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Abstract 


This thesis has aimed at exploring teacher cognition (attitudes, beliefs, knowledge, and 
 practices) in relation to literature teaching in English as a Foreign Language (EFL) 
 classrooms at the upper-secondary level in Norway. The data for the research has been 
 obtained through the use of qualitative methods, such as semi-structured interviews and 
 classroom observations with five EFL teachers who teach in the first year of upper secondary 
 (vg1). The study addressed three research questions: what approaches and methods the 
 teachers employ in their EFL literature teaching, how they select reading material and what 
 learning objectives they consider most important, and lastly, how their stated beliefs compare 
 with their actual practices. 


Although there is a strong focus on literacy in the Norwegian curriculum (the 
 Knowledge Promotion from 2006), there is no explicit information about how literature 
 teaching at this level should be conducted, nor a specific list of what literary texts to employ 
 in the EFL classroom. Hence, since the teachers are challenged to set their own aims, choose 
 reading material and different methods, the choice of topic for the present thesis grew out 
 from an attempt to study teachers´ rationale for literature teaching. In order to investigate the 
 teachers´ cognition, their practices have been studied in relation to their attitudes, beliefs and 
 knowledge.  


The study showed that the teachers are influenced to different degrees by their own 
 experiences as language learners and their teacher education programmes. Most significantly, 
 the results have indicated that their experiences as language learners have spurred their 
 interest for literature. In addition, there is reason to believe that they incorporate certain 
 elements of their previous experiences, whereas others have been avoided. 


Seemingly, the methods and literary texts employed are highly influenced by 
 curricular aims, since three of the teachers claimed to use literature primarily to enlighten 
 these objectives. They are, however, free to select what reading material to employ since there 
 does not appear to be formal restrictions in this regard. Nevertheless, certain factors seem to 
 affect their choices, such as other colleagues, the textbook and previous teaching experiences. 


Seemingly, the textbook is the most predominant reading material since it is used by all five 
 teachers on a general basis. Their stated beliefs are that its content is well-structured and 
 educational, that it correlates with curricular aims, and that it is preferred by students.  


Although the teachers evidently use similar methods in their teaching, the study 
showed that they have a varied focus. However, they all emphasized the importance of 



(4)variation in EFL teaching, which seems to be a belief that corresponds with their actual 
 practices since various methods such as class discussion, teacher presentation and group work 
 were employed in the observed lessons. In addition, their teaching can be linked to the 


language-, cultural- and personal growth models for teaching literature, and evidently, they 
 also employ aspects of critical literacy to various extents. 


Each teacher apparently uses several approaches to literature teaching, as elements 
 from the historical-biographical method, New Criticism and reader response theory seem to 
 be integral in their teaching. For this reason, it may be argued that they have an eclectic 
 approach to literature teaching. 


The study showed that the teachers focus on different learning aims, but the ones that 
 were most frequently mentioned are reading for pleasure, intercultural competence, 


vocabulary, and aims connected to language- and literacy skills, such as accuracy, reading, 
 writing and general language abilities. Four of the teachers consider reading for pleasure as an 
 overall objective, and the importance of extensive and free voluntary reading was explicitly 
 stressed. Nonetheless, doubts were proposed as to whether this aim is realistic to achieve in 
 school settings where students may feel disempowered and unengaged, and where text 
 analysis and tasks deprive them of experiencing a joy for reading. Among the reasons 
 provided by the teachers as to why extensive and free voluntary reading is difficult to 
 conduct, were that this requires a large amount of class time and a wide variety of reading 
 materials, which suggests that contextual factors influence the extent to which teachers are 
 able to make teaching-related decisions according to their beliefs. Moreover, the findings 
 have indicated that teachers’ cognitions are shaped and mediated by dynamic interactions 
 among context, experiences from schooling, university education and classroom practices (cf. 


Borg 2015:259). 


Hopefully, this thesis has contributed to research on the relationship between teacher 
cognition and literature teaching in particular, as well as to that of literacy teaching and 
foreign language (FL) teaching. It has also aimed to provide an insight into the current 
situation of literature teaching at the Norwegian upper secondary level.  
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1. Introduction  


This thesis is a qualitative study of teacher cognition and literature teaching in English as a 
 Foreign Language (EFL) upper-secondary classrooms in Norway. Cognition is defined as 


“what teachers think, know, and believe and the relationship of these mental constructs to 
 what teachers do in the language teaching classroom” (2003:81). Through semi-structured 
 interviews and classroom observations it aims to investigate five EFL teachers´ cognitions 
 and practices related to literature teaching in depth. The teachers are from different schools, 
 and the focus will be on their teaching practices in Vg1.  


In the present study literature is considered closely linked to literacy, in the sense that 
 students will need to be literate in order to read and comprehend literary texts. Consequently, 
 it is seen as essential that they develop necessary reading- and writing skills and strategies to 
 fully interpret and gain knowledge from the texts they read. Similarly, in order to read and 
 write fluently in their FL, the learners must presumably have access to and experience with 
 reading different types of literary texts, and it is likely that the exposure to these will enhance 
 their literacy skills. 


Literature has traditionally been an integral part of FL teaching in upper secondary 
 education in Norway (Fenner 2011:41). Nonetheless, as will be discussed in the following 
 chapter, the Norwegian curriculum (the Knowledge Promotion from 2006) does not mention 
 explicitly how literature teaching at this level should be conducted. Although there is a strong 
 focus on literacy in the curriculum, literature is mentioned explicitly only once in the list of 
 competence aims under the subject area of Culture, society and literature. Furthermore, there 
 is no specific list of literature or restrictions on how the teaching should be carried out. The 
 teachers are thus challenged to set their own aims, and to choose reading material and 
 different methods to conduct literature instruction in the EFL classroom, which undoubtedly 
 makes it interesting to study what they do and believe in this regard.  


Although the curriculum aims may be conceived as “open”, teachers do need to make 
sure that the pupils will have read “[…] a variety of texts in English to stimulate the joy of 
reading, to experience greater understanding and to acquire knowledge” (LK06, English 
subject curriculum, English version:3). Needless to say, the individual teacher is left with a 
significant responsibility in order to find a balance between upholding the Literary Canon and 
introducing the learners to cross-cultural or newly released literature. Additionally, teachers 
must equip learners with tools so that they are able to discuss and evaluate a literary work, as 



(9)well as engage them so they are enabled to experience a joy for reading (Oshaug Stavik 
 2015:41). Due to the fact that Vg1students have been taught literature in primary school, and 
 because they are quite experienced learners of English, the choice was made to study teachers 
 at this level.  


Some of the theory employed in this thesis (in chapter 2 and 3) will be discussed both 
 from a first language (L1) and a second/foreign (L2/FL) perspective. It is seen as appropriate 
 to include sources from an L1 perspective such as Hennig (2010) and Børhaug, Fenner and 
 Aase (2005), since some of the theory included can be viewed as universal due to the fact that 
 it will be relevant for discussions of literature teaching both in L1 and FL contexts.  


