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Ágrip 

 

Rannsóknin miðaði að því að kanna notkun bókmenntatexta sem lagður er fyrir í 

kennslu ensku sem annars máls á Íslandi, í efri bekkjum grunnskóla og á framhaldsskólastigi. 

Til þess að meta hlutfall notkunar bókmenntatexta í hverjum ensku áfanga kannar rannsóknin 

magn alls þess lestrarefnis sem lagt er fyrir í ensku námi á þessum skólastigum. Rannsóknin 

skoðar hvaða textagerðir, aðrar en bókmenntatextar, eru notaðir í kennslu ensku sem annars 

máls og hvort nemendum sé kynntur sértækur texti (sérhæfð enskunotkun) á mótum 

framhaldskóla og háskólastigs. Rannsóknin beinir einnig sjónum að því hvernig 

bókmenntatextar eru notaðir í kennslustundum, með því að að skoða þau ritunar- og 

munnlegu verkefni sem notuð eru. Niðurstöðurnar benda til þess að það sé örlítil aukning á 

fjölda blaðsíðna sem lagður er fyrir í fyrstu þremur áföngum á framhaldsskólastigi, burtséð frá 

því virðist varla verða nokkur breyting og námsáætlanir virka einsleitar. Bekkjar- og 

hópumræður eru þau munnlegu verkefni sem frekast eru notuð, en innlögn sérhæfðs texta á 

ensku er minniháttar. Notkun bókmenntatexta sem lestrarefnis á báðum menntunarstigum er 

yfirgripsmikil og þó kennsluaðferðin sé byggð á notkun ákveðinnar texta gerðar virðist hún 

frekar verkefna miðuð en verk miðuð, þar sem aðal áherslan virðist vera á ritgerðasmíð. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

Abstract 

 

The focus of this study was to explore the use of literature as assigned reading material 

in the teaching of English as a Foreign Language (EFL) in Iceland, at upper primary and 

secondary level. In order to estimate the proportion of literary text use within each EFL 

course, the study examines the quantity of all assigned readings in English education at these 

school levels. The study explores which text types, other than literature, are employed in EFL 

teaching and whether students are introduced to specialised texts (English for special 

purposes), at the transitional stages from secondary school to tertiary education. The study 

also reviews how literary texts are used in the EFL classrooms by examining the written and 

oral tasks employed. The results indicate that there is a slight increase in the assigned number 

of pages in the first three EFL courses at secondary level, other than that, there seems to be 

hardly any change and the syllabi look homogeneous. Class and group discussions are the 

preferred oral tasks, but the input of specialised English is minor. The use of literary reading 

texts at both educational levels is extensive, and although the pedagogy is genre based it 

seems more project-designed than process oriented, as the main emphasis seems to be on 

essay writing.  
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1. Introduction 

 

The cognitive process of reading is a powerful force. In the past, the power of literacy 

has given slaves their freedom and women their independence and capability to influence 

education of future generations - as mothers. Second language literacy is the tool which 

enables language learners to master meaning and pursue proficiency in the target language. In 

the Icelandic educational system English is taught as a foreign language (EFL). The 

application of literary texts in EFL teaching in Iceland is customary; however, as language 

requirements increase in social and educational settings the need for eclectic vocabulary 

introduction grows stronger. With social demands for higher education and occupational 

specialisation it must be seen essential to introduce varieties of written genres to 

accommodate the varied educational needs of language learners. 

 The Icelandic public is heavily influenced by the English language and it is widely 

used in Icelandic society although English has not gained the official status as second 

language, as it is not used as such in the public domain. However, the use of English in 

business and health sectors is believed to be increasing, and approximately 90% of all reading 

materials in the University of Iceland are in English (Arnbjörnsdóttir and Ingvarsdóttir, 2010). 

English proficiency of students entering the University of Iceland does however not appear to 

meet academic standards, which is best seen in the problems they seem to encounter when 

faced with English readings at this scale (2010). 

Effective pedagogical measures to further advance EFL education must be seen as 

vital in order to change course and steer the students proficiently in the right directions, 

towards further education or specialised occupational environments. But where do we go from 

here, and how can academic and specialised English proficiency be advanced, without 

throwing aboard current teaching methods and materials? 

When introduced to the methodology of the Australian genre-based literacy pedagogy 

I became intrigued, especially by those practiced by David Rose (2005) Learning to Read: 

Reading to Learn, where text types are categorized into seven genres, and reading and writing 

strategies are applied appropriately to each genre. My reaction to this successful teaching 

method was to plan a study on the application of reading materials in EFL teaching in Iceland, 

for a thesis which would serve as a final project towards my master’s degree,  

The focus of the study was to explore the use of literature in EFL teaching in Iceland, 

at upper primary level and secondary level. The goal was to: review what kind of literary texts 
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are assigned for reading; the quantity of assignment, i.e., number of assigned pages; and how 

literature is used in classroom work, e.g., written tasks, oral tasks, and language skill 

practices. The first half of this thesis contains a literary review of literacy as a cognitive 

process, the use of literature in language teaching, process oriented language pedagogy, and 

English as a foreign language in Iceland. The second half of the thesis presents results from a 

study conducted on the use of literature in EFL teaching in Iceland, at upper primary level and 

secondary level. The research question which was threefold asked: How much literature is 

used in EFL classrooms (quantity)? What kind of literature is used (which text types and from 

which period)? How literature is used (how are language skills practised and what kinds of 

tasks are used)? 
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2. Literature Review 

 

This chapter reviews the influence reading has on language learning. In four sections, 

the chapter explores the connection between reading and literacy, especially Second 

Language Literacy; the importance of implementing various text types for reading; effective 

process oriented literacy pedagogy; and EFL education in the changing linguistic landscape in 

Iceland. The first section examines the coordination between literacy and language learning 

by exploring multiple reading processes, genres, vocabularies, and strategies. The next section 

addresses the use of literature in language teaching by considering its potential benefits. In the 

third section, process oriented language pedagogy is explored with special focus on: Genre 

Pedagogy (the Australian Genre Approach); the successful literacy program Learning to 

Read, Reading to Learn; and The Pathway Project (Olson & Land, 2007), a successful 

cognitive strategy approach applied to both reading and writing. The fourth and final section 

reviews the status of English as a foreign language in Iceland, as it looks at perceived 

language proficiency and the transferral between school levels; the educational and social 

demands regarding language competence; English education at upper primary level and 

secondary level in Iceland; and the use of different reading materials in EFL education in 

Iceland 

 

2.1 Reading and Second Language Literacy 

 

The act of reading, whether in the “mother tongue” or in a foreign language, is a 

cognitive process which the reader uses to contrive meaning from a written text. To gain 

literacy, the reader must have motivation to gain vocabulary recognition, advance language 

comprehension and increase fluency. Reading in the target language is believed to essential to 

achieve a success in learning a foreign language (Krashen, 1997; Mickulecky, 2008). In 

contrast, Krashen (1982) pointed out that children in the acquisition stage of their first 

language (L1) as well as second language learners can certainly acquire some surface 

knowledge of the language by hearing or repeating utterances which enables them to 

communicate in the target language. This is apparent in many countries where English is used 

extensively without having gained the official second language status. In Iceland, studies have 

shown that Icelandic students have developed adequate receptive skills in the English 

language, even before formal EFL education begins (Jóhannsdóttir, 2010), although the 

advancements of productive skills need further attention (Arnbjörnsdóttir, 2011; 
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Arnbjörnsdóttir and Ingvarsdóttir, 2010; Jeeves, 2010, 2013). However, in order to obtain 

adequate vocabulary knowledge and to build up a linguistic competence, there has to be a 

substantial input in the form of reading. To understand the importance of literacy in language 

learning, both general cognition and language acquisition has to be explored from 

psychological as well as linguistic viewpoints. Through the years there has been much 

research done in the field of psychology and linguistics in order to understand and enhance 

language acquisition and learning. One of the first scholars to acquire international 

recognition for his research on cognitive development followed by studies on language 

acquisition and usage was the Russian psychologist Lev Vygotsky. 

 

2.1.1 Literacy education and language learning  

Examples of early theories on cognitive development which greatly influenced 

research on language acquisition are: the Zone of Proximal Development (ZPD) where the 

“distance between the actual developmental level as determined by independent problem 

solving and the level of potential development as determined through problem solving under 

adult guidance, or in collaboration with more capable peers” (Vygotsky, 1978, p. 86); and 

theories proposed by Noam Chomsky which included an innate Language-Acquisition Device 

and a succeeding theory of a Universal Grammar (Chomsky, 1965). The ZPD theory was 

closely related to the more contemporary concept of scaffolding, or assisted problem-solving 

(Wood & Middleton, 1975; Wood & Ross, 1976), included in many language education 

practices and could be seen as one of the key elements of Genre Pedagogy which will be 

reviewed in section 2.2.1.   

 Although the interdependence of reading and learning languages, as cognitive 

processes, has been established it is still questionable how educational methods can enhance 

reading skills in general and by which means. Although Chomsky´s LAD theory was 

criticised and replaced by more contemporary theories on language acquisition and learning, 

the thought of some intrinsic cognitive element which language learners rely on, still intrigues 

linguists. As a specialist in language and literacy development, Cummins (2000) has also 

speculated about the probable relations between innate elements (cognitive and linguistic), 

perceivably “affective variables”, and “broader socio-historical context” (2000, p. 38). In his 

research on the coherency between the teaching of reading per se and the instructional 

methods used for bilingual students and English language learners, Cummins argued that the 

same elements control the comprehension and acquired confidence using a written text in 
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general (reading and writing), and second language acquisition (2000). According to 

Cummins there are some issues “central to policy and practice” in the acquisition process that 

could be seen as major instructional factors, contributing to the development of reading skills 

as well as L2 proficiency (2000, p. 37). There is still no conclusive evidence available that 

show which developmental patterns and instructional factors are the main contributors to 

language acquisition. As a consequence, language educators will have to design their 

instructions according to individual, social, and academic needs; to provoke colloquial as well 

as academic proficiency. Transference of acquired language knowledge (i.e. linguistic 

elements) and reading strategies from one language to another is also a continuous subject of 

language studies, as the transfer does not seem to follow a clear and detectable pattern. 

However, there are variables which are known to influence and contribute to successful 

literacy instruction such as “student proficiency, age, L1/L2 relations, motivation, cognitive 

processing factors, teacher factors, curriculum and material resources, instructional setting, 

and institutional factors” (Grabe, 2004, p. 44). 

 

2.1.2 The Reading Process 

Activating intrigue and pondering thoughts about the reading process in general, the 

initial research on literacy focused on reading in the first language. It was not until 1967 that 

researchers began focusing on the process of reading in a second language; how it differed 

from L1 reading, and the issues affiliated with L2 literacy education. It was the work by 

Kenneth Goodman, who in 1967 published the article Reading: A Psycholinguistic Guessing 

Game, which influenced subsequent research on reading in a second language. Goodman 

claimed that the decoding process the reader uses is based on prior knowledge and experience 

as the “intuitive in any guessing is actually the result of knowledge so well learned that the 

process of its application requires little conscious effort” (Goodman, 1967). This view on how 

meaning is developed, when mastering the syntax, corresponds with what is known as the 

Schema Theory; where the meaning is only authenticated by the reader, not the text itself 

(Grabe, 2004). Although previewing of reading texts could be seen as beneficial, especially to 

language learners; Grabe speculated about the benefits of activating background knowledge 

when introducing new information, and whether it would enhance comprehension (2004). 

For literacy instruction to become effective, numerous factors have to be taken into 

account. As well as accommodating individual needs, teachers have to consider what students 

already know, and how the prior knowledge contributes to their further readings. In literacy 
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teaching, as well as in language education, lesson planning should emphasize learning-by-

reading as well as the reading process itself (see more on the literacy program Learning to 

Read: Reading to Learn in subsection 2.3.2). Furthermore, lesson planning should focus on: 

the message retrieved from the text, the target language itself with its special structures and 

linguistic elements, and also on how the language is used (Goodman, 1967). The results of 

former studies, as well as contemporary research, has produced several literacy theories and 

reading processes, which have been employed in literacy education as well as second 

language teaching, such as: 

 

 Bottom-up process (with recognition of multiple linguistic elements to construct 

meaning) 

 Top-down process (with employment of background information and experience 

for understanding) 

 Schema theory (where individual reading gives meaning, not the text itself) 

 Intensive reading (strategic reading with explicit teaching) 

 Extensive reading (uninterrupted reading for learning and pleasure) 

 Fluency (increasing reading rate) 

 Focus on vocabulary (explicit teaching of vocabulary to advance reading potential) 

 The role of affecting factors (e.g., individual behaviour or cultural influence) 

(Brown, 2007)  

In light of high drop-out rates from university studies in Iceland, presumably due to 

inefficiency in English, Berman (2010) addressed the issue by asking 

 

Whether this is an English proficiency problem, a reading problem, a reading 

proficiency problem, or an academic proficiency problem, for the solution for 

each problem may be somewhat different? (p. 18). 

 

Berman believed that with increased focus on academic strategy instruction such as academic 

thinking and academic reading in revised curricula at primary, secondary and tertiary level 

could be the partial solution (2010, p. 18); nevertheless, more than five years later, university 

students are still facing the same problems.  
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2.1.3 Second Language Literacy 

If being proficient second- or foreign language users implies having gained good 

target language literacy, then reading in the target language should be seen as the most 

beneficial factor for the language learners, for various reasons. Perusing literary texts in 

combination with other text types, which include informal vocabulary, gives readers ample 

opportunity to discover new morphology and meaning, as well as insight into social, cultural 

and historical issues. Extensive reading in L1 is believed to increase word recognition and 

reading fluency (Krashen, 2003; Cummins, 2000; Mikulecky, 2008). There is however no 

concrete evidence for the same advancements when applied to L2 reading. In her study of 

reading abilities amongst Icelandic learners of English at secondary level, Jeeves (2008) 

investigated the alleged correspondence between transferrable reading abilities from L1 to L2 

- Icelandic to English. Her study was unique in the sense that she was able to apply the same 

material for testing to the same group of learners, the Icelandic version and the English 

version. Although the aim was to gain understanding of the reasons behind the problems the 

Icelandic students seem to face when reading English, the result showed a different aspect. 

The learners that had beforehand portrayed lack of reading skills in Icelandic comprehended 

“written material on average equally well in English and in Icelandic” (2008, p. 20). The 

competent readers of Icelandic showed “noticeably worse” performance on the reading tests 

that were in English than they had shown on the Icelandic version (p. 20) which could 

indicate an overestimation of own language skills on their behalf. In light of the results it 

could be argued that reading in the target language is more likely to be a beneficial factor in 

language learning than the transfer of literacy skills from L1 to L2. According to Berman 

(2010), reading proficiency is crucial when the reading is in the second language (here 

English) rather than in L1 (here Icelandic), especially for academic purposes (p. 15). 

Reading fluency is bound to improve with extensive reading and application of 

assorted text types and various reading methods, presumably increasing reading 

comprehension, whether the strategies are used solely by the language learner or in 

cooperation with the language teacher.   

 

2.1.4 The Importance of Acquired Reading Comprehension  

The importance of extensive reading to the increase of reading fluency and a 

presumable a link between fluency and overall reading comprehension has been addressed by 

scholars such as Krashen, 2003; Cummins, 2000; and Mikulecky, 2008. Cummins (2000) 
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stated that “reading extensively in a wide variety of genres is essential for developing high 

levels of reading comprehension” (p. 53). As reading comprehension per se cannot be taught, 

whether in L1 or L2 reading, the interaction of the reader with the text is crucial before, while 

and after reading. Although some experimental research on the benefits of extensive reading 

have apparently been contradictory, non-experimental research have shown the opposite and 

have been “overwhelmingly in favour of extensive reading” in literacy education as it 

presumably advances reading fluency and comprehension (Grabe, 2004).  Involvement of 

teachers in the reading process has been documented as a beneficial factor regarding reading 

comprehension, especially in the form of explicit literacy teaching (Rose, 2005, 2008; Olson 

& Land, 2007). According to Jeeves (2008), Icelandic EFL secondary level students were 

concerned about their incompetence “not grasping the overall meaning” of the texts in 

English, and saw this as a “potential problem” when entering tertiary level of education (p. 22  

).  She expressed the need for challenging reading materials and increase in application of 

texts which include formal English discourse to extend their vocabulary knowledge (p. 22). 

Brown (2007) pointed out practical strategies that readers could successfully utilize in order to 

advance reading comprehension, some of which were: 

 

1. To identify the purpose for the reading 

2. To use reading techniques for improving fluency (e.g., identify meaning of phrases 

instead of individual words) 

3. To skim the text for main ideas 

4. To scan the text for specific information 

5. To use semantic mapping of paragraphs or chapters to group ideas or meaning 

(e.g., Mind-mapping) 

6. To guess, to get through the text with more speed (not looking up every unknown 

word) (p. 366-369) 

Nevertheless, successful development in reading comprehension must come down to 

individual reading procedures and presumably the amount of input readers cover in the form 

of different types of texts. 

 

2.1.5 Eclectic Vocabulary Input in Foreign Language Teaching 

Vocabulary acquisition in foreign language learning and extensive reading are 

interdependent. There seems to be a strong link between reading and vocabulary acquisition, 
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it is however the pedagogical methods to advance and increase the vocabulary that seems to 

be the debatable issue. Should the teaching be implicit and the acquisition automatic through 

reading, with explicit teaching (e.g., word lists), or a combination of both methods? Structural 

elements of the curriculum, such as assigned reading materials, serve as scaffolding for 

language learners as they gain competence in the language use. There seem to be different 

views regarding which teaching methods are more beneficial for vocabulary acquisition, and 

whether intentional learning (e.g., explicit teaching of word lists) is less successful than 

incidental learning derived from implicit instruction (e.g., advocating extensive reading) 

(Brown, 2007; Rose, 2005, 2006; Martin & Rose, 2005). The main element that distinguishes 

a confident reader from an adequate one is presumably the extended vocabulary knowledge; 

this applies to vocabulary acquired from both formal and informal texts. Through the years, 

most teachers of ESL have chosen diversity in their approach to vocabulary building although 

some have preferred explicit teaching rather than advocating indirect acquisition.   

Pétursdóttir (2013) conducted an action research on explicit teaching of academic 

vocabulary in EFL courses at secondary level in Iceland. Apart from Pétursdóttir’s study there 

has been no general research on the structure of specialized vocabulary instruction in EFL 

classrooms in Iceland, except for a study on exposure and size of vocabulary in general in the 

4th grade which was conducted by Ásrún Jóhannsdóttir in 2010. It would thus be interesting 

to ascertain the means of English vocabulary input (explicit and implicit), whether the 

assigned reading texts are literature based, daily informational materials, or specialized (i.e., 

academic texts). This could be seen as the basis for the study presented in this paper.   

When specialized vocabulary, such as English for academic purpose (EAP), is 

introduce to ESP students, there tends to be more need for explicit teaching. The main focus 

of direct instruction is on the vocabulary in general and often involves “explicit vocabulary 

exercises, which may include word-building exercises” (Nation & Newton, 1997). Whereas 

explicit instruction is teacher oriented, implicit teaching advocates learner autonomy with 

extensive reading, interactive exercises and focus on communication (1997). Provoking 

interest in formal vocabulary acquisition could be achieved by “focusing students´ attention 

on the relationships between their implicit primary language knowledge and the structure of 

academic English” (Cummins, 2000). Arriving at the acceptable competence level might seem 

complicated to many EFL students, especially when adapting to formal discourse (EAP). 

Allocation of new vocabulary, structure and formalities might be issues that language learners 

at secondary level find difficult, but as capability comes from practice so does language 

learning. 
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Jeeves (2008) revealed the importance of reading in the target language to acquire the 

appropriate vocabulary. But by reading the students gain so much more than linguistic skills. 

Furthermore, the application of various educational methods in the EFL classrooms must be 

seen as obligatory for productive development of language learning and language 

performance. Jeeves (2008) pointed out that in order to advance the literary competence the 

students have to increase their vocabulary knowledge by accessing more challenging reading 

materials, which she stated as “formal academic English” (2008).  

