for literature teaching. Thus, when reading fiction in the
literature classroom is restricted to being focused on the measurable and formal
aspects, an activity that intrinsically has an aesthetic aspect is dispossessed of one
of its defining values and, moreover, one of the values for which we turn to
literature. Taken together with how adolescent students read fiction less
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frequently in their spare time and how when they do, they spend less time doing
so (National Endowment for the Arts, 2007; Walia & Sinha, 2014; Wilson &
Casey, 2007), it means that the only time students come in contact with written
fiction is in school and when they do, they are not offered the aspects of it that is
potentially the most beneficial to their development.

To students who are used to working analytically with texts, the focus on
formal aspects might not cause any problems, but to students who have yet to
attain that proficiency in reading, the immediate experience of a text and the
immersion in which it could result might be one of the key factors in both
arousing and raising the interest in reading fiction. With the absence of the
pleasurable in reading fiction, these students are further distanced from
attaining a more abstract—and curriculum-oriented—way to approach fiction.
Thus, put simply, the Reading Experience could be a means with which teachers
improve students’ reading habits and, by extension, optimize the fulfilment of
curricular goals.

Furthermore, if students with insufficient reading habits are not offered ways
to improve their proficiency in reading to meet the stipulated learning goals, the
compensatory role of the school (e.g., SNAE, 2013a) is compromised. Instead of
reducing social stratification, the educational system, then, runs the risk of
reinforcing societal structures for which it is set to compensate.

Finally, immersion through fiction and experiencing different perspectives
through reading has been highlighted in several Swedish national curricula (e.g.,
SNAE, 1994, 2013b) as a means of fostering democratic citizens. When students
do not read fiction and/or when the aesthetic aspects are excluded from
literature teaching, this particular curricular goal is at risk—which, outside the
school context, may have repercussions beyond the students themselves. Thus,
reading fiction has a value to both students, communities, and society at large—
and the Reading Experience is a central aspect of it, from which teachers and
students benefit.

An efferent framework is formalized through the national curriculum (SNAE,
2013b) and subject syllabi (SNAE, 2012c). Using the discrepancy between the
stipulated on the one hand and individual instructional practice on the other as a
starting point, I suggest that better alignment between the two entities may
enable synergetic benefits to improve the prerequisites and outcomes of literature
teaching. Instead of compartmentalizing efferent learning activities from
aesthetic ones and instead of creating systems within the system to meet
curricular requirements while also adhering to their didactic conviction, teachers
could, then, use allotted teacher-led time more concordantly to reach set learning
goals. Measurable, formal aspects and ones grounded in experience do not have
to be viewed as dichotomous. Instead, a stronger connection between, for
instance, literary devices as tools for critical reflections and the Reading
Experience is possible if literary devices are used to enable students in identifying
and relating to a narrative. Thus, the different entities of literature teaching
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could—if combined—offer a holistic experience to the students, rather than being
mutually excluding.

Teaching is complex. Teaching literature is complex. Doing it with one’s own
personal and professional interests, as well as didactic convictions, while
navigating the stipulations and limitations of the regulatory documents, adds to
that complexity. In a goal-oriented instructional setting, governed by national
subject syllabi, checklists and matrices help in visualizing the work process and
make tangible the learning progress. These tools and this approach might be
helpful in a school system with measurability at its core. However, with central
aspects that are non-measurable, there is a risk that literature teaching will be
reduced to its quantifiable features and that the students will be assessed through
checklists with fragmented modules that do not form a whole. Without this whole
and the intercorporeal spaces of meaning-making in which the subjective aspects
of reading fiction can emerge as a Reading Experience, there is a risk that future
democratic citizens of the Swedish classroom will attain literacy proficiency at the
expense of their literature proficiency.