1.1 The present study and its aims 


The overall aim of the study is to explore the relationship between teacher cognition and 
 literature teaching in the English subject in the upper secondary school in Norway. Five 
 teachers have been interviewed and observed about their beliefs and practices in order to 
 study this relationship closely.  


The present study aims to investigate the teachers´ cognitions in depth through pre-and 
 post-observation interviews and classroom observations. Hence, the teachers´ knowledge, 
 thoughts and beliefs are studied in relation to their actual classroom practices. What is 
 characteristic about the research done with respect to teacher cognition and the teaching of 
 literacy, is the fact that much of it comes from L1 education contexts. Borg (2015:132) states 
 that the limited amount of work available in the area of L2 and FL literacy instruction is a 
 clear gap in our understandings of FL teaching. By studying the relationship between teacher 
 cognition and literature teaching from an EFL perspective, one primary intent of this thesis is 
 thus to contribute to the research area of teacher cognition and FL teaching in general, and to 
 FL literature teaching in particular, as well as to that of literacy instruction.  


According to Richards and Lockhart (2009:29), teachers´ actions in classroom settings 
are, in fact, reflections of what they know and believe. However, mismatches between their 
beliefs and practices occur, by reason of certain contextual factors such as limited timeframes, 
school traditions and financial restrictions. Therefore, one additional aim of this study is to 
discuss potential challenges that may make the realization of the teachers´ pedagogical 
choices and actions differ from their stated beliefs. This thesis addresses the following 
research questions:  



(10)•  What approaches and methods do the teachers employ in their EFL literature 
 teaching? 


•  How do they select reading material, and what learning objectives do they consider 
 most important?  


•  How do their stated beliefs compare with their actual practices?  


1.2 Outline of the thesis 


Chapter 2, “Teaching context”, initially discusses arguments for the teaching of literature in 
 the English subject. Secondly, it explores its position and use in the current curriculum 
 (LK06).  


Chapter 3, “Theory”, presents the theoretical foundation for this thesis. It discusses 
 three models for literature teaching in light of curricular aims reflected in LK06. Furthermore, 
 it focuses on literary theory and critical literacy, and on reading related theory. The last 
 sections elaborate on teacher cognition and related studies.  


Chapter 4, “Methods”, presents the methodology employed in the project. Initially, it 
 provides characteristics of qualitative data collection, and the two methods employed: the 
 semi-structured interview and observation. The subsequent sections elaborate on how the 
 research was planned and conducted, present the selection of informants, and on how the data 
 was transformed into written summaries. Finally, research ethics, validity and reliability are 
 presented. 


Chapter 5, “Results”, presents the findings of the study. The findings from the teacher 
 interviews and observations have been written into summaries, and organized thematically 
 according to the research aims.  


Chapter 6, “Discussion”, provides a discussion of the findings, organized thematically 
 and across the data-collection methods. 


Chapter 7, “Conclusion”, is a summary of the thesis. Additionally, it draws 
conclusions about the findings and suggests other areas that may be of interest for further 
research.  
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2. Teaching context 


2.1 Introduction 


First of all, the present chapter discusses the importance of literature teaching for the English 
 subject. Secondly, it explores its position and use in the Norwegian national curriculum from 
 2006; Læreplanverket for Kunnskapsløftet (LK06). It will elaborate on the views on literature 
 expressed in the Core curriculum, which reflects the overall educational objectives and 
 elaborates on the values, as well as the culture and knowledge that is seen as fundamental in 
 primary, secondary and adult education today (Utdanningsdirektoratet 2015, my translation). 


According to Kramsch (2001:201), a traditional view on culture that was prominent before the 
 Second World War can be defined as “knowledge about great works of literature, social 
 institutions and historical events, acquired through the translation of written texts”. The 
 significance of spoken language and communication across cultures in situations of everyday 
 life, has, however, been considered in definitions of culture in recent years (Kramsch 


2001:201). She also mentions that culture is “membership in a discourse community that 
 shares a common social space and history, and common imaginings”. (Kramsch 1998:10). In 
 this regard, there will be a discussion about how literature is seen as linked to the notion of 
 Bildung. It will also be mentioned how one objective of reading literature in school is to 
 obtain creative and aesthetic responses to literary texts. Secondly, a section about the position 
 and use of literature in the English subject curriculum of vg1 will be presented, where it is 
 discussed based on the relevant objectives reflected, both in the general part and in the two 
 main subject areas: Written communication and Culture, society and literature, in which 
 literature seems to have an important position. Furthermore, this section emphasizes the 
 connection between literature and three of the basic skills; oral, writing, and reading.  


2.2 Why is literature important in language teaching? 


Carter and Long (1991:1) claim that the question of why teach literature in the language 
classroom has to be answered before any meaningful discussion can occur concerning the 
position of literature in EFL teaching. Indeed, many arguments have been made in recent 
years for including literary texts in language teaching. Kramsch (1993:130) claims that more 
than any other text, “the piece of literary prose or poetry appeals to the students’ emotions, 
grabs their interest, remains in their memory and makes them partake in the memory of 



(12)another speech community”. She also mentions that there is “now a renewed interest for the 
 individual voice and the creative utterance”, and that her main argument for employing 
 literary texts in the language classroom is “literature´s ability to represent the particular voice 
 of a writer among the many voices of his or her community and thus to appeal to the 


particular in the reader” (Kramsch (1993:131).  


In a similar vein, Ibsen and Wiland (2000:12) express that “literature appeals to 
 emotions, and it thereby paves the way for a more profound and conscious attitude towards 
 language acquisition”. Hence, it could be argued through such a stance that by appealing to 
 the students´ emotions, the reading of literature may provide the students with a renewed 
 interest for language learning in general. Brumfit (1985:103) suggests that one important 
 reason for teaching literature is to make as many people as possible read and enjoy great 
 international works, and that the use of these texts in language classrooms will give students 
 within the western educational tradition an educational and human experience. Seemingly, 
 there is an “attested quality of the experience of reading certain works for many teachers” 


(Brumfit 1985:103), which may suggest that many teachers as well as scholars seem to 
 advocate the importance and values of reading classical works.  


Recent studies have shown that reading literary fiction can prompt personality 
 development that include improvements in abilities in empathy. According to Djikic and 
 Oatley (2014:498), teachers of literature have traditionally argued that reading novels by well-
 known authors invites us to understand others better. The literary scholar Keen (2007), for 
 instance, is of the opinion that increasing empathy by means of literature made for 


improvements in the self and society (Djikic & Oatley 2014:498).  