 

2.2 The Use of Literature in Language Teaching  

 

Using literature in EFL teaching, as means for adaptation of new vocabulary is 

common in most secondary schools in Iceland. Jeeves (2008), mentions the need for more 

challenging reading materials, a valid point, but why not combine formal vocabulary with 

informal language which students are more familiar with? Bedi (2011) approached this aspect 

of language teaching, stating that language acquisition can take place through literature, 

promoting creativity and thinking skills. To exclude or diminish the importance of literary 

texts in language acquisition would not be advisable according to Bedi, as it is a “powerful 

pedagogical tool” in both linguistic development and accuracy (2011). By using literary texts 

in language learning the acquisition becomes more “use-focused” rather than grammatically 

based (form-focused) (2011). In Genre based pedagogies, although explicit by nature, 

teachers do not have to rely on indistinguishable teaching methods and materials; the main 

focus just has to fit the target genre (Rose, 2005, 2006). Bedi (2011) mentioned pedagogical 

approaches that implement literature referring to the three main approaches model presented 

by Carter and Long 1991.  The first model (the Cultural Model) acquires exploration and 

interpretation of “social, political, literary and historical context”, the second model (the 

Language Model) where the purpose of teaching is purely linguistic, and finally the third 

model (the Personal Growth Model) which “attempts to bridge the cultural model and the 

language model” using cultural context (specific language use) (Bedi, 2011, p. 2).   

In the view of Bedi (2011), the most important factor in English teaching is to assist 

learners to “acquire communicative competence, as it is more than acquiring mastery of 

structure and form” but also the competence to “interpret discourse in its entire social and 

cultural context.”According to Bedi, there is a gap between input and output – gaining 

information and using it, especially for communicative purposes (2011). This could be 

bridged by using various genres, written (narratives, short stories) and oral (conversations, 
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dialogues, and interviews). Additionally this would allow for contextual word use, where the 

students work with varieties of social and cultural issues which could develop or advance 

students notions of culture as well as language.  

 

2.1.3 Working with Literary Texts 

In addition to structural elements of vocabulary teaching, it would be informative to 

look at the time spent on working with assigned readings. How students process the texts they 

read is important, it impacts their overall learning experience as well as the targeted result - 

becoming competent second language users.  

Ogle (1986) produced a work-sheet that readers can use when interacting with the text. The 

K.W.L chart has been applied to EFL teaching by many teachers, to guide students as they 

advance their learner autonomy. Gaining control over the learning process, by planning their 

studies, increases responsibility. The K.W.L. chart involves thought and planning before, 

during and after studies by self-contemplating: 

 

 What they already know 

 What they want to know 

 What they have learned (p. 565-567) 

It could thus be assumed that by advocating self-contemplation, e.g., by the use of the K.W.L 

chart, the students would become more aware of the rationale for educational 

accomplishments. Example of a literacy teaching method which includes a similar technique 

structure is the Australian Genre Pedagogy. Genre Pedagogy is constructed by continuous 

work with the reading texts and the implementation of one written genre at a time to 

encourage individual literacy progress, and can be embedded into all curricula at all 

educational levels, and has been greatly beneficial in foreign language education (Rose, 2005, 

2006). The implementation of this literacy teaching method, although they are constructivist 

in theory and practice, is seen as greatly beneficial in all fields of teaching (2005, 2006). The 

methodology of Genre Pedagogy will be reviewed in section 2.3.1.  

 

2.3 Process Oriented Language Pedagogy 

 

 Process oriented teaching methods involve, as the name predicts, focus on how the 

learning takes place instead of the end product itself. However, in Genre Pedagogy the focus 

is on the language learning, the literacy teaching and the curriculum content – all at the same 
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time. Teaching strategies, of Genre Pedagogy, are based on scaffolding measures to aid 

students in their quest for meaning. Mitchell & Myles (2004) describe scaffolding as a 

metaphor “developed in neo-Vygotskyan discussions to capture the qualities of the type of 

other-regulation within the Zone of Proximal Development which is supposedly most helpful 

for the learning or appropriation of new concepts” (Mitchell &Myles, p. 197). Scaffolding is 

in fact training students to adopt learning strategies and organization of their own studies 

(Larsen-Freeman & Anderson, 2011, p. 181); this educational method aims at supporting 

students, guiding them through problem solving, and finally withdrawing the support when 

strategies are successfully applied by students (Mitchell & Myles, 2004, p. 195-197). Another 

example of a contemporary method of teaching literacy is the Pathway Project which will be 

reviewed in section 2.3.3. 

 

2.3.1 Genre Pedagogy 

 The Australian Genre Pedagogy methodology is based on notions of cognitive 

educational developments: presented by Vygotsky (1978) in his ZPD theory and scaffolding; 

and also from the theory of Systemic Functional Linguistics (SFL), presented by Halliday 

(1993) and advanced by Martin and Rose (2005). In Genre Pedagogy the focus is on literacy 

education, language teaching and the content meaning, all at the same time (Martin & Rose, 

2005). Hyland (2003) stated that genre-based pedagogies explained the ways “language 

functions in social context” in a systematic and explicit way (p. 18).The educational methods 

applied in Genre Pedagogy advocate explicit teaching and are process oriented, which can be 

seen in wording like whole language and writing process, where the learning takes place and 

is measured by the proceedings rather than the written product per se (Martin and Rose, 

2005). In Genre Pedagogy meaning is not bound to specific words, it is acclaimed through 

discussions end exploration of meaning-making in various pedagogical activities (2005). In 

Icelandic EFL teaching there is less constructivism in lesson planning and procedure and 

more emphasis placed on the assessment of a final product based on the curriculum content, 

often in the form of a 5 paragraph essay. Consequently it could be said that although EFL 

teaching in Iceland is in large part based on literary readings it does not fit the description of 

Genre Pedagogy, it should rather be seen as genre based pedagogy.  

 



 

13 

 

2.3.2 Learning to Read – Reading to Learn 

The Australian founded pedagogy Learning to Read: Reading to Learn (LRRL) is a 

literacy teaching program designed to aid students, at all educational levels and in all fields of 

study. It is designed to meet individual needs of students according to their age and grade, and 

the curriculum content (Martin & Rose, 2005). It has been developed with teachers of 

primary, secondary and tertiary students of different backgrounds, in Australia to increase 

literacy and advance writing proficiency, gaining international recognition. The teaching 

strategies enable weak readers gain fluent literacy (reading and writing). When addressing the 

focus on reading within genre-based pedagogy, Martin and Rose (2005) stated that the 

reading process was “crucial” as the students were not just acquiring literacy education as 

they read the “subject matter of pedagogic texts, but more importantly their language patterns, 

focusing particularly on generic structures but also including various discourse and 

grammatical features” (p. 4). In the Australian Genre Pedagogy the assignment of written 

tasks in literacy education has the primary function of assessing the language acquisition; 

whereas in EFL teaching in Iceland much emphasis is placed on the written product per se, 

although it could be classified as genre-based pedagogy as presumably a large portion of the 

curriculum is based on literary reading materials.  

 

2.3.3 The Pathway Project 

Cognitive strategy teaching gives language learners autonomy as it supplies language 

learners with “tools” to take control over their own learning in an organized manner. Using a 

cognitive strategy approach, Olson and Land (2007) studied the use of explicit instruction for 

English language learners (ELL) in reading and writing. The study was conducted in 

secondary schools where ninety-three percent of students had English as a second language. 

For eight years, or from 1996 to 2004, multiple measures were used in the teaching with the 

“extensive set of cognitive strategies and a wide array of curricular approaches” to accentuate 

the acquisition of L2, by implementing new vocabulary and learning strategies for reading and 

writing (p. 269). One of those cognitive strategy measures was the Toolkit, which in the 

beginning was just a theoretical framework, but as students did not grasp the overall meaning 

a more visual representation of the Toolkit was produced, in the form of a picture. The 

language learners were supposed to apply these proposed procedures in their studies. Some 

Pathway teachers even brought real toolkits to the classrooms for further demonstration For 

example, to demonstrate that students had  
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declarative knowledge declarative knowledge, they searched through the tool 

kit to find the appropriate tool to nail two boards together and asked students 

why a screwdriver or a wrench wouldn’t work; to illustrate procedural 

knowledge, they asked for instructions as to how to use a hammer to nail the 

boards together; and to exemplify conditional knowledge, they asked the class 

to tell them how long to keep hammering in order to get the job done properly. 

Pathway teachers then furthered the analogy by connecting back to literacy: 

“So, as you think of yourself as a reader and writer in language arts class, 

imagine yourself as a craftsman, except instead of constructing an object with 

wood, you’re constructing meaning from or with words (Olson and Land, 

2007, p. 279)” 

 

Exploring this study there were two distinctly noticeable issues, the cognitive strategies were 

extensive, as to increase comprehension, and various curricular approaches applied to 

cultivate deep knowledge. Literature was used when teaching English as a foreign language in 

addition to EAP (English for Academic Purposes) for language vocabulary and structure 

(p.279). 

Olson and Land´s eight year practice scheme Pathway Project was based on the 

methodology (Educational Alliance´s assertions) that was developed and practiced at Brown 

University, it involved 13 secondary schools and around 2000 English language learners (per 

year) which accessed the Pathway in 6th grade and participated through 12th grade. The 

strategically formative environment was structured to aid students´ development of academic 

literacy, thought to be required at tertiary level. The concluding thoughts by Olson and Land 

defined the elements of an effective (near perfect) class room setting where the needs of both 

students and teachers were provided for. The researchers stated that the outcomes of the 

Pathway Project at secondary level showed that it was possible to  

 

engage students in higher level thinking and discussion about texts through 

direct strategy instruction, modelling of strategy use, and creating opportunities 

for students to practice and apply these skills through teacher coaching and 

feedback...through weaving the intervention into the fabric of the curriculum as 

a vehicle for conceptualizing teaching and learning (Olson and Land, 2007, p. 

297)  
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2.3.4 The Role of Different Reading Materials in Language Education 

With the assignment of different forms of texts in foreign language teaching, that suit 

different educational and work related needs, the spectrum of knowledge and fluency 

broadens. In ESP teaching (English for special purposes), structural elements of the 

communicative language, as well as formal discourse are infused with specialised words to 

suit the purpose. Implementing variety of “linguistic genres” is important, according to 

Cummins (2000). He advocates actively engaging students with the use of varied methods and 

materials whether the aim is to enhance basic interpersonal communicative skills (BICS) or 

cognitive academic language proficiency (CALP) (2000). 

According to Rose (2005) adaptation of different written genres in EFL teaching is 

important. As the process of reading and the writing procedure are interchangeable, it should 

be seen as a high priority to assign a multiplicity of text types in order for the literacy 

education to succeed. The most commonly used text types in the EFL education are the seven 

standard written genres which include:  

 

Stories: Narratives (retell of an imaginary event) 

  Recounts (retell of biographical or historical events) 

Factual: Explanations (tell how or why) 

  Procedures (Instruct) 

  Reports (classify and describe) 

Evaluating: Exposition with single argument (argue the case for or against) 

  Exposition Discussion (offer both sides of an issue) (Rose, 2006) 

2.4 English as a Foreign Language in Iceland 

 

For many years Icelandic scholars have viewed their opinions about the status of English in 

Icelandic society. Arnbjörnsdóttir (2007) addressed this issue when asking whether English in 

Iceland could be seen as a second language, foreign language, or neither? She noted that the 

status more resembles “a foreign language situation than a foreign language context but fits 

neither” (2007, p. 51). Although there is high exposure of English in Iceland, in all sectors of 

society, the English language has no official status as it is not used officially in public 

domain, e.g., government, business, education and health. There is however a fast increase in 

the use of English in business (Jónsdóttir, 2007), and education (Arnbjörnsdóttir and 

Ingvarsdóttir, 2010). Similar situations can be seen in other Nordic countries such as Norway 

(Hellekjær, 2009). 
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2.4.1 Perceived English Proficiency 

Discussion about poor proficiency and discrepancies between expectation and actual 

competence of students, at the threshold of academic education has been studied for many 

years without significant or productive improvement. Could it be that student’s perception of 

their own abilities and skills contribute to the overall view of English proficiency in Iceland, 

or vice versa? (Jeeves, 2010).  

Arnbjörnsdóttir and Ingvarsdóttir (2010) researched students own beliefs of how 

prepared they were to use academic English, as well as their coping skills and resources, when 

entering the University of Iceland. Although this research did not explicitly study the English 

proficiency and reading skills per se, the students’ own perceptions have to be considered 

valuable factors in the development and modification of the curriculum at secondary level. 

The result of Arnbjörnsdóttir and Ingvarsdóttir study showed that 90% of all compulsory 

textbooks at the University of Iceland were in English. This goes to show that the necessity 

for confidence in the use of English for academic purposes is an emergent issue which 

students and teachers have to face now. 

Jeeves (2008), in her study on the connection between reading ability in Icelandic and 

reading ability in English, noted that there was a “seeming disparity” between good oral 

sufficiency and the insufficient reading abilities of Icelandic EFL students. She suggested that 

as confident users of the spoken English they might disregard their vocabulary limitations. 

Another reason could be a lack of grammatical knowledge that could explain poor literacy 

skills (2008). If poor reading skills in English are observable in the Icelandic EFL classrooms 

measures have to be taken to counteract. 

It should be seen as compelling to investigate the reasons behind the lack of 

competence in English (EAP), as perceived at university level in Iceland (Arnbjörnsdóttir, 

2007), especially in light of students´ own perceptions on abilities and future needs 

(Arnbjörnsdóttir and Ingvarsdóttir, 2010). In her study on perceived relevance, Jeeves (2010) 

explored differences in comprehension EFL students at secondary level had on their own 

educational requirements – current and subsequent. Through interviews Jeeves was able to 

demonstrate individual inputs from students regarding confidence, motivation and positioning 

in a wider (educational and/or international) context. It should be noted that now (2014) the 

Department of English conducts specialized courses in English academic proficiency partially 

built on the program The Art and Architecture of Academic Writing by Birna Arnbjörnsdóttir 

and Patricia Prinz which was published 2009.  
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2.4.2 Applied Discourse and Academic Demands 

Research has shown that due to a high exposure to English in society through the 

media, films, books, social media, and computer games; Icelandic students are more 

proficient when it comes to receptive skills (receiving) in English than in productive 

(producing) (Arnbjörnsdóttir, 2011; Arnbjörnsdóttir and Ingvarsdóttir, 2010; Berman, 2010; 

Jóhannsdóttir, 2010). There have been visible advancements in oral proficiency at academic 

level (Arnbjörnsdóttir, 2007), whereas there seems to be a standstill regarding reading 

proficiency and formal writing of EFL students (Arnbjörnsdóttir and Ingvarsdóttir, 2010; 

Berman, 2010). Exploring English reading proficiency of Icelandic students at tertiary level, 

Berman (2010) found that “over three-quarters of the students” showed adequate academic 

reading proficiencies while the others encountered problems. At the University of Oslo, 

scholars have noticed the same situation, where students are not proficient enough to read or 

work with academic English (Hellekjær, 2009). It is thus clear that social demands for English 

language proficiency are changing as the need for further application of formal discourse to 

succeed in further education and occupational sectors. Could it be that EFL students find the 

use of formal discourse as too complex or even problematic and lack the competence to strive 

on and advance their cognitive skills? Arnbjörnsdóttir (2007) addressed this issue, 

contemplating whether there could be a correlation between the high dropout rates in the 

University of Iceland as “assistance is not readily available, students simply drop out” (2007, 

p. 53). This could be seen as indicative of a gap in the educational system that needs to be 

bridged. It should be noted, that regarding the above mentioned dropout rate, English 

proficiency may not be the only reason why students give up or withdraw from their studies 

after the first year (Arnbjörnsdóttir, 2007). 

Before undertaking the task of revolutionising the primary and secondary curricula 

and teaching methods, the root of the problem will have to be identified. Berman ( 2010) 

described his views on further research on students’ literacy problems by stating that, to gain 

better understanding of the students´ academic proficiency needs, reading skills and overall 

cognitive performance in L1 and L2 would have to be studied (2010). Furthermore, to 

modulate the reading process with more emphasis on formal vocabulary and introduction of 

“academic thinking” could be a part of the solution (2010, p. 18). To encourage language 

learning and softening the transition into the structural environment of academia, some 

scaffolding steps might be crucial. If students are not prepared to use English on an academic 

level when entering academia, the requirements of the Ministry of Education (2011) are thus 

not being met in the concluding stages of secondary education.  
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According to a research conducted by Arnbjörnsdóttir and Ingvarsdóttir (2010) on 

Icelandic students own beliefs of how they are coping with English at University, in most 

secondary schools in Iceland, students have to finish three to five courses in English (2010). 

As a contradiction, the results of study by Arnbjörnsdóttir and Ingvarsdóttir showed that 43% 

of students at the University of Iceland said they had finished 7 semesters, and only 11% of 

students proclaimed they had completed 3 semesters (2010, p. 6-7).  In relations to grades, 

87% declared they had been awarded “a grade 7 or higher (out of 10) in English” (p. 6). On 

the other hand, only 14% said their received grade had been 6 or lower (p. 6). On the subject 

of preparation, 76% of students felt well prepared (agreed or strongly agreed) using academic 

English in their studies (p. 7). On the contrary, twenty-four percent felt they lacked 

preparation, disagreed or strongly disagreed that they were well prepared (p.7). These results 

corresponded with the suggested over estimation of English proficiency, by EFL students in 

Iceland (Jeeves, 2010).  

Arnbjörnsdóttir and Ingvarsdóttir (2010) state that the results indicate what had been 

expected, that there is “a strong correlation in the data between longer stays in an English 

speaking country, higher grades in English and higher number of semesters of English taken 

at secondary school with responses that students fell well prepared” (p. 7). The results of the 

study strongly indicated that at least 30% of students at the University of Iceland seem to be 

having problems with comprehension of academic texts in English (2010).  

 

2.4.3 EFL Education at Upper Primary Level and Secondary Level   

According to the Icelandic National Curriculum Guide from 2011 which is partially 

based on the Common European Framework of References for languages (CEFR), students 

are supposed to have gained “the vocabulary required to easily understand written material in 

further studies or occupation” (Ministry of Education, 2011). Guiding measures seem to be 

missing from this clause. According to CEFR, overall reading comprehension should be as 

follows:  

 B2 Can read with a large degree of independence, adapting style and speed of 

reading to different texts and purposes, and using appropriate reference sources 

selectively. Has a broad active reading vocabulary, but may experience some 

difficulty with low frequency idioms. 

 B1 Can read straightforward factual texts on subjects related to his/her field and 

interest with a satisfactory level of comprehension. 
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 Can understand short, simple texts on familiar matters of a concrete type which 

consist of high frequency everyday or job-related language. 

 A2 Can understand short, simple texts containing the highest frequency 

vocabulary, including a proportionof shared international vocabulary items. 

 A1 Can understand very short, simple texts a single phrase at a time, picking up 

familiar names, words and basic phrases and rereading as required (CEFR, p. 69) 

If it is given that further education means University studies, then any mentioning of 

adaptations of EAP from the Icelandic curricula is missing.  

 

2.4.4 Reading Materials Used in EFL teaching 

 If Icelandic students are facing difficulties in academic studies due to insufficient 

English proficiencies, there has to be a reconsideration of the secondary school curricula, with 

increased application of formal discourse. Furthermore, as there is a social demand for good 

proficiency in English in many professions, and there is increased occupational specialisation, 

increasing ESP courses should be considered. In light of the problems EFL students seem to 

face when entering academia, a study was conducted to explore the use of reading materials in 

EFL teaching in Iceland, at upper primary level and secondary level, with special focus on the 

use of literary texts. The results and discussion of major findings from the study can be 

viewed in chapters four and five in this paper.  
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3. The Study 

 

This chapter reviews the study itself and the methodology used. The research question 

is restated and a description of subjects and how they were chosen explained. This is followed 

by a description on how data was collected and analysed. The aims of the study were: to 

examine the use of literature in the EFL classrooms in Iceland, focusing on the upper primary 

level and secondary level.  

