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Abstract 

The purpose of this essay is to conduct an analysis of four different classroom materials for the 

English 6 course in order to see the extent to which the textbooks follow accepted teaching 

methodology for reading, and whether or not their methodology changed after the curriculum 

switch in 2011. The books being analysed are Progress Gold C, Streams in Literature, Blueprint 

C Version 2.0, and Viewpoints 2. The analysis has been done by first looking at the teaching 

methodology literature in order to create a framework of questions to follow when analysing the 

classroom material, and from that framework looking at what reading activities are available and 

which model they follow, whether the texts activate different areas of knowledge for the 

students, and the variety of reading purposes that are available in each book. The answers have 

then been summarised individually for each point that has been picked out in the framework, and 

I have then briefly discussed whether or not there is a difference between the textbooks 

published prior to the curriculum change contra those published afterwards. 

 

The conclusion of my analysis is that each of the books is strong in its own way, but that they do 

not all adhere to the chosen teaching methodology models – with Viewpoints 2 being the 

strongest in relation to the chosen framework, and Streams in Literature being the weakest. The 

books are all very similar at first glance, but it is clear to see that each of the authors has chosen 

their own way of handling the subject of reading literature in the classroom, with Streams in 

Literature choosing to focus almost entirely on the texts, while Progress Gold C and Blueprint C 

Version 2.0 have a much heavier focus on linguistics, and Viewpoints 2 strikes a balance between 

the two. My conclusion is that while all four of the books seem to follow the teaching methods 

analysed in this essay to some degree, all of them would require a good amount of revision in 

order to be more optimally developed towards the teaching theories presented here. 
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Sammanfattning 

Syftet med denna uppsats är att genomföra en analys av fyra olika klassrumsmaterial som tillhör 

Engelska 6 kursen för att kunna se i vilken utsträckning textböckerna följer den accepterade 

undervisningsmetodiken kring läsning, och om metodiken ändrades efter kursplansbytet 2011 

eller inte. Böckerna som analyseras är Progress Gold C, Streams in Literature, Blueprint C 

Version 2.0, och Viewpoints 2. Analysen har genomförts genom att först titta på litteraturen kring 

undervisningsmetodik för att skapa en teoretisk ram med frågor att följa när böckerna analyseras, 

och att sedan utifrån den ramen titta på vilka aktiviteter som finns och vilken modell de följer, 

om de aktiverar olika kunskapsområden hos eleverna, samt variationen mellan vilka lässyften 

finns i böckerna. Svaren har sedan sammanfattats individuellt för varje bok och punkt i den 

teoretiska ramen, och jag har då diskuterat översiktligt om det finns en skillnad mellan 

textböckerna som är utgivna innan kursplansbytet jämfört med de som är utgivna efter bytet. 

 

Sammanfattningen av min analys är att varje textbok är stark på sitt eget sätt, men att inte alla 

följer den valda undervisningsmetodiksmodellen – förhållandet till den teoretiska ramen är 

starkast i Viewpoints 2 och svagast i Streams in Literature.Böckerna är vid första anblick väldigt 

lika, men man kan tydligt se att varje författare har valt sitt eget sätt att hantera hur man läser 

literatur i klassrummet. Streams in Literature väljer att fokusera nästan enbart på texterna, 

medans Progress Gold C och Blueprint C Version 2.0 har ett mycket tyngre fokus på lingvistik, 

och Viewpoints 2 har hittat en balans medan de två olika sätten. Min slutsats är att även om alla 

fyra textböcker verkar till en viss grad följa undervisningsmetodiken som har analyserats i denna 

uppsats så skulle alla behöva en stor mängd revideringar för att vara mer optimalt anpassade mot 

den presenterade undervisningsmetodiken. 
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Introduction 

Swedish students are expected to learn English with the aim that when they graduate they are 

able to communicate in the language in a variety of different situations. One of the focuses of 

English 6 is for the students to make use of current and older literary texts of varying genres in 

order to help them develop their language (Skolverket GY11 6). In order to receive an A grade in 

English 6, students should be able to “understand both the entirety and details, in addition to 

inferences [...] in written English, in different genres” (Skolverket GY11 8). Thus, it is of utmost 

importance for the teacher of an English as a Foreign Language (EFL) class to teach literature in 

an effective way, so that students are given the tools they need in order to have the best 

opportunity to develop their understanding of literary texts. In addition to this, Skolverket also 

say that students should learn about “living conditions, attitudes, values, traditions, social issues 

as well as cultural, historical, political and cultural conditions in different contexts and parts of 

the world where English is used” (GY11 8). Since literature can be a good tool for learning about 

these condition, it is important that the textbooks help students reach this goal. As Lisans Tezi 

remarks, “literary texts, just like radio programs, films, videos or newspapers, are great resources 

for students to learn the culture and the way of life of the country [as] novels, plays and short 

stories are full of vivid context with their characters that comes from different cultural 

backgrounds” (22). 

 

There are a number of different ways that teachers choose to teach literature, such as doing close 

readings of a novel, or reading a textbook that contains a number of excerpts from many 

different pieces of literature. As the textbook method is most commonly used in Sweden due to 

the fact that very few classes, if any at all, find the time to read many entire novels, there is a 

need to assess the different ways in which the textbooks used in the second approach attempt to 

help students understand literature. Helping teachers select the most effective method in the EFL 

classroom on a day-to-day basis is important since students have their own individual learning 

capacities, and their own favoured way of learning in order to reach the goals set by Skolverket, 

while teachers only have a limited amount of time that they can spend on each class and 

therefore cannot apply different teaching methods for each student. 
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Purpose 

The purpose of this essay is to investigate the ways in which the approaches of three EFL 

literature textbooks that are currently used in English 6 courses in Swedish secondary schools 

align with accepted teaching methods. 

Research Questions and Method 

In order to fulfil the purpose presented, this essay will make use of two research questions: 

- What teaching methods are presented in the selected theory books Teaching and 

Learning in the Language Classroom and Teaching Literature in a Second Language? 

- To what extent are those teaching methods implemented in the four chosen textbooks: 

Viewpoints 2, Blueprint C Version 2.0, Streams in Literature, and Progress Gold C? 

In order to answer these main research questions the thesis will first present the chosen teaching 

methodology books, and based on this theory formulate three ancillary questions that will 

provide answers to the second research question: 

1. What reading activities are available, and do they follow the pre-, while- and post-reading 

model? 

2. How do the texts allow for the activation of students’ linguistic and schematic 

knowledge? 

3. To what extent do the selection of texts and questions allow for a variety of reading 

purposes? 

These questions will be used to assess how well the presented teaching methods are implemented 

in the four textbooks that have been chosen. This has been done by looking at each book 

individually for each question, looking more specifically at:  

- What types of texts are available in each course book? 

- Do the texts allow students to practice different reading purposes? 

- What types of activities are available in each course book? 

- Where do these activities appear? (Before the text, during the text, or after the text) 

- Do the activities activate students’ prior knowledge, or are they based entirely on the 

texts themselves? 

- Do the activities allow students to practice different reading purposes? 
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Terminology 

Since Irene R. Makaryk argues that the definition for literature is “fluid” (581), it is important to 

specify what exactly is meant by the term in this study. “Literature” here refers to not only 

novels, plays, and poems (whether excerpted or complete), but also to articles, blogs, and song 

lyrics. As Parkinson and Thomas explains, “literature may … be regarded as writing that fulfils 

certain socially and culturally approved functions; in the West it has traditionally been expected 

to be both pleasurable and thought-provoking” (24). 

 

It is also important to note that “English as a Foreign Language” (EFL) is defined in the 

Cambridge Dictionary as “the teaching of English to students whose first language is not 

English” (“EFL”), while “English as a Second Language” (ESL) is defined as “the teaching of 

English to speakers of other languages who live in a country where English is an official or 

important language” (“ESL”). The main difference here is the official language of the country in 

which the teaching is happening; since English is not an official language of Sweden, Swedish 

schools teach EFL and not ESL. 

 

Literature 

The literature chosen for this essay encompasses two different areas: methodology theory, and 

course work. 

 

The main theory book used in this investigation is Tricia Hedge’s Teaching and Learning in the 

Language Classroom (2000), which provides methodology instructions for teachers on how to 

teach English in general to students, covering everything from the purpose of literature in the 

classroom to walking the reader step-by-step through what areas they should think about when 

teaching in the classroom. Hedge makes use of a number of different theoretical approaches in 

order to explain how second language acquisition works in the English language classroom, and 

how teachers can encourage second language acquisition through different activities. It should be 

noted that she has summarised a variety of different ideas that other academics have presented, in 

addition to presenting her own ideas of how these work together. In addition, it is important to 
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keep in mind that Hedge’s book is not aimed directly at either ESL/EFL or native English  

teaching, and so the methods presented may not all be applicable in the Swedish EFL classroom. 

While her book covers a broad field of language acquisition methods, the focus of this 

investigation will be the parts that are more directly applicable to the study of literature. 

 

To add a specifically literary perspective, Hedge will be supplemented by Teaching Literature in 

a Second Language (2000) by Brian Parkinson and Helen Reid Thomas, and on a few occasions, 

by other theorists as well. In their introduction, Parkinson and Thomas are open about the fact 

that they have different viewpoints when it comes to teaching literature: “Brian Parkinson 

occupies a position … sometimes referred to as ‘literature as a topic’ or ‘literature as a resource’ 

… [while] Helen Reid Thomas’ approach is situated closer to the ‘literature as an object of 

study’ end of the continuum” (1). Because of this, it is mainly Parkinson’s viewpoint that is most 

relevant to this study since Thomas’ approach is geared towards reading an entire literary texts, 

while the textbooks used in Swedish schools include only excerpts of texts.  