In an article that discusses how fictional works nurture empathy and enhance social 
 and emotional lives, Oatley (2005:1) mentions that books, movies, and plays are more than 
 just entertainment. In this regard he argues that one should not always consider reading and 
 the watching of movies as passive activities; while this may be true physically, it is not true 
 emotionally. He states that when we watch a film or read a novel, we join ourselves to a 
 character´s trajectory through the story world. Furthermore, we tend to see things from their 
 point of view – feel scared when they are threatened, wounded when they are hurt, pleased 
 when they succeed. As a matter of fact, these feelings are familiar to us as readers or viewers, 
 and our propensity to identify with characters is actually a remarkable demonstration of our 
 ability to emphasize with others (Oatley 2005:1).  


Oatley (2005:1) also claims that when we examine this process of identification in 
fiction, we appreciate the importance of empathy – not only in enjoying works of literature, 



(13)but in helping us form connections with those around us in the real world. He argues that the 
 feelings elicited by fiction go beyond the words on a page or the images on a screen. Thus, far 
 from being solitary activities, reading books or watching movies or plays actually can help 
 train us in the art of being human. These effects derive from our cognitive capacity for 
 empathy, and there are indications that they can help shape our relationships with friends, 
 family, and fellow citizens (Oatley 2005:1). Quite similarly, Hennig (2010:32, my translation) 
 argues that the reading of literature is an integral part of our attempt to understand the world, 
 and that it can thus affect the perception of self. Evidently, there is a significant link between 
 literature and the notion of Bildung (see section 2.3), as he states that literature has a major 
 impact on our socialization, development and upbringing, and to our formation as such. 


It has been claimed that boys´ motivation to read is strongly influenced by their ability 
 to identify with the texts. Roe (2012:126, my translation) asserts that the literature often 
 preferred by boys is characterized by several factors, such as male protagonists, characters 
 within a certain age group, and a familiar plot that the reader finds interesting. Girls are 
 considered to be more versatile in this regard, and hence their interest in literature may not be 
 as dependent on their ability to identify with content and characters (Roe 2012:127, my 
 translation) 


As stated by Birketveit and Williams (2013:164), quality literary texts engage the 
 reader, tell stories and offer psychological insights. In addition, they may be employed to 
 interrogate values and assumptions, and lead to enhanced understanding of global cultures 
 and differences, which can be related to the intercultural aims of literature teaching and thus 
 the cultural model (see section 3.2). Furthermore, it is claimed that the goal of literature 
 teaching is to achieve lifelong independent reading in English, for continuing and refreshed 
 active language competence and towards global awareness and citizenship (Birketveit & 


Williams 2013:164).  


2.3 Literature in the Core curriculum of LK06 


The Core curriculum of LK06 states that education must build upon and demonstrate the 
 contributions of the past that have: 


evolved in mankind´s great traditions of innovative work, intellectual inquiry and artistic 
expression”, and that “familiarity with these three traditions proves that each generation can 
add new insight to the experience of previous generations (…) (LK06, Core curriculum, 
English version: 12).  



(14)It emphasizes that learners themselves must take part in the further development of inherited 
 practices and in the acquisition of new knowledge. Moreover, literature is mentioned with 
 regards to the cultural tradition, which is “mediated by body and mind, embedded in arts and 
 crafts, in language and literature, in theatre, song, music, dance and athletics”. (LK96, Core 
 curriculum, English version:13). Evidently, there are both receptive and productive elements 
 to literature reflected in LK06, in the sense that students should not only create and develop 
 their own texts, but also experience the artistic work of others and study different cultural 
 expressions. Hence, it seems appropriate to suggest that the teaching should focus on the 
 cultural aspect of literature, which can be argued to involve and require a physical and 
 psychological engagement from the students.  


The aims expressed in relation to the cultural tradition may be seen as linked to the 
 notion of Bildung, which according to Aase (2003:13), who discusses the concept from an L1 
 perspective, can be defined as “a socialization process that enables one to understand, manage 
 and participate in regular, highly valued forms of culture” (my translation). In other words, an 
 individual´s development of Bildung may be considered as a longer process that enables 
 cultural understanding and participation through interaction with others. Hellesnes (1969:36), 
 also addressing it from an L1 point of view, relates it to practice and interaction in the world; 


“we are matured in the world, and not in the spirit. We mature through cultural self-awareness 
 by living this awareness into practice (my translation). According to Aase (2005:18), Bildung 
 may, based on the definition provided by Hellesnes (1969:36), be regarded as “a collective 
 and individual project concerned with one´s own practice in relation to those values our 
 culture has to offer” (my translation). Hence, Bildung can be viewed as a twofold process in 
 which one does not merely develop as individuals, but through interactions with others, and as 
 participants of different cultures.   


In addition, it is stated that “pupils must develop an appreciation for beauty both in 
 meeting artistic expression and by exploring and unfolding their own creative powers (LK06, 
 Core curriculum, English version: 13). This may suggest that aesthetic responses to texts are 
 considered vital in literature teaching (see section 3.5.2), and furthermore that the students 
 should develop their creative abilities, such as writing, through the reading of a variety of 
 literary texts. Consequently, it may be implied that the reading of literature and “the unfolding 
 of creative powers” exist in a mutual relationship. Whereas reading will enhance the students´ 


creative powers, they could also become better readers through engaging in creative tasks and 
activities.  



(15)It is also reflected that: 


(…) a confrontation with creative art can wrench us out of our habitual modes of thought, 
 challenge our opinions and provide experiences that spur us to re- examine prevailing 
 conceptions and break with conventional wisdom and customary modes (LK06, Core 
 curriculum, English version: 13).  


“The confrontation with creative art” can arguably be seen as a component to development in 
 that the creative works of others may challenge students´ viewpoints and conceptions. In a 
 similar manner, they may be able to investigate further the cultural heritage of both their own 
 and other cultures, which may apparently be linked to the concept of intercultural 


competence. Byram, Gribkova and Starkey (2002:9) state that the “intercultural dimension in 
 language teaching aims to develop learners as intercultural speakers or mediators who are 
 able to engage with complexity and multiple identities and to avoid the stereotyping which 
 accompanies perceiving someone through a single identity”. According to Bennett and 
 Bennett (2004:149), “intercultural competence is the ability to communicate effectively in 
 cross-cultural situations and to relate appropriately in a variety of cultural contexts”. 


In the summary of the Core curriculum it is also emphasized that education should 


“provide powerful exposure to the greatest achievements in literature and art”, which 


presumably indicates that classical works of literature should be covered, and that such works 
 should be approached extensively and in various manners (LK06, Core curriculum, English 
 version: 40).  


2.4 Literature in the English subject curriculum (vg1) 


In the general part of the English subject curriculum, it is expressed that “language learning 
 occurs while encountering a diversity of texts, where the concept of text is used in the 
 broadest sense of the word” (LK06, English subject curriculum, English version: 2). 