 

3.1 The Research Question 

 

In order to examine the use of literature in the EFL classrooms, a threefold research 

question was designed to gather information about: 

1. How much literature is used in the EFL classrooms (quantity)? 

2. What kind of literature is used (which text types and from which period)? 

3. How is literature used? 

a) By practicing the four language skills (reading, writing, listening and speaking) 

with the use of vocabulary, grammar, reading comprehension and cultural 

knowledge exercises 

b) With the use of tasks such as writing essays (short stories, poems), multimedia 

assignments, quizzes, questionnaires, gap fills, and jigsaw puzzles  

 

For the first part of the research question, about the quantity of literary texts, the options were: 

100 pages or less, 200 pages, 300 pages, 400 pages, and 500 pages or more. For the second 

part of the research question concerning types of literature used in EFL courses, the answer 

options can be seen in the survey question example in Table 1.  

Initially, only the three first courses at secondary level ENS103, ENS203 and ENS303 

were to be included in the study, as well as Grade 8, 9 and 10 at primary level. However, as 

many responses included information on other courses such as ENS403, ENS503 and 

ENS603, the study was expanded to include all EFL courses at secondary level. 
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3.2 Participants 

 

The subjects of the study were English teachers at upper primary level and secondary 

level in Iceland. In order to reach as many English teachers as possible a participation request, 

with an attached link to an online survey, was sent to a listserv to all members of FEKÍ – The 

Association of English Teachers in Iceland (Ice. Félag enskukennara á Íslandi). The request 

specified the aim of the study to gather information, from English teachers at upper primary 

level (Grade 8, 9 and 10) and secondary level only, about the use of literature in EFL 

classrooms in Iceland. A copy of the letter can be seen in Appendix A.  

Fifty-six teachers actually activated the online survey, but only thirty-two were 

considered viable subjects as they answered more than the first four questions which covered 

background information on participants. The survey gave each subject an option to give 

information on three different courses taught; therefore, the survey generated multiple 

responses per subject, or eighty-two responses in total. The data was thus analysed according 

to the courses taught rather than by subjects. As thirty-two subjects responded with multiple 

responses, the data from eighty-two courses taught (here after: responses) provided the basis 

for analysis. Out of those thirty-two subjects, twenty-six were secondary teachers and six 

were primary teachers.  

Members of FEKÍ registered to the electronic mailing list (listserv) were 236 at the 

time the study was conducted, so the 82 received responses used for analysis stand for 35% of 

the FEKÍ listserv population and are thus representative for that group. However, as the 

number of English teachers in Iceland is presumably greater, than those registered to the 

electronic mailing list, the 82 responses can only be seen as representative for the whole 

population of English teachers in Iceland.  

To get some insight into registered number of teachers in Iceland, although there are 

no national statistics available for the specific number of English language teachers per se, the 

figures from The Icelandic Bureau of Statistics (ice.Hagstofa Íslands) regarding educational 

levels and teachers at each level, will be discussed in chapter 5. 
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3.3 Data Collection 

Data collection was conducted, during a two week period starting on February 6, 2014. 

An online program, Survey Monkey, was used to create a survey consisting of ten questions. 

The first four questions gathered background information on the participants. The other six 

multiple choice questions collected information on the use of literature in the teaching of 

English as a foreign language (EFL) in Iceland, at upper primary level and secondary level, 

with the additional option to give information about three separate EFL courses taught. An 

example of question six from the online survey can be seen in Table 1. 

Q6. What is the composition of the reading materials in your EFL course (including textbooks)? 

 

(If you teach more than one type of course, please give information on all, first, second, third...) 

 

 
100 pg. or less 200 pg. 300 pg. 400 pg. 500 pg. or more 

FIRST COURSE: 
     

a) Literature from 1950 and sooner: 
     

b) Literature from 1951 to 2000: 
     

c) Literature from 2001 and later: 
     

d) Literature for children and/or young adults: 
     

e) Newspaper and/or magazine articles: 
     

f) Social media texts (i.e. Facebook, Twitter, blogs, etc.): 
     

g) Specialised texts (i.e. business, health, etc.): 
     

h) Other: 
     

SECOND COURSE: 
     

a) Literature from 1950 and sooner: 
     

b) Literature from 1951 to 2000: 
     

c) Literature from 2001 and later: 
     

d) Literature for children and/or young adults: 
     

e) Newspaper and/or magazine articles: 
     

f) Social media texts (i.e. Facebook, Twitter, blogs, etc.): 
     

g) Specialised texts (i.e. business, health, etc.): 
     

h) Other: 
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Table 1   Example: Survey question number six   

 

Because the survey was anonymous, no permission was needed to conduct the study 

and participation was optional. After creating the online survey, a participation request was 

sent to English teachers via FEKÍ listserv and a web link in the request led to the survey 

which the participants could access and answer online. Majority of the participants responded 

when the participation request was first sent out, although when reminders were sent out twice 

they resulted in a further eleven responses. 

 

3.4 The Survey 

 

The survey which was divided into three sections contained ten questions, some of 

which were multiple choice questions. The first section included the first four questions, 

which gathered background information on the participants including which educational level 

they taught, their gender, how many years they had been teaching, and regional location of the 

teaching. Information regarding educational level of teaching was used to divide the 

THIRD COURSE: 
     

a) Literature from 1950 and sooner: 
     

b) Literature from 1951 to 2000: 
     

c) Literature from 2001 and later: 
     

d) Literature for children and/or young adults: 
     

e) Newspaper and/or magazine articles: 
     

f) Social media texts (i.e. Facebook, Twitter, blogs, etc.): 
     

g) Specialised texts (i.e. business, health, etc.): 
     

h) Other: 
     

First course name: Second course name: Third course name
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participants into two groups: primary school teachers and secondary school teachers. These 

groups were analysed separately for two reasons. The first reason was that the course structure 

of Grade 8, 9 and 10 at upper primary level differs from the course system at secondary level, 

as the former covers two semesters and the second only one semester. The second reason was 

to shed a light on the use of reading materials in EFL classrooms at different educational 

levels, with special emphasis on the use of English literature.  

The second section, which included questions five and six, examined the approximate 

amount of assigned reading materials (pages students had to read in the EFL courses) as well 

as the types of texts used, e.g., genres and periods. These questions correlated with the first 

two parts of the research question which asked about quantity and types of literature used. 

Question five asked about the number of pages students were acquired to read, referring to all 

text types including text books. Whereas question six asked about specific text types such as 

literature from specific periods, literature for children and young adults, social media texts, 

and specialised texts (English for special purposes). Using number of pages as a 

differentiating factor allowed for assessment of how much literature is used in EFL classes in 

comparison to other text types, at primary level as well as secondary level. 

The third section, questions seven to ten, concerned the use of literary texts only. 

Questions seven, eight and nine were intended to collect data for the third part of the research 

question which asked about the utilisation of literary texts in the EFL classrooms, e.g., written 

and oral tasks used when working with that genre. Question seven gathered information 

regarding language skill practices by asking whether vocabulary building and grammatical 

exercises was utilised, as well as materials which are intended to enhance reading 

comprehension and cultural knowledge. Question eight and nine asked which tasks were used 

while working with literary texts, making a distinction between written tasks (question 8) and 

oral tasks (question 9). Finally, the tenth question asked about the structure of the syllabi in 

the EFL courses.  

The online survey program, Survey Monkey, collected all the answers giving each 

participant an individual number; in addition the program also included a feature that analysed 

each answer and another that produced a summary of the data from all the participants. By 

using the survey´s option to give information on up to three different course taught, almost 

every teacher gave a multiple response when possible. Due to this multiple answer option, 

each response had to be analysed separately and the program’s summary feature could not be 
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used, as it analysed and summarised the data according to number of participants rather than 

their multiple responses. The ten survey questions, as they appeared in the online survey, can 

be seen in Appendix B. 

3.5 Data Analysis 

 

Data from the survey was analysed in five steps. First the question summaries from 

Survey Monkey where printed out and soon it was clear that the summary could not be used 

as it included data from all the participants who actually activated the online survey, not just 

those perceived as viable subjects. The second step was to print out data from each individual 

participant and categorise them into four groups:  

1. Secondary level teachers  - who answered all the survey questions  

2. Upper primary level teachers  - who answered all the survey questions  

3. Upper primary- and secondary level teachers – who left some survey questions 

unanswered 

4. Upper primary- and secondary level teachers – who did not complete the survey 

One participant in group two was a primary school teacher who taught at secondary level, 

responses from that teacher were thus counted and analysed with data from group one. As all 

data from group three came from secondary teachers it was combined with that of group one. 

Group four consisted of participants who had only answered the background questions or 

skipped all the questions, data from this group was therefore not used in the study. 

In step four of the data analysis, the multiple responses from the thirty-two subjects in 

the four groups were counted. Total number of responses was eighty-two: eighteen from 

group one, six from group two, and eight from group three. Each question was then checked 

and answers from each course level marked and transferred into separate work sheets (Excel).  

In the fifth and final step of data analysis, the data from the survey was double checked and 

the results, which are shown by using figures, will be presented in chapter 4.  

 

 

 



 

26 

 

4. Results 

 

Divided into three sections, this chapter reviews the results from the online survey 

using visual representation of the data. The first section includes data from the first four 

survey questions. These preliminary questions, about educational level of teaching, gender, 

and the number of years- and location of teaching, were used to gather background 

information about the participating teachers; and also as distinguishing factors when analysing 

subsequent responses (to questions five to ten) from the online survey. The second section 

covers assigned readings in the EFL courses. This section includes results from survey 

questions five and six which concerned both the quantity of assigned pages, as well as text 

types the teachers chose for their students. Section three includes the outcome from survey 

questions seven to ten, were the use of literature in the EFL classrooms is studied further. This 

is done by surveying which language skill practices and tasks were used when working with 

literary texts.   

 

4.1 Section One: Background of Participants 

 

The results from the first four survey questions showed background information on the 

subjects. When asked about what educational level they taught the answer options were: 

upper primary level, including Grade 8, 9 and 10; and secondary level, e.g., ENS103 up to 

ENS603. The second question concerned gender of participants. The third question asked 

about the number of years of teaching, giving the answer options: less than 5 years, 5-10 

years, 11-20 years, and more than 20 years. The last background question asked where the 

participants were teaching; in the Greater Reykjavík area or outside that area. Out of the 

initial fifty-six survey entries only thirty-two participants answered more than the background 

questions, their responses were used in the study and can be seen in Figures 1-4 below. 

 

4.1.1 Educational Level of Teaching 

The first survey question, concerning background information on the participating 

teachers, was at which educational level they taught. The answers are shown in Figure 1. 
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Figure 1: Question 1.  Participants: educational level of teaching 

 

Twenty-six of those thirty-two teachers who participated in the online survey were secondary 

school teachers and five were primary school teachers. One participant skipped this question. 

The reason for the low turnout (e.g., participation) of English teachers at upper primary level 

could be that they are not members of FEKÍ and did thus not see the participation request to 

the study. There are no national statistics available for the number of English teachers in 

Iceland, neither at primary level nor at secondary level. However, the responses received 

concerning educational level of teaching (survey question 1) closely simulate the national 

statistics from 2014 which include all educators. These statistics show that 73% of educators 

teach at primary level and 27% at secondary level (Hagstofa Íslands, 2014). Due to the 

insufficient participation in the study it can only be viewed as indicative, although it could be 

seen as a representative sample of FEKÍ members.   

 

4.1.2 Gender   

The second question asked the participants their gender. The results are shown in 

Figure 2. 

81% 

16% 

3% 
Educational Level of teaching 

Secondary level

Upper primary
level

Skipped the
question
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Figure 2: Question 2.  Participants: gender 

Out of those 32 participants considered viable for this study, 29 participants (91%) were 

female and 3 participants (9%) were male. Whether this is a representative for the gender 

division of English teachers in Iceland is not obvious as there are no specific national statistics 

available which concern English teachers by definition.  

National statistics on primary schools are calculated separately from those on 

secondary schools. Consequently, the results from survey question two had to be analysed by 

educational level of teaching. The results from primary school teachers showed that all 6 of 

the participants were female. According to figures from 2014, published by Statistics Iceland 

which is the national bureau of statistics, 80% of primary school teachers were female and 

20% were male (Hagstofa Íslands, 2014). The results from secondary teachers showed that 

88% of participating teachers were female and 12% were male. According to national 

statistics, 55% of secondary teachers were female while 45% were male (2014). National 

statistics, which include all educators and do not differentiate them from special subject 

teachers, indicate that the gender division seen in Figure 2 cannot be seen as representative. 

Possible reasons for this inconsistency will be addressed in chapter five. 

 

4.1.3 Number of Years of Teaching 

Question three asked how long participants had been teaching. The results from 

question three can be seen in Figure 3.  

91% 

9% 

Gender 
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Figure 3: Question 3.  Participants: numbe of years of teaching 

All of the thirty-two participants answered survey question number three. Seven of the 

participating teachers had been teaching for 5-10 years, eleven individuals had teaching 

experience from 11-20 years, and fourteen people had been teaching for over 20 years. No 

participant had been teaching less than five years.  

National statistics from 2013 showed that the average age of all individuals with an 

educational degree, active in teaching, was 46,2 years (Hafstofa Íslands, 2013). This strongly 

indicates that the results from survey question three could be representative for the Icelandic 

teaching population, as a substantial number of teachers might (statistically) have been 

teaching for 11-20 year and even longer. Nevertheless, it has to be emphasised that, as the 

participation in the study was not sufficient to represent the population, the results from 

survey question two can only be viewed as indicative of acquired work experience (e.g., the 

years each participant had been teaching) 

 

4.1.4 Location of Teaching  

In the fourth and final background question, participants were asked where they were 

teaching. The answer options were: in the Greater Reykjavík area or outside the Greater 

Reykjavík area. Results can be seen in Figure 4.  

0% 

22% 

34% 

44% 

Number of Years of teaching 

5-10 years

11-20 years

Over 20 years



 

30 

 

 

Figure 4: Question 4.  Participants: location of teaching 

Out of thirty-two answers: eighteen people said they teach in the Greater Reykjavík area, 

which include the capital city of Reykjavík, Hafnarfjörður, Garðabær, Seltjarnarnes, 

Mosfellsbær, and Kjósarhreppur. Fourteen individuals said they teach outside the Greater 

Reykjavík area.  

According to the national statistics (for the 2011-2012 term), 62% of all educators 

were teaching in the Greater Reykjavík area (Hagstofa Íslands). Consequently, it can be said 

that the results from the fourth survey question are representative for the national distribution 

of teachers around the country. In contrast due to the few received answers to the online 

survey, the results cannot be seen as representative of the whole population.  

 

4.2 Section Two: Assigned Readings - Quantities and Types 

 

Questions five and six asked about the reading materials in the EFL courses, number 

of pages assigned and text types. The responses from question 5 were gathered and presented 

in one figure (Figure 5). As a result, the different outcomes from each course can be 

compared. However, the responses from each course to question 6 were analysed separately, 

and the results presented in separate figures for each course (Figures 6a-6i).  

 

4.2.1 Assigned Readings: Number of Pages 

Question 5 asked about the approximate amount of pages assigned as reading material 

for students in the EFL courses, including the texts from the textbooks. The answer options 

56% 

44% 

 Location of teaching 

In the Greater
Reykjavík area

Outside the
Greater Reykjavík
area
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were: 100 pages or less, 200 pages, 300 pages, 400 pages, and 500 pages or more. The results 

from the fifth survey question are shown in Figure 5.  

 

Figure 5: Question 5.  Assigned readings approximate amount of pages 

There were 84 responses to this question. The results showed that the number of assigned 

pages within the same educational levels varied considerably, as will be reviewed next.  

There were 4 responses received from 8th grade teachers: one of the 8th grade teachers 

had assigned 100 pages or less, as reading material for students in his EFL course; one had 

assigned 200 pages; and two teachers assigned 300 pages.  

There were 4 responses received from 9th grade teachers: one teacher had assigned 

200 pages; one teacher had expected his students to read 300 pages; one had assigned 400 

pages; and one teacher had assigned 500 pages or more.  

There were 3 responses received from 10th grade teachers: one teacher had assigned 

approximately 100 pages of reading materials for his EFL students; one had assigned 200 

pages; and one teacher had assigned 400 pages. 

There were 20 responses received from teachers of ENS103: four teachers had 

assigned 100 pages or less in their EFL courses; six had assigned 200 pages; four teachers had 

assigned 300 pages; five had assigned 400 pages; and one teacher had his students read 500 

pages or more in his EFL course. 

There were 20 responses received from participants teaching ENS203: one teacher 

expected his EFL students to read 100 pages or more; one had assigned 200 pages; eleven 
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teachers had assigned 300 pages; six had assigned 400 pages of reading materials in their EFL 

courses; and one teacher had assigned 500 pages or more. 

ENS303 provided 23 responses: one teacher had his EFL students read 100 pages or 

less; one had assigned 200 pages; four teachers had assigned 300 pages; eleven of the 

participating educators had assigned 400 pages for reading; and six teachers allotted 500 

pages or more for reading in their EFL courses. 

ENS403 gave 5 responses: two teachers had assigned 400 pages for reading; and three 

of the participating teachers expected their students, studying English as a foreign language, 

to read 500 pages or more.  

ENS503 provided 2 responses. Two of the teachers had assigned 500 pages or more of 

English text readings.  

Finally, there were 3 responses received from teachers of ENS603, where all the 

teachers said they had assigned 500 pages or more of reading materials for their EFL students. 

The results from survey question five indicated that there was a gradual increase of 

assigned pages from the first course at secondary level to the third. However, it was surprising 

that there is more reading assigned (average number of assigned pages) in Grade 9 than in 

Grade 10, ENS103 and ENS203  Furthermore, the responses to subsequent questions 

(questions 7-9) showed that the weight of course work assigned in courses of the same 

curriculum at the same educational levels, e.g., ENS103, varied considerably (see Figures 7a-

9i). Most teachers of ENS103 assigned 200 pages of English readings for their students, while 

majority of teachers of ENS203 assigned 300 pages, and a great number of teachers who 

taught ENS303 allotted 400 pages to reading in at this educational level. As addressed above, 

there was no apparent continuum, i.e., a gradual increase in number of assigned pages, 

between upper primary level (Grade 10) and secondary level (ENS103). Furthermore, there 

seemed to be a decrease in assigned number of pages between Grade 9 and Grade 10. The 

results from survey question 5 will be summarised (see Table 2) and discussed further in 

chapter five.  
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4.2.2 Assigned Readings: Text Types 

Question 6 asked about the nature of the reading materials assigned in the EFL 

courses, including textbooks. The answer options given were: literature from 1950 and before, 

literature from 1951 to 2000, literature from 2001 and after, literature for children and/or 

young adults, and newspaper and magazine articles. Other answer options were: social media 

texts (e.g. from Facebook, Twitter, blogs etc.), and specialised texts (i.e., English for special 

purposes: business, health etc.). The results from this question are presented in 9 different 

figures, Figures 6a to 6i, as it gave information about quantity (number of pages) as well as 

text types assigned at each course level.  

 

 

Figure 6a: Question 6 - Grade 8.  Assigned readings - text types 

Twelve responses were received from 8th grade teachers to question six.  

For clarification it should be mentioned that there were four 8th grade teachers who 

responded to question five (see Figure 5), but only three of those answered question six. 

All 12 responses to this question (question six) showed that 100 pages or less had been 

assigned to each specific text type. No one had marked the option “specialised texts” on the 

online survey. The division between literary periods and other text types was as follows:  

 2 teachers had assigned the reading of literature from 1951-2000 

 1 teacher had assigned literature from 2001 or after 

 3 teachers had assigned  literature for children and/or young adults 
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 2 teachers had assigned the reading of texts from newspapers and/or magazines 

 1 teachers had assigned the reading of texts from the social media 

 2 teachers had assigned the reading of other unspecified reading materials 

The outcome from survey question six regarding 8th grade showed that most teachers who 

taught this course chose English literature for children and/or young adults for their students 

(approx. 300 assigned pages in total), while the second choice was an equal amount of 

literature from 1951-2000 (approx. 200 pages in total), newspaper or magazine articles 

(approx. 200 assigned pages in total), and other unspecified text types (approx. 200 assigned 

pages in total). Nevertheless, it was obvious that literary texts made up 58% of the total 

amount of assigned readings in 8th grade, or 700 pages out of the total 1.200 pages assigned 

at this course level (as seen in Figure 6a). 