The second category of textbooks consists of four course books used alongside English 6 courses 

at secondary school level; Viewpoints 2 (2012) by Linda Gustafsson and Uni Wivast, Blueprint C 

Version 2.0 (Blueprint C) (2011) by Christina McKay and Micke Brodin et al., Streams in 

Literature (2003) by Carina Ernst and Malin Andersson, and Progress Gold C (2009) by Eva 

Hedencrona and Karin Smed-Gerdin et al. These four textbooks are designed specifically for use 

in Swedish schools, thereby adding the EFL element.  

 

Viewpoints 2 is a Swedish textbook aimed at students who are following an English 6 class in 

Sweden. The authors are both English teachers themselves, and the textbook is developed with 

the help of students and teachers alike in order to anchor the book in the classroom “where it 

belongs!” (1). In the preface, the authors explain that: 

The texts in Viewpoints 2 are authentic, fiction, and carefully chosen in order to both 

interest students and help them practice their analytical abilities in the genre, which gives 

the teacher good opportunities for creating interesting discussions about the contents and 

form, and the connections that may be found between these. The books five themes 

follow a linguistic and contextual progression, and the texts reflect both modern-day and 
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historical live values, experiences, and feelings. In each theme there is also an older text 

with a connection to literary history. (Gustafsson and Wivast 3) 

From this quote and the contents page of the textbook it becomes clear that all of the excerpts are 

taken from novels or short stories, including five novels that are considered “classics” - one for 

each theme.  

 

Progress Gold C includes “fiction, in many cases short stories, and also non-fiction from various 

parts of the English-speaking world” (Hedencrona and Smed-Gerdin 3). The foreword in 

Blueprint C does not list the types of literature included in the book, but it does explain its aim:  

Blueprint C 2.0 will help you develop the skills required by your pre-university English 

course curriculum, such as understanding and producing theoretical, scientific, and 

literary English, critical reading and thinking in English, and understanding social issues 

and cultural differences in the English-speaking world. (McKay and Brodin 6) 

 

Streams in Literature is a textbook that is “entirely dedicated to reading literature” (Ernst and 

Andersson 1) and contains texts that span the period from the Renaissance until the beginning of 

the new millennium, which, just like Viewpoints 2, are split into a number of themes. Streams in 

Literature contains a large number of classics and very few contemporary texts, such as the lyric 

sheet to Stan by Eminem (Ernst and Andersson 54-60). The general setup of the textbook follows 

a format where each text is given roughly ⅓ of a page of introduction explaining the text before 

the reader moves on to the excerpt or poem itself.  

 

Limitations 

While there are a plethora of different theory books available that deal with teaching 

methodology in relation to teaching literature, Hedge has been chosen due to the fact that she is 

highly detailed, spans multiple different ideas in the methodology, and is currently used at 

Karlstad University. While Parkinson and Thomas are not used at Karlstad University, they offer 

the specific EFL focus that Hedge lacks in her book. 
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Viewpoints 2 and Blueprint C were selected because they are two of the most commonly used 

textbooks used in Swedish secondary schools at the time of writing. Streams in Literature and 

Progress Gold C are also frequently used at secondary schools, if not quite as often as 

Viewpoints 2 and Blueprint C, but they have also been chosen because they were published 

before the curriculum change in 2011. The criteria for reading in the old curriculum were that 

“the student utilises, comments on, and compares some contemporary novels in English as well 

as reads extracts from fictional works from different epochs and puts them in context,” and that 

“the student utilises the content of prose texts, as well as, with help, more difficult texts in well-

known subjects” (Skolverket LPO94). While there is some difference between the two 

curriculums, mainly in how grades are set by teachers and that students are asked in LPO94 to 

compare texts, the content that should be included in both curriculums are very similar. GY11 

asks for students to read “contemporary and older literature, poems, plays, and songs” 

(Skolverket 6), which lines up with the second of the two criteria shown from LPO94, and 

therefore shouldn’t affect the types of texts that are included in Streams in Literature and 

Progress Gold C.  

 

The difficulty in choosing books for this thesis has been the sheer number of available 

methodology and classroom textbooks. No particular book in either category are specifically set 

by the Swedish teaching board, and therefore universities and secondary schools can choose 

whichever combination of textbooks they desire. This means that for example while empirical 

evidence shows that Viewpoints 2 is very common in Värmland, other textbooks with different 

structures are commonly found in other parts of Sweden. However, it is not within the scope of 

this investigation to be able to look at all of the textbooks used in Sweden, and so other often 

used textbooks have had to be left out. 

Theoretical Framework 

Reading as an Interactive Process 

Tricia Hedge’s Teaching and Learning in the Language Classroom will be my main 

methodology textbook. The general goals for reading, according to Hedge, are: 
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To be able to read a range of texts in English; To adapt reading style according to range 

of purposes and apply different strategies (e.g. skimming, scanning) as appropriate; To 

build a knowledge of language (e.g. vocabulary, structure), which will facilitate 

development of greater reading ability; To build schematic knowledge in order to 

interpret texts meaningfully; To develop awareness of the structure of written texts in 

English and to be able to make use of, e.g., rhetorical structure, discourse features, and 

cohesive devices in comprehending texts; and To take a critical stance to the context of 

texts. (205) 

The basis for these goals is a view of language as an “interactive process”, which Hedge 

describes as “a dynamic relationship with a text as the reader ‘struggles’ to make sense of it … 

from this perspective reading can be seen as a kind of dialogue between the reader and the text, 

or even between the reader and the author” (188).  

 

The idea that language is an interactive process cannot be analysed without understanding what 

exactly “interactive” means in this context. Hedge presents two definitions: firstly that it 

describes “a dynamic relationship with a text as the reader ‘struggles’ to make sense of it … 

from this perspective reading can be seen as a kind of dialogue between the reader and the text, 

or even between the reader and the author” (188), and secondly that it is “the interplay among 

various kinds of knowledge that a reader employs in moving through a text” (189). She goes on 

to further explain this by stating that there are at least six types of knowledge used in order to 

make sense of the text: 

- Syntactic knowledge: e.g. figuring out whether an unknown word is a verb or a noun 

based on the words used around it such as “a” or “can”. 

- Morphological knowledge: e.g. if there is a relationship between words based on the pre- 

and suffixes used in the text. 

- General world knowledge: e.g. connecting real world things to the text in order to 

understand it, such as knowing that a desk may contain a drawer may help the reader 

understand a context in which something is hidden “in a desk”. 

- Sociocultural knowledge: e.g. knowing what architectural features a church may include 

might help the reader understand words such as “stram” in context with the rest of the 

sentence. 
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- Topic knowledge: e.g. knowledge of what rural life is like might give the readers ideas as 

to what a person’s job might be if the context is rural but the word is unknown. 

- Genre knowledge: e.g. knowledge about the genre of a text might help the reader piece 

together bits of information in a text that might otherwise seem superfluous or unrelated. 

(Hedge 189) 

These different types of knowledge are split by Hedge into two categories: some are part of a 

“systematic or linguistic knowledge,” and some are what she calls “schematic knowledge,” 

which include general world knowledge, sociocultural, topic, and genre knowledge, relating 

primarily to the context and the way in which the language of a text is used (188). These two 

different types of knowledge affect the concept of reading as an interactive process in different 

ways.  

 

The first, “Systematic or linguistic knowledge”, concerns syntactic and morphological 

knowledge - both of which relate to the language itself. In terms of linguistic knowledge, Hedge 

claims that one of the best ways to circumvent issues when reading is to encourage vocabulary 

learning by teaching students strategies to help them guess what unknown words mean based on 

“contextual clues and background knowledge” (193). In all, Hedge notes that there four points 

that are implied when claiming that students should use their knowledge of language when 

reading. The most relevant of these points for the reading and teaching of literature is the idea 

that “when students deal with a particular reading text in class, the teacher will need to prepare 

them for any specific language difficulties they might encounter in it” (Hedge 193). This is 

particularly important when taking into account that Duff and Maley claim that “literary texts 

offer genuine samples of a very wide range of styles, registers and text-types at many different 

levels of difficulty” (6), which could create problems for students who are not used to a specific 

style or register. As Parkinson and Thomas remark, “literary language is not only (often) 

difficult, it is also often ‘odd’ or ‘deviant’ in various ways … and to interpret the text, readers not 

only need to work out the ‘meaning’, but to recognise that this is not the normal way of 

expressing it” (12). Thus, it is important to support a readers’ linguistic knowledge in order to 

enable a better understanding of the texts they are reading, as even if linguistics is not strictly a 

literary area, they are intimately connected when teaching literature. 
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“Schematic knowledge” is the second type that Hedge addresses, encompassing general world 

knowledge, sociocultural, topic, and genre knowledge, relating primarily to the context and the 

way in which the language of a text is used (193). This schematic knowledge is particularly 

important when it comes to reading being an interactive process, as “certain words or phrases in 

the text or in the materials surrounding the text will activate prior knowledge of some kind in the 

mind of the reader” (Hedge 190). Similarly, Donald Martin claims that “[t]he purpose of reading 

is to connect the ideas on the page to what you already know. If you don't know anything about a 

subject, then pouring words of text into your mind is like pouring water into your hand. You 

don't retain much.” (7). This sentiment is also shared by H.G. Widdowson, who prefers the 

‘precision of reference … in support of a particular interpretation [but] … emphatically not 

precision of interpretation itself’” when interpreting texts (xii). Parkinson explains that in simpler 

terms, Widdowson means that what interpretations students make when discussing literature is 

less important than having a firm frame of reference on which to base their interpretations. While 

there is no right or wrong answer, there are still rough lines to keep within (Parkinson 6). Hedge 

also claims that “reading methodology needs to pay attention to activating schematic knowledge 

before reading” and that “one of the major responses to increasing insights about the role of 

schematic knowledge in reading [is] the focus in current reading methodology on a pre-reading 

stage and in material design on tasks to activate different types of prior knowledge” (192).  