Furthermore, it is stated that: 


Literary texts in English can instil a lifelong joy of reading and a deeper understanding of 
 others and of oneself. Oral, written and digital texts, films, music and other cultural forms of 
 expression can further inspire personal expressions and creativity (LK06, English subject 
 curriculum, English version:2). 


In other words, it can be argued that the joy of reading is an important learning objective here. 


Hence, it apparently emphasizes extensive reading (see section 3.5.1), as this is considered 
closely linked to reading for pleasure. Simultaneously, this reflection could be linked to 



(16)intercultural competence and Bildung, since students apparently are able to achieve an 
 understanding of other people and their own identity, in addition to being able to foster their 
 own creativity further by reading a quantity of texts.  


In addition, literature is mentioned explicitly with regards to the following two main 
 subject areas: 


“Written communication”: 


The main subject area includes reading a variety of different texts in English to stimulate the 
 joy of reading, to experience greater understanding and to acquire knowledge. This involves 
 reading a large quantity of literature to promote language understanding and competence in 
 the use of text. Reading different types of texts can lay the foundation for personal growth, 
 maturation and creativity and provide the inspiration necessary to create texts (LK06, English 
 subject curriculum, English version:3). 


Most presumably, the importance of reading for pleasure is also reflected in this subject area, 
 since one aim expressed is to “stimulate the joy of reading”. Similarly, it emphasizes that the 
 students should gain a greater understanding and acquire knowledge by reading a variety of 
 different texts in English. Extensive reading (see chapter 3.5.1) is thus seen to enhance the 
 students´ joy of reading, in addition to promote general language skills and competencies. 


Like in the Core curriculum (2.3), the notion of Bildung is reflected on here, as it is mentioned 
 that “reading different types of text may lay the foundation for personal growth, maturation 
 and creativity”. Finally, the attention is focused towards the relationship between the reading- 
 and writing skills, and it is claimed that the reading of different texts may foster creativity and 
 inspire the students to create new texts.  


“Culture, society and literature”: 


The main subject area Culture, society and literature focuses on cultural understanding in a 
 broad sense. It is based on the English-speaking countries and covers key topics connected to 
 social issues, literature and other cultural expressions. This main area also involves developing 
 knowledge about English as a world language with many areas of use (LK06, English subject 
 curriculum, English version:3). 


Apparently, this subject area also relates literature teaching to intercultural competence as it is 
 claimed to have a specific focus on cultural understanding “in the broad sense”, and because it 
 covers “key topics connected to social issues, literature and other cultural expressions”. 


In the specific subject curriculum for students in their first year of upper secondary 
school (vg1 general studies´programme), literature is mentioned explicitly only once in the 



(17)list of the competence aims under the area of Culture, society and literature. It is stated here 
 that the students should be able to “discuss and elaborate on different types of English 
 language literary texts from different parts of the world” (LK06, English subject curriculum, 
 English version:11). However, although literature is mentioned both in the Core curriculum 
 and in the English subject curriculum, it may be challenging for teachers to determine how the 
 teaching should be carried out in accordance with the curriculum. Despite the fact that 


literature´s importance and purpose is elaborated on, the curriculum does not discuss how the 
 teaching may be conducted or what types of texts to employ. Hence, the choices of how to 
 approach it in the EFL classroom seem to rely significantly on the teachers and the textbooks. 


Nonetheless, as the reading of literature may be seen as closely linked to several of the basic 
 skills (writing, reading, listening and oral), the teachers are presumably able to include and 
 interpret other areas of the curriculum while determining their literature teaching, as these 
 may mention literature implicitly or explicitly. For instance, in the list of the basic skills 
 provided in the English subject curriculum, it is described what reading in English is and what 
 this ability constitutes:  


Being able to read in English means the ability to create meaning by reading different types of 
 texts. It means (...) to understand, reflect on and acquire insight and knowledge across cultural 
 borders and within specific fields of study. This further involves preparing and working with 
 reading English texts for different reasons and of varying lengths and complexities. (...) 
 Furthermore, it involves reading English texts fluently and to understand, explore, discuss, 
 learn from and to reflect upon different types of information. (LK06, English subject 
 curriculum, English version: 5).  


Moreover, the notions of enjoyment and exploration of meaning are not reflected upon. On 
the contrary, it can be argued that the curriculum describes the reading of texts in English as 
an efferent activity, in that it enhances the importance of information and the acquirement of 
knowledge. Furthermore, it does not mention the significance of aesthetic responses to 
reading (see chapter 3.5.2). However, it seems to be noteworthy that the phrase “create 
meaning” is used here, as this may imply a focus on reading as a creative and aesthetic 
process after all. Quite apparently, there is a difference in how to read a factual text versus a 
literary text, and this most often requires the readers to employ different strategies throughout 
the reading process. Therefore, it presumably is a challenging task to interpret how literary 
texts should be approached and studied in the English subject in vg1, and for what purposes.  



(18)
3. Theory 


3.1 Introduction 


The following chapter aims to discuss the theoretical framework of the thesis. In accordance 
 with the main research objective – which is to investigate EFL teachers´ beliefs and practices 
 regarding literature teaching - it was considered necessary to include theory about literature 
 and teacher cognition. The first section briefly discusses the three models of literature 


teaching, which are the cultural model, the language model and the personal growth model, in 
 relation to LK06. Thereafter, a section has been included about literary theory, which is seen 
 as necessary so as to gain an overview of its effects on teachers´ cognitions and their use of 
 approaches and methods. In this regard the historical-biographical method, New Criticism 
 and reception theories (or reader response theory) will be explained briefly, as these have 
 had a significant influence on literature teaching. Furthermore, critical literacy is defined and 
 elaborated on with regards to its pedagogical implications.  


Since literature is seen as closely linked to literacy in the present study, two sections 
 about reading theory have been included: aesthetic versus efferent reading and reading in 
 breadth versus depth (or extensive versus intensive reading).  


Due to the fact that the term L2 is seen as highly related to FL, the existing distinction 
 between the two will not be considered during the discussions. In fact, it may be argued that 
 since Norwegian students are taught English from the first grade, and because they are 
 heavily exposed to English in their daily surroundings, it is not considered as a typical FL. 


According to the Longman Dictionary of Language Teaching and Applied Linguistics (4th
 ed.), an L2 is described as “in a broad sense, any language learned after one has learnt one´s 
 native language. However, when contrasted with foreign language, the term refers more 
 narrowly to a language that plays a major role in a particular country or region though it may 
 not be the first language of many people who use it” (Richards and Schmidt 2010:514). Since 
 the English language does play a significant role in Norway, however, it is considered as an 
 L2 in the case of the present study.  