 

 

Figure 6b: Question 6 - Grade 9.  Assigned readings - text types 

Thirteen responses were received from the teachers of Grade 9 to question six.  

It should be mentioned that there were four 9th grade teachers who responded to 

question five (see Figure 5), but only three of those answered question six. 

All 13 responses to this question (question six) showed that 100 pages or less had been 

assigned to each specific text type, except one who had assigned 300 pages. The division 

between literary periods and other text types was as follows:  
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 1 teacher had assigned literature from 1950 or before as reading material in his 

EFL course 

 2 teachers had assigned the reading of literature from 1951-2000 

 1 teacher had assigned literature from 2001 or after 

 3 teachers had assigned  literature for children and/or young adults: two had 

assigned 100 pages or less and one teacher had assigned approximately 300 pages 

 3 teachers had assigned the reading of texts from newspapers and/or magazines 

 1 teachers had assigned the reading of texts from the social media 

 1 teachers had assigned the reading of specialised texts (English for special 

purposes) 

 1 teachers had assigned the reading of other unspecified reading materials 

Results from survey question six concerning various English text types assigned in 9th grade 

indicated that the reading materials at that course level were of various kinds, and the majority 

of the teachers had chosen to assign 100 pages or less of each text type to read. English 

literature for children and/or young adults (approx. 300 assigned pages in total), as well as 

newspaper and magazine articles (approx. 300 assigned pages in total), were the first choice 

of the majority of teachers who taught EFL to 9th grade students. However, the total amount 

of literary texts assigned in Grade 9 was 60%, or 900 pages out of the 1.500 pages assigned at 

this course level (see Figure 6b). 

 

 

Figure 6c: Question 6 - Grade 10.  Assigned readings - text types 
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Thirteen responses were received from teachers of Grade 10 to question six. 

For clarification it should be mentioned that one of the responding teachers had said 

(in question five) that the total amount of readings in his EFL course in 10th grade was 100 

pages or less, another said he had assigned the total of 200 pages, and the third said he had 

assigned 400 pages or more in his course (see Figure 5).  

All 13 responses to this question (question six) showed that 100 pages or less had been 

assigned to each specific text type. The division between literary periods and other text types 

was as follows:  

 1 teacher had assigned literature from 1950 or before as reading material in his 

EFL course 

 1 teachers had assigned the reading of literature from 1951-2000 

 2 teachers had assigned literature from 2001 or after 

 3 teachers had assigned  literature for children and/or young adults  

 3 teachers had assigned the reading of texts from newspapers and/or magazines 

 1 teachers had assigned the reading of texts from the social media 

 1 teachers had assigned the reading of specialised texts (English for special 

purposes) 

 1 teachers had assigned the reading of other unspecified reading materials 

The answers from 10th grade teachers, to survey question six, showed that the first choice of 

reading material by the educators of EFL students at this level was literature for children 

and/or young adults (approx.300 assigned pages in total), and newspaper and magazine 

articles (approx.300 assigned pages in total). Nevertheless, it was evident that literary texts 

made up 54% of the total assigned readings, or 700 pages out of the total 1.300 pages 

assigned at this educational level (see Figure 6c). The answers also indicated that although the 

students were exposed to various text types in the English language, there was no increase in 

the amount of pages students were expected to read from that of Grade 8 and 9.  
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Figure 6d: Question 6 - ENS103.  Assigned readings - text types 

Seventy-seven responses were received from teachers of ENS103 (including ENS102), 

concerning assigned text types in their EFL courses.  

As to confirm a visible inconsistency: between given answers by the same respondents 

to questions five and six, regarding number of assigned pages; it should be readdressed that 

three of the responding teachers had said (in question five) that the total amount of assigned 

readings in their EFL courses in ENS103 was 100 pages or less, another seven had assigned 

the total of 200 pages, four teachers had assigned 300 pages, five teachers said they had 

assigned 400 pages, and finally there was one teacher who said he had assigned 500 pages or 

more in his course (see Figure 5). The results from question six showed a different outcome.  

The 77 responses to this question (question six) showed that some teachers had 

assigned 100 pages or less to each specific text type, some had assigned 200 pages, while 

others had assigned 300 pages. The division between literary periods and other text types was 

as follows:  

 7 teachers had assigned literature from 1950 or before as reading material: five had 

assigned 100 pages or less, and two had assigned 300 pages  

 13 teachers had assigned the reading of literature from 1951-2000: five had 

assigned 100 pages or less, four had assigned 200 pages, and another four had 

assigned 300 pages 
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 8 teachers had assigned literature from 2001 or after: two had assigned 100 pages 

or less, one had assigned 200 pages, and five of the teachers had assigned 300 

pages 

 11 teachers had assigned  literature for children and/or young adults: seven had 

assigned 100 pages or less, two teachers had assigned 200 pages, and two had 

assigned 300 pages 

 14 teachers had assigned the reading of texts from newspapers and/or magazines: 

twelve had assigned 100 pages or less, and two teachers had assigned 200 pages 

 10 teachers had assigned 100 pages or less to the reading of texts from the social 

media 

 10 teachers had assigned the reading of specialised texts (English for special 

purposes): nine had assigned 100 pages or less, and one teacher had assigned 200 

pages 

 4 teachers had assigned 100 pages or less of other unspecified reading materials 

The outcome of survey question six, concerning the use of different English text types by 

teachers of ENS103 (and ENS102), showed variety in both the choice of texts as well as 

number of assigned pages. However, it seemed alarming that 3 participants out of those 20 

teaching ENS103 had assigned 100 pages or less, of reading materials for their EFL students; 

and further seven teachers had assigned a meagre 200 pages. This showed that 50% of the 

teachers were assigning 200 pages or less, of reading materials, in this first course at 

secondary level. There was also a clear inconsistency between the answers teachers had given 

in question 5 and their responses to question 6, regarding number of assigned pages (see 

Figures 5 and 6d). 

Fourteen teachers chose newspaper and magazine articles (approx. 1.600 assigned 

pages in total), and thirteen teachers chose literature from 1951-2000 (approx. 2.500 assigned 

pages in total) as the first choice of texts. However, the results showed that literary texts made 

up 64% of the assigned readings, or 7.200 pages out of the total 11.300 pages assigned at this 

educational level. 
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Figure 6e: Question 6 – ENS203.  Assigned readings - text types 

Eighty-three responses were received from teachers of ENS203 (including those from 

ENS204) to survey question six.  

The 83 responses to this question (question six) showed that some teachers had 

assigned 100 pages or less to each specific text type, some had assigned between 200 and 400 

pages, while others had assigned 500 pages or more. The division between literary periods 

and other text types was as follows:  

 7 teachers had assigned literature from 1950 or before as reading material: four 

had assigned 100 pages or less, two had assigned 300 pages, and one teacher had 

assigned 400 pages  

 16 teachers had assigned the reading of literature from 1951-2000: five had 

assigned 100 pages or less, three had assigned 200 pages, seven teachers had 

assigned 300 pages, one had assigned 500 pages or more 

 9 teachers had assigned literature from 2001 or after: two had assigned 100 pages 

or less, three had assigned 200 pages, and four of the teachers had assigned 300 

pages 

 9 teachers had assigned  literature for children and/or young adults: three had 

assigned 100 pages or less, four of the teachers had assigned 200 pages, and two 

had assigned 300 pages 

 15 teachers had assigned the reading of texts from newspapers and/or magazines: 

twelve had assigned 100 pages or less, and three teachers had assigned 200 pages 
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 12 teachers had assigned texts from the social media: ten had assigned 100 pages 

or less, and three teachers had assigned 200 pages  

 11 teachers had assigned the reading of specialised texts (English for special 

purposes): ten had assigned 100 pages or less, and one teacher had assigned 200 

pages 

 4 teachers had assigned 100 pages or less of other unspecified reading materials 

The summary of answers form teachers of ENS203 (and 204), concerning the use of different 

English texts in their courses, showed variations in the choice of text types as well as quantity 

of assigned pages for reading. While ten of those nineteen teachers, teaching ENS103, had 

assigned 300 pages of reading materials for their EFL students, or 53% of participants, there 

were six teachers who had assigned 400 pages (or 32% of participants).  

First choice of reading texts was literature from 1951-2000, as fifteen teachers had 

assigned in total approx. 3.700 pages; second choice was newspaper and magazine articles, 

where 15 teachers had assigned in total approx. 1.800 pages; and third choice was literature 

from 2001 or after, where 9 teachers had assigned in total approx. 2.000 pages. However, the 

results showed that literary texts made up 65% of the assigned readings, or 8.800 pages out of 

the total 13.600 pages assigned at this educational level. 

 

 

Figure 6f: Question 6 – ENS303.  Assigned readings - text types 

One hundred and six responses to question six were received from teachers of ENS303 

(including those from ENS304 and ENS212). The diversity of text types employed at this 
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course level is noteworthy, and the amount of pages assigned to each text type varied 

immensely from one teacher to another.  

It should be mentioned that there were twenty-three teachers of ENS303 who 

responded to question five (see Figure 5), but there were twenty-four who answered question 

six. 

When asked, in question five, about the approximate total number of assigned pages 

one of the (23) responding teachers had said that the total amount of assigned readings in his 

EFL course in ENS303 was 100 pages or less, another teacher had assigned the total of 200 

pages, four teachers had assigned 300 pages, eleven teachers said they had assigned 400 

pages, and six teachers said they had assigned 500 pages or more in their EFL courses (see 

Figure 5). This goes to show that corresponding answers teachers gave to question 5 and 6, 

regarding the number of assigned pages, were inconsistent.  

The 106 responses to this question (question six) showed that some teachers had 

assigned 100 pages or less to each specific text type, some had assigned between 200 and 400 

pages, while others had assigned 500 pages or more. The division between literary periods 

and other text types was as follows:  

 15 teachers had assigned literature from 1950 or before as reading material: seven 

had assigned 100 pages or less, three had assigned 200 pages, another three 

teachers had assigned 300 pages, one had assigned 400 pages, and one had 

assigned 500 pages or more  

 18 teachers had assigned the reading of literature from 1951-2000: three had 

assigned 100 pages or less, nine had assigned 200 pages, three teachers had 

assigned 300 pages, two had assigned 400 pages, and finally there was one teacher 

who had assigned 500 pages or more 

 16 teachers had assigned literature from 2001 or after: two had assigned 100 pages 

or less, four had assigned 200 pages, seven of the teachers had assigned 300 pages, 

two had assigned 400 pages, and one teacher had assigned 500 pages or more 

 5 teachers had assigned  literature for children and/or young adults: two had 

assigned 100 pages or less, and three had assigned 300 pages 
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 20 teachers had assigned the reading of texts from newspapers and/or magazines: 

sixteen had assigned 100 pages or less, three had assigned 200 pages, and one 

teacher had assigned 300 pages 

 13 teachers had assigned texts from the social media: eleven had assigned 100 

pages or less, two had assigned 200 pages 

 14 teachers had assigned the reading of specialised texts (English for special 

purposes): ten had assigned 100 pages or less, three had assigned 200 pages, and 

one teacher had assigned 400 pages  

 5 teachers had assigned100 pages or less, of other unspecified text types 

The summary of answers to question six from teachers of ENS303 showed the same 

variations in the assignment of text types as in previous courses, and the same substantial 

difference in the number of assigned pages within courses at the same educational level. 

Texts from newspapers and magazine articles was the first choice when it came to 

assigning readings in ENS303, as twenty teachers had assigned in total approx. 2.500 pages of 

this text type; second choice was literature from 1950-2000, where eighteen teachers had 

assigned in total approx. 4.300 pages; and the third choice was literature from 2001 or after, 

where sixteen teachers had assigned in total approx. 4.400 pages of texts from this literary 

period. However, literary texts made up 67% of the total assigned readings, or 12.700 pages 

out of the total 19.200 pages assigned at this educational level.  

 

 

Figure 6g: Question 6 – ENS403.  Assigned readings - text types 

0

2

4

6

8

10

12

14

16

100 pages
or less

200 pages 300 pages 400 pages 500 pages
or more

Respones ENS403 
Literature from 1950 or before

Literature from 1951 to 2000

Literature from 2001 or after

Literature for children and/or
young adults
Newspaper and/or magazine
articles
Social media texts (Facebook,
Twitter, blogs etc.)
Specialised texts (business,
health etc.)
Other



 

43 

 

Nineteen responses to question six were received from teachers of ENS403.  

It should be mentioned that in question five, two of the teachers had said that the total 

amount of assigned readings in ENS403 was 400 pages while three teachers had assigned 500 

pages or more (see Figure 5).  

The 19 responses to this question (question six) showed that some teachers had 

assigned 100 pages or less to each specific text type, some had assigned between 200 and 300 

pages, while others had assigned 500 pages or more. The division between literary periods 

and other text types was as follows:  

 3 teachers had assigned literature from 1950 or before as reading material: two had 

assigned 100 pages or less, and one had assigned 300 pages  

 3 teachers had assigned the reading of literature from 1951-2000:  one had 

assigned 200 pages and two teachers had assigned 300 pages 

 4 teachers had assigned literature from 2001 or after: one had assigned 200 pages, 

another two had assigned 300 pages, and finally there was one teacher who had 

assigned 500 pages or more 

 2 of the participating teachers had assigned 300 pages of literature for children 

and/or young adults 

 3 teachers had assigned the reading of texts from newspapers and/or magazines: 

two had assigned 100 pages or less, and one teacher had assigned 200 pages 

 3 teachers had assigned the reading of specialised texts (English for special 

purposes): two had assigned 100 pages or less, and one teacher had assigned 200 

pages 

 1 teacher had assigned 200 pages of other unspecified text types 

The outcome of survey question six, concerning the assignment of different reading texts by 

teachers of ENS403, showed that there was a difference in the employment of text types and 

the number of pages assigned to each one. Surprisingly, there was no one who had assigned 

400 pages but one teacher had assigned approx. 500 pages of literature from 2001 or after. 

Literature from 2001 or after was the first choice when it came to assigning text types 

in ENS403, as four teachers had assigned in total approx. 1.300 pages of this text type. 

Literary texts made up 76% of the total assigned readings, or 3.200 pages out of the total 

4.200 pages assigned at this educational level.  
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Figure 6h: Question 6 – ENS503.  Assigned readings - text types 

Twelve responses to question six were received from teachers of ENS503.  

It should be mentioned that in question five, both of teachers said that the total amount 

of assigned readings in ENS503 was approx. 500 pages (see Figure 5).  

The answers to question six, although respondents were only two, showed a similar 

pattern as in previous courses where teachers assigned approx. 100-300 pages of each text 

type; consequently, it is clear that none of the assigned reading materials in ENS503 are over 

300 pages in length. The division between literary periods and other text types assigned by 

teachers at this educational level was as follows:  

 2 teachers had assigned literature from 1950 or before as reading material: one had 

assigned 200 pages or less while the other teacher had assigned 300 pages  

 2 teachers had assigned the reading of literature from 1951-2000: one had assigned 

200 pages while the other teacher had assigned 300 pages 

 1 teacher had assigned 100 pages or less, of literature from 2001 or after 

 2 teachers had assigned the reading of texts from newspapers and/or magazines: 

both had assigned 100 pages or less 

 1 teacher had assigned 100 pages or less, of reading texts from the social media 

 2 teachers had assigned 100 pages or less, of specialised texts (English for special 

purposes) 

 2 teachers had assigned approx. 100 pages of other unspecified text types 
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Literature from 1950 or before, and literature from 1950-2000 or after was the first choice 

when it came to assigning text types in ENS503. Literary texts made up 72% of the total 

assigned readings, or 1.300 pages out of the total 1.800 pages assigned at this educational 

level.  

 

 

Figure 6i: Question 6 – ENS603.  Assigned readings - text types 

Twelve responses were received from teachers of ENS603. 

Although the respondents were only three, their responses showed contrasting 

implementations of reading materials, as well as a difference in the number of assigned pages. 

The division between literary periods and other text types assigned by teachers of ENS603 

was as follows:  

 3 teachers had assigned literature from 1950 or before as reading material: two had 

assigned 300 pages while one teacher had assigned 400 pages  

 2 teachers had assigned 300 pages of literature from 1951-2000 

 1 teacher had assigned 100 pages or less, of literature from 2001 or after 

 2 teachers had assigned the reading of texts from newspapers and/or magazines: 

one had assigned 100 pages or less, while the other teacher had assigned 300 pages 

 2 teachers had assigned 100 pages or less, of specialised texts (English for special 

purposes) 

 2 teachers had assigned other unspecified text types; one had assigned 100 pages 

or less, and the other had assigned 500 pages or more 
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Literature from 1950 or before was the first choice when it came to assigning text types in 

ENS603, as all three teachers had assigned approximate total of 1000 pages of this type of 

text. Literary texts made up 59% of the total assigned readings, or 1.700 pages out of the total 

2.900 pages assigned at this educational level.  

Summary of the results from the second section of the online survey (questions 5 and 

6) indicated that although there were variations in the selection of reading materials, the 

largest portion came from literary texts (see Table 2). At upper primary level the use of 

literature for children and young adults was most prominent (highest number of assigned 

pages), and in combination with texts from newspapers and magazine articles in the 10th 

grade. In the first two courses at secondary level (ENS103 and ENS203) the highest number 

of pages was devoted to literature from 1951-2000. Almost equal amount of Literature from 

1951-2000, and literature from 2001 and after served as the first choice of reading texts in the 

third course at secondary level (ENS303). In the last three secondary level courses (ENS403, 

ENS503 and ENS603) the primary selection of reading texts by teachers was literature from 

2001 and later, literature from 1951-2000, and literature from 1950 and before - in that order. 

There was a clear inconsistency between the answers teachers had given in question 5 and 

their responses to question 6, regarding number of assigned pages (see Table 2 and Figures 6-

6i). 

The results from survey questions five and six (as answers to part a, and b of the 

research question), and their implications for EFL education in Iceland, will be discussed 

further in chapter five. 

 

4.3 Section Three: Working with Literary Texts 

 

The third section of the survey included questions 7-10 and concerned literary texts 

only. The responses from survey question seven, which asked participants to specify which 

language skill practices were used when working with literary texts, were analysed separately 

for each course and the results presented by using different figures for each course (Figures 

7a-7i). The same procedure was chosen for questions eight and ten. In the former, 

participating teachers were asked to specify the written tasks used when working with 

literature, and the latter asked participants which oral task were used when working with 
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literary texts. In contrast, the responses to question nine from all courses were analysed and 

presented in one figure (Figure 9), making it easier to compare the results from each course.  

 

4.3.1 Language Skill Practices  

Question 7 asked which language skill practices were used when working with literary 

texts in the EFL courses. The answer options were: vocabulary, grammar, reading 

comprehension, cultural knowledge, and other (unspecified) practices. All the practices could 

involve the use of one or more of the four language skills: reading writing, listening, and 

speaking (e.g., working with reading comprehension). 

Nine teachers, of those 32 who gave viable responses, skipped this question; other 

results are presented in Figures 7a-7i.  

 

Figure 7a: Question 7 - Grade 8.  Using literary texts – language skill practices 

There were 10 responses to question seven received from 8th grade teachers. 

All of the 8th grade teachers had assigned 100 pages or less to the reading of literary 

texts to practice language skills in their classrooms. The division between the applied 

language skill practices was as follows:  

 3 of the teachers had focused on vocabulary  

 1 teacher had engaged his EFL students in grammatical practices 

 3 teachers had concentrated on enhancing reading comprehension  
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 2 of the educators had immersed their language learners in English culture using 

one or more of the language skills to increase knowledge  

 1 teacher had used other unspecified means to practice language skills 

The summary from Grade 8 showed that when choosing language skill practices from literary 

texts, i.e., ways to stimulate the four language skills: listening, speaking, reading and writing, 

the majority of teachers at this educational level chose to work on reading comprehension (3 

out of 4) and vocabulary (3 out of 4).  

 

 

Figure 7b: Question 7 – Grade 7.  Using literary texts – language skill practices 

There were 11 responses received from 9th grade teachers.  