4.4 Limitations and Further Research

Choosing Swedish teachers’ perspectives as the point of departure for this
project was beneficial in keeping the scope contained and focused. However,
studying the results, it is necessary to take into consideration that they do not
represent the complexity of a classroom or how students’ learning outcomes
resonate with the intentions behind the instructional practice. Nor do they give
any indications to teaching contexts other than ones governed by the Swedish
national curriculum (SNAE, 2013b) or literature teachers other than those whose
views and didactic choices are grounded in the Swedish teaching culture and
traditions. Thus, expanding the study to include other classroom factors,
countries, and languages would broaden the scope and provide more points of
comparison in relation to which the findings may be understood. In Chapter 5, I
introduce my initial steps in this direction with a preliminary study conducted in
Oregon, USA.

In addition to broadening the scope geographically, extrinsic values of reading
fiction should be acknowledged—if not as the sole or main objective—as anything
that takes place in a curricular context is inevitably attached to an aspect of
functionality. Thus, even when reading exclusively for pleasure with focus on the
Reading Experience in the literature classroom, reading needs to be justified and
related to the curriculum, whether that be from the perspective of the
immeasurable and Bildung or for more tangible purposes. With an additive
approach through which focus on aesthetic aspects are combined with that on
measurable learning outcomes, the involvement of the Reading Experience in
literature teaching could be examined to study how the experiential may benefit
language learning. In future research, this could be applied to second language
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learning, in which the level of the learner’s emotional involvement not only
correlates with their motivation to read fiction, but further contributes to
substantial proficiency gains (Yang, 2001, 2002). By studying, in a school context,
one of the fundamental elements of leisure reading, the role of intrinsic
motivation to read fiction can be examined in relation to improving language
learning outcomes.

Another limitation of my project was the lack of relating the participants’
responses to the upper secondary national program that they taught. Nor did I
extend the analysis to consider the students’ demographic and/or socioeconomic
background, or their previous knowledge. When examining this field further,
these parameters may be involved to further nuance the current findings and
reflect the complexity of literature teaching.

Finally, with an increasing globalization and literature classrooms that are
less and less homogenous, it would be informative to apply the research questions
of this project to facets of school that spring from migration. For instance,
comparisons could be made between upper secondary L1 literature teaching and
upper secondary literature teaching within the framework of Swedish as a second
language, a subject for students with another first language than Swedish.
Furthermore, the distribution, in mother tongue teaching, between pure language
features on the one hand and aesthetic aspects and the Reading Experience on
the other may be examined.
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5. Coda

5.1 Broadening the Scope

This thesis examines teachers’ perspectives on the Reading Experience and
literature teaching, with the geographical scope delimited to Sweden. However,
the tendencies and challenges regarding reading fiction are not isolated to any
one country. Neither is the general development in education toward measura-
bility and accountability. Thus, comparative studies in countries with similar
conditions could further the understanding of challenges and affordances in
literature teaching both in each separate country and the research topic viewed
in a larger context.

There are similarities in how Sweden and the United States have organized
state-run education. Both have implemented educational reforms and initiatives
with a focus on measurability. In 2015, President Barack Obama ratified the
Every Student Succeeds Act (ESSA), which reauthorized the Elementary and
Secondary Education Act (ESEA) that was signed into law in 1965. The latter has
since been the nation’s national education law, on which later education acts have
built. ESSA builds on key areas of progress—such as the high graduation rates in
high school, the low dropout rates, and the historically large number of students
going to college—which provide the foundation for further improving learning
outcomes. One of the main objectives of the updated version of the law was to
more clearly focus on the goal of preparing all students for educational and
professional success. (U.S. Department of Education, 2017).

One of the key points in ESSA is that it stipulates accountability and action to
effect improvements in schools where students do not make progress. Another one
is that it ensures annual statewide assessments that measure students’ progress,
so as to keep educators, students, and families informed (Every Student Succeeds
Act of 2015, 20 U.S.C. ch. 28 §1001 et seq. 20 U.S.C. ch. 70, 2015). Both key points
align with the international trend of measurability and accountability.