Lastly, the research field of teacher cognition is dealt with. The first section contains a 
brief introduction about what the research field entails, whereas the following one discusses 
what elements of teacher cognition have been focused on by scholars and researchers during 
the last decades. In addition, an attempt has been made to describe briefly how this focus has 
changed from paying attention to processing, decision-making and teacher effectiveness, to 



(19)understanding teacher knowledge. In the following section, teacher cognition and previous 
 research will be discussed with reference to three constructs: (1) teachers´ personal 


experiences as language learners, (2) teacher education, and (3) teachers´ classroom practices. 


According to Borg (2003:81), the cognitive constructs that make up teacher cognition are 
 unobservable elements in the classroom. However, scholars assert that they manifest 


themselves in teachers´ practices and classroom decisions (Borg 2003:81). Finally, previous 
 studies of teacher cognition and/or literature teaching will be outlined, so as to identify a 
 research gap. In addition, reasons as to why this thesis is a valuable contribution to research 
 on FL teaching in general, and more specifically to the relationship between teachers´ beliefs 
 and practices regarding literature teaching will be discussed.  


  


3.2 The cultural model, the language model and the personal growth model  


According to Carter and Long (1991:2), the cultural-, language- and the personal growth 
 models represent three main reasons for the teaching of literature that have been consistently 
 advanced. They also state that the three models embrace a particular set of learning objectives 
 for the student of literature, and that they should be viewed as tendencies since they are not 
 mutually exclusive. Nevertheless, they do represent distinct models which have been 


embraced by teachers as purposes for the teaching of literature and they are seen as related to 
 specific pedagogical practices (Carter & Long 1991:2).  


Teachers working from the cultural model will aim to focus on the parts of literature 
 that embrace what best has been taught and felt within a culture. Most presumably, an 


important goal within this model will be to make the students identify with different cultures. 


In turn, as stated by Carter and Long (1991:2), this will enable students to: 


understand and appreciate cultures and ideologies different from their own in time and space 
 and to come to perceive tradition of thought, feeling, and artistic form within the heritage the 
 literature of such cultures endows. 


This can undoubtedly be connected to the curricular subject area of Culture, society and 
literature that stresses the importance of cultural understanding in a broad sense (see chapter 
2.2). It is also likely that the cultural model could be linked to critical literacy (see chapter 
3.4), as students are enabled to express their conceptions and emotions about texts, as well as 
to understand literature´s role regarding the significance of ideologies and cultures. The core 
curriculum also explains that “a meeting between diverse cultures and traditions can generate 



(20)new impulses as well as stimulate critical reflections” (LK06, Core Curriculum, Norwegian 
 version: 8).  


Teachers working from the language model, on the other hand, consider literature as a 
 tool to promote language development, and some may aim “to put students in touch with 
 some of the more subtle and varied creative uses of the language” (Carter & Long 1991:2). 


The proponents of this model argue that language is the literary medium, that literature is 
 made from language and that the more students can read in and through language the better 
 able they will be to come to terms with a literary text as literature.  


One primary goal for the teaching of literature within the personal growth model, is to 
 try to help students achieve an engagement with the reading of literary texts, which 


emphasizes the importance of reading for pleasure. Undoubtedly, this engagement cannot be 
 measured explicitly in terms of tests and examinations, but the aim is to make the students 
 carry an enjoyment and love for literature with them beyond the classroom, perhaps 


throughout their lives (Carter & Long 1991:3). This view seems to be supported by Williams 
 (2013:164) as she claims that “the ideal will be a successful, energized English classroom, 
 which foregrounds the importance and role of sustained reading in language learning, and has 
 a positive impact on learners into the future”. What is more, Carter and Long (1991:2) state 
 that in order to encourage personal growth, the teacher has to stimulate and enliven students 
 in the literature class by selecting texts to which students can respond and which they can 
 participate imaginatively. In this regard, it is beneficial to create conditions for learning in the 
 classroom which will make the reading of literature a memorable, individual and collective 
 experience, and a teacher should strive to obtain enthusiasm for and commitment to the 
 teaching of literature as literature. (Carter & Long 1991:2-3).  


It could be argued that the description of literature in the English subject curriculum 
(LK06) can be linked to these models for teaching literature. According to LK06 (English 
subject curriculum, English version:3), working with different types of texts “is important for 
developing linguistic skills and understanding of how others live, and their cultures and views 
on life”, which emphasizes both the language- and cultural objectives of using literature in the 
EFL classroom. It is also reflected here that “reading different types of texts can lay the 
foundation for personal growth, maturation and creativity (…)”. In addition, in expressing the 
purpose of the English subject, it is stated that “literary texts in English can instil a lifelong 
joy of reading and a deeper understanding of others and of oneself” (LK06, English subject 
curriculum, English version:2), which clearly points to the personal growth model, and 
reading for pleasure.  



(21)3.3 Literary theory  


Literary theory (or criticism) may influence the methods and strategies that teachers adapt in 
 the teaching of literature. Throughout the Twentieth Century a shift has occurred in the focus 
 of reading from the text and its author, to the text and its reader (Fenner 2001:20). 


Nevertheless, teachers are likely to be influenced by traditions of interpretation from their 
 own time in school as well as theory of didactics and pedagogy (Oshaug Stavik 2015:27). 


Hence, theories – whether explicitly or implicitly held – can be argued to have significant 
 effects on what educators do, how they do it, and how they determine their professional 
 success (Beach, Appleman, Fecho & Simon 2016:4). Among other scholars, Conchran-Smith 
 and Lytle (2009) argue that teachers need to approach classrooms with an inquiry stance, 
 which entails asking fundamental questions about who, how, what and why we are teaching. 


As a part of a critical inquiry stance, Beach et. Al (2016:5) state, it is essential that educators 
 surface and interrogate their own beliefs and theories about teaching literature, and how these 
 beliefs and frameworks inform their teaching. Moreover, they state that a critical inquiry 
 approach is informed by sociocultural learning theories in that it fundamentally involves 
 raising and exploring questions about the texts taught in relation to the communities and 
 social and political contexts within which teaching and literature occurs. 


Instead of following one particular critical school, many teachers today use an eclectic 
 approach to the teaching of literature, which imply a varied focus in both the choice of 


reading material and methodology. The eclectic approach is built on the assumption that texts 
 can be approached in various ways, and that they thus might invite focus on for instance 
 historical, social, political contexts, as well as on the theme, author, characters, setting, story 
 and plot, figurative language and motifs in different texts (Birketveit & Williams 2013:213).  


The following sections will elaborate on three main branches of literary theory: the 
 historical biographical method, New Criticism and reader-response theory.  