 

The importance of schematic knowledge is also stressed by Skolverket, which expect students to 

learn about the cultures and social issues relevant to various English-speaking countries (7). For 

this reason it is extra important to allow students to connect their own knowledge and 

experiences to the literature they read in order to facilitate a better understanding of the themes 

and issues in the texts. This is particularly true for texts from which Swedish students can feel 

remote “historically, geographically, socially and in terms of life experience” (Parkinson 11).  

Although Swedish students in general have a high level of English compared to the rest of the 

world, coming 2nd in the EF English Proficiency Index in 2017 and 1st three times since 2010, 

this result can be misleading when looking at how well students understand English in literary 

contexts. Many students who speak English well can still have difficulty understanding the 

settings and broader meaning and references in texts by for example Shakespeare or Dickens, 

just as British students would have issues understanding all of the little details of Chinua 
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Achebe’s Things Fall Apart or Joseph Conrad’s Heart of Darkness even though they are written 

in their mother tongue. 

Selecting Reading Texts 

One aspect of teaching literature that Hedge puts a lot of weight on is the way in which texts are 

selected for a class (205-12), even as she points out that not all teachers will be able to choose 

the texts themselves due to having a prescribed course book (206). This is partially true for 

Swedish EFL classrooms, where the school usually has a handful of textbooks that are handed 

out to each class during their first English lesson. Which books students receive depends on the 

resources available to the school - some will have enough money to buy class-sets of newer 

books, while others might use the same textbooks for many years. 

 

Hedge asserts that when choosing texts for a class, variety is key (206). She goes on to list seven 

different reading purposes to think about when choosing a text, such as “To get information,” 

“To respond to curiosity about a topic,” “To follow instructions,” “For pleasure and enjoyment,” 

“To keep in touch,” “To know what is happening in the world,” and “To find out when and 

where” (Hedge 206-7). Of these, the text types in the category “for pleasure and enjoyment” - 

strongly connected to “Poems, short stories, plays, reviews, lampoons, skits, cartoons” – is most 

relevant, as this category encompasses a lot of the types of texts that are grouped together under 

the title “literature”. “To get information”, and “to respond to curiosity about a topic” are also 

particularly relevant depending on the activities that follow the texts. Joanne Collie and Stephen 

Slater claim that “literature is authentic material” (6), which means they were “written by 

members of a language and culture group for members of the same language and culture group” 

(Galloway 133). Parkinson and Thomas also touch upon this point, saying that authenticity is one 

of the main reasons for teaching literature (10). 

 

To follow Hedge’s guidelines for choosing a text, there are three points to think about as a 

teacher in order to encourage variety and create “an authentic reason for reading a particular 

text” (207): 

1. What is the text about? Is it a story, a biography, a report of an event, a description of a 

place? Why would we read this text in real life? 
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2. Are there different ways in which a reader would approach this text? For example, do we 

skim through a recipe to decide whether we would like the dish? Do we read it carefully 

to work out the ingredients, timing, etc.? Which purpose will we choose and what 

strategies will learners need to fulfil that purpose? 

3. What kinds of activity will help students to apply appropriate strategies? What can we set 

as pre-reading tasks? (207) 

Hedge suspects that these authentic reasons are not always included in the prescribed textbooks 

and has to be supplied by the teacher: “if reasons for reading are missing from textbook tasks, 

one of the most useful things a teacher can do for learners is to create purposes which will 

motivate them to read” (207). However presented, preferably in the textbook itself but otherwise 

by the teacher, these reasons are an essential tool used to create purposes for reading. 

 

Reading Tasks  

When using reading as a way to learn a foreign language, a literary text might seem the obvious 

choice. However, Parkinson and Thomas remark that “the status of the text as literature is not 

important” (32), as the linguistic activities and comprehension questions could be just as easily 

be completed with a non-literary text. This may seem to be somewhat counterproductive when 

learning specifically about literature, but they go on to explain that the activities “can introduce a 

lot of literature ‘through the back door’, and yet avoid putting pressure on learners by forcing 

them to don the mantle of literary critics before they are ready” (32). Despite this, it is still 

important to have the right kind of activities in order to ensure students understand the texts and 

can find them useful in their overall learning experience. 

 

When humans are given new information, regardless of format, they devise a schema into which 

it can be fitted before they can understand it (Parkinson 4). When reading, this problem is 

somewhat less obvious, but Parkinson claims that “psycholinguistic experiments … have shown 

that readers do not feel comfortable with a text, perhaps do not even understand it, until they 

have a framework into which it can be fitted”, and that “these problems are, of course, typically 

greater in a foreign language, and with a text that is culturally remote from the reader” (4). As 

previously mentioned, remoteness can occur in connection to a text for a variety of reasons, and 
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because of this, the preparation before reading and “‘pre-teaching’ of language” are particularly 

important aspects of teaching literature to EFL students. In a similar vein to this, Hedge claims 

that “it is now standard practice in the design of reading tasks to use a three-phase procedure 

involving pre-, while- and post-reading stages … the intention is to ensure that reading is 

‘taught’ in the sense of helping readers develop increasing ability to tackle texts” (209). Thus, it 

is important to look at how students are presented activities connected to literature in the 

textbooks they use.  

 

There are a variety of different aspects that can be looked at in the pre-reading activity phase, 

such as what the purpose of the text that will be read is, the themes that it will touch upon, and 

the language it will use, thus activities can take many forms in order to familiarise students with 

these aspects of the text (Hedge 210). These activities are, generally, “essentially schematic 

preparation”, and where learners of English have traditionally focused on vocabulary and 

language structure in preparation for reading.  

 

Although pre-reading activities are important in order to give the students a framework into 

which they can place the text, thereby supporting their understanding, it is also important to 

make sure that students are active in their learning, through both speaking and listening 

(Parkinson 5). According to Hedge, modern-day teachers who have adopted the idea of reading 

as an interactive process tend to also incorporate ‘while-reading’ activities with the aim to 

“encourage readers to be active as they read” (210). These activities are much more heavily 

focused on the topic of the text being read, such as encouraging readers to react to, understand, 

agree or disagree with, and make notes on the text in question through a range of different 

activities. Parkinson agrees with this teaching method, saying that modern-day teachers 

compromise between close-readings of a text, and including students’ own experiences in 

classroom discussions. Here, students are given the opportunity to look at texts in close detail, 

but also spontaneous and personal with their answers to questions, and that “this can include 

responses which have little to do with the text, and more with the learners’ own lives, provided 

that they are offered and recognised as such” (Parkinson 6). 
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The final segment of reading tasks are post-reading activities, which have the aim of connecting 

the pre- and while-reading activities, and allow students to “make use of what they have read in a 

meaningful way”:  

A useful way of involving students [is through] the design of post-reading questions. 

After doing a pre-reading activity prepared by the teacher and individual reading of the 

text, students work in small groups to check their understanding and to construct key 

questions. The teacher elicits questions from the groups, corrects them, and then the class 

selects a set of questions which the students answer in groups. A class plenary ensues to 

discuss the answers. After training in this procedure it can be extended to texts which 

students have brought into class, and eventually students might prepare questions on self-

chosen texts individually for other students to evaluate and answer. Clarke’s procedure 

suggests collaborative classroom work. This can be very useful in helping students to 

become aware of their own thinking processes as they work on texts. (Hedge 211) 

These activities can focus either on the contents of the text or the language used, for example if 

the text encourages students to debate a topic or introduces an idea such as foreshadowing to the 

students respectively. 

Extensive Reading 

Another useful method is ‘extensive reading.’ Defining this method is a difficult task, as many 

writers have their own interpretations. There are a variety of different parameters used by authors 

of both prose and teaching material as the basis for their definition of ‘extensive reading’, such 

as the types of texts being read, the reading purpose, the quantity of texts being read, or the 

amount of time spent reading during a specific period of time (Hedge 202). Hedge summarises 

the idea, though, by saying that “clearly the precise nature of extensive reading will vary with 

student motivation and institutional resources, but an ideal characterization might include the 

following: 

- Reading large quantities of material, whether short stories and novels, newspapers and 

magazine articles, or professional reading 

- Reading consistently over time on a frequent and regular basis 

- Reading longer texts (more than a few paragraphs in length) of the types listed in the first 

point above 
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- Reading for general meaning, primarily for pleasure, curiosity, or professional interest 

- Reading longer texts during class time but also engaging in individual, independent 

reading at home, ideally of self-selected material. (202) 

 

Hedge adds that “recent years have seen a resurgence of interest in extensive reading, perhaps as 

a result of insights from second language acquisition studies into the role and nature of input in 

the learning process” (200). The first trend she mentions, and the only one relevant to this 

paper’s investigation, is the increased availability of English language reading materials for 

students, either in the classroom for various periods of time each week, or through libraries that 

are accessible to the students (Hedge 200). She also claims that the strongest argument for 

introducing extensive reading into an EFL course is the fact that it helps students develop their 

reading ability, and also that “if students have a chance to read at home or to read silently in 

school, they are engaging in an activity which will yield substantial possibilities for them to go 

on learning by themselves. Extensive reading offers the learner many ways of working 

independently” (Hedge 203-04).  