The responses to this question showed that six teachers had assigned 100 pages or less 

to the reading of literature, while five had assigned 500 pages or more.  

When working with approx. 100 pages of literary texts, to practice one or more of the 

four language skills, the division between the applied language skill practices was as follows:  

 2 teachers had chosen to work on vocabulary  

 2 said they had worked on reading comprehension  

 2 had worked on increasing English cultural knowledge 

When working with 500 pages or more of reading texts, the division between the applied 

language skill practices was as follows: 
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 1 teacher had his EFL student working with vocabulary from literary texts  

 1 teacher had his EFL students work on grammar  

 1 teacher had the EFL students work on reading comprehension  

 1 teacher  had used practices which aimed at advancing cultural knowledge based 

on the English literary texts 

 1 teacher had used other means for practising language skills when working with 

literature. 

A summary of answers from 9th grade teachers showed that there was equal emphasis placed 

on reading comprehension, cultural knowledge, and vocabulary; where two out of three 

teachers chose each of these practices. What seemed remarkable was the discrepancy between 

the number of assigned pages when working with the literary texts; more than half of the 

participating teachers had assigned 100 pages or less, of reading texts when focusing on 

language skills, while nearly half of the teachers assigned 500 pages or more.  

 

Figure 7c: Question 7 – Grade 10.  Using literary texts – language skill practices 

There were 11 responses received from 10th grade teachers.  

The responses to this question showed that six teachers had assigned 100 pages or less, 

while five had assigned 200 pages to the reading of literature.  

When working with approximately 100 pages of literary texts, to practice one or more 

of the four language skills, the division between the applied language skill practices was as 

follows:  
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 1 teacher had focused on vocabulary 

 2 teachers had their students work on reading comprehension  

 2 teachers said they had made their EFL students work on advancing their English 

cultural knowledge  

 1 teacher had used other (unspecified) language skill practices 

When working with 200 pages of literary texts, the division between the applied language 

skill practices was as follows:  

 1 teacher chose to have his students work on vocabulary from literary texts  

 1 teacher had his EFL students work on their English grammar  

 1 teacher had focused on reading comprehension  

 1 EFL teacher chose to evoke English cultural knowledge  

 1 teacher had used other unspecified  language skill practices  

The answers from the teachers who taught English as a foreign language in Grade 10 

illustrated that language skill practices which were at the forefront, when it came to working 

with literary texts, involved: reading comprehension and cultural knowledge (awareness), 

where all of the three teachers chose each of those practices. 

Summary of answers from teachers at upper primary level showed that the majority of 

teachers chose to help their English language learners to work on and improve their reading 

comprehension and vocabulary building. There was an added emphasis on cultural awareness 

in the 10th grade, as the EFL students were encouraged to increase their knowledge of culture 

related to the target language. The number of literary text pages assigned to work on language 

skills increased from 100 pages or less in Grade 8 to 100-200 pages in Grade 9. On the other 

hand there was a surprising discrepancy between the numbers of pages each teacher had 

assigned in Grade 10, or from 100 pages or less to 500 pages or more. 
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Figure 7d: Question 7 – ENS103.  Using literary texts – language skills practices 

There were 40 responses received from teachers of ENS103.  

Twenty-seven teachers had assigned 100 pages or less of literary readings to work on 

language skills, four had assigned 200 pages, eight had assigned 300 pages, and one teacher 

had assigned 400 pages.  

When working with approximately 100 pages of literary texts, to practice one or more 

of the four language skills, the division between the applied language skill practices was as 

follows:  

 8 teachers had focused on vocabulary  

 3 said they had made their EFL students work on the grammar from the literary 

texts 

 5 teachers used the literature to improve reading comprehension  

 7 made their language learners widen their cultural knowledge using reading texts 

from English literature 

 4 teachers had used other language skill practices (unspecified) 

When working with approximately 200 pages of literary texts, to practice one or more of the 

four language skills, the division between the applied language skill practices was as follows:  

 1 teacher had worked with vocabulary from the literary reading texts with his 

language students  
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 2 teachers said they chose reading comprehension to work on with their EFL 

students, using literary reading materials 

 1 teachers had used the literary texts in his EFL course to increase culture related 

knowledge 

When working with approximately 300 pages of literary texts, to practice one or more of the 

four language skills, the division between the applied language skill practices was as follows:  

 1 teacher had his language learners study vocabulary from literature 

 3  teachers had chosen to work on improving reading comprehension  

 3  teachers had encouraged further cultural knowledge building through the target 

language using English literature 

 1 teacher had utilised other (unspecified) language skill practices  

Only 1 teacher had worked with 400 pages of literary texts to practice language skills, and had 

chosen to work on improving for reading comprehension. 

A summary from ENS103 showed that majority of teachers had chosen to work on 

reading comprehension and cultural knowledge when using English literature, where 11 

responses out of 40 showed the assignment of each of those practices. Judging from the 

responses, the teachers teaching this level assign different number of literary text pages for 

their students to read, and subsequently work on language skills. It should be kept in mind 

that as question seven asked specifically about the use of literature it excluded information on 

other text types which might be used to work on language skills.  
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Figure 7e: Question 7 – ENS203.  Using literary texts – language skill practices 

There were 37 responses received from teachers of ENS203 (including those who taught 

ENS204). 

Fifteen teachers had assigned 100 pages or less of literary readings to work on 

language skills, eleven had assigned 200 pages, eight had assigned 300 pages, and three 

teachers had assigned 400 pages.  

When working with approximately 100 pages of literary texts, to practice one or more 

of the four language skills, the division between the applied language skill practices was as 

follows:  

 5 teachers had chosen to work on English vocabulary with their students  

 3 teachers had used the literature to work on grammatical elements with the EFL 

learners 

 2 teachers had worked on improving reading comprehension 

 3 teachers said they had worked on increasing cultural knowledge using literary 

texts 

 2 teachers said they had used other language skill practices, without specifying 

them further 

When working with approximately 200 pages of literary texts, to practice one or more of the 

four language skills, the division between the applied language skill practices was as follows: 
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 2 teachers had work with their students on English vocabulary using the literary 

texts 

 1 teacher had focused on grammar  

 4 teachers had the EFL students working on improving their reading 

comprehension 

 3 teachers had used the literary texts to increase cultural knowledge related to the 

target language  

 1 teacher had used other unspecified language skill practices 

When working with approximately 300 pages of literary texts, to practice one or more of the 

four language skills, the division between the applied language skill practices was as follows: 

 2 teachers had focused on vocabulary  

 3 teachers had concentrated on improving reading comprehension in their EFL 

courses   

 2 teachers had chosen to increase cultural knowledge in their classrooms   

 1 teacher said he had used other (unspecified) language skill practices 

When working with approximately 400 pages of literary texts, to practice one or more of the 

four language skills, the division between the applied language skill practices was as follows: 

 1 teacher had his students work with vocabulary from the literary texts  

 1 teacher had focused on improving reading comprehension   

 1 teacher had used other language skill practices, without specifying them further 

The summary of answers from the teachers of ENS203 showed that language skill practices 

which involved reading comprehension and vocabulary were favoured by majority of the 

teachers when it came to working with literary texts, where ten responses of the total 37 

showed the assignment of those practices. What came as a surprise was that teachers who 

teach at this level seemed to assign different number of literary text pages when practicing 

one or more of the four language skills, or from approximately 100 pages to 400 pages.  
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Figure 7f: Question 7 – ENS303.  Using literary texts – language skill practices 

There were 59 responses received from teachers of ENS303 (including those who taught 

ENS304 and ENS212).  

Twenty-eight teachers had assigned 100 pages or less of literary readings to work on 

language skills, twelve had assigned 200 pages, fourteen had assigned 300 pages, two had 

assigned 400 pages, and three teachers had assigned 500 pages or more.  

When working with approximately 100 pages of literary texts, to practice one or more 

of the four language skills, the division between the applied language skill practices was as 

follows:  

 10 teachers had focused on vocabulary  

 3 teachers had their students work on grammar  

 5 teachers had the EFL students work on improving their reading comprehension  

 6  teachers had focused on increasing students’  cultural knowledge  

 4 teachers gave the response that they had used other language skill practices  

When working with approximately 200 pages of literary texts, to practice one or more of the 

four language skills, the division between the applied language skill practices was as follows:  

 2 teachers had the EFL students work on vocabulary from literary reading texts 

 5 teachers had focused on extending reading comprehension 

 3 teachers had focused on advancing cultural knowledge  
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 2 of the teachers gave the response that other (unspecified) language skill practices 

had been used 

When working with approximately 300 pages of literary texts, to practice one or more of the 

four language skills, the division between the applied language skill practices was as follows:  

 3 teachers had worked on vocabulary with the English language learners 

 5 teachers had their students work on improving their reading comprehension  

 4 teachers said they had worked on increasing cultural knowledge  

 2 teachers had used other language skill practices  

When working with approximately 400 pages of literary texts to practice language skills, the 

division between the applied language skill practices was as follows: 

 1 teacher had worked on improving reading comprehension  

 1 teacher had chosen to increase cultural knowledge 

When working with 500 pages or more of literary texts, to practice one or more of the four 

language skills, the division between the applied language skill practices was as follows:  

 1teacher had implemented various vocabulary related practices   

 1 teacher had chosen to improve reading comprehension 

 1 teacher had focused on increasing cultural knowledge   

The summary of answers from the teachers of ENS303 revealed that language skill practices 

which involved reading comprehension were preferred by majority of teachers, when it came 

to working with literary texts. Seventeen responses out of fifty-one showed the assignment of 

this type of practice. The answers also showed that teachers where assigning different number 

of pages, of literary texts, to work on language skills. Although other text types were perhaps 

chosen to practice language skills there was still an obvious discrepancy between the numbers 

of assigned pages each teacher chooses to work with. 
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Figure 7g: Question 6 – ENS403.  Using literary texts – language skill practices 

There were 18 responses received from teachers of ENS403. 

Ten teachers had assigned 100 pages or less of literary readings to work on language 

skills, one had assigned 200 pages, one had assigned 300 pages, and six had assigned 400 

pages.  

When working with approximately 100 pages of literary texts, to practice one or more 

of the four language skills, the division between the applied language skill practices was as 

follows: 

 1 teacher had focused on vocabulary  

 3 teachers had their EFL students work on grammar, using literary reading texts 

 3 of the teachers chose to work on improving reading comprehension  

 2 teachers had concentrated on increasing cultural knowledge, using literary texts 

from the target language 

One teacher of ENS403 had assigned 200 pages of unspecified language skill practices. 

One teacher had assigned 300 pages to generate interest in cultural knowledge with the 

use of literary reading materials. 

When working with approximately 100 pages of literary texts, to practice one or more 

of the four language skills, the division between the applied language skill practices was as 

follows: 
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 2 teachers had chosen to work on vocabulary from literary texts with his students 

 2 teachers chose to work on reading comprehension  

 1 teacher had focused on increasing cultural knowledge  

 1 teacher had used other unspecified language skill practices  

Summary of answers from ENS403 showed that working on reading comprehension was the 

first choice of the majority of teachers when using literary reading texts, as three responses 

out of eighteen showed the preference for this type of language skill practice.  

 

Figure 7h: Question 6 – ENS503.  Using literary texts – language skill practices 

There were 8 responses received from teachers of ENS503. 

Six teachers had assigned 100 pages or less of literary readings to work on language 

skills, and two one had assigned 200 pages.  

When working with approximately 100 pages of literary texts, to practice one or more 

of the four language skills, the division between the applied language skill practices was as 

follows: 

 2 teachers had focused on vocabulary  

 1 teacher had chosen to work on grammar 

 1 teacher had worked on increasing reading comprehension with the use of literary 

texts in the target language  

 1 teacher had chosen to promote and increase cultural knowledge  

 1 teacher had used other unspecified language skill practices  
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When working with approximately 100 pages of literary texts, to practice one or more of the 

four language skills, the division between the applied language skill practices was as follows: 

 1 teacher had worked on improving his students’ reading comprehension  

 1 teacher had chosen to work on increasing cultural knowledge 

Summary of answers from teachers of ENS503 revealed that language skill practices which 

were preferred by the majority of teachers involved: improving reading comprehension, 

increasing cultural knowledge, and focus on vocabulary; where 2 responses out of 8 showed 

the assignment of these types of practices. 

 

 

Figure 7i: Question 7 – ENS603.  Using literary texts – language skill practices 

There were 10 responses received from teachers of ENS603 to question seven. 

Four teachers had assigned 100 pages or less of literary readings to work on language 

skills, two one had assigned 200 pages, one had assigned 300 pages, two had assigned 400 

pages, and one teacher had assigned 500 pages or more.  

When working with approximately 100 pages of literary texts, to practice one or more 

of the four language skills, the division between the applied language skill practices was as 

follows: 

 1 teacher had chosen to work on vocabulary from literary reading materials  

 2 teachers had their students work on grammar  
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 1 had assigned other language skill practices  

When working with approximately 200 pages of literary texts, to practice one or more of the 

four language skills, the division between the applied language skill practices was as follows: 

 1 teacher had focused on increasing his students’ cultural knowledge, by working 

with literary texts in the target language 

 1 teacher gave the response that he had used other (unspecified) language skill 

practices 

There was one teacher who had worked with approximately 300 pages of literary texts 

to practice one or more of the four language skills, by focusing on improving his students’ 

reading comprehension. 

When working with approximately 400 pages of literary texts, to practice one or more 

of the four language skills, the division between the applied language skill practices was as 

follows: 

 1 teacher had focused on increasing reading comprehension, using texts from 

literary works 

 1 teacher had his EFL students practise one or more of the four language skills 

(reading, writing, listening, and speaking) as they worked on increasing their 

cultural knowledge by reading English literature 

Finally there was one teacher who had assigned 500 pages of literary texts which he used 

when assigning language skill practices to increase his students’ vocabulary knowledge.  

The results from the teachers of ENS603 showed that various language skill practices 

were utilised when it came to working with literary texts, and surprisingly the number of 

assigned pages intended to work with varied from approximately 100 pages to 500 pages or 

more.  

A summary from survey question 7 (from all courses) showed that the majority of 

teachers chose language skill practices which improved reading comprehension, when 

working with literary reading texts. Second choice was to work on increasing cultural 

knowledge, whether that just involved reading the literature or a production of some sort is 

not clear. There were however some deviations at upper primary level: as in Grade 8 there 
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was equal emphasis on vocabulary and reading comprehension; and in Grade 9 where three 

practices were favoured equally: vocabulary, reading comprehension and cultural knowledge. 

Although a vast majority of teachers focused on similar methods to practice reading, writing, 

listening and speaking; there was a surprising difference between the numbers of pages 

assigned to work with, from one teacher to the next.  The information gained from the 

responses to question seven was an important input to the third part of the research question, 

which asked how literature is used in EFL education in Iceland, at upper primary level and 

secondary level. 

 

4.3.2 Written Tasks 

 

Question 8 asked which types of written tasks were used when working with literary 

texts in the EFL courses. The tasks given as answer options were: writing essays, writing 

short stories and/or poems, multimedia assignments, quizzes and/or essay questionnaires, gap 

filling and/or jigsaw puzzles, and other (unspecified) tasks. The results, including the different 

number of pages assigned to each task can be seen in Figures 8a-8i. Nine teachers, out of 

thirty-two, skipped the question. 

 

 

Figure 8a: Question 8 - Grade 8.  Using literary texts – written tasks  
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Of those nine teachers who had assigned 100 pages or less of literary readings, for their 

EFL students, there were: 

 3 teachers who had their students write essays 

 2 who made their learners write short stories  

 2 teachers who had used multimedia assignments 

 1 who had chosen quizzes and/or essay questionnaires  

 1 who had chosen gap filling assignments and/or jigsaw puzzles 

One teacher had assigned 300 pages of literary readings, and chose multimedia assignments 

as written tasks when working with the texts. 

The answers from Grade 8 showed that, when working with literature, majority of 

teachers chose essay writing and multimedia assignments as written tasks. Three out of ten 

teachers at this educational level chose each of those written tasks. 

 

 

Figure 8b: Question 8 - Grade 9.  Using literary texts – written tasks  

There were 10 responses received from 9th grade teachers. 

Out of those seven teachers who had assigned 100 pages of literary readings there 

were: 

 2 teachers who had their students write essay  

 1 who had students write short stories and/or poems  

0

2

4

6

8

10

100 pages
or less

200 pages 300 pages 400 pages 500 pages
or more

Respones Grade 9 
Writing essays

Writing short stories/poems

Multimedia assignments

Quizzes/essay questionnaires

Gap filling/jigsaw puzzles

Other



 

63 

 

 2 who had employed multimedia assignments  

 1 teacher who had his EFL learners answer quizzes and/or essay questionnaires 

 1 who had students do gap filling tasks  

Of those two teachers who had assigned 300 pages of literary readings there was: 

 1 teacher who had assigned essay writing for his students 

 1 who had his students write short stories and/or poems 

 1 teacher had his EFL students work on quizzes and/or essay questionnaires 

The summary of answers from teachers of Grade 9 showed that, when working with literature, 

majority of teachers chose essay writing as written tasks for their EFL students. 

 

 

Figure 8c: Question 8 - Grade 10.  Using literary texts – written tasks  

There were 9 responses received from 10th grade teachers. 

Out of those six teachers who had assigned 100 pages or less of literary readings in 

their EFL courses there were: 

 2 who had students write essays built on literary texts 

 1 teacher who had students write short stories and/or poems 

 1 who had his students do multimedia assignments 

 1 who had student do quizzes and/or essay questionnaires from literary readings 

 1 who teacher had his students do other (unspecified) written tasks 
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Of those two teachers who had assigned 200 pages there was: 

 1 teacher who had his students write essays 

 1who had his students write short stories and/or poems 

One teacher had assigned 300 pages of literary readings and had his students write essays 

built on the texts. 

The results from Grade 10 showed that essay writing was the first choice when it came 

to assigning writing tasks built on literary works, as four out of nine teachers had chosen that 

type of written task for their EFL students. 

A summary of answers from teachers at upper primary level showed that writing 

essays was primarily used as a written output from students learning English as a foreign 

language. The only deviation was the number of pages students had to read and work with, as 

the readings ranged from 100 pages (or less) to 300 pages. 

 

 

Figure 8d: Question 8 - ENS103/102.  Using literary texts – written tasks  

47 responses were received from teachers of ENS103 (including those teaching ENS102). 

Of those thirty-two teachers who had assigned 100 pages or less of literary readings 

there were:  
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 6 who had used multimedia assignments 

 6 who had students answer quizzes and/or essay questionnaires 

 7 teachers who had assigned gap filling tasks and/or jigsaw puzzles 

 5 teachers who had assigned other (unspecified) written tasks 

Ten teachers had assigned 200 pages. Of those 10 teachers there were: 

 2 who had their students write essays 

 2 teachers who had students write short stories and/or poems 

 1 who had assigned multimedia tasks 

 3 teachers who had their students answer quizzes and/or essay questionnaires 

 1 who had assigned gap filling tasks and/or jigsaw puzzles 

 1 teacher who had assigned other written tasks, without specifying them further 

Of those five teachers who had assigned 300 pages there were: 

 2 who had their EFL students write essays 

 1 who had used multimedia assignments 

 1 teacher who had his EFL learners answer quizzes and/or essay questionnaires 

 1 teacher who had assigned other unspecified types of written tasks 

The summary of answers from teachers of ENS103 to survey question 8 showed that quizzes 

and questionnaires were the most favoured written tasks. Ten responses out of the total 47 

showed the assignment of this type of written task.  

 

Figure 8e: Question 8 - ENS203/204.  Using literary texts – written tasks  
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47 responses came from teachers of ENS103 (including those from ENS102). 