3.3.1 The historical-biographical method  


The historical-biographical method, with its significant focus on the author and context, 
predominated literature teaching for a long period of time (Fenner 2001:20). One of the 
essential characteristics of this theory is the perception that all works of art and literary texts 
are situated within a historical perspective. This implies that a piece of literature should be 
understood on the basis of its creation in time and space, and they cannot be torn from history 



(22)and analyzed in isolation since they are determined in both their form and content by their 
 specific historical circumstances (Habib 2011:265). The biographical perspective is 


concerned with how insight into the life of the authors can increase one´s comprehension of 
 their works. Thus, the objective is to discover the author´s intention behind the writing, which 
 is why literary critics and teachers have been interested in the life of the author as well as the 
 author in the text (Aamotsbakken & Knudsen 2011:11).  


3.3.2 New Criticism 


Das (2005:24) claims that New Criticism is one of the most influential critical methods of our 
 century. According to Bennett and Royle (2014:117), it was especially influential in the 
 middle decades of the twentieth century. Furthermore, they state that new critics are 


concerned with literary texts as artifacts which transcend the contingencies of any particular 
 time and place, and which resist what they see as a reduction of the aesthetic whole to a 
 specific historical context. Additionally, they are known to believe that literary texts belong to 
 no particular time; that they are universal and transcend history. Hence, the historical context 
 of their production and reception has no bearing on the literary work which is aesthetically 
 autonomous, having its own laws, being a world unto itself (Bennett and Royle 2014:117). 


Due to its significant emphasis on language functions, the method could arguably be 
 associated with the language model (see chapter 3.3). According to Das (2005:25): 


The characteristic method of the New Criticism to have a ‘close reading’ of the text is 
 based on the view that the literary work is a self-sufficient, autonomous object whose 
 success or failure, charm or lack of it are to be sought within the work itself. The merit 
 of a literary work is to be discerned in its language and structure and not outside it in 
 the mind of the writer or in the response of the reader.  


3.3.3 Reception theories 


As a protest against the historical-biographical method and New Criticism, reader response 
 theory and reception theory emerged. A crucial belief within this approach to literary criticism 
 is that the meaning of the text is created through the process of reading and by the work of the 
 reader (Bennett & Royle 2014:12). Fenner (2001:20) states that it has been especially 


interesting within the field of FL learning, because unlike the historical-biographical method 
and New Criticism, it allows for the students to relate actively to the text. Hence, it resembles 
the personal growth model (see chapter 3.3). 



(23)Louise M. Rosenblatt is considered an early contributor to the reader response theory, 
 and she emphasizes how the meaning of literary texts is created through the readers’ reception 
 (or reading). Consequently, she advocated for the view that there does not exist one single 
 literary text or one individual reader; everyone interprets a literary work uniquely and there is 
 thus no prime meaning behind a text (Hennig 2010:18, my translation).  


According to Hennig (2010), who discusses literary theory from an L1 perspective, the 
 development of reader response theory has had significant implications for literature teaching 
 in recent years. For instance, he states that teachers aim to identify and develop further what 
 happens between a text and its individual reader, and that the personal response should be a 
 fundamental part of the students´ reading competence. “With the reader’s unique and 
 spontaneous response as a basis one will aim to strengthen a reading strategy that both 
 develops and emphasizes the emotional response, which simultaneously becomes more 
 conscious, reflected and educated” (Hennig 2010:167, my translation).  


3.4 Critical literacy  


Coffey (2008) defines critical literacy as “the ability to read texts in an active, reflective 
 manner in order to better understand power, inequality, and injustice in human relationships”. 


It may also be considered as text critique and how it works ideologically. These practices 
 include “an awareness of how, why, and in whose interest particular texts might work" (Luke 
 and Freebody 1997:218). Aukerman (2012:43) states that a reader who reads critically must 
 read with a sense of textual authority and must recognize that (a) her readings of a text is one 
 of many possible understandings (the multiplicity of perspectives); (b) the readings produced 
 depend on our histories and social locations (the contingency of interpretation); and (c) 
 writing/reading is never a neutral act (the ideological nature of texts/readings) (Aukerman 
 2012:43).In other words, it is argued that every reader has its own interpretations, which are 
 largely influenced by personal experience, knowledge and surroundings. What is more, the 
 writing- or reading of a text is always - either consciously or subconsciously - written and 
 read on the basis of a set of ideas and beliefs, and thus ideological in nature. For the purposes 
 of critical literacy, text is defined broadly as a “vehicle through which individuals 


communicate with each other using the codes and conventions of society” (Robinson and 
 Robinson 2003:3). Consequently, songs, novels, conversations, movies, pictures etc. are all 
 considered texts (Coffey 2008).  


  



(24)3.4.1 Critical literacy and pedagogical implications  


According to Coffey (2008), the development of critical literacy skills enables people to 
 interpret messages in the modern world from a critical perspective, and to challenge the 
 power relations within those messages. She also states that teachers who facilitate the 
 development of critical literacy encourage students to interrogate societal issues and 
 institutions like poverty, education, family, racism and equality where the overall aim is to 
 critique the structures that serve as norms. Additionally, a teacher may wish to demonstrate 
 how these norms are not experienced by all members of society (Coffey 2008), and thus 
 emphasize the significance of heterogeneity and contrasting values among human beings.  


There seems to be links between critical literacy and the cultural model. Beach et al. 


(2016:135) claim that a crucial goal of literature teaching will be to “help young people 
 understand the social, political, and cultural contexts that shape their lives”. They mention 
 that as a teacher one should do more than simply transmit our literary cultural heritage, 
 students should also be aware of the fact that the literary texts are inscribed with issues of 
 power and shaped by ideological influences as they are created and read (Beach et al. 


2016:135).  


Aukerman (2012:44) outlines problematic aspects of pursuing critical literacy as 
 outcome. In a description of this orientation, she mentions that teachers may want students to 
 walk away after reading texts with a particular predetermined understanding of social justice 
 or textual perspective, and that they are hence strongly influenced by the teachers´ 


communicated beliefs. In this regard, she claims that there seems to be heavy emphasis on 
 having students parrot the teacher´s viewpoint, and of pursuing critical literacy as a 


procedure, where the focus is on adopting the teacher´s analytic toolkit for unpacking texts. 


She argues that “knowledge is considered fully formed, possessed by the teacher and lacked 
 by students” (Aukerman 2012:44). However, she does assert that one potential benefit of this 
 orientation could be that students who have never considered an alternative perspective can 
 learn an alternative way of seeing things, as they are introduced to the teacher´s textual focus 
 (Aukerman 2012:43).  


Aukerman (2012) also seems to be skeptical towards critical literacy as procedure and 
personal response. In critical literacy as procedure, teachers want students to have a particular 
set of analytic tools for critiquing texts, in which an underlying assumption is that they do not 
have adequate strategies to be critical without step-by-step instruction in analyzing how texts 
work. She explains that her largest concern regarding critical literacy as procedure seems to 



(25)be connected to the students´ lack of subjectivity and involvement, and she thus questions if 
 they actually read critically (Aukerman 2012:44-45). 