Oregon implemented ESSA through Oregon’s Consolidated State Plan Under
the Every Student Succeeds Act (Oregon Department of Education, 2017), with
four key commitments: advancing equity, promoting a well-rounded education,
strengthening district systems, and fostering ongoing engagement. The plan is
the state’s response to ESSA and represents the objectives from a state point of
view. It both addresses specific federal requirements and serves as declaration of
commitment on a state level. A direct result of the focus on measurability and
accountability is the introduction of more indicators to identify areas of strength
and areas for improvement. In addition, the Oregon Department of Education
has expanded its accountability system by increasing the data used. With both
state and federal regulations that emphatically focus on the measurable, it is
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crucial—in achieving a fuller picture of literature teaching—to examine how
teachers relate immeasurable aspects to the directives in force.

In Sweden, to address the negative trend in reading habits among adolescents,
governmental measures were implemented at the beginning of the 2010s, one of
which was Ldslyftet [The Reading Boost], initiated by SNAE in 2012. Another
one involved the Swedish Arts Council and strategic measures to promote
reading. Yet another one resulted in a committee whose function was to promote
equal opportunities for children and adolescents to literacy and reading (Hoflin
et al., 2018).

Regardless of differences in the nature and implementation of the American
and the Swedish measures, the cause and intentions behind them, as well as their
focus on measurability are similar. This makes the two countries comparable and
the Unites States a relevant point of reference when broadening the scope of
inquiry beyond the realm of Swedish education. To attain an initial under-
standing of the requisites of such an expansion, I replicated the questionnaire
study from my project in a pilot study conducted in Oregon. Although transfer-
ability is not the primary objective in qualitative studies, an expansion of this
study would advance the comparability. Furthermore, broadening the scope
could help elaborate the current findings and provide a larger data set to which
they can be related. Initially, a repetition of the survey conducted in Oregon—with
a larger number of participants—would offer better representationality of the
Oregonian body of teachers. Subsequently, the geographical scope may be
additionally modified to include other states, for national comparability—and
other countries, for international measures.

5.2 Aim and Method

Replicating the questionnaire study, my interest lay in examining the ways in
which secondary L1 teachers relate the Reading Experience to literature teaching,
teaching objectives, and teaching approaches. The data collection procedure was
identical to when I conducted the corresponding study in Sweden (see 2.2.2). The
same questionnaire was translated to English and distributed to 11 participants,
age between 34 and 58. The 11 participants comprised of seven female and four
male teachers, with teaching experience spanning from eight to 29 years.

5.3 Ethical Considerations

For the data collection conducted in Oregon, I completed a program course
on October 19, 2017 (Record ID: 24921472), with Research Ethics and
Compliance Training (CITI) under requirements set by University of Oregon. A
review application was submitted to the Institutional Review Board (IRB), who
serves to protect the rights and welfare of human subjects in research in
accordance with federal, state, and institutional regulations and policy. On March
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9, 2018 the protocol (IRB Protocol Number: 03232018.027) was determined to
qualify for exemption as per the Common Rule regulations found at Title 45 CFR
46.101(b)(2). The research was approved to be conducted.

All participants signed a consent form. To ensure that neither the participants
nor the schools at which they work would be identifiable, all collected data was
encoded. The data was kept de-identified throughout the analysis and was
decoded only when further investigation was prompted. The key for decoding was
stored on a flash drive and kept separate from the data itself. In reporting the
findings, the participants’ names were removed, and wherever names were
required for clarity when presenting the findings, pseudonyms were used.

In addition, even though both the participants and the schools were unknown
to me, the setting for the data collection as such was familiar. This possible risk
factor for bias was taken into consideration both when I collected and when I
analyzed the data.

5.4 Preliminary Results

The five themes that were formed in the Swedish questionnaire study—the
student as a subject, making fiction accessible, curricular goals and literacy, the
Reading Experience, and the sociocultural perspective—were the same five
themes present in the American replication. The distribution of themes did not
vary drastically between the two countries. In addition, the American study
generated one code that did not fit into any of the five themes. The code was
Practicality and was manifested when participants were asked how literary works
were chosen. Beside the didactically based motives for choosing a text, availability
at the department or school library was mentioned by several participants.