 

Extensive reading is a concept relevant to this study due to the way in which the textbooks are 

structured. Both Viewpoints 2 and Blueprint C are made up of a range of texts that all differ in 

length, style, and purpose. In addition to this, the fact that the textbooks are used frequently in 

Swedish schools means that students are “reading consistently over time on a frequent and 

regular basis”, which is one of the criterion for extended reading according to Hedge (202).  

Summary of Teaching and Learning in the Language Classroom 

In summary, Hedge stresses that reading is an interactive process and therefore focus should be 

put on activating different kinds of knowledge that the students have in order to make reading a 

meaningful and fulfilling process. She also emphasizes that students can make use of the 

different types of reading, that extensive reading is a particularly good method to use when 

possible, and that the selection of texts is important so that students have a variety of texts for 

different purposes to make use of. She finally stresses that reading activities are particularly 

important in order for students to understand the texts they are reading in a meaningful way. To 
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apply these principles to the analysis of the course books in chapter 3, I have formulated the 

following three questions: 

4. What reading activities are available, and do they follow the pre-, while- and post-reading 

model? 

5. How do the texts allow for the activation of students’ linguistic and schematic 

knowledge? 

6. To what extent do the questions and the selection of texts allow for a variety of reading 

purposes? 

 

While the first question is based predominantly on the theories that Hedge presented, the second 

question is relatable to the current curriculum in that Skolverket wants students to encounter 

“concrete and abstract topic areas with connection to the students’ education, and their social- 

and working lives” (6). This is also seen in the grading criteria, where students are expected to be 

able to “discuss in depth and nuanced some phenomena in different contexts and areas of the 

world where English is used, and can also make well developed and nuanced comparisons with 

their own experiences and knowledge” (Skolverket 8). This criteria is directly connected to the 

second question, as students, in both the question above and in the grading criteria, are expected 

to connect what they are reading and learning about to their own experiences and prior 

knowledge, both of which are applicable to schematic knowledge, and the latter of which is 

applicable to linguistic knowledge. Thus, it is important to see what schematic nd linguistic 

knowledge is activated when the students are working with the textbooks so that it is possible to 

see whether or not they are given the opportunity to connect the text to their own lives, and 

therefore reach the higher grades in English 6. 

 

The last of these questions connects back to the curriculum goals that Skolverket have set in that 

it evaluates the type of literature that students are reading, and with what aim, for which 

Skolverket’s goal is that students should read: 

- Texts, including complex and formal texts, that narrate, discuss, argument, report, and 

present. 

- Contemporary and older fiction, poems, plays, and songs. 
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- Different types of texts and texts with different purposes, such as formal letters, scientific 

texts, and reviews. (6) 

This is relevant to the reading theory that Hedge proposes, as different types of texts allow 

students “To get information,” “To respond to curiosity about a topic,” “To follow instructions,” 

“For pleasure and enjoyment,” “To keep in touch,” “To know what is happening in the world,” 

and “To find out when and where” (Hedge 206-07). 

 

Teaching Practice 

In this section, the four questions that were formulated at the end of the previous section will be 

looked at individually. The first two questions have been grouped together as they are 

intrinsically linked, while the other questions can be answered separately. 

What reading activities are available and do they follow the pre-, while- and post-

reading model? How do they activate students’ linguistic and schematic knowledge? 

Viewpoints 2 (2012) 

The activities in Viewpoints 2 follow the same pattern for each text, with a couple of thought or 

discussion points prior to the text entitled “before reading”, followed by the text in question with 

vocabulary lists in the margins, and ending with some longer activities that are connected to the 

content and language of the preceding text. An example of the pre-reading activities presented in 

the textbook, connected to the excerpt from Pride and Prejudice by Jane Austen, is as follows 

(Gustafsson and Wivast 98): 

- Which of the following things do you think should influence a relationship? a) money b) 

family c) other people’s opinions d) reputation. 

- How do you define true love? How do you know that you have found ‘the one’?  

- Would you ever run away to get married against your family’s wishes? Why / why not? 

How much of a part do your family’s wishes play in your decisions? 

These three pre-reading activities clearly allow for the activation of students’ schematic 

knowledge, as they ask students to think about things that they have experience of or know 

something about before reading a text in which the themes of the pre-reading activities will come 
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up again. The same can also be said for the other pre-reading activities, such as the ones for Spud 

by John van der Ruit: 

- Take a stand for or against each of the following statements: 

1. I would like to go to boarding school and think we should have more of them in 

Sweden. 

2. History is a boring and pointless subject.   

3. It is impossible to fully understand and analyse the present day. You can only do 

this by looking back. 

- Imagine you are a teenager growing up in a country where apartheid is being practised. 

What would you be prepared to do to put a stop to it? (Gustafsson and Wivast 141) 

These questions give another example of schematic knowledge activation, relying this time on a 

more historical area of knowledge. These examples show that the pre-reading activities follow 

Hedge’s methodology ideas, both in that pre-reading activities are present, and that schematic 

knowledge activation is key in helping readers to understand the text better, particularly when 

introduced in pre-reading activities (Hedge 192).  

 

In regards to post-reading activities, Viewpoints 2 is particularly plentiful. Each text has around 

six pages of post-reading activities that are connected by subject or language to the text that has 

just been read. An example of this are the activities that follow the excerpt from Pride and 

Prejudice, where students must first “analyse and understand” by answering six slightly longer 

questions while including examples from the text. This is followed by a section entitled 

“working with language”, where students are first given a vocabulary activity where they fill in 

the blanks in some sentences using words from a prescribed list, before going on to work with 

prepositional phrases, and finally with adjectives and nouns (Gustafsson and Wivast 107-111). 

The chapter for Spud follows the same format, composing firstly of longer text-based questions, 

followed by a “working with language” section which also begins with filling out blanks in 

sentences before this time going on to work with linking words and future forms (Gustafsson and 

Wivast 151-7).  

 

Just as with the pre-reading questions, the post-reading section of each chapter activates both 

linguistic and schematic knowledge. The linguistic knowledge activation is immediately 
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apparent through the “working with language” sections, which focus on both vocabulary and 

grammar and include helpful text bubbles that explain how the grammatical rules that are being 

looked at compare with each other in both Swedish and English in order to help students not only 

understand the English, but understand the English based on their understanding of their native 

language, for example “unlike the Swedish language, English phrases cannot take a preposition 

before the infinitive form (to see, to learn etc.)” (Gustafsson and Wivast 109). The schematic 

knowledge activation in these sections is found in the “analyse and understand” questions. Take 

these three questions that follow Pride and Prejudice for example:  

- What is said in Jane’s first letter about Wickham’s character? And why does Jane think 

his decision to marry Lydia shows that he has no bad intentions?  

- The situation is very serious for the characters involved - how does the author make the 

reader understand how upsetting it is for them? Find examples in the text. 

- How do you think a similar situation would be handled today? (Gustafsson and Wivast 

107) 

Here, the first question asks students to relate to the text in a purely factual manner - it is asking 

for nothing more than information that is already included in the text. The second question 

expands on this by asking students to find factual examples in the text in order to support an 

answer that will be based more in students’ schematic knowledge, as their answers will depend 

on their prior knowledge of how people write and talk, and literary tools they may have come 

across through previous reading or lessons. The final question once again expands by removing 

all of the factual information and asking students to connect the text that they have read to their 

own world experiences and understanding of the society that they live in, which is purely 

schematic (Hedge 189). Another example of the post-reading questions asking for schematic 

knowledge is embodied in the following question: “How do you think a similar situation would 

be handled today?” (Gustafsson and Wivast 107). Here, as with the last question exemplified 

above, the textbook is asking students to connect their own experiences and the norms of the 

society they live in with a theme or idea that has been presented in the text, activating schematic 

knowledge once again. 

 

One thing that is apparent when flicking through Viewpoints 2 is the lack of while-reading 

activities. In the margins beside each text there are lists of English words and their Swedish 
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translations, but besides these lists there are no instructions for students reading the texts, leaving 

the while-reading activities for the teacher to compile. An acceptable alternative to preparing 

extra activities for readers or leaving them with just the glossary would be to explain the 

“analyse and understand” post-reading activities to readers before they read the text, and ask 

them to think about those questions while reading the text, perhaps making notes during the 

reading process, before answering them fully afterwards. 

 

Blueprint C Version 2.0 (2011) 

In Blueprint C, the activities for each text appear after the text itself in a section of their own. 