When the emphasis is on critical literacy as personal response, teachers employ texts 
 that are likely to generate strong personal responses and reactions from students, which makes 
 this orientation similar to reader response theory. Hence, Aukerman (2012:45) states, the 
 focus is not on transmission of a particular idea or set of analytic tools, but rather on 


opportunities for students to offer their own responses. Yet, as argued by (Freebody, Luke & 


Gilbert 1991), preferred readings may still be privileged by the teacher. Put differently, it may 
 be quite probable that many teachers will expect certain responses from the students in terms 
 of theme, characters and the plot of relevance, and thus this orientation may easily be seen as 
 similar to critical literacy as outcome (Aukerman 2012:46). In light of some of the 


problematic aspects of the aforementioned orientations, (Aukerman 2012:46) presents and 
 describes an alternative orientation which she calls critical literacy as dialogic engagement. 


Although certain that this is not to be considered a “flawless” approach to critical literacy 
 pedagogy, she suggests that it is an important, largely overlooked way of teaching.  


A theoretical premise in this orientation is that developing as a critically literate reader 
 depends on the uncontrollable “unfolding of social heteroglossia” (Bakhtin 1981:278), 


wherein a student´s own voice is structured and emerges in dialogues and constant tension 
 with multiple other voices. Hence, the diversity of voices, responses, styles of discourse and 
 viewpoints are argued for within critical literacy as dialogic engagement, and Aukerman 
 (2012:47) argues that it may be “particularly powerful because it potentially evokes 
 conversations in which students have a profoundly personal stake”. Student perspectives, 
 however, are not treated as pristine, individualistic ideas; they are personal but at the same 
 time socially constructed and contingent, and this constructedness – the status of a text as 
 something created, mediated and composed – will be the center of attention for both students 
 and teachers. (Aukerman 2012:47).  


3.5 Theories about reading  


3.5.1 Reading in breadth versus depth; extensive and intensive reading 


According to Carter and Long (1991:4), a basic question with regards to the literary syllabus 
 is whether it should contain a broad or a limited amount of texts. Most definitely, this 


question can be linked to the discussion of reading in breadth versus depth. Similarly, Vicary 



(26)(2013:77-78) states that texts can be approached either intensively or extensively. Intensive 
 reading, he claims, occurs when short texts are studied, such as poems, short stories or articles 
 of a few pages, and when the aim is to read closely so as to understand every word and 


sentence. Extensive reading, on the other hand, implies reading a quantity of literary texts 
 where the focus is on the overall meaning (Vicary 2013:78). 


From the early 1990s on, extensive reading has been a focus of attention for a growing 
 number of researchers and teachers who swear by its benefits and who point to studies that 
 support its advantages and importance (Grabe 2009:312). According to Day and Bamford 
 (1998:33), research on extensive reading programs has indicated that students can improve 
 their L2 reading abilities, and develop positive attitudes toward reading and increased 
 motivation to read. In addition, they state, reading extensively may enhance vocabulary and 
 other aspects of L2 learning. Nevertheless, (Grabe 2009:312) asserts that “when we look at 
 reading programs, reading textbooks, and reading reference resources, the role of extensive 
 reading in classrooms around the world is remarkably small”.  


Several reasons as to why extensive reading has been less common can be proposed. 


For instance, fluent reading is often not the goal for a reading class or a reading curriculum 
 (especially not in L2 settings). Rather, the tendency is to focus on the development of 
 language skills, vocabulary, grammar, translation, or study skills. In addition, extensive 
 reading demands a lot of resources, such as class libraries, multiple copies of reading 
 materials and a lot of class time. One may also argue that many administrators and teachers 
 are uncomfortable with teachers not teaching, and students not preparing for high-stakes 
 exams while in school. Consequently, teachers may feel disempowered due to the 


predominant vision of “teachers teaching something to students” (Grabe 2009:312-113).  


It is claimed that “extensive reading exposes learners to large quantities of material 
 within their linguistic competence” (Grabe and Stoller 2002:259). Likewise, it is argued that 
 the extensive approach allows students to accumulate a varied range of responses and relate 
 their reading of one text to their reading of other texts. Moreover, extensive reading usually 
 means silent reading and reading for pleasure and enjoyment (Simensen 2007:149).  


Krashen (2004:17) states that “more reading (extensive reading) results in better 
 reading comprehension, writing style, vocabulary, spelling and grammatical development”. 


Additionally, he argues that free and voluntary reading is one of the most powerful tools in 
 language education (Krashen 2004:1). His proposed pleasure hypothesis states that 


“pedagogical activities that promote language acquisition are enjoyable” (Krashen 2004:28). 


He also considers there to be a clear link between the writing- and reading skill, as he claims 



(27)that “writing style does not come from actual writing experience, but from reading” (Krashen 
 2004:132). Day and Bamford (1998:37) also state that “the influence of extensive reading 
 extends to writing, supporting the widely held notion that we learn to write through reading”. 


Principles with regards to extensive reading may resemble the Communicative 
 Approach to language teaching. According to Richards and Rodgers (2001:155), this 
 approach aims to make communicative competence the main objective of language teahcing 
 and to develop procedures for the teaching of the four language skills that acknowledge the 
 interdependence of language and communication. Hymes (1972:277) defines communicative 
 competence as the knowledge of “when to speak, when not, and as to what to talk about with 
 whom, when, where, and in what manner”. According to Richards and Rodgers (2001:160), a 
 pedagogically influential analysis of communicative competence is found in Canale and 
 Swain (1980), where four dimensions of communicative competence are identified: 


grammatical competence, sociolinguistic competence, discourse competence, and strategic 
 competence, which are also reflected in the Common European Framework of Reference for 
 Languages (CEFR). Grammatical competence can be described as the domain of grammatical 
 and lexical capacity. Sociolinguistic competence refers to an understanding of the social 
 context in which a communication occurs. Discourse competence refers to an understanding 
 of meaning in relationship to the entire discourse or text, whereas strategic competence refers 
 to the coping strategies that communicators employ to initiate, terminate, maintain, repair, and 
 redirect communication (Richards and Rodgers 2001:160). 


Finocchiaro and Brumfit (1983) mention that the Communicative Approach is 
 characterized by a low degree of drilling, and that any helpful device is accepted – varying 
 according to the learners´ age, interest etc. Additionally, they state that teachers will help 
 learners in any way that motivates them to work with the language, and that fluency and 
 acceptable language is the primary objective. Evidently, the importance of motivation and 
 optionality (in terms of reading material) is focused on within the Communicative Approach, 
 which may be considered as vital components in an extensive and free voluntary approach to 
 reading.  