Another distinguishable difference in the American data set was how the
Reading Experience appeared to be less established in the American literature
classroom and, thus, considerably less recognized among the American
participants. While some participants shared the definition of the Reading
Experience with their Swedish colleagues, there were those who regarded it as
being an experienced reader through the number of books read—that is, being
knowledged in the act of reading rather than having been affected by the text
during reading. On two occasions, different participants declared that they are
not familiar with the concept. Other responses also indicated that the notion of
the Reading Experience is rarer in the American context, compared to the
Swedish one.

Regarding facilitative support, teachers responded that they try to make
texts more relevant to the students by choosing contemporary works that
emphasize diversity and the multicultural. Furthermore, they assist students in
their transition from Young Adult literature to more canonical works, which can
be related to students’ subject knowledge as expressed in the curriculum.
Curricular references were found in answers to a majority of the questions. In
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only four out of 14 questions were stipulated learning goals not discussed by
any of the participants.

Finally, the responses from the survey conducted in Oregon that could be
organized under the theme of the sociocultural perspective were similar to the
ones found in the Swedish study. The Reading Experience was reported to be
approached with the help of class discussions, in which texts were decoded
collectively. Even when working individually, focus may be turned to relating
one’s own reflections to those by others.

It was much more common among the American participants, compared to
their Swedish colleagues, to take on the role as an inspirational source to students’
reading, for instance, by sharing their own Reading Experience. Moreover, the
participants mentioned that they connect fiction to the students’ own lives and
experiences to encourage students to reflect on how they relate the personal to
the universal in fiction. This linking of the individual student and the text was
further extended to the social and cultural surrounding, and discussed in terms
of contextualization—societally, historically, and thematically.

5.5 Conclusion

Limited to one study only, it would be overreaching to draw any extensive
conclusions from the findings. Nonetheless, initial comparisons may be made
between the Swedish and the Oregonian literature classroom drawing on the
results from the questionnaire study conducted in respective context. These
comparisons could be taken as points of departure in further studies.

First, the alignment found in the themes from the two studies indicated
similarities regarding the basic setting and prerequisites of the literature
classroom. On the one hand, there was a certain level of student-centeredness in
making written fiction accessible to the learners guided by their individual
abilities and needs. On the other hand, demonstrating the same duplicity as found
in the Swedish data, teacher-centeredness was enforced through stipulated
learning goals in the curriculum.

Second, the sociocultural approach was represented in the American data,
appearing to be equally central to how literature teaching is organized in that
setting. With group discussions at the core to facilitate learning through the
collective, meaning-making was related to the encounter between different
entities, facilitating the immersion necessary for a Reading Experience (Felski,
2008). That the Reading Experience seemed to be less established among the
participants in Oregon could be an indication that experiential aspects are given
less space in comparison with Swedish literature classrooms. Contradicting this
was, however, how participants in Oregon maintained that they share their
personal Reading Experience with the students as a source of inspiration. This
could potentially mean that the lack of experiential aspects is, in fact, a lack of a
metaperspective and the terminology to discuss what their Swedish colleagues
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identify as the Reading Experience. Literature teachers in Oregon could, then, be
described as involving immeasurable, aesthetic aspects, if not explicitly or even
consciously.
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But at the end of the day, you are also the one person who keeps me sane. On days
when manuscripts are rejected, when comments and feedback make me question
myself, and when every single book that I open tells me that I am way in over my
head, hanging out with you reminds me about the big and small things in life
outside the bubble of academia that puts a smile on my face. Finally, Martin
Wintersparv Stervander. Coming from an immigrant working class back-
ground, I had never even heard of a PhD until I met you, and I do not believe that
I fully understood what it was until you entered the second year of yours. I do not
know that I will ever be able to merge the part of my brain that thinks of a PhD as
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something for other people, with the part that looks at it as any other pile of work
that just needs to be taken care of. I do not know that I will ever genuinely feel
proud of my achievements the way that I intellectually realize that I should. So, I
am happy that you do that for me. Thank you for always being supportive, for
your indefatigable encouragement, and for your Sisyphean efforts to talk any
sense into me. 20 years later, you are still my star.
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Appendices
Appendix A