Here they are split into different sections based on the type of activity students are expected to 

complete, including ‘read and react’, ‘reflect and share’, ‘compare and analyse’, ‘further studies’, 

‘wordshop’, ‘listen and react’, “writing”, “speaking”, and “reading” (McKay and Brodin 10-11, 

14, 28, 43-44). What can be seen immediately is that there are no pre-reading nor while-reading 

activities, as all questions expect the students to have read the whole text before answering. The 

texts themselves are preceded by a short introduction to the text, either describing the story itself 

such as for Dracula: “The young lawyer, Jonathan Harker, has gone to help Count Dracula with 

buying real estate. Back in England, his fiancé Mina waits for his return. The count invites 

Jonathan into his castle, but soon it becomes evident that this is no normal household …” 

(McKay and Brodin 64), or the introduction explains why the text is useful for the students to 

read: “To understand just why Dracula became such a potent literary figure, it can help to know 

more about the richly paradoxical and sexually complex period in history when he ‘came alive’: 

The Victorian Age” (McKay and Brodin 59).  

 

The post-reading activities that are available are abundant, more so than in Viewpoints 2. 

Following Dracula, students are presented with four different areas to work with, the first two 

are “Read & React” and “Reflect & Share,” which consist of 5-6 short questions that focus on 

student’s understanding of certain points in the text, what they think different quotes mean in a 

broader sense respectively, for example: 

1. Read & React: Read the second sentence carefully, then say what you suppose was 

the warning the Count had given. 
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2. Read & React: What does the word “dent” mean? Why could we say that the author 

is using the word cleverly here? 

3. Reflect & Share: What is it, do you think, that makes these women so attractive to 

Jonathan Harker? 

4. Reflect & Share: What does [the passage from the previous question] reveal about its 

narrator? Could a character like Jonathan Harker be found in our society? (McKay 

and Brodin 68) 

Questions 2 and 4 touch upon the activation of students’ schematic and linguistic knowledge, 

with the former asking students for their prior linguistic knowledge, and the latter asking 

students to connect the passage to their life outside of the classroom. Despite this, the remaining 

nine questions that are found in these two sections all focus on understanding and analysing the 

book and what the author’s intentions might be, as opposed to activating schematic and linguistic 

knowledge. 

 

In the two sets of questions that follow the text Victorian Sexual Morality immediately before 

Dracula there is a larger degree of schematic knowledge activation. The “Read & React” are still 

heavily focused on the text itself and students’ understanding of the text in a more reading-

comprehension style, but the questions that appear in “Reflect & Share” are much more engaged 

towards students’ knowledge outside the classroom, for example: 

1. Do you think our own times could also be called “sexually complex”? If so, why? 

2. Do royal families today function as moral and sexual role models? If so, how? If 

not, why not? 

3. Having read this text, do these descriptions of Victorian behaviour and society 

disturb you? Would you be happy living in a society like this? If not, what bothers 

you the most about this kind of society? (McKay and Brodin 62) 

The schematic knowledge activation is employed to some degree in all three of the questions, 

asking students to connect what they’ve read to their own experiences and knowledge. 

 

 The third section is “Compare & Analyse” consisting of three longer questions that focus on 

comparing Dracula with preceding texts in Blueprints (McKay and Brodin 69). The questions in 

this section connect students back to other texts found in the text book, for example: 
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- In Romeo and Juliet (Shakespeare) you might remember the famous balcony scene 

dialogue between Romeo and Juliet. Later in that dialogue, the impassioned Romeo has 

to leave without any physical fulfilment of love, and we here this: 

ROMEO: O, wilt thou leave me so unsatisfied? 

JULIET: What satisfaction canst thou have tonight? (Act 2, Scene 2) 

Where in the Dracula extract can you find an echo of these famous lines? Discuss the 

similarities and differences between the lines in Dracula and the ones in Romeo and 

Juliet. Do you think the similarity is intentional, or not? (McKay and Brodin 69) 

These post-reading activities activate schematic knowledge, as the answer to the question is 

based in the students’ prior knowledge of Romeo and Juliet, which this question assumes they 

have read. Of course, it should be noted that this question and the other two that appear in this 

section only activate schematic knowledge if the students have read the other texts that are 

brought into the questions by McKay and Brodin. 

 

The knowledge activation in this section also differs between texts, just as has been seen in 

“Reflect & Share”. Following Victorian Sexual Morality, the three “Compare & Analyse” 

questions focus heavily on the society that the students live in: 

1. Is the society you live in more or less “sexually complex” than the society of the 

Victorian Age? For example, you could discuss fashion, marketing, online dating, 

birth control, or pornography. 

3.  World Heath Organization figures recently showed that underage sex in Britain is 

the highest in Europe, with 39 per cent of girls and 34 per cent of boys having 

under-age sex. Is this a sign that the sexual revolution has gone too far? Should 

they lower the age of consent (presently 16)? (McKay and Brodin 62) 

Here the questions activate the students’ schematic knowledge to a much higher degree than in 

the questions that follow the Dracula extract. 

 

The last section of questions is “Wordshop” which focuses on grammatical and linguistic issues 

in the text – in this case homonyms, homophones, and homographs – and allow students to work 

with the language used in the excerpt (McKay and Brodin 69-71). This section begins with a 

moderately long explanation into what the three word categories are, and then gives examples of 
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homonyms, homophones, and homographs from the Dracula extract that precedes the questions. 

The first pair of “Wordshop” questions focus on students translating homonyms into their own 

language, the second pair of questions are “fill in the gaps” questions on homophones, and the 

last pair are pronunciation exercises with homographs (McKay and Brodin 70-71). While the 

first pair of exercises could be argued to be touching upon linguistic knowledge activation as 

they ask students to connect the new language areas they are learning to their own, the 

connection to Hedge’s idea of knowledge activation is tenuous, and the latter four exercises 

cannot be classified as activating knowledge. The explanation and examples in the beginning of 

the section, however, are a better example of linguistic activation, as they connect the new 

linguistics being learned to the excerpt that students have just read and worked with in the other 

three question sections. All in all though, it’s difficult to see a clear pattern of knowledge 

activation in the questions presented in Blueprints. 

 

Streams in Literature (2003) 

The questions that follow the lyrics to “Stan” by Eminem are divided by Ernst and Andersson 

into two categories: “working with the text” and “discuss”. Both of these categories are 

comprised of “post-reading” questions, while pre- and while-reading questions are both absent 

from the book. The same can be seen in the questions that follow Much Ado About Nothing by 

William Shakespeare. The first set of questions, “working with the text”, do exactly what they 

say by giving the students a chance to work with the themes found in the text or show their 

understanding of the text, for example: 

- Stan repeats “we should be together”. What does he look for in Eminem’s music? 

- The lyrics express strong feelings; frustration and violence emerges as a theme. How 

does Stan express his frustration and violence? (Ernst and Andersson 59) 

- Benedick ponders on love and says, ‘one woman is fair, yet I am well, another is wise, 

yet I am well: another virtuous, yet I am well: but till all graces be in one woman, one 

woman shall not come in my grace’. Re-read Benedick’s dialogues. 

- What sort of man is he? 

- Try to establish his opinion on women. (Ernst and Andersson 115) 
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In this group of post-reading questions it is clear that there is an attempt at activating students’ 

linguistic and schematic knowledge, depending on the text that is being looked at. For example, 

students are asked to pick out linguistic information from Eminem’s song, such as themes and 

rhyming patterns, based on their understanding and interpretation of the words used in the lyrics: 

- There is much to say about the language in the lyrics, but Eminem makes use of rhyming, 

imagery and rhythm in a creative way. 

- Find the rhymes. What kinds of words are used in the rhymes? What effect do the 

rhymes and the words have? 

- What images can you find? What do they represent and what effect do they 

create? (Ernst and Andersson 59) 

Meanwhile, linguistic knowledge activation is missing completely from the questions that follow 

Much Ado About Nothing. It should be noted that while “Stan” is an example of an 

unconventional text choice, it has been chosen precisely because linguistically it is not that 

different from the sort of English students come into contact with on a daily basis, whereas Much 

Ado About Nothing is very different due to the period in which it was written. Despite this, it is 

“Stan” which has the most activities, which is remarkable considering the plethora of 

opportunities posed by a text such as Much Ado About Nothing. 

  

The schematic knowledge activation is somewhat vaguer, with the “working with the text” 

questions asking students to analyse the text at face value as opposed to explicitly activating their 

schematic knowledge in connection with the themes in the text. Take the first question following 

Eminem’s lyrics for Stan: “Describe Stan’s state of mind. What caused it?” (Ernst and 

Andersson 59). Similarly, the questions that follow Shakespeare’s Much Ado About Nothing also 

mainly revolve around the students’ basic understanding of the text and its characters, as seen in 

the following questions: 

- Define the relationship between Beatrice and Benedick. Find examples in the text. 

- Compare Beatrice and Benedick. What traits do they share? (Ernst and Andersson 114-5) 

For both texts, the questions rely on a face-value analysis, with no prior knowledge needed. 

Despite this, schematic knowledge activation is reachable in a handful of questions, assuming 

that the students have the prior knowledge required, although this occurs more commonly in the 

“discuss” questions in the second question category. Here the students are given somewhat more 
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schematic knowledge questions which ask for somewhat tenuous comparisons to their own 

experience and lives, for example: 

- Take the role of a solicitor. What arguments for leniency (forgiveness) are there in Stan’s 

defence? 