According to Harmer (2015:314) intensive reading is often (but not exclusively) 
teacher-chosen and directed. It is designed to enable students to develop their ability to read 
for a number of different purposes, such as getting the general meaning of a text (the gist) – 
sometimes called skimming, finding specific details that the reader is looking for – sometimes 
called scanning, or understanding what is behind the words (inference). In addition, Harmer 
(2015:314) states, students should be given a variety of texts and reading purposes, not only 



(28)because they need to acquire such reading skills (they may already have these in their L1), but 
 because they need to have these experiences in English.  


The advocates of an intensive approach argue that it is always beneficial to study one 
 text in depth rather than several texts more superficially. Additionally, it is claimed that 
 effective reading depends on a detailed, close engagement with the thematic and linguistic 
 particularities of a text. Methods of teaching literature which adopt this approach are 
 connected to the language model, and a crucial aim will hence be that the development of 
 necessary capacities of close reading, analysis and detailed, language-based interpretation will 
 be enhanced (Carter & Long 1991:5).  


The main arguments are opposing; those in favor of the depth approach state that once 
 one text has been read accurately fluency will ensue, whereas defenders of the breadth 


approach claim that reading fluency can only be developed through extensive reading. 


Consequently, they claim, reading a broad range of texts rather than a more limited number of 
 texts will provide the basis from which more accurate reading can be encouraged and 


practiced (Carter & Long 1991:4-5). Nevertheless, extensive and intensive reading are 
 complementary approaches in the sense that they are both necessary in an L2 teaching 


program (Simensen 2007:149), and most probably teachers will employ both types of reading 
 for different purposes in their teaching of literature in FL classrooms. As stated by Harmer 
 (2015:314): “to get the maximum benefit from their reading, students need to be involved in 
 both intensive and extensive reading.”  


3.5.2 Aesthetic versus efferent reading 


A text (literary or fiction) could be read in different ways. As emphasized by Rosenblatt 
 (1994:24), a clear distinction has to be made between aesthetic and efferent reading, since the 
 reader performs very different activities during aesthetic and non-aesthetic (efferent) readings. 


The contrast between the two types of reading derives primarily from the difference in the 
 reader’s focus of attention during the reading situation. In efferent reading, the reader will 
 focus primarily on what will remain as the residue to a problem – the information to be 
 acquired, or the logical solution to a problem (Rosenblatt 1994:23). The term efferent is 
 rooted in the Latin word effere, meaning “to carry away” (Rosenblatt 1978:15), and it is the 
 information “carried out” of the reading that is essential. Kramsch (1993: 123) describes the 
 efferent reading response as: 


(…) an essential skill if you need to know your way in a foreign city, how to bake a cake, how 



(29)to be informed about daily news...or how to answer comprehension questions on a reading 
 test.


Furthermore, she explains that skimming and scanning a text can serve as examples of 


efferent reading and response, allowing the reader to search for desired information, get clues 
 and recognize authorial intention and act upon it (Kramsch 1993:77). One may argue that 
 efferent reading may serve the purpose as pre- and post-reading activities that aim to control 
 and increase students´ text comprehension. If employed previous to the reading, such tasks 
 may be suitable for the construction of a “scaffold” to help learners explore a text further. 


Therefore, efferent reading can be said to provide the clues necessary to start an exciting 
 exploration or investigation, and it may thus be the foundation necessary in order to perform 
 an aesthetic reading that requires personal engagement (Steinnes 2015:24).  


In aesthetic reading, the reader´s primary concern is with what happens during the 
 actual reading event, and the attention is thus centered directly on what the reader is living 
 through during her relationship with that particular text (Rosenblatt 1994:23-25). Therefore, 
 the focus shifts to the reader´s actual experience of reading the text, and to how the multitude 
 of responses and ideas generated by the text enters into the awareness-center of the reader 
 (Rosenblatt 1978:24-25). Coleridge´s famous statement about poetry seemingly emphasize 
 the reader´s focus on the transaction between her and the text: 


The reader should be carried forward, not merely or chiefly by the mechanical impulse of 
 curiosity, (…) but by the pleasurable activity of mind excited by the attractions of the journey 
 itself. (Italics added.) 


It is reflected in the Core Curriculum that “Pupils must develop an appreciation for beauty 
 both in meeting artistic expression and by exploring and unfolding their own creative powers” 


(LK06, Core Curriculum, English version: 13). Ibsen (2000:137-138) connects the concepts 
 art and beauty to aesthetics, and mentions that “the aesthetic dimension is related to the 
 ability to appreciate and respond to art”. In addition, she asserts, it is “related to first hand 
 experiences with creative processes”. Hence, one may get the impression that aesthetic 
 responses to texts should be linked to the aesthetic dimension, which might imply that 
 students should appreciate reading, as well as engage with and respond creatively to texts. 


Ibsen (200:147) mentions that “the developing tasks” are in the aesthetic dimension, 
and that they should succeed the efferent tasks. She also argues that in order to give form to 
content, some knowledge behind the work of art is necessary, and that there is a perceived 
need for creativity and imaginative playfulness to be able to experiment with the text. In order 
to achieve an aesthetic form through working with literature, central questions will be how to 



(30)find rhyme and rhythm, how to sing and dance the text, how to put it on paper, and how to 
 convey meaning to others. The classroom itself is a meeting place, and it can thus be 


considered a semi-public scene for the presentation of texts to a participating and supportive 
 audience (Ibsen 2000:139). 


3.6 Teacher cognition 


3.6.1 What is teacher cognition?  


According to Simon Borg (2015:6), the study of teacher cognition is concerned with 


understanding what teachers think, know, and believe in relation to their classroom practices. 


Thus, he states, its primary concern lies with the unobservable dimension of teaching, which 
 is thought to be teachers´ mental lives. Jackson (1968) states that for many decades, however, 
 teachers´ cognition was simply not part of the studies of teaching; it was not studied or even 
 acknowledged. The work of teaching was essentially understood as what could be seen and 
 externally documented, such as behaviors and practices. Hence, what those interactions and 
 behaviors meant to participants was not emphasized in research (Burns, Freeman and 
 Edwards 2015:586). The study of teacher cognition within the research field of education 
 stretches back over 30 years, although second and foreign (L2) language teacher cognition is 
 a more recent phenomenon as it emerged in the mid-1990s and has grown rapidly ever since 
 (Borg 2009:163). Borg (2003:81) asserts that key questions addressed in teacher cognition 
 research include the following: what do teachers have cognitions about? How do these 
 cognitions develop? How do they interact with teacher learning? How do they interact with 
 classroom practice? 


3.6.2 Development of research focus  


Borg (2003:81) states that mainstream educational research in the last 25 years has recognized 
 the impact of teacher cognition on teachers´ professional lives, and this has generated a 


substantial body of research. Accordingly, Borg (2015:9) mentions that the start of a tradition 
 of research into teacher cognition was marked by a report by the National Institute of 


Education in 1975. Groups of experts in various areas of teaching worked to prepare a plan 
for research in those areas and one of these groups had its focus on “Teaching as Clinical 
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