Interview guide for the focus group study: Understanding teachers’ perspectives
on literary studies

1.  When, where, and how do students read fiction?

2. How is the reading followed up?
3. How would you describe students’ reading activities?
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Appendix B

Table 3: Sample of Notes and Correlating Codes (unabridged including initial codes)

Notes Initial Codes Codes

Students have gone from reading (physical books) at home to Classrooom Where

reading in the classroom. This is mentioned, on several

occasions, as a way to monitor the reading.

“They only read in the classroom these days. It is the only way to ~ Classroom Where

ensure that they are reading at all.”

“If they read at home, I would not know if they cheated.” Home Where

“If I let them read by themselves at home, I know that I will have Home Where

to extend the deadline for finishing the book.”

“I prefer the students to read during class time. I want to be able  Lesson When

to control their reading. You have to be the police to make it

work.”

One of the teachers took pride in working with “normal books Content What

and did not want his students to read books such as The Boy

Called Tt

“Unlike with a real book, you do not know where you are. How Real book, e- Print, e-book

much have you read? Is the book soon finished?” book

“The reading experience that you get from an e-book does not E-book, real E-books,

seem as genuine compared to a real book.” book print

“I think the Reading Experience is more profound when you Print Print, e-book

read a novel in print.”

The teachers discussed how the reading experience varies Physical book, Print, e-book

depending on whether the text is read in the physical format or e-book

as an e-book.

Many students have access to and use “Legimus” [audio aid]. Legimus, Audiobook,

These students make a distinction between reading a text and reading, print

listening to it; to them it is not merely different ways of listening

consuming the same text.

“The students who need the support of an audiobook are usually  Audiobook Audiobook

the one who choose not to use it.”

One of the teachers connect reading fiction to the rhetorical The rhetorical The

process and presentations. process, rhetorical
presentations process,

presentations

“I try to choose novels that contain language that challenges my  Vocabulary Language

students’ vocabulary” development

“If I let them read the same things they would at home, then Language Language

what would be the point of school? I want them to read and get a development

richer language.”

“Sometimes, I try to examine the novel using the form of an oral ~ Presentation, Presentation,

presentation. That way, I can kill two birds with one stone and the rhetorical the rhetorical

teach the rhetorical process as well.” process process

Reading assignments build on character and themes. Character, Character,
theme theme
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Table 3 (continued): Sample of Notes and Correlating Codes (unabridged including

initial codes)

Notes

Initial Codes

Codes

“I ask them questions about the regular things: character,

themes, setting, things like that.”

“We start reading a text, and after a few pages I ask them

what they can say about the text, in relation to the

characters, the setting, and the plot.”

Reading fiction is used to contextualize other subjects in

cross-curricular projects.

Character, theme,
setting

Theme, character,
plot

Contextualization,
cross-curricular
teaching

Character, theme,
setting

Theme, character,
plot

Contextualization,
cross-curricular
teaching
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Appendix C
Questionnaire items for the questionnaire study
Introductory questions

Q1. Please describe how the nature of teaching literature has changed
during the past 5 to 10 years.

Q2. What are the biggest challenges in teaching literature today?

Q3. How do you define the Reading (or Literary) Experience?

Q4. Why do you or why do you not involve the Reading Experience in
your teaching of literature?

Q5. Ifyou do involve the Reading Experience in your literature
teaching, how do you do it?

Aims with literature teaching

Q6. What are your aims with teaching literature as a part of your
English class?

Q7. How is the literary work chosen in relation to the aim/s?

Q8. How is the literary work chosen in relation to the aim/s?

Models and approaches

Q9. How do you address the aspects of literature that you find
interesting when teaching it?

Q10. Please give example of activities before, during, and after reading,
and for what reading approach they are applied.

Q11. How do you contextualize literature or and with students?