- Discuss whether Eminem should be responsible for his fans’ actions. Argue for or 

against. (Ernst and Andersson 59) 

For Much Ado About Nothing, this occurs in the “working with the text” section, but appears in 

only one of seven questions that appear across both categories: 

- We can still very much appreciate the playful game between the male and female 

characters in Much Ado About Nothing, just as they did in the renaissance. Why is it so, 

do you think? Why are Beatrice and Benedick still credible as characters? (Ernst and 

Andersson 115) 

The same can be said for the questions that appear at the beginning of each chapter, in the 

introduction to the theme, for example: 

- Describe the persons in the picture. What does the picture imply? 

- Define what constitutes a man. Is it the same as being male? 

- Define what constitutes a woman. Is it the same as being female? 

- What is the difference between sex and gender? 

- How do sex and gender affect men and women? (Ernst and Andersson 100) 

Here students are asked to think briefly about the theme they will begin to work with, connecting 

their own thoughts to the introduction texts, although it is important to note that these questions 

are not present in every chapter. 

 

From this analysis, and the fact that pre- and while-reading questions are missing entirely from 

Streams in Literature, it is safe to say that the textbook does not follow Hedge’s theories on 

question formulation and knowledge activation. The same is true for Streams in Literature, 

which only has some few glossary words with no direct Swedish translation available, instead 

giving a short explanation of the word at hand, for example “bespoke – showed, told of” (Ernst 

and Andersson 143). 

 

Progress Gold C (2009) 
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Progress Gold C, like Blueprint C and Streams in Literature, does not include any pre- or while-

reading activities. The post-reading activities, however, vastly outnumber those present in the 

other three textbooks. This is partially due to the number of tasks present in the initial textbook, 

but also to the fact that Progress Gold C comes complete with a separate workbook focused 

completely on vocabulary. The lack of pre- and while-reading activities is perhaps partly caused 

by the layout of the textbook: the literary texts are separated from the follow-up tasks 

completely, with the tasks appearing in their own chapters of the book. The plentiful post-

reading tasks are split into a variety of different categories, with the most common ones being 

“Textwork”, “Vocabulary”, “Speaking”, and “Writing”. There are a couple of other sections, 

such as “Useful Idioms”, “See a Film”, and “Debate”, but these categories only appear a handful 

of times, while the previous four categories are much more prolific. 

 

The “Textwork” tasks focus on the connected text, asking students to answer questions that show 

their understanding of the text itself, for example: 

- Give examples of any misunderstandings you have experienced while abroad and the 

reasons for them. 

- Give a complete description of the woman. What is so special about her?  

- Comment on the reactions that the woman gets to the way she dresses. 

- What dress code do we have for different age groups, if any?  

- What other items, apart from clothes, can you use to communicate? (Hedencrona and 

Smed-Gerdin 142, 144) 

The final three questions are explicit activations of students’ schematic knowledge, asking them 

to connect their real life experiences in connection to the themes in the text – the last being a 

particularly good example of this. This question also activates students’ schematic knowledge 

but in a more subtle and implicit way – not asking students to comment on their experiences, but 

allowing room for prior knowledge to be added to the answer. This pattern is mirrored in many 

of the “Textwork” sections throughout the activities chapter, but also in other sections, such as 

the section “Writing a leaflet”: 

- You are now going to help the guide promote this town and his services. Use the 

information given in the text and add other things if necessary. Think of layout and use 

suitable headings for attractions and other information …  
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Or 

Promote your own home town and the tourist information centre. Follow the above 

instructions. (Hedencrona and Smed-Gerdin 146) 

Here, as with the “Textwork questions”, the first part of the question allows for the addition of 

schematic knowledge by allowing students to “add other things if necessary” (Hedencrona and 

Smed-Gerdin 146), giving them the possibility to think about what sort of information they 

would usually see in a promotional leaflet. Meanwhile, the second part of the task is explicit in 

its activation of schematic knowledge in that it asks students to use their prior knowledge of their 

hometowns to complete the task. Despite this, there are a few shorter questions that activate 

students’ linguistic knowledge in a direct way, although these only appear following 

biographical texts on Nelson Mandela and Hillary Clinton (Hedencrona and Smed-Gerdin 165, 

167). 

 

When it comes to the activation of students’ linguistic knowledge in Progress Gold C, there are a 

plethora of tasks for students to complete. Included in the textbook under the “Vocabulary” 

section of the exercises are various tasks that are designed to improve and test just that – 

vocabulary: 

- Here are the definitions of sixteen of the words found in the text. Find the words. To help 

you the first and last letter of each word is given […] 

- Look at the two lists of words below. List A contains words taken from the text. In list B, 

there are synonyms for each of these words. Look at how the words in A are used in the 

text and then match them to an appropriate synonym or synonyms in B […] 

- Fill in the missing words in the sentences below. Choose from the following words, all 

taken from the text. Then make up your own sentences for the words that are left over. 

(Hedencrona and Smed-Gerdin 142, 164,165) 

Together with the rest of the “Vocabulary” tasks, these tasks build and activate students’ 

knowledge in that they connect the language in the text with what students already know, or 

what they can guess, based on the linguistic knowledge they already have. In addition to the 

vocabulary exercise littered throughout the penultimate chapter of the textbook, there are 71 

pages of linguistic exercises in the “Vocabulary Trainer” that comes with the course book. This 

“Vocabulary Trainer” includes tasks similar to those in the textbook, but has the added bonus of 
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including vocabulary lists complete with Swedish translations. It is therefore easy to state that 

Progress Gold C is an abundant source of linguistic knowledge activation. 

  

To what extent do the selection of texts and tasks allow for a variety of reading 

purposes? 

Viewpoints 2 (2012) 

When it comes to the different purposes for reading, the biggest factor to look at is what type of 

texts are included in the textbook to begin with, as different types of texts allow for different 

reading purposes according to Hedge (206-7). In this sense Viewpoints 2 is very limited in that 

all of the texts are excerpts from novels and longer stories. In essence, the text selection is not 

varied enough to allow for lots of different types of reading in the way that Hedge advocates, as 

the passages differ only in content and not in style or purpose. Thus, the text types in Viewpoints 

2 are aimed primarily at reading “for pleasure and enjoyment”. The questions that follow the 

texts, however, allow for further reading purposes, although to a fairly limited extent.  

 

There are two reading purposes that are used in the follow-up questions to Viewpoints 2 – “to get 

information” and “to respond to curiosity about a topic”. The first of these is used in a handful of 

tasks throughout the textbook, for example: 

- “There are various references to Chaucer in the story. Research him on the internet. Who 

was he? When did he live? What did he write?” 

- Research the history of slavery in Jamaica. Which countries colonized the island? How 

were slaves treated? What type of work did they have to do? (Gustafsson and Wivast 67, 

256) 

The tasks here also ask students to read “to find out when and where”, but this reading purpose 

does not show up in the textbook besides these questions. So while the reading purpose “to get 

information” is used explicitly within the task, this is not always followed through. Viewpoints 2 

has a tendency to touch upon reading purposes either through asking students to research 

information so that they understand the rest of the task, or by asking students for their opinions in 

such a way that doing a little research would help, but without explicitly asking students to make 

use of the reading purposes. The first of these strategies can be seen in the following question: 
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- At the end of the text O’Connor goes to a gospel service at a nearby church. What is the 

sermon like? What messages does the preacher give to the congregation? Do you think 

this account gives an accurate picture of a ‘Bible Belt’ church sermon, or is O’Connor 

exaggerating a little bit to make the passage more fun to read? (If you are not sure which 

part of the USA is considered the Bible Belt, use the internet to find out.) (Gustafsson and 

Wivast 270)  

The task here is not specifically connected to the reading purpose “to get information”, but in the 

last line challenges students with less schematic knowledge to do some of their own research. 

Despite this, it is not a major part of the question.  

 

The implicit use of reading purposes is particularly clear in “to respond to curiosity on a topic”. 

This reading purpose isn’t used very much in the textbook, but one of the few instances it 

appears is following an excerpt from Girls of Riyadh by Rajaa Alsanea: 

- Girls of Riyadh was originally written in Arabic and then translated into English, and 

there was a well-publicized dispute between author and translator with this version. What 

do you think of the English in the translation that you have just read? Do you think that a 

translation expresses exactly the same as the original in terms of content and language? 

What difficulties do you think a translator might face when trying to achieve a 

satisfactory result? How much licence do you think he or she should have to change 

things? Do you think a translation can ever be as good as the original? Can you think of 

(or find) any particularly good or bad examples of translated texts? (Gustafsson and 

Wivast 92) 

This task is particularly detailed, asking a multitude of questions, but also asking students to find 

some examples of translated texts. It also begins to touch upon the reading purpose “to know 

what is happening in the world” when it describes the disagreement between the author and 

translator. While it does not explicitly ask for students to go and find information about this 

disagreement, there is room here for further research. These implicit tasks continue on page 166, 

following an excerpt from Generation Kill by Evan Wright: 

- As you already know, Evan Wright was an embedded reporter with the 1st 

Reconnaissance Battalion of the US Marine Corps for two months during the invasion of 
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Iraq. Do you think it is possible for an embedded reporter to remain completely objective 

in situations like this? Give reasons for your answer. (Gustafsson and Wivast) 

This is common in a lot of the questions in Viewpoints 2, as almost all of them are aimed at 

understanding and analysing the text or the language in the text. In short, there is a clear lack of 

tasks aimed at reading purposes other than “for pleasure or enjoyment” and “to get information”. 