Of those thirty teachers who had assigned 100 pages or less there were:  

 5 who had their students write essays 

 4 had the EFL students write short stories and/or poems 

 5 had used multimedia assignments 

 6 teachers had students solve quizzes and/or essay questionnaires 

 7 has assigned gap filling tasks and/or jigsaw puzzles 

 3 had assigned other (unspecified) written tasks 

Of those seven teachers who had assigned 200 pages of literary readings there were: 

 3 who had their learners write essays 

 2 who had assigned multimedia assignments 

 2 teachers who had their students solve quizzes and/or essay questionnaires 

Nine teachers had assigned 300 pages where: 

 2 had students write essays 

 2 had their learners write short stories and/or poems 

 1 had assigned multimedia tasks 

 1 had his students answer quizzes and/or essay questionnaires 

 3 teachers had assigned other (unspecified) written tasks 

One teacher of ENS203 had assigned 300 pages of multimedia tasks. 

The results from ENS203 showed that having students write essays was the first 

choice of the majority of teachers. Ten responses out of forty-seven showed the assignment of 

this type of written task. 
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Figure 8f: Question 8 - ENS303/304/212.  Using literary texts – written tasks  

ENS303 gave 69 responses (including those from ENS304 and ENS212). 

Of those forty-two teachers who had assigned 100 pages or less of literary readings 

there were: 

 7 who had students write essays built on their readings from literary works 

 6 teachers who had students write short stories and/or poems 

 7 who had used multimedia assignments 

 8 who had the EFL students solve quizzes and/or essay questionnaires 

 8 teachers who had assigned gap filling tasks and/or jigsaw puzzles 

 6 who had assigned other written tasks, without specifying them further 

Of those fourteen teachers who had assigned 200 pages there were: 

 5 who had the students write essays 

 3 who had assigned multimedia assignments 

 4 teachers who had assigned quizzes and/or essay questionnaires 

 1 who had assigned gap filling tasks and/or jigsaw puzzles 

 1 teacher had assigned other (unspecified) written tasks 

Of those nine teachers who had assigned 300 pages there were: 

 2 who had the EFL learners write essays 

 2 teachers who had students write short stories/and or poems 

 2 who had used multimedia assignments 
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 2 who had assigned gap filling tasks and/or jigsaw puzzles 

 1 teacher who had assigned other written tasks (unspecified) 

One teacher had assigned 400 pages of literary readings, and assigned unspecified written 

tasks based on those readings. 

Of those three teachers who had assigned 500 pages or more there was: 

 1 who had his students write essays based on literary texts 

 1 who had assigned multimedia assignments 

 1 who had assigned other (unspecified) written tasks 

The results from ENS303 showed that majority of teachers, at this educational level, chose 

essay writing when working with literary texts in their EFL courses, as 15 out of 69 responses 

showed the assignment of this type of written task. 

  

 

Figure 8g: Question 8 - ENS403.  Using literary texts – written tasks  

23 responses were received from teachers of ENS403.  

Of those thirteen teachers who had assigned 100 pages or less there were: 

 3 who had their students write essays 

 2 who had students write short stories and/or poems 

 2 who had assigned multimedia assignments 

 3 teachers who had assigned quizzes and/or essay questionnaires 
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 1who had his EFL students solve gap filling tasks and/or jigsaw puzzles 

 2 teachers who had assigned other (unspecified) written tasks 

Of those five teachers who had assigned 200 pages there was: 

 1 who had used multimedia assignments 

 2 teachers who had students solve quizzes and/or essay questionnaires 

 2 who had assigned gap filling tasks and/or jigsaw puzzles 

Of those four teachers who had assigned 300 pages there was: 

 1 who had his students write essays based on English literature they had read 

 1 who had students write short stories and/or poems 

 1 teacher who had assigned multimedia assignments 

 1 who had assigned other types of written tasks (unspecified) 

One teacher said he had assigned 400 pages of literary readings and used other unspecified 

written tasks.  

The summary of answers from ENS403, to survey question 8, revealed that the 

majority of teachers had chosen quizzes and/or essay questionnaires on the online survey. 

Five out of twenty-three responses showed the assignment of this type of written task.  

 

Figure 8h: Question 8 - ENS503.  Using literary texts – written tasks 

ENS503 gave the total of eleven responses. 
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All of the teachers had assigned 100 pages or less of literary texts to work on written 

tasks. The assignment of written task built on the literary readings was equally distributed 

between the six written tasks given as answer options on the online survey, or 200 pages per 

task; with the exceptional 100 pages of gap filling tasks. 

  

 

Figure 8i: Question 8 - ENS603.  Using literary texts – written tasks  

ENS603 gave 12 responses. 

Of those six teachers who had assigned 100 pages or less of literary reading texts there 

was: 

 1 who had his students write essays based texts from literary reading materials 

 1 teacher who had his students write short stories and/ or poems 

 1who had assigned multimedia assignments 

 1 who had his students answer questions from quizzes and/or essay questionnaires 

 1 teacher who had assigned gap filling tasks and/or jigsaw puzzles 

 1 had assigned other (unspecified) written tasks built on literary readings 

Of those four teachers who had assigned 300 pages of written tasks there was: 

 1 teacher who had assigned multimedia assignments 

 1 who had his students solve quizzes and/or essay questionnaires 

 1 who had his EFL students answer quizzes and/or essay questionnaires 

 1 teacher who had assigned other (unspecified) written tasks 
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Of those two teachers who had assigned 400 pages of literary reading materials there was: 

 1 who had assigned essay writing built on literary texts 

 1 who had his students write short stories and/or poem 

The results from teachers of ENS603 showed that there was an even distribution of written 

tasks being implemented, although they were built on different number of assigned pages. 

The summary of answers from teachers at secondary level revealed an extensive use of 

genre based essay writing. There is however a clear discrepancy in the number of assigned 

pages from which these writings are based on, even within the same educational level courses. 

 

4.3.3 Oral Tasks 

 

Question 9 asked which types of oral tasks or activities were used when working with 

literary texts in the EFL course. Eight individuals skipped this question. The answers from all 

course levels may be seen in Figure 9. 

 

Figure 9: Question 9.  Using literary texts: oral tasks 
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 2 said they had had classroom discussions  

 2 had group discussions 

 2 of the teachers had assigned other oral tasks at this educational level 

Seven responses were received from teachers of Grade 9. The assignment of various oral 

tasks, by the teachers was as follows: 

 2 teachers had assigned oral presentations in their EFL courses when working with 

literary texts  

 3 had class discussions on English literature 

 2 teachers had discussed the study materials in groups 

Eight responses came from teachers of Grade 10 and the assignment of various oral tasks, by 

the teachers was as follows: 

 1 teacher had students give oral presentations from the English literary reading 

texts  

 3 teachers had encouraged their EFL students to practise the language skills by 

using class discussions  

 3 EFL teachers had group discussions on literary works 

 1 teacher had assigned other unspecified oral tasks 

Twenty-eight responses came from teachers of ENS103 and the assignment of various oral 

tasks, by the teachers was as follows: 

 4 of the teachers had assigned oral presentations linked to literary readings  

 10 had practiced the English language in class discussions, while working with 

literary texts  

 11 teachers had group discussions on the literary reading materials 

 3 had assigned other tasks to practice the oral skills, working with literary texts 

Thirty-one responses were received from teacher of ENS203. Variety of oral tasks was used 

by teachers at this educational level. The assignment of various oral tasks, by the teachers was 

as follows: 

 7 had oral presentations as their classroom activity when working with literature 

 11 teachers had used literary reading texts as a foundation for the class discussions 
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 9 teachers had group discussions with their EFL students while working with 

literary texts  

 5 teachers of ENS203 had assigned other (unspecified) oral tasks, when working 

with literature 

ENS303 gave the total of 53 responses and the assignment of various oral tasks, by the 

teachers was as follows: 

 15 teachers said they had students give oral presentations when working with 

literature  

 16  had class discussions on topics from literary texts  

 14 teachers of ENS303 had group discussions to work with literary readings  

 8 EFL teachers had assigned other (unspecified) oral tasks  

Fifteen responses came from teachers of ENS403. The division between oral tasks, based on 

literary readings, was as follows: 

 5 had assigned oral presentations 

 3 teachers had class discussions  

 4 had group discussions  

 3 teachers said they had assigned other oral tasks, without specifying which  

ENS503 gave 8 responses. Of those teachers who used literary texts as a foundation for oral 

tasks there were: 

 2 who had their EFL students work on oral presentations 

 2 teachers who had class discussions 

 2 had group discussion 

 2 teachers had assigned other unspecified oral tasks  

Eight responses were received from teachers of ENS603 and the assignment of various oral 

tasks, by the teachers was as follows: 

 2 teachers had students produce oral presentations  

 2 had class discussions 

 2 teachers encouraged oral production with group discussions 

 2 of the teachers said they had assigned other (unspecified) oral tasks 
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When answers to question 9 were summarised it was evident that teachers at upper primary 

level utilized various oral tasks when working with literary texts, although class and group 

discussions were at the forefront. The results from teachers at secondary level were similar to 

those from upper primary level, as the majority of teachers at secondary level had chosen 

class and group discussions as the first selection of oral tasks, when working with literary 

readings.  

 

4.3.4 Syllabus Structure  

The 10th and final survey question asked how the syllabus in the EFL course was 

structured, i.e., the proportion of each element (here: grammar, literature, oral tasks, other 

tasks) within the syllabus. The results are presented in Figures 10a-10i. 

 

 

Figure 10a: Question 10 - Grade 8.  Syllabus structure 

There were 11 responses received from 8th grade teachers. There was diversity in syllabus 

structure and the proportion of each linguistic element (taught) varied.   

The proportion of grammar within the syllabus: one teacher said 10% or less of his 

syllabus structure was based on practising grammatical elements; one said 20%; and another 

said 30%. 

The proportion of literature within the syllabus structure: one teacher said 20% of his 

syllabus was based on literature; while another said 30%.  
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The proportion of oral tasks within the syllabus: one teacher said 10% or less was 

based on oral tasks; one teacher said 20%; while one teacher said 40%.  

The proportion of other tasks within the syllabus: one of the responding teachers said 

10% or less of the syllabus was based on other tasks; one said 30%; and finally there was one 

teacher who said 50% or more of his syllabus was based on other tasks (unspecified).  

 

Figure 10b: Question 10 - Grade 9.  Syllabus structure  

There were 12 responses received from 9th grade teachers. As in grade 8, the proportion of 

grammar, literature, oral tasks, and other elements within the syllabus varied. 

The proportion of grammar within the syllabus: one teacher said he 10% or less was 

based on grammar; while two said 20%. 

The proportion of literature within the syllabus: one teacher said 20% of the syllabus 

was based on literature; and two teachers said 30%. 

The proportion of oral tasks within the syllabus: one teacher said 20% of the syllabus 

was based on oral tasks; another said 30%; while the third said 40% of his syllabus was based 

on oral tasks. 

The use of other tasks: one teacher said that 10% of the syllabus; in his EFL course, 

came from literary works; one said 40%; while another said 50%.  
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Figure 10c: Question 10 - Grade 10.  Syllabus structure 

There were 11 responses received from 10th grade teachers. The answers showed diversity in 

syllabus structure from one teacher to another.  

The proportion of grammar within the syllabus: one teacher said 10% or less; another 

said 20%; while the third said 30%. 

The proportion of literature within the syllabus: one teacher said 20% of his syllabus 

was structured around literature, while another said 30%.  

The proportion of oral tasks within the syllabus: two teachers said 30%; one teacher 

said 40%. 

The proportion of other tasks within the syllabus: one teacher said 10% (or less) of his 

syllabus structure was based on other unspecified tasks; two teachers said 40%. 
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Figure 10d: Question 10 - ENS103/102.  Syllabus structure 

There were 37 responses received from teachers of ENS103 (and ENS102). The responses 

showed the same diversity in syllabus structure as in grade 8, 9 and 10. 

The proportion of grammar within the syllabus: three teachers said that 10% or less of 

their syllabus was based on grammar; another three said 20%; while four teachers said 30%. 

The proportion of literature within the syllabus: two teachers said 10% or less of their 

syllabus was based on literary texts; four said 20%; while three said 30%.  

The proportion of oral tasks within the syllabus: two teachers said 10% (or less); four 

said 20%; three said they spent 30% of the syllabus on oral tasks; one teacher said 40%. 

The proportion of other, unspecified, tasks within the syllabus: two teachers said 20% 

of the syllabus was based on other (unspecified) tasks; two said 30%; one said 40%; and three 

said 50% or more. 
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Figure 10e: Question 10 - ENS203/202.  Syllabus structure 

33 responses were received from teachers of ENS203.  

The proportion of grammar within the syllabus: three teachers said that 10% or less of 

the syllabus was based on grammar; three said 20%; and another three teachers said 30%. 

The proportion of literature within the syllabus: three teachers said 20% of the 

syllabus was based on literature; five said 30%. 

The proportion of oral tasks within the syllabus: six teachers said 20% of the syllabus 

in their EFL courses was based on oral tasks; three said 30%. 

The proportion of other, unspecified tasks within the syllabus: two teachers said 20%; 

four said 30%; while one teacher said that 50% of the syllabus was based on other, 

unspecified tasks.  
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Figure 10f: Question 10 - ENS303/304/212.  Syllabus structure 

59 responses were received from teachers of ENS303 (including those from ENS304 and 

ENS212).  

The proportion of grammar within the syllabus: eight teachers said grammar made up 

10% of their syllabus; four said 20%; two said 30%. 

The proportion of literature within the syllabus: three teachers said 10% (or less); 

another three said 20%; six teachers said 30%.  

The proportion of oral tasks within the syllabus: two of the responding teachers had 

10% or less, reserved for oral tasks in their syllabi; another seven said 20%; while four 

teachers based 30% of their syllabi on oral tasks.  

The proportion of other tasks within the syllabus: four teachers said 20% was based on 

other unspecified tasks; three said 30%; and another three said 40%. The final 4 teachers said 

that 50% or more of their syllabi were based on other unspecified tasks.  
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Figure 10g: Question 10 - ENS403.  Syllabus structure 

Fifteen responses came from teachers of ENS403. 

The proportion of grammar within the syllabus: 2 teachers said 10% or less of their 

syllabi was based on oral tasks. 

The proportion of literature within the syllabus: one teacher said 30%; another three 

teachers said 40%.  

The proportion of oral tasks within the syllabus: three teachers said 20% of their 

syllabus was based on oral tasks; one said 40%; one teacher said 50% or more.  

The proportion of other tasks within the syllabus: two teachers said 40% of their 

syllabi were reserved for other, unspecified tasks; two teachers said 50%. 
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Figure 10h: Question 10 - ENS503.  Syllabus structure 

There were 8 responses received from teachers of ENS503. The answers showed multiplicity 

of elements within the syllabus structure, as well as proportion of each element within the 

syllabus.  

The proportion of grammar within the syllabus: two teachers said 10% (or less).  

The proportion of literature within the syllabus: two teachers said 50% or more of their 

syllabi was based on literature.  

The proportion of oral tasks within the syllabus: one teacher said 20%; one teacher 

said 40%.  

The proportion of other tasks within the syllabus: one teacher said that 20% of the 

syllabus came from other unspecified tasks; one teacher said 30%. 
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Figure 10i: Question 10 - ENS603.  Syllabus structure 

ENS603 gave 7 responses.  

The proportion of grammar within the syllabus: one teacher said 10% of the syllabus 

was based on grammar. 

The proportion of literature within the syllabus: two teachers said 50%   

The proportion of oral tasks within the syllabus: two teachers said 20% of the syllabi 

were based on oral tasks. 

The proportion of other tasks within the syllabus: two teachers reserved 20% of their 

syllabi for other unspecified tasks. 

Summary of answers from question ten showed that the proportion of literary texts 

within the syllabi ranged from: 

o between 20-30 percent at upper primary level (grades 8, 9, and 10) 

o between 10-30 percent in ENS103 

o between 20-30 percent in ENS203 

o between 10-50 percent in ENS303 

o between 30-40 percent in ENS403 

o 50 percent or more in ENS503 and ENS603 

These results shown above and results regarding other elements within the syllabi (see Figures 

10a-10i), demonstrate that there seems to be inconsistency in syllabus structure within the 

same educational levels of teaching.  
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A summary of the results from the study showed that teachers rely mostly on literary 

texts when it comes to choosing reading materials. Introduction of formal (academic) 

discourse and specialised texts (English for special purposes) appears to be minimal. The 

results indicated that the proportion of literary texts, as reading materials, within the syllabi at 

the above mentioned course levels is on average 61 percent. When working with literary texts, 

most emphasis seemed to be placed on the writing of essays, in addition to short stories and/or 

poems, as approximately 43 percent of all writing tasks were of these types. When it came to 

oral production, class and group discussions were preferred. The approximate average number 

of assigned pages, of all reading materials including textbooks, indicated that there was only 

one book being implemented in each course, up to ENS403 where two books were 

presumably assigned for reading (see Table 2). In contrast, when each course level is studied 

there is clearly an inconsistency between the numbers of assigned pages as well as types of 

texts for reading, from one teacher to another - even at the same course level (see Figures 5-

5i).  

When the results were reviewed closely and averages set aside, although the syllabus 

structure seemed fairly similar from Grade 8 up to ENS303 the preference of teachers 

appeared to determine the selection of readings rather than curriculum guidelines. This was 

especially evident in the results from question 6 where answer options included literary texts 

from different periods, different literary genres, e.g., literature for children and/or young 

adults (see Figures 6-6i). Literary texts written especially for children and young adults were 

predominant readings at upper primary level, although articles from newspapers and 

magazines were also prominent in Grade 10. Literary work from 1951-2000 and literature 

from 2001 and after were preferred in ENS103 and ENS203. The first choice of reading 

materials by teachers of ENS403-603 was literature from 2001 and after. The Icelandic 

national curriculum guides for compulsory schools and secondary schools do not specify what 

educational material should be used; it is therefore in the hands of each teacher to choose the 

appropriate reading texts which they deem effective to advance: reading comprehension, 

fluency, and general English proficiency. 
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5. Discussion 

 

In this chapter the results from the online survey, which were presented in chapter 

four, will be discussed in more detail. Divided into four subsections, the chapter starts with a 

discussion about the background information on the participants: whether they taught at upper 

primary level or secondary level; what their age was; how long they had been teaching; and 

where they were teaching (location). The next subsection proceeds with a discussion about 

how many pages of English reading materials were assigned in each course, which types of 

texts EFL teachers chose for their students. In addition, section two discusses how the 

quantity and choice of reading materials could be seen as influential factors for transition 

between school levels, e.g., from primary school up to secondary school, and from secondary 

school to further education. The third subsection looks more closely at what teachers said 

about how English literature is employed in EFL course work, at upper primary level and in 

secondary schools in Iceland. The fourth and final subsection summarises the main findings 

from the discussion. 

 

5.1 Review of Participants’ Background Information 

 

The main goal of the study was to gather information from a cross section of English 

teachers to get a representative sample. The online survey began with four preliminary 

questions in order to establish whether the participating teachers represented the educational 

population in Iceland, at upper primary level as well as secondary level. The initial plan of 

this study was to examine the use of literature at upper primary level (grades 8-10) and first 

three courses (ENS103 - ENS303) at secondary level only. However, when the responses 

began to pour in from other course levels (ENS403 - ENS603) they were included in the study 

as well. The answers from the first background question were used to categorise the responses 

in terms of course levels, and the results presented accordingly. The total number of 

responses, that is all results from the online survey, was supposed to be summarised and 

presented as such. It soon became clear that due to the multiplicity of responses, the data from 

each course level had to be presented separately.  
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In the first survey question the respondents were asked whether they taught English at 

primary or secondary level. While 81% were teachers at secondary level, 16% taught at upper 

primary level. One person skipped this question but the level of teaching became obvious in 

subsequent questions, as all the responses concerned teaching at secondary level. In the 

second survey question participants were asked about their gender. Ninety-one percent of 

those who answered the online survey were female, while only nine percent were male. All of 

the primary school teachers were female, while 88% of the secondary school teachers were 

female and 12% were male. This imbalance will be discussed below.  

There were 3.742 primary school teachers working in primary schools in 2013, 

according to the Icelandic National Bureau of Statistics, (ice. Hagstofa Íslands), including 

those without a degree in education (Hagstofa Íslands, 2014). Out of these 3.742 educators, 

3.003 (80%) were female and 739 (20%) were male. During the school term 2011-2012 there 

were 1.417 secondary school teachers working, 786 (55%) female and 631 (45%) male 

(2014). So it is clear that the participants in this study could be seen as indicative of the 

Icelandic teaching population, especially regarding the level of teaching but would have to be 

regarded as questionable regarding gender division.  