Differentiation of teaching

Q12. In what parts or phases of teaching do you prefer a teacher-
centered approach?

Q13. What do you differentiate in your teaching when students have
individual needs and conditions?

Q14. Can you give examples of how you implement differentiation in
your teaching?
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Appendix D

Interview guide for the interview study

I

Introductory questions

Are there any questions or anything unclear regarding the interview?
What are you reading with your students at the moment?

Are there titles and themes to which you return when you choose reading
material for your teaching?

Which contemporary authors/literary work have you taught in class?

. Main questions

Could you describe a book talk?

What role do literary devices play in literature teaching?

Many teachers have mentioned reading aloud to the class and modeling
as elements in literature teaching. What is the primary reason for
involving these elements?

What factors determine focus and form of the activities in literature
teaching?

What are the contributions of the Reading Experience in literature
teaching?

10. Which connections do you make between the Reading Experience and

what you, in the questionnaire, described as the challenges of literature
teaching?

III. Concluding questions

11.

What are your thoughts about written fiction sometimes being the means
to other academic achievements?

12. If you think about recurring titles and themes, what changes—if any—

have you noticed regarding the approach to them in literary education?

13. If you consider what you are teaching at the moment, what examples are

there of differentiation?

14. Isthere anything you would like to add or clarify?
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11.

12.

Mareike Jendis, Mumins wundersame Deutschlandabenteuer. Zur
Rezeption von Tove Janssons Muminbiichern. Diss. 2001.

Lena Karlsson, Multiple Affiliations: Autobiographical Narratives of
Displacement by US Women. Diss. 2001.

Anders Steinvall, English Colour Terms in Context. Diss. 2002.

Raoul J. Grangyvist (ed.), Sensuality and Power in Visual Culture. 2002. NY
UPPLAGA 2006.

Berit Astrém, The Politics of Tradition: Examining the History of the Old
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José J. Gamboa, La lengua después del exilio. Influencias suecas en
retornados chilenos. Diss. 2003.

Katarina Gregersdotter, Watching Women, Falling Women: Power and
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Thomas Peter, Hans Falladas Romane in den USA. Diss. 2003.

Elias Schwieler, Mutual Implications: Otherness in Theory and John
Berryman’s Poetry of Loss. Diss. 2003.

Mats Deutschmann, Apologising in British English. Diss. 2003.

Raija Kangassalo & Ingmarie Mellenius (red.), Ldat mig ha kvar mitt sprdk.
Den tredje SUKKA-rapporten. / Antakaa minun pitdd kieleni. Kolmas
SUKKA-raportti. 2003.

Mareike Jendis, Anita Malmqvist & Ingela Valfridsson (Hg.), Norden und
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2004.
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Lfromm“ im Wandel der Zeit. Diss. 2004.

Maria Helena Svensson, Critéres de figement. L’identification des
expressions figées en frangais contemporain. Diss. 2004.

Malin Isaksson, Adolescentes abandonnées. Je narrateur adolescent dans le
roman frangais contemporain. Diss. 2004.
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Style in Three Plays by Cherrie Moraga. Diss. 2005.

Eva Lindgren, Writing and Revising: Didactic and Methodological
Implications of Keystroke Logging. Diss. 2005.

Monika Stridfeldt, La perception du francais oral par des apprenants
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on Processing of Syntactic Elements in Sentences. Diss. 2001.

Anna-Lena Wiklund, The Syntax of Tenselessness: On Copying
Constructions in Swedish. Diss. 2005.

Fredrik Karlsson, The Acquisition of Contrast: A Longitudinal Investigation
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Clusters in Standard Swedish. 1999.

Mattias Heldner, Focal Accent — fo Movements and Beyond. Diss. 2001.

Mattias Heldner (ed.), Proceedings from Fonetik 2003: Lovanger 2—4 June
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Felix Schaeffler, Phonological Quantity in Swedish Dialects: Typological
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Olovsson, Tord Goran (2015). Det kontrollera(n)de klassrummet:
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matematik i det tredje skoldret. ISBN 978-91-7601-314-4.
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vocational learning in school and work life. ISBN 978-91-7601-673-2.
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Diehl, Monika (2017). "Mdste det hdr vara som en vdckelserorelse?": En
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Basil Bernsteins begreppsapparat. ISBN 987-91-7601-694-7.