 

Blueprint C Version 2.0 (2011) 

Blueprint C is a particularly good textbook when it comes to reading purposes, as it contains a 

mix of different text types and questions that allow for different reading purposes. Blueprint C 

includes a multitude of different text types, from articles which are read “to get information” and 

“to know what is happening in the world” depending on the topic, to novel excerpts, poems, and 

song lyrics which are read primarily “for pleasure and enjoyment”.  

 

Which reading purposes are represented also depends on the questions that follow each text. As 

previously mentioned, some of the tasks ask students to connect the text they have just read with 

another text in the book – a good example of this interconnectivity are the first two excerpts in 

Blueprint C. The first is an article titled “English – The International Skark?” (McKay and 

Brodin 8-9), which introduces students to the Sapir-Whorf hypothesis, and the second is a poem 

called “There Is No Word For Goodbye” (McKay and Brodin 12-13).  The article is initially 

used “to get information” while the poem is read “for pleasure and enjoyment”, but the “compare 

& analyse” task that follows the poem changes the reading purpose entirely: “Can you see the 

Sapir-Whorf hypothesis (see p. 8) at work in this poem? How?” (McKay and Brodin 14). In 

answering this question, students are expected to re-read both texts, this time in order “to 

respond to curiosity about a topic”. Similarly, one of the “reflect and share” tasks also changes 

the reading purpose for the poem from “for pleasure and enjoyment” to “to respond to curiosity 

about a topic” and “to get information”: “Are there any words or expressions in your own 

language that cannot be accurately translated into English? What do you think this moment of 

“loss in translation” says about the difference between your culture and English culture?” 

(McKay and Brodin14). These types of questions and their respective change in reading purposes 

appear continuously throughout Blueprint C, for example: 
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- What effects will Globish have on the creative use of English in the future? What could 

happen to poetry, literature, song lyrics, drama, or film? (McKay and Brodin 24) 

- Find as many adjectives and adverbs as you can that describe Edward’s emotional state. 

After you have listed them, explain in your own words how you think that he is feeling 

during this conversation. (McKay and Brodin 76) 

 

In addition to these types of questions, there are other tasks that ask students to read either “to 

know what is happening in the world”, “to find out when and where”, “to respond to curiosity 

about a topic”, or “to get information”, sometimes mixing multiple reading purposes in a single 

task: “Do some research to find different ages of consent around the world. Are there any you 

think should be changed? Is it OK for every country to make these kinds of decisions 

independently, or should decisions be made at an international level?” (McKay and Brodin 63). 

Here the task is asking students both “to get information”, “to find out what is happening in the 

world”, “to find out when and where”, and “to respond to curiosity about a topic”. These types of 

tasks that ask students to do research outside of the textbook, found in the “further studies” 

sections, expand on the themes and ideas presented in the texts that they follow, and therefore 

connect students back to what they have read even though they are expected to do research 

outside the textbook. 

 

Streams in Literature (2003) 

As previously stated, when looking at different purposes for reading, a lot hangs on what type of 

texts are presented in the textbook, as the different reading purposes match up with different 

types of text (Hedge 206-07). In this sense, Streams in Literature is quite limited, as there are 

only a handful of different types of texts presented: short stories, plays, poems, and excerpts 

from novels. As such, the selection of texts does not have enough variation to allow for the 

multiple purposes for reading that Hedge presents. The same can be said about the tasks that 

follow the texts. While there are a number of different activity sections that follow the texts in 

Streams in Literature, such as “Introduction to the Theme”, “Working With the Text”, “Further 

Work With the Texts”, “Writing”, “Discuss”, and “Further Reading”, the majority of texts are 

followed only by “Working With the Text” and “Discuss”, with “Introduction to the Theme” 
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only appearing at the beginning of each chapter of the book, and the remaining sections 

appearing at the end of each chapter.  

 

The issue with the activity sections in Streams in Literature is that they all follow the texts very 

closely, and therefore do not allow for a variety of reading purposes. In “Introduction to the 

Theme”, the questions ask students to think about a few questions connected to the main theme 

that runs throughout the selection of texts in the chapter. For example at the beginning of the 

chapter “Male or Female”, students are asked: 

- Describe the persons in the picture. What does the picture imply? 

- Define what constitutes a man. Is it the same as being male? 

- Define what constitutes a woman. Is it the same as being female? 

- What is the difference between sex and gender? 

- How do sex and gender affect men and women? (Ernst and Andersson 100) 

There could have been room for students to read for other purposes, but that the questions as they 

stand now do not allow for this. The same can be said about the other sections, such as the 

question from “Working With the Text: “How does Frankenstein perceive his creation?” (Ernst 

and Andersson 154). These examples are typical of the types of questions students are given in 

each respective section – questions which do not challenge students to practice or make use of a 

variety of reading purposes, but instead ask students to compare and analyse the texts they have 

read. Lastly, the section “Further Reading” is simply a list of other texts that are connected to the 

presented theme that students can read, and entirely lacks any tasks. 

 

Progress Gold C (2009) 

As with Blueprint C, Progress Gold C includes a variety of different types of texts, from short 

stories and excerpts from novels, to plays, poems, and article pieces. This variety, however, is a 

lot broader than in Blueprint C, and therefore allows for a larger variety of reading purposes in 

the initial reading phase. 

 

Through the inclusion of fiction texts such as The Silver Boob Tube, Educating Rita, and A Cup 

of Tea, the reading purposes in the textbook start in the same way as the other three textbooks, 

i.e.,  “for pleasure and enjoyment” (Hedencrona and Smed-Gerdin 9, 19, 26). However, the 
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reading purposes are expanded in chapters 4 and 5 with “to get information”, “to know what is 

happening in the world”, and “to find out when and where”. These chapters include six 

biographical non-fiction articles about Helen Keller, Nelson Mandela, and Hillary Clinton, and 

three speeches by Winston Churchill, John Gilespie Magee, and Peggy Noonan respectively 

(Hedencrona and Smed-Gerdin 47-69). These pieces each aim to give students’ some 

understanding of different historical people and events, while also improving their English. 

 

The activities that are connected to each text also allow for additional reading purposes to some 

extent, although not all of the texts have such activities. An example of this is the speaking 

activity which follows The Silver Boob Tube: 

- Give a two minute presentation of an ‘odd’ personality. Choose an icon or just someone 

you know. Find facts about the person and introduce him/her to the class. Try to find 

exact words when describing your person. 

Title: A different personality 

To vary your language see Synonyms for common and overused words on p. 133. 

(Hedencrona and Smed-Gerlin 143) 

Here the question is asking students to do further research which touches upon the reading 

purpose “to get information”, depending on whether or not the students need to find information 

on the person they will talk about, and whether or not the students need to look at the 

‘Synonyms’ section of the book in order to learn new words that they can use in their 

presentation. These questions are, however, few and far between, and most of the tasks that ask 

students to do more than read and analyse the texts are only asking for students to produce work 

in a different form – for example speaking, listening, or writing a specific type of text – rather 

than asking them to read for a different purpose. The only question that properly and directly 

incorporates more than one reading purpose, and therefore bucks the trend of analysing the text, 

is a “Project” task that is found at the end of the section of biographical texts: 

- Time for a project linked to your field of study (science, literature, art, politics, etc.). 

Choose representatives of your field – e.g. explorers, scientists, books, artists, politicians 

– from three different periods of the 20th century. Study society at the time, compare the 

periods and try to evaluate the impact your chosen representatives had on their 

contemporaries. Reflect critically on your sources. (Hedencrona and Smed-Gerdin 167) 
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Perhaps because it is formulated as a project instead of a single question, this task asks students 

to read external sources “to get information”, “to respond to curiosity about a topic”, and “to find 

out when and where”.  

Conclusion  

Through analysing the four textbooks, Viewpoints 2, Blueprint C, Streams in Literature, and 

Progress Gold C, it is clear that the first has a wide variety of activities that span both the pre- 

and post-reading parts of Hedge’s model, with a plethora of questions, activities, and glossary 

words to keep students activated throughout the whole reading process. The same cannot be said 

for the latter three textbooks, which all focus heavily on the post-reading phase and offer no pre- 

or while-reading activities at all. Despite this surface-level similarity, the design of the tasks in 

Blueprint C, Streams in Literature, and Progress Gold C differ vastly from each other, ranging 

from a mix of exercises, to a focus on the literature, and finally to a focus on linguistics in each 

book respectively. 

 

The conclusion regarding pre-, while- and post-reading activities is that there is an indication that 

the theoretical model that Hedge presents appears more in Viewpoints 2. This is further seen 

when analysing whether the questions presented activate the students’ schematic knowledge: 

while Viewpoints 2 expects students to think about the themes and situations in the texts and then 

apply them to their own experiences and opinions, Blueprint C and Progress Gold C evaluate the 

students’ understanding of what is going on in the texts and what the authors are trying to say. 