There are no statistics available that show the specific numbers or gender divisions of 

English teachers in Iceland per se, although the members of the Icelandic English Teacher 

Association (FEKÍ) registered to the associations listserv were 236 in March 2014. 

Accordingly, the 32 participants of the study, which gave 82 responses, represented 35% of 

those English teachers, but could only be seen as representative of the whole population of 

English teachers in Iceland. Although the results from the participating teachers could not be 

seen as fully representing the whole Icelandic teaching population at upper primary and 

secondary level, they provided a clear indication of an extensive use of English literature at 

these educational levels.   

In question 3, the participants were asked how long they had been teaching. The 

reason for including this question in the survey was to further establish the cross section of 

English teachers. The results showed that twenty-two percent of teachers had been educating 

students between 5-10 years, thirty-four percent of the respondents had between 11-20 years 

of teaching experience behind them, and forty-four percent of the EFL teachers had been 

teaching for over 20 years. Interestingly, none of the participants had been teaching for less 

than 5 years. The reason for the lack of participation by less experienced teachers could be 
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that they do not think their work experiences amount to much, when it comes to responding to 

work related research; another explanation could be that younger teachers are not yet 

members of FEKÍ. Regarding work experience (years of teaching) and whether or not the 

responding teachers represent the population of English educators is not obvious. Although 

there were no statistics available on English teachers by definition, regarding work experience 

and years of teaching, there was however information which stated that the average age of all 

individuals with an educational degree (teaching in 2013) was 46,2 years (Hagstofa Íslands, 

2014). Despite the lack of relevant data concerning work experience, that would determine if 

the responding teachers did distinctly represent the teaching population according to years of 

teaching or not, the results from the survey suggested that the majority of EFL teachers had 

extensive teaching experience. Majority of the participating teachers (44%) had been teaching 

for more than 20 years. 

Question four asked whether the participants were teaching in Reykjavík or outside the 

capitol. This question was also included to establish the cross section of English teachers, and 

deemed important as the voices of teachers should be equally important wherever they teach. 

Fifty-six percent of teachers said they were teaching in the Greater Reykjavík area, while 

forty-four percent were teaching elsewhere in Iceland. National statistics showed a similar 

situation. According to these statistics (2011-2012 school year), 62% of all educators (and 

other faculty members) from both primary and secondary level, were working in the Greater 

Reykjavík area (Hagstofa Íslands, 2014). The results from survey question four, regarding the 

location of teaching, were thus representative for the members of FEKÍ (registered on FEKÍ 

listserv), but only indicative for the population of all English teachers in Iceland. 

Thirty-two teachers, out of 236 registered users of FEKÍ listserv, participated in the 

study, giving the total of eighty-two responses. Although these 32 teachers would not be 

considered a sufficient representative sample of the EFL teaching population in Iceland, the 

82 responses produced valuable data for analysis. Consequently, given the overall comparison 

between the results from the survey and the national statistics, there does not seem to be any 

evident impediments for the study not to be considered a reliable source of information; on 

the pedagogical implementation of literature in EFL education in Iceland, at upper primary 

level and secondary level; nor on the population which it is supposed to present. 
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5.2 Review of Assigned Readings 

 

Section two of the survey, which included questions five and six, was structured to 

evaluate the number of pages students were assigned to read and in their EFL courses, and  

which text types; this corresponded to part one and two of the research question. As in any 

qualitative study, the results presented in this thesis by using numbers are only approximates 

and should be reviewed as such.  

A summary of the responses to question five is presented in a table (Table 1) which 

shows the total number of pages assigned to students in each course. In addition, Table 1 

shows the total of responses received regarding each course and the approximate average of 

pages of assigned reading texts. 

 Total 

responses 

Total number of 

assigned pages 

Average number of 

assigned pages 

Grade 8 3 600 200 

Grade 9 3 1100 367 

Grade 10 3 700 233 

ENS103 20 5400 270 

ENS203 19 6200 326 

ENS303 22 8300 377 

ENS403 4 1800 450 

ENS503 5 2300 460 

ENS603 3 1500 500 
 

Table 2: Total and average number of assigned pages for reading in each course 

Responses from teachers at the upper primary level (see Table 2) reveal surprising results. 

Although fewer teachers at primary level responded than from the secondary level, their 

answers were thought-provoking. In Grade 9 the total number of assigned pages was 1.100 

pages, and there seemed to be an expected increase of reading materials to be read from that 

of Grade 8, where 600 pages were assigned. In spite of a visible increase in assigned pages for 

reading, from 8th grade and up to 9th grade, the number of pages to be read was considerably 

less in Grade 10. The amount of assigned pages in Grade 10, the last course before entering 

secondary school, was 700 pages, or almost as many as in Grade 8. When the average number 

of assigned pages in Grade 8 and Grade 9 was examined the difference was even more 
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prominent. It must be emphasised that in questions five and six, all text types were included 

(including textbooks).  

Although the amount of assigned readings is perhaps not the only influential factor 

when it comes to building confidence and second- langue proficiency, it is crucial for reading 

fluency in the target language (Grabe 2004). Extensive reading in the target language and 

choice of challenging reading materials are presumably determining factors when students 

seek proficiency at tertiary level of education or in occupational surroundings.  (Berman, 

2009; Jeeves, 2008; Jónsdóttir, 2011). Hence, in light of the social discussion on drop-out 

rates in Icelandic secondary schools “it should be kept in mind that research has shown that 

final grades from the 10th grade of primary school are most predictive for the educational 

progress in secondary school” (Mennta- og Menningarmálaráðuneytið, 2014).  

A review of  the first three secondary courses showed that the results became more 

linear regarding the total of assigned pages (5400 pages, 6200 pages, and finally 8300 pages), 

and subsequently the average number of pages read in each course (270 pages, 326 pages, and 

377 pages). In the last three courses at secondary level (ENS403, ENS503, and ENS603) 

which were included in this study, the increase could be seen as gradual; from the average of 

450 pages, to 460 pages, and finally 500 pages. However, the number of responses from 

ENS403, ENS503, and ENS603 were considerably fewer than from the first three courses 

(ENS103, ENS203, and ENS303). What came as a surprise were the individual differences 

between assigned numbers of pages, from teachers within the same educational level (see 

chapter 4, subsection 4.2.1). This strongly indicates that there seems to be a lack of a 

consistency in the use of reading materials between same level courses. 

Question six was about the types of texts used in the EFL courses and the number of 

assigned pages to each text type; the responses received served as answers to the first two 

parts of the research question. All of the literary texts: literature from 1950 and before, 

literature from 1950-2000, literature from 2000 and after, and literature for children and/or 

young adults, were summarised to show a clearer distinction between literature and other 

optional text types. To show the extent of literary text use in each EFL course, a summary of 

the responses, with the integration of all assigned literary works from each course, is shown 

separately in Figures 11-19. 
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Figure 11: Grade  8 – Proportion of literary reading texts 

More than half (56%) of all the English texts assigned to students in the 8th grade were 

literary texts (Figure 11).  

What was interesting regarding other text types was that almost 20% of the reading 

material was from newspaper or magazine articles; this showed that teachers were presumably 

using materials which included appropriate vocabulary for everyday use, as emphasised in the 

National Curriculum Guide for Compulsory Schools (Mennta- og Menningarmálaráðuneytið, 

2014). According to the curriculum guide, the language abilities of students in 8th grade 

should be between Level 1 and 2 of the European Framework of Reference (see explanation 

in subsection 2.4.3). At the completion of Grade 8 (upper primary level) students are expected 

to have gained the ability to read texts (about everyday life) in English for instruction (i.e., 

educational, work related etc.) as well as pleasure; utilise reading strategies with confidence; 

and be able to understand key issues from the reading materials (Mennta- og 

Menningarmálaráðuneytið, 2014, p. 129).  

Twenty percent of readings in the 8th grade EFL courses were from other sources than 

literature, newspaper/magazine articles, or social media; believable from the appointed 

textbooks. Only six percent of the total reading materials assigned by the teachers in this 

study came from the social media. This was surprising as students at this age are probably the 

largest group of users, of electronic interactive materials. Although there can be many 

reasons, the most likely reasons for the low number of pages spent on social media texts are 

that teachers lack the training or the well known shortage of electronic devices in classrooms 

throughout the country – at any level of education.  
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Figure 12: Grade  9 – Proportion of literary reading texts 

Literature made up sixty-three percent of the reading materials in Grade 9.  

As in the eighth grade, the utilisation of newspaper- or magazine articles, as study 

material, was one fifth of the overall assigned readings. Almost nineteen percent said they 

used these articles in their courses. Specialised texts (English for special purposes) which 

includes special vocabulary (i.e., academic, business related etc.), and texts from the social 

media accounted for 6% each (as seen in Figure 12). The results from Grade 9 correlate with 

the aims of the National Curriculum Guide regarding reading materials at compulsory level. 

The guide states that when finishing Level 2 learners of English (as a foreign language) 

should be able to “understand the main points in readable newspapers, narratives, magazines 

and web media” (Mennta- og Menningarmálaráðuneytið, 2014, p.129). What qualifies as 

“readable newspapers” according to the curriculum guide, whether it is supposed to be in a 

printable form or electronic, is not obvious. According to the total number of assigned pages 

at this course level (see Table 2) it is likely that students were only supposed to read one 

book. Furthermore, judging by the responses from 9th grade teachers, the use of other text 

types such as textbooks seemed minimal.  

 

Figure 13: Grade 10 –Proportion of literary reading texts 

In Grade 10 fifty-four percent of the texts students had to read were literary.  
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There was however a slight increase in the assignment of specialised texts (2%), other 

unspecified types of texts (2%), and texts from the social media (1%). The increased emphasis 

on specialised texts (English for special purposes) must be seen as encouraging development 

considering the linguistic advantage initial introduction of formal discourse can have 

regarding further education. Similarities between the choices of reading materials in the 9th 

grade and the 10th were obvious, although there was more emphasis (increase of 4%) on 

articles from newspapers and magazines. Language learners should, at this stage of language 

learning, have finished Level 3 of the European Framework of Reference and become 

competent users of the English language (Mennta- og Menningarmálaráðuneytið, 2014).  

According to the guide, when completing Level 3 of English as a foreign language (EFL), the 

students must have gained substantial reading comprehension, using a “fairly diverse” 

vocabulary as they utilise reading strategies to decode meaning from variety of genres (2014, 

p. 129). With the extensive use of literary texts, where two thirds of all assigned readings 

come from literary texts (see Figures 11-13) and minimal introduction of other text types, it is 

questionable whether the young adult EFL learners have gained enough confidence to 

celebrate the transition between school levels – from primary school to secondary education. 

 

Figure 14: ENS103/102 – Proportion of literary reading texts 

Regarding the use of different text types in ENS103, the utilisation of literature was 

prominent as sixty-three percent of all readings in the course were literary texts (see Figure 

14). One book was likely to have been used according to the total number of assigned pages 

(see Table 2). There was an eight percent decrease in the use of articles from newspapers and 

magazines, compared to the 10th grade syllabus. Social media and other types of texts were 

12% of the reading materials in the course, while the use of specialised texts was still only 

10% of the total readings. 
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The first course at secondary level, ENS103 could be seen as a transitional step 

between the introductory English education at compulsory level and the advancements of 

English skills in secondary education. EFL learners are expected to achieve the standards 

proclaimed in the description of Competence Level 1 of the National Curriculum Guide for 

Upper Secondary Education. Educational requirements of the Ministry of Education and 

Culture which categorise as Level 1, are based on the European Framework of References - 

levels A1, A2, and B1 (2011, p.103). For clarification, the only difference between ENS102 

and ENS103 is the amount of class attendance (in hours) per week; ENS102  intended as a 

faster paced course for the  more competent users of English; while ENS103 is for those who 

need stimulation and input of EFL instructions at a slower pace.  

 

Figure 15: ENS203/204 – Poportion of literary reading texts 

In ENS203, the second EFL course at secondary level, there was still an increase in the 

assignment of literary readings (a 3% increase from ENS103). Articles from newspapers and 

magazines were still the second choice of reading material; readings from the social media 

and texts containing specialised vocabulary came in as close third and fourth choices (Figure 

15). As previously noted, the use of textbooks was included in the total amount of reading 

materials, and as such not visible as a separate entity within the text type division (i.e. 

literature could be included in the textbooks). ENS203 is categorised as Level 2 in the 

curriculum guide (for upper secondary schools) when it comes to defining “knowledge, skill 

and competence” in English, which compares to levels B1 and B2 of the European 

Framework of References (Mennta- og Menningarmálaráðuneytið, 2011, p. 103).  

Upon completion of ENS203, the students are expected to have expanded their knowledge 

of vocabulary “which is necessary to acquire the learning outcomes of the level, including 

phrases and interdisciplinary vocabulary” (2011, p. 105). Regarding reading competence, the 

guide states that students should: 
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 Understand the meaning of a written text and utilise it in various ways 

 Read texts where certain views or opinions are introduced, realize the purpose and 

attitude of the author 

 Read between the lines, understand the deeper meaning of the text (2011, p.105) 

Regarding vocabulary knowledge and reading comprehension, the objectives for Grade 10 

which are stated in the curriculum guide for compulsory schools and those for ENS203 in the 

guide for upper secondary schools, look surprisingly similar. There is no mention of 

increasing input of specialised texts, nor formal vocabulary 

 

 

Figure 16: ENS303/304/212 – Proportion of literary reading texts 

In ENS303 the emphasis was still on literary texts, as over sixty percent of the reading 

material was literature (Figure 16).  

Comparable to C1 of the European Framework of References, ENS303 is considered 

Level 3 according to the curriculum guide for upper secondary schools (Mennta- og 

Menningarmálaráðuneytið, 2014). The course is the last EFL course at secondary level for 

many students and as such the requirements regarding knowledge, skills and competence are 

greater. However, the responses from ENS303 indicated that the syllabus structure was in fact 

similar to the requirements of previous courses; even from courses at upper primary level.  

Upon finishing this third course at secondary level, the students should be able to 

understand: 

 The vocabulary required to easily understand written material in further studies or 

occupation 

 Traditions related to written or spoken language, for example, different registers 
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In addition they should: 

 Understand well specialised texts in an area they are familiar with 

 Employ written language for various purposes, academic and personal 

 Use an academic text and evaluate source material in a critical manner (2011, p. 

106) 

ENS303 is the last English course at secondary level for many students. It should therefore be 

presumed that the assignment of demanding materials in the target language and greater 

expectations of learner proficiency should be more than in previous courses. Nevertheless, 

according to the responding teachers, only eleven percent of all readings in ENS303 were 

specialised texts (even a percentage less than in ENS203).  However, it has to be taken into 

account that the readings from social media (9%) and from other unspecified text forms (4%) 

could have included formal or specialised texts as well.  

 

 

Figure 17: ENS403 – Proportion of literary reading texts 

ENS403 is the fourth course at secondary level and compulsory for students specialising in 

languages. The results from this course gave a different pattern of the use of text types than 

the first three secondary courses had shown (see Figure 17).  

It is a fact that the higher you get in education the more reading is involved and so 

does the application of various text types. The responses from the teachers at this educational 

level were however surprising; almost eighty percent of the assigned reading materials were 

literary texts. Five percent of the total readings came from other text types. The use of articles 

from newspapers and magazines was 9 percent, and specialised texts 10 percent.  
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Figure 18: ENS503 – Proportion of literary reading texts 

ENS503 is the last compulsory EFL course for students specialising in languages in Icelandic 

secondary schools. When comparing the responses from ENS503 with those from ENS303 

there was visibly less usage of social media texts, while the use of other unspecified text types 

increased (Figure 18). However, as noted before, due to few responses received from teachers 

of the last three courses at secondary level, there could not be a reliable comparison between 

them and the first three courses. Nevertheless, the numbers presented in Figure 18 show that 

the emphasis on literary work is still prominent throughout the secondary level of English 

education. 

 

 

Figure 19: ENS603 – Proportion of literary reading texts 

The last course which teachers responded to on the online survey, was ENS603 (see Figure 

19). Their responses indicated that there were only three text types used in this EFL course; 

literature, which made up almost sixty percent of the readings; articles from newpapers and/or 

magazines 16 percent; and 26 percent from other (unspecified) text types. 

Summary of the responses to survey question six showed extensive use (61%) of 

literary texts in EFL courses. At upper primary level, in grades 8, 9, and 10 the average 
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assignment of literary readings was almost 58% of all assigned reading materials; and at 

secondary level the average use was almost 62%. Literature from the period 1951-2000 was 

the first choice of the responding teachers, or 22%. 

 

5.3 Review of Task Use and Language Skill Practices 

 

The third and final section of the survey examined how teachers and students of EFL 

worked with the literary reading texts in their courses. Question seven asked about language 

skill practices used when working with literary texts, and question eight about which types of 

tasks were used. Included in the final section were also questions on oral task use (question 9) 

and syllabus structure (question 10). When analysing the responses from the survey it became 

evident that many of the respondents had skipped answering question nine, on oral task use. 

That is why, instead of having question nine a separate question, it should perhaps have been 

an answer option in question 8.  

Question seven asked about language skill practices (i.e., to practise reading, writing, 

listening and speaking) used when working with literary texts in the EFL courses. 

 

  

Figure 20: Grade 8 – Using literature: language skill  practices 
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Figure 21: Grade 9 – Using literature: language skill practices 

 

Figure 22: Grade 10 – Using literatue: language skill practices 

In Grade 8, equal emphasis was on (practicing) reading comprehension and vocabulary 

acquisition (Figure 20). In the 9th grade, vocabulary, reading comprehension, and cultural 

knowledge were at the forefront (Figure 21). In Grade 10, the main focus was on increasing 

cultural knowledge (Figure 22), whether that indicated just reading the target language or 

production of some sort is not clear. Vocabulary exercises were more prominent in the 8th 

grade, but were reduced in subsequent courses as language skill practices which included 

increasing cultural knowledge gained more weight. What came as a surprise was the claim 

that between 20-25% of the work (output) in the EFL courses, based on literary texts, was 

spent on enhancing cultural knowledge. Whether working on increasing cultural knowledge 

just meant that students read the assigned literature, and thus practiced their reading skills, or 

read additional materials concerning English culture is not evident from the results. The 

answer options on the online survey did not specify which language skills were practiced, 

only the practices which were implemented when working with literary texts. All the answer 

options in question seven could involve the practise of one or more of the four language skills. 
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Figure 23: ENS103 – Using literature: language skill practices 

 

Figure 24: ENS203 – Using literature: language skill practices 

 

Figure 25: ENS303 – Using literature: language skill practices 

In the first three courses at secondary level, the bulk of the practices assigned, when working 

with literature, were aimed at reading comprehension, vocabulary, and cultural knowledge. 

This is the same pattern as seen at upper primary level. The use of grammar is less than ten 

percent in ENS103, while teachers and students in ENS203 spent eleven percent of their time 

on grammar, and only five percent in ENS303.  
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Figure 26: ENS403 – Using literature: language skill practices 

 

Figure 27: ENS503 – Using literature: language skill practices 

 

Figure 28: ENS603 – Using literature: language skill practices 

In the fourth and fifth EFL course at secondary level, according to the responding teachers, 

there was still similar emphasis on reading comprehension and cultural knowledge as in the 

first three courses. In ENS503 there was equal emphasis on reading comprehension, cultural 

knowledge and vocabulary; whether it was vocabulary for academic or day-to-day use is not 

clear, but would have been informative, especially in light of the minimal input of specialised 

texts at all educational levels (see Figures 6a-6i). In ENS603 there was an equal distribution 

between language skill practices.  
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A summary of the responses from question seven showed that reading comprehension 

was the language skill practice preferred by the majority of participants at all course levels 

(26%), when working with literary reading texts. A close second, was increasing cultural 

knowledge (25%). 