Vingsle, Charlotta (2017). Formativ bedémning och sjdlvreglerat ldrande:
Vad behover vi for att fa det att hdnda? ISBN 978-91-7601-705-0.

Areljung, Sofie (2017). Utanfor experimentladan: Kunskapsproduktion, tid
och materia i forskolans naturvetenskapsundervisning. ISBN 978-91-
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Persson, Anders (2017). Larartillvaro och historieundervisning:
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Deldén, Maria (2017). Perspektiv pa historiefilmslitteracitet: En didaktisk
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Hentschel, Linn (2017). Sangsituationer: En fenomenologisk studie av sdng
i musikdmnet under grundskolans senare dr. ISBN 978-91-7601-785-6.

27b. Bjork, Asa (2017). Drama, hat och viinskap: Om ungdomars interaktioner

1 sociala medier. ISBN 978-91-7601-783-8.
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35-
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executive functions and training.
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Eckeskog, Linn (2019). Kommunikation i forskolan: Forskolldrares och
barnskotares kommunikation med fordldrar i ett digitaliserat
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Pulls, Sofia (2019). Skrivande och blivande: Konstruktioner av
skonlitterdart skrivande i handbécker och liromedel 1979—2015. ISBN 978-
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Egelstrom, Monica (2019). Samma ldrare — olika praktiker? En studie av
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Sidenvall, Johan (2019). Losa problem: Om elevers forutsdttningar att losa
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Myrebge, Synne (2019). Kultiveringens politik: Martha Nussbaum, antiken
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Engyvall, Sara (2019). Opening the black box of mathematics teachers’
professional growth: A study of teacher learning. ISBN 978-91-7855-117-0.
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Back, Thomas (2020). Frdn polisutbildning till polispraktik:
Polisstudenters och polisers vdrderingar av yrkesrelaterade kompetenser.
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Vennberg, Helena (2020). Att rdkna med alla elever: Folja och framja
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Marklund, Leif (2020). Digital play in preschools: Understandings from
educational use and professional learning. ISBN 978-91-7855-236-8.
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Félix, Inés (2020). School journeys: Ideas and practices of New Education
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Belanci¢, Kristina (2020). Language Policy and Sami Education in Sweden:
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validity arguments for college admission tests. ISBN 978-91-7855-400-3.
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Ahrenby, Hanna (2021). Vardegrundsarbete i bildundervisning: En studie
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Borsgard, Gustav (2021). Litteraturens maétt. Politiska implikationer av
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Monika Vinterek, 2001. Aldersblandning i skolan: elevers erfarenheter.
ISSN 1650-8858. ISBN 91-7305-136-5.

Inger Tinglev, 2005. Inkludering i svarigheter. Tre timplanebefriade
skolors svenskundervisning. ISSN 1650-8858. ISBN 91-7305-806-8.

Inger Erixon Arreman, 2005. Att rubba forestdllningar och bryta
traditioner. Forskningsutveckling, makt och fordndring i svensk
lararutbildning. ISSN 1650-8858. ISBN 91-7305-855-6.

Berit Lundgren, 2005. Skolan i livet — livet i skolan. Nagra illitterata
invandrarkvinnor lar sig tala, ldsa och skriva pa svenska som
andrasprdk. ISSN 1650-8858. ISBN 91-7305-843-2.

Camilla Hallgren, 2006. Researching and developing Swedkid. A Swedish
case study at the intersection of the web, racism and education. ISSN 1650-
8858. ISBN 91-7264-031-6.

Mikaela Nyroos, 2006. Tid till forfogande. Fordndrad anvdndning och
fordelning av undervisningstid i grundskolans senare r? ISSN 1650-
8858. ISBN 91-7264-007-3.