Except for a couple of questions that are focused on ideas that are somewhat related to the texts, 

but not the texts themselves, there is little or no connection to the outside world in Blueprint C, 

or thought for the students’ understanding in relation to their own lives. Streams in Literature 

simply evaluates the students’ understanding of what is going on in the texts and what the 

authors are trying to say, with no connection to the outside world, or thought for the students’ 

understanding in relation to their own lives, and therefore does not allow for much activation of 

students’ schematic knowledge. The presence of pre-reading questions in relation to the themes, 

however, shows that there is a slight inclination towards Hedge’s model, although it should be 

repeated that these questions are connected to some of the themes, and not each individual text. 
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These questions do activate students’ schematic knowledge, but as they are not found in every 

chapter, the link to Hedge’s theory is tenuous at best. 

 

 

The activation of linguistic knowledge is another point on which Viewpoints 2 surpasses 

Blueprint C in terms of Hedge’s methodology. Viewpoints 2 has a consistent list of glossary 

terms and their translations for students to follow while reading the texts in order to help them 

understand what they are reading, but also presents follow-up questions that are specifically 

designed to get the students thinking about language and how it is used, connecting to both the 

language within the texts and in a more general sense. All of these exercises will help the 

students broaden their understanding of the English language while also helping them understand 

the passages they are reading in class. Streams in Literature offers glossary words, although they 

are few and far between, and the textbook has no questions specifically designed to look at the 

language in the texts. This is particularly noteworthy considering the higher usage of older texts 

with sometimes archaic language, such as Shakespeare’s Much Ado About Nothing, where it 

could be argued that a glossary of terms would be needed even for a native English speaker. The 

excerpt from Shakespeare’s play, however, is heavily edited and contain little to no usage of his 

distinct linguistic style, although there are still phrases and sentence structures that could cause 

issue for readers who do not have a high level of English. Similarly to Streams in Literature, 

Blueprint C completely lacks vocabulary, and has no questions specifically designed to look at 

the language in the texts. 

 

Bluepoint C is the textbook that best provide a variety of different reading purposes, seen both in 

the initial reading of the texts and the questions that follow. This is partly due to the fact that it 

contains a broader range of text types than Viewpoints 2 – applying the reading purposes “to get 

information” and “to know what is happening in the world” as well as “for pleasure and 

enjoyment” in the text choices alone - but also because Blueprint C is particularly strong on the 

tasks connected to each text. The different reading purposes are a lot more prominently 

incorporated in its tasks, though, for example, comparison questions and further research 

opportunities which allow for reading “to respond to curiosity about a topic” and “to find out 

when and where”. Meanwhile, Viewpoints 2 has few questions that encourage students to read 
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for different purposes, and of those questions that do encourage them to some extent, the 

majority do so by implication only. This tendency is acerbated by the fact that all of the passages 

presented in both textbooks are purely literary, and therefore do not incorporate the other types 

of texts that Hedge mentions, such as pamphlets, instructions, or tourist guides, which would 

have allowed for more reading purposes in the initial reading phase. Similarly, Streams in 

Literature focuses on longer literary works, and does not include any variety in reading purposes. 

 

In order for the textbooks to fully follow the methodology proposed by Hedge, there would have 

to be produced new editions that include a larger variation of texts that further allow students to 

be fully activated in the reading process, particularly linguistically in the case of Blueprint C’s 

tasks, and schematically in the case of Streams in Literature and Progress Gold C. The same is 

true for all four of the books in relation to reading purposes, where even though some of the 

textbooks had incorporated multiple reading purposes, there is still a lot of room for 

improvement, either in which reading purposes are included, or in the amount of opportunities 

students have to practice these purposes. Despite this, all of the textbooks are definitely on their 

way to reaching this goal with the exception of Streams in Literature, and in connection with 

sources gathered from outside the textbooks, are valuable tools for literature teachers who wish 

to follow the reading structure that Hedge presents. This is particularly true with Viewpoints 2, as 

it is particularly strong in the pre-, while- and post-reading question strategies, and with 

Blueprint C which is the strongest book in relation to reading purpose strategies. Progress Gold 

C would, however, require quite a large rework, as it lacks both pre- and while-reading 

questions, and different reading purposes. The same is true for Streams in Literature which fails 

to follow any of the models that Hedge proposes, and is therefore only a valuable tool in the 

classroom if working with specifically literature analysis.
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Appendix 1 

Text list from Viewpoints 2 by Linda Gustafsson and Uni Wivast 

 

Title Author 

Child in Time Ian McEwan 

Oliver Twist Charles Dickens 

“I Can Speak” George Saunders 

The Doll’s House Katherine Mansfield 

“Frock, Wireless, Gorgeous, Slacks” Peter Goldsworthy 

Crush Carrie Mac 

Girls of Riyadh Rajaa Alsanea 

Pride and Prejudice Jane Austen 

Nickel and Dimed Barbara Ehrenreich 

Mrs Dalloway Virginia Woolf 

Spud John van de Ruit 

Generation Kill Evan Wright 

“Nipplejesus” Nick Hornby 

Indian Killer Sherman Alexie 

The God of Small Things Arundhati Roy 

“A Modest Proposal” Johnathan Swift 

The Ballad of Trenchmouth Taggart Glenn Taylor 

The View from Coyaba Peter Abrahams 

Sweet Liberty Joseph O’Connor 

“A Rose From Emily” William Faulkner 

 

  



 

 

 

Appendix 2 

Text list from Blueprint C Version 2.0 by Christina McKay and Micke Brodin et al.  
 

Title Author 

“There is No Word For Goodbye” Mary Tallmountain 

The House on Mango Street Sandra Cisernos 

So English is Taking Over the Globe. So 

What. 

Moan Cohen 

1984 George Orwell 

“Californiacation” Red Hot Chili Peppers 

The Hitch-Hiker’s Guide to the Galaxy Douglas Adams 

Why Do People Like Being Scared? Queendom.com 

Dracula Bram Stoker 

“Bela Lugosi’s Dead” Bauhaus 

Twilight Stephanie Meyer 

“The Raven” Edgar Allen Poe 

“An Englishman In New York” Sting 

Eat, Pray, Love Elizabeth gilbert 

My Cleaner Maggie Gee 

Touch the Dragon Karen Connelly 

I’m A Stranger Here Myself Bill Bryson 

Generation Me Jean Twenge 

“Help Save the Youth of America” Billy Bragg 

To the Lighthouse Virginia Woolf 

“This be the Verse” Philip Larkin 

Writing the University Application Letter Hugh Gallagher 



 

 

 

“Closer To Fine” Indigo Girls 

Ulysses James Joyce 

“The Second Coming” W.B. Yeats 

Rosencrantz and Guildenstern Are Dead Tom Stoppard 

“Thoughts About the Person from Porlock” Stevie Smith 

On Seeing England for the First Time Jamaica Kincaid 

“Somalia” K’Naan 

Jane Eyre Charlotte Brontë 

Wide Sargasso Sea Jean Rhys 

 

  



 

 

 

Appendix 3 

Text list from Streams in Literature by Carina Ernst and Malin Andersson  
 

“The Black Cat” Edgar Allan Poe 

“The Yellow Wallpaper” Charlotte Perkins Gilman 

The Talented Mr Ripley Patricia Highsmith 

“Stan” Eminem 

“I Wandered Lonely as a Cloud” William Wordsmith 

The Lady of Shalott Lord Alfred Tennyson 

“A Family Supper” Kazuo Ishiguro 

Moon Palace Paul Auster 

Much Ado About Nothing William Shakespear 

The Tenant of Wildfell Hall Anne Brontë 

“The Invisible Gentleman” Graham Greene 

“Mrs Tiresias” Carol Ann Duffy 

Frankenstein Mary Shelley 

The Picture of Dorian Gray Oscar Wilde 

“Hairball” Margaret Atwood 

“Where the Wild Roses Grow” Nick Cave 

Young Goodman Brown Nathaniel Hawthorne 

“The Soldier” Rupert Brooke 

“Anthem for Doomed Youth” Wilfred Owen 

Lord of the Rings J. R. R. Tolkein 

How to be Good Nick Hornby 

 

  



 

 

 

Appendix 4 

Text list from Progress Gold C by Eva Hedencrona and Karin Smed-Gerdin et. Alia 
 

The Silver Boob Tube Sue Townsend 

“The Relationship of Language and Culture” Claire Kramsch 

“Eight Different Ways of Advertising the 

Same Thing” 

Catherine Deneuve 

The Guide R.K. Narayan 

Educating Rita Willy Russell 

A Cup of Tea Katherine Mansfield 

Nairobi Joyce Carol Oates 

“The New Journalism” Tom Wolfe 

Why Doesn’t GM Sell Crack? Michael Moore 

“Helen Keller – A Light in the Darkness” n/a 

“Nelson Mandela – The Man Without a Face” n/a 

An American Story Hillary Rodham Clinton 

“The Wicked Wit of Winston Churchill” n/a and Winston Churchill 

“High Flight” John Gillespie Magee 

“‘Touch the Face of God’” Peggy Noonan 

“What is Slam Poetry?” B. Sia, F. Belle, R. Cabico, and D. Antoniades 

“Classics” Dylan Thomas 

“Letters to a Nut” Ted Nancy 

“‘You’ll Never Believe What Happened…’ Is 

Always a Great Way to Start” 

Thomas King 

Boxes Andrea Levy 

The Concert Syl Cheney-Coker 

“I’m Nobody, Who Are You?” Emily Dickinson 



 

 

 

The Kid in a Bin Robert Carter 

A Day’s Wait Ernest Hemingway 

Boyhood J. M. Coetzee 

“On Not Winning the Nobel Prize” Doris Lessing 

 

 