In question eight, the participating teachers were asked what kind of written tasks they 

used when working with literary texts in their EFL courses. There was no distinction made 

between creative and critical writing, and therefore it is not clear whether the respondents 

included the writing of critical reviews or reports in the answer option marked “other” or 

excluded such writing. Figures 29-37 show the use of different written tasks within each 

course, and the writing of essays, short stories and poems was combined into one section. 

 

 

Figure 29: Grade 8 – Using literature: written tasks 

 

Figure 30: Grade 9 – Using literature: written tasks 
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Figure 31: Grade 10 – Using literature: written tasks 

In Grade 8, the writing of essays, short stories and poems made up over forty percent of (EFL) 

written tasks, when working with English literature (Figure 29). In the 9th grade the 

proportion of essay writing (in the three formerly classified forms) was almost sixty percent, 

and twenty-five percent of tasks were in the form of quizzes and essay questionnaires (see 

Figure 30).  

As seen above, the writing of essays, short stories and poems was by far the most used 

written task based on literary readings, in the EFL courses at upper primary level. The usage 

of these writings increased from 42% in Grade 8 up to 77% in Grade 10 (Figures 29-31). This 

showed that when working with literary texts most teachers at upper primary level chose a 

project oriented and genre based writing, as a productive measure for students’ output. 

 

 

Figure 32: ENS103 – Using literature: written tasks 
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Figure 33: ENS203 – Using literature: written tasks  

 

Figure 34: ENS303 – Using literature: written tasks 

In the first three courses at secondary level, more than one third of the tasks used, when 

working with literature, were project oriented writing tasks. When looking at the results from 

ENS203 and ENS303, it was thought provoking that the choices of written tasks were almost 

identical (see Figures 33 and 34). It has to be taken into account that question eight 

exclusively asked about work with literary texts and thus excluded tasks based on other text 

types (i.e. academic reports and texts with specialised vocabulary), although they may have 

been included in the answer option specified as “other”. 
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Figure 35: ENS403 – Using liteature: written tasks 

 

Figure 36: ENS503 – Using literature: written tasks  

 

Figure 37: ENS603 – Using literature: written tasks  
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increased from thirty percent in ENS403 up to almost forty percent in ENS603.  

Between 15-24% of the responses indicated that there were some other unspecified 

written tasks used (as seen in Figures 35-37) in ENS403, ENS503 and ENS603; hopefully 
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A summary of responses from question eight showed that the preferred written task, 

when using literary reading texts, was the writing of essays, short stories and/or poems (42%). 

At primary level the use was on average 58%. The lack of variety in writing tasks is food for 

thought, especially in light of social discussions about high dropout rates of university 

students in Iceland, and studies on students’ own perceptions of their English proficiency 

(Arnbjörnsdóttir and Ingvarsdóttir, 2011; Berman, 2009; Jeeves, 2008, 2012). 

Question nine asked what kind of oral tasks were used when working with literary 

texts in their EFL courses. Figures 38-46 show the use of individual oral tasks within each 

course. Class and group discussions were combined into one section - within each figure. 

 

 

Figure 38: Grade 8 - Using literature: oral tasks  
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Figure 40: Grade 10 - Using literature: oral tasks  

Between seventy and seventy-five percent of all oral tasks in Grade 8, 9 and 10 came from 

class or group discussions (as shown in Figures 38-40). In the ninth grade, the second choice 

of tasks was oral presentations, which made up almost 30% of the oral tasks; while equal 

amount of oral presentations and other (unspecified) tasks came second in preference in Grade 

eight and ten. 

 

 

Figure 41: ENS103 - Using literature: oral tasks 
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12% 

75% 

13% 

Q9 Grade 10 - Oral tasks  

Oral presentations

Class or group discussions

Other

14% 

75% 

11% 

Q9 ENS103 - Oral tasks  

Oral presentations

Class or group discussions

Other

23% 

61% 

16% 

Q9 ENS203 - Oral tasks  

Oral presentations

Class or group discussions

Other



 

106 

 

 

Figure 43: ENS303 - Using literature: oral tasks 

Regarding oral output from students, in the first three EFL courses at secondary level, it was 

evident that majority of teachers chose class or group discussions; seventy-five percent in 

ENS103 and around sixty percent in the other two courses (see Figures 41-43).  

 

 

Figure 44: ENS403 - Using literature: oral tasks  

 

Figure 45: ENS503 - Using literature: oral tasks 
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Figure 46: ENS603 - Using literature: oral tasks 

Majority of teachers said their first choice of oral interaction with students was class or group 

discussions; fourty-seven percent in ENS403 and fifty percent in ENS503 and ENS603 

(Figures 44-46). 

Summary of the results from question nine, from all course levels, indicate that 61% of 

EFL teachers preferred class- and group discussions (oral tasks) when working with literary 

texts. At upper primary level the use of these kinds of oral tasks was even greater or 71%. 

Studies have shown that EFL students in Iceland feel unprepared to read and produce English 

at academic level (Arnbjörnsdóttir and Ingvarsdóttir, 2011; Berman, 2009; Jeeves, 2008) and 

as oral tasks seem to decrease the further up you get, it could give a partial explanation for the 

insecurity many EFL students feel when entering academia and occupational surroundings 

(Arnbjörnsdóttir, 2010; Jeeves, 2008; Jónsdóttir, 2010). 

Responses from question ten (syllabus structure) were intended to be used for 

comparison with syllabi retrieved from homepages of selected schools. This was not possible 

because many schools do not post their syllabi online or only partial information was given 

online. Another idea was to use the responses for comparison with results from survey 

question six (which asked about the nature of reading materials), using only the content 

concerning the use of literature. However, as question six asked specifically about the use of 

text types and not their proportion within the syllabi, there could not be any comparison.  

A summary of the responses from question ten showed that the proportion of specific 

elements such as grammar, literature and oral task within the syllabus structure could range 

from less than 10 percent to over 50 percent. There was a discrepancy between the answers 

teachers gave to question six (on the assignment of literary texts) and to question ten (on 

syllabus structure). The answers from teachers to question 10, regarding the estimated 

proportion of literary texts within the syllabus structure, gave a completely different 
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conclusion. In question ten, the EFL teachers stated that the proportion of literature was: 

between 10-30% in ENS103, 20-30% in ENS203, 10-50% in ENS303, 30-40% in ENS403, 

and 50% or more in ENS503 and ENS603. Whereas the answers from question six showed 

that the assignment of literary texts was never lower than 47%. 

The results shown above and results regarding elements other than literature within the 

syllabi at all course levels (see Figures 10a-10i), demonstrated that there seemed to be 

inconsistency in syllabus organization, from one teacher to the next, within the same 

educational levels of teaching.  

 

5.4 Discussion Summary 

 

All the summaries discussed in this chapter concern the use of literature as assigned 

reading material, and how teachers choose to use it in their EFL class work. The results from 

the survey showed that English literature is by far the most utilised reading material in EFL 

courses at upper primary level and in secondary schools in Iceland. The proportion of literary 

texts was on average 61%, lowest 47% in ENS603 and highest 76% in ENS403 

Reading comprehension was the most preferred language skill focused on by the 

participants. The assignment of this type of practice, which involves one or all of the four 

language skills (reading, writing, listening, or speaking) was on average 27% of the applied 

practices. 

The results also showed that when working with literature, the production of essays, 

short stories and/or poems was the prominent choice of written tasks, or 43% on average. The 

proportion of these writings was lowest 30% in ENS 403 and highest 77% in Grade 10. 

Specialised texts (English for special purposes) did not seem to be used in Grade 8 or 

ENS603; in other courses the percentage of texts including specialised vocabulary was only 

between 6% and 11%.  

Group and class discussions were favoured, as oral tasks for EFL students, by the 

majority of teachers, or by 61% of the teachers participating in the survey. 

Regarding average number of assigned pages, of reading materials (all text types 

included) in the EFL courses, there seemed to be a setback or gap in the continuum; from 
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Grade 9 up to Grade 10; and also from Grade 10 up to ENS103; which would be interesting to 

study further. In Grade 8 and up to ENS303 there is presumably only one book being 

implemented in each course. In ENS403 there are presumably two books assigned for reading 

(see Figure 5). There was however clearly an inconsistency in the assigned text types as well 

as the number of assigned pages for reading, from one teacher to another, even at the same 

course level.  

Although indicative, the results give some reason to believe that students might be 

unequally prepared to transfer between course levels, and more importantly, onto specialised 

work environments or further education.   
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6. Conclusion 

 

The study aimed at exploring how literature is used in EFL teaching in Iceland at 

upper primary level and secondary level. The main focus was on how many pages were 

assigned at each course level, which types of texts were used, and what kind of tasks were 

assigned when working with literary texts in the EFL classrooms. 

The results indicate that there is extensive use of literary texts at both educational 

levels, or on average 61% of all reading materials assigned in the EFL courses. At upper 

primary level the average numbers of assigned pages are 267 pages, which could indicate that 

at these levels there is only one book being implemented in each course. In ENS103 – 

ENS303 the average number of assigned pages is 276 pages, which indicates that in these first 

three courses at secondary level there is also only one book assigned for reading. In ENS403 – 

ENS603 the average number of assigned pages is 470 pages, which indicates that there might 

be two books assigned for reading in each course. However, if results from each course level 

are viewed separately it is clear that there is an inconsistency between the assignment of text 

types as well as number of assigned pages, from one teacher to another. This should be food 

for thought as it could mean that EFL students are unequally prepared to transfer between 

educational levels, especially from upper primary level and up to secondary school, and also 

from secondary school up to university level.  

The results also indicate that when working with literary readings, the production of 

essays, short stories and/or poems is the prominent choice of written tasks, or 43% of all 

assigned written tasks. The implementation of specialised texts for reading (English for 

special purposes) appeared to be minimal. They were not assigned in Grade 8 or ENS603, in 

other courses the proportion of texts including specialised vocabulary was only between 6% 

and 11% of all assigned reading materials. Reading comprehension was the language skill 

practice preferred by teachers at all course levels. The proportion of this type of practice, 

which could involve one or all of the four language skills, was on average 27% of all applied 

language skill practices. Group and class discussions were the main oral tasks, or on average 

61% of all assigned verbal tasks.  

To address the drawbacks of the study, it has to be noted that due to the few received 

responses the study can only be seen as indicative, although they give a clear indication of the 

extensive use of literature, how it is being implemented in EFL teaching and at what scale. 
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When analysing the responses from the survey it became evident that many of the respondents 

had skipped answering question nine, on oral tasks. That is why, instead of having question 

nine a separate question, it should only have been an answer option in question 8. The 

construct of question 10 was not incisive enough to produce the information needed. It was 

too open-ended and the answer options too many in this question and thus the results became 

too versatile and inconclusive. 

The study presented some intriguing results which would be interesting to study 

further. Due to the increasing use of American English (AE) in EFL education in Iceland, as 

opposed to the exclusive usage of British English (BE), it would have been interesting to 

know if the culture of both countries is being introduced. In this study it would also be 

informative to know if there is a difference in EFL education between high schools and 

comprehensive high schools. Can formal vocabulary be introduced in connection with literary 

text assignment, i.e., formal discourse used in output although the input is based on informal 

vocabulary? Is it possible to combine the teaching of formal and informal vocabulary at the 

same course level? Do educational backgrounds of EFL teachers influence the choice of 

reading materials or teaching methods, e.g., chosen fields in university studies such as 

language, literature or linguistics? Do teachers lack the confidence or motivation to 

implement formal discourse in their teaching? The reason for conducting this study was that 

my background in education is a mixture of English literature and linguistics and thus both 

features of the language are close to my heart. However, as there is a high drop-out rate from 

university studies and a clear indication of lack of English proficiency by students entering 

university, I think that there is need for further research on EFL education in Iceland at upper 

primary level as well as secondary level.    

Literature is perhaps the reading material most accessible by Icelandic children and 

young adults; what they know and feel comfortable using. Nevertheless, introduction of 

various types of texts is crucial if we want our children and young adults to achieve 

confidence as competent users of English; able to use appropriate English vocabulary 

(informal and formal) in all situations for all purposes.  

To meet the demands for higher degrees of education in Icelandic society and 

specialisation in many occupational fields, English education has to evolve to fit the 

appropriate standard. The implementation of a wide range of written genres for reading in 
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EFL courses, which contain both formal and informal discourse, will accommodate 

educational needs of languages learners and increase language proficiency. 
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Appendix A 

 

The use of literature in the EFL classroom in Iceland: At upper primary level and 

secondary level 

1. What level do you teach? 
 

What level do you teach?  a) Upper primary level (Grunnskólakennari - unglingadeildar) 

b) Secondary level (Framhaldsskólakennari) 
2. What is your gender? 

What is your gender?  a) Female 

b) Male 
3. How long have you been teaching? 

How long have you been teaching?  a) Less than 5 years 

b) 5 – 10 years 

c) 11 – 20 years 

d) Over 20 years 
4. Where do you teach? 

Where do you teach?  a) In the greater Reykjavík area (Hafnarfjörður, Garðabær, Seltjarnarnes, 
Reykjavík, Mosfellsbær, Kjósarhreppur)? 

b) Outside the greater Reykjavík area 
 

 

 

The use of literature in the EFL classroom in Iceland: At upper primary level and 

secondary level 

 *Following questions concern literary texts only

  

5. What is the approximate amount of pages set as reading material for your EFL course  

(including textbooks)? 

 

(If you teach more than one type of course, please give information on all, first, second, third...) 

 

100 pg. or 

less 
200 pg. 300 pg. 400 pg. 

500 pg. or 

more 
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100 pg. or 

less 
200 pg. 300 pg. 400 pg. 

500 pg. or 

more 

a) Grade 8 (8. bekkur 

grunnskóla)      

b) Grade 9 (9. bekkur 

grunnskóla)      

c) Grade 10 (10. bekkur 

grunnskóla)      

d) First course at secondary 

level      

e) Second course at secondary 

level      

f) Third course at secondary 

level      

 

 

 

6. What is the composition of the reading materials in your EFL course (including textbooks)? 

 

(If you teach more than one type of course, please give information on all, first, second, third...) 

 

100 pg. or 

less 
200 pg. 300 pg. 400 pg. 

500 pg. or 

more 

FIRST COURSE: 
     

a) Literature from 1950 and sooner: 
     

b) Literature from 1951 to 2000: 
     

c) Literature from 2001 and later: 
     

d) Literature for children and/or young 

adults:      

e) Newspaper and/or magazine articles: 
     

f) Social media texts (i.e. Facebook, 

Twitter, blogs, etc.):      
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100 pg. or 

less 
200 pg. 300 pg. 400 pg. 

500 pg. or 

more 

g) Specialised texts (i.e. business, health, 

etc.):      

h) Other: 
     

SECOND COURSE: 
     

a) Literature from 1950 and sooner: 
     

b) Literature from 1951 to 2000: 
     

c) Literature from 2001 and later: 
     

d) Literature for children and/or young 

adults:      

e) Newspaper and/or magazine articles: 
     

f) Social media texts (i.e. Facebook, 

Twitter, blogs, etc.):      

g) Specialised texts (i.e. business, health, 

etc.):      

h) Other: 
     

THIRD COURSE: 
     

a) Literature from 1950 and sooner: 
     

b) Literature from 1951 to 2000: 
     

c) Literature from 2001 and later: 
     

d) Literature for children and/or young 

adults:      

e) Newspaper and/or magazine articles: 
     

f) Social media texts (i.e. Facebook,      
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100 pg. or 

less 
200 pg. 300 pg. 400 pg. 

500 pg. or 

more 

Twitter, blogs, etc.): 

g) Specialised texts (i.e. business, health, 

etc.):      

h) Other: 
     

First course name: Second course name: Third course name:  

 

 

 

 

 

 

The use of literature in the EFL classroom in Iceland: At upper primary level and 

secondary level 

*Following questions concern literary texts only 

7. Which language skills are practiced when working with literary texts in your EFL course? 

(If you teach more than one type of course, please give information on all, first, second, third...) 

 
100 pg. or less 200 pg. 300 pg. 400 pg. 500 pg. or more 

FIRST COURSE: 
     

a) Vocabulary 
     

b) Grammar 
     

c) Reading comprehension 
     

d) Cultural knowledge 
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100 pg. or less 200 pg. 300 pg. 400 pg. 500 pg. or more 

e) Other 
     

SECOND COURSE: 
     

a) Vocabulary 
     

b) Grammar 
     

c) Reading comprehension 
     

d) Cultural knowledge 
     

e) Other 
     

THIRD COURSE: 
     

a) Vocabulary 
     

b) Grammar 
     

c) Reading comprehension 
     

d) Cultural knowledge 
     

e) Other 
     

First course name: Second course name: Third course name:  

 

 

8. Which types of tasks are used when working with literary texts in your EFL course?  

(If you teach more than one type of course, please give information on all, first, second, third...) 

 

100 pg. or 

less 
200 pg. 300 pg. 400 pg. 

500 pg. or 

more 
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100 pg. or 

less 
200 pg. 300 pg. 400 pg. 

500 pg. or 

more 

FIRST COURSE: 
     

a) Writing essays 
     

b) Writing short stories, poems etc. 
     

c) Multimedia assignments (Videos, 

PowerPoint presentations, etc.)      

d) Quizzes and / or essay questionnaires 
     

e) Gap-filling and / or jigsaw puzzles 
     

f) Other 
     

SECOND COURSE: 
     

a) Writing essays 
     

b) Writing short stories, poems, etc. 
     

c) Multimedia assignments (Videos, 

PowerPoint presentations, etc.)      

d) Quizzes and / or essay questionnaires 
     

e) Gap-filling and / or jigsaw puzzles 
     

f) Other 
     

THIRD COURSE: 
     

a) Writing essays 
     

b) Writing short stories, poems, etc. 
     

c) Multimedia assignments (Videos, 

PowerPoint presentations, etc.)      
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100 pg. or 

less 
200 pg. 300 pg. 400 pg. 

500 pg. or 

more 

d) Quizzes and / or essay questionnaires 
     

e) Gap-filling and / or jigsaw puzzles 
     

f) Other 
     

First course name: Second course name: Third course name:  

 

 

 

 

9. Which types of oral tasks/activities are used when working with literary texts in your EFL 

course?  

(If you teach more than one type of course, please give information on all, first, second, third...) 

Which types of oral tasks/activities are 

used when working with literary texts in your 

EFL course? (If you teach more than one 

type of course, please give information on all, 

first, second, third...)   

FIRST COURSE: 

a) Oral presentations 

b) Class discussions 

c) Group discussions 

d) Other 

SECOND COURSE: 

a) Oral presentations 

b) Class discussions 

c) Group discussions 

d) Other 

THIRD COURSE: 

a) Oral presentations 

b) Class discussions 

c) Group discussions 

d) Other 

First course name: Second course name: Third course name:  

 

10. How is the syllabus in your EFL course structured? 

(If you teach more than one type of course, please give information on all, first, second, third...) 
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10 percent or less 20 percent 30 percent 40 percent 50 percent or more 

FIRST COURSE: 
     

a) Grammar 
     

b) Literature 
     

c) Oral 

tasks/activities      

d) Other 
     

SECOND 

COURSE:      

a) Grammar 
     

b) Literature 
     

c) Oral 

tasks/activities      

d) Other 
     

THIRD COURSE: 
     

a) Grammar 
     

b) Literature 
     

c) Oral 

tasks/activities      

d) Other 
     

First course name: Second course name: Third course name:  
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Appendix B 

 

This is a copy of the participation request, sent to all members of FEKI (Félag enskukennara á 

Íslandi). The web link to the questionnaire as well as the mail address (set for further 

information) has both been removed from this copy of the letter. 

 

 

My name is Jóna Guðrún Guðmundsdóttir.  I would be grateful if you would answer the 

attached questionnaire which is a part of my research project towards my Master‘s Degree, in 

English Teaching, from the Department of Foreign Languages at Háskóli Íslands. My 

supervisor is Birna Arnbjörnsdóttir, PhD, Professor at Háskóli Íslands. 

The goal of the study is to gather information about how literature is used in the EFL 

classroom in Iceland (upper primary-, and lower secondary level). I will be looking at the 

amount and type of assigned readings for each course. 

The study is anonymous and findings will be used for research purposes only. 

If you have any questions please feel free to contact me at..... 

Please follow this link to the questionnaire: ........ 

 