Gunnar Sjoberg, 2006. Om det inte ar dyskalkyli — vad dr det da? ISSN
1650-8858. ISBN 91-7264-047-2.

Eva Leffler, 2006. Foretagsamma elever. Diskurser kring entreprenorskap
och foretagsamhet i skolan. ISSN 1650-8858. ISBN 91-7264-041-3.

Ron Mahieu, 2006. Agents of change and policies of scale. A policy study of
entrepreneurship and enterprise in education. ISSN 1650-8858. ISBN 91-
7264-121-5.

Carin Jonsson, 2006. Lésningens och skrivandets bilder. En analys av
villkor och mojligheter for barns lds- och skrivutveckling. ISSN 1653-6894,
1650-8858. ISBN 91-7264-127-4.

Anders Holmgren, 2006. Klassrummets relationsetik. Det pedagogiska
motet som etiskt fenomen. ISSN 1653-6894, 1650-8858. ISBN 91-7264-221-1.

Kenneth Ekstrom, 2007. Forskolans pedagogiska praktik. Ett
verksamhetsperspektiv. ISSN 1653-6894, 1650-8858. ISBN 978-91-7264-
241-6.

107



13.

14.

15.

16.

17.

18.

19.

20.
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22,

23.

24.

25.

Anita Hékansson, 2007. Lirares pedagogiska arbete inom den kommunala
vuxenutbildningen. ISSN 1653-6894, 1650-8858, 1404-9066. ISBN 978-91-
7264-271-3.

Ulf Lundstrom, 2007. Gymnasieldrare — perspektiv pa ldrares arbete och
yrkesutveckling vid millennieskiftet. ISSN 1653-6894, 1650-8858. ISBN
978-91-7264-278-2.

Gudrun Svedberg, 2007. Entreprenérskapets avtryck i
klassrummetspraxis. Om villkor och larande i gymnasieskolans
entreprenorskaps-projekt. ISSN 1653-6894, 1650-8858. ISBN 978-91-
7264-310-9.

Eva Nystrom, 2007. Talking and Taking Positions. An encounter between
action research and the gendered and racialised discourses of school
science. ISSN 1650-8858. ISBN 978-91-7264-301-7.

Eva Skareus, 2007. Digitala speglar — forestdllningar om lararrollen och
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Internet. ISSN 1650-8858. ISBN 978-91-7264-371-0.
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ISSN 1653-6894, 1650-8858, 1404-9066. ISBN 978-91-7264-394-9.

Tommy Strandberg, 2007. Varde ljud! Om skapande i skolans
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8858. ISBN 978-91-7264-634-6.

Liselott Olsson, 2008. Movement and Experimentation in Young Children's
Learning: Deleuze and Guattari in Early Childhood Education. ISSN 1653-
6894, 1650-8858. ISBN 978-91-7264-655-1.
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Maria Hedlin, 2009. Konstruktion av kén i skolpolitiska texter 1948-1994,
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av skolans elever. ISSN 1653-6894,1650-8858. ISBN 978-91-7264-751-0.

Per Hogstrom, 2009. Laborativt arbete i grundskolans senare ¢r: ldrares
mal och hur de implementeras. ISSN 1652-5051. ISBN 978-91-7264-755-8.

Lena Lidstrém, 2009. En resa med osdkra mal. Unga vuxnas 6vergangar
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8858. ISBN 978-91-7264-813-5.

Alison Hudson, 2009. New Professionals and New Technologies in New
Higher Education? Conceptualising struggles in the field. ISSN 1653-6894,
1650-8858. ISBN 978-7264-824-11.
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ISBN 978-7264-866-1.
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argumentationen for historiedmnets stdllning i det svenska skolsystemet i
Historieldrarnas Forenings Arsskrift, 1942—2004. ISSN 1653-6894, ISBN

978-91-7459-290-0.

Helena Persson, 2011. Ldrares intentioner och kunskapsfokus vid
amnesintegrerad naturvetenskaplig undervisning i skolar 7—9. ISSN 1650-
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