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This study aims to investigate the role of dystopian literature in the Swedish EFL 

classroom. In particular, it intends to investigate and analyze the method that Swedish EFL 

teachers use to employ this genre into the classroom, as well as the aim for the usage. The 

study is qualitative and has been carried out through the conducting of semi-structured 

interviews consisting of open-ended questions. The findings of the study show that there 

are a number of common aims and methods among the respondents.  The aim for the using 

of this particular genre was commonly to increase the students’ willingness to read by 

working with literature that would hopefully be appealing to them. Common methods for  

using this genre of literature include discussions in different group-constellations, as well 

as employing films and shorter video clips as a complement to the standard literature used 

during lectures. Further findings show that teachers are inclined to adapt their teaching 

depending on the individual student groups. In other words, there is a tendency among the 

respondents to be flexible in their teaching, in order to favor students’ development in the 

English language. 
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Introduction  
Literature is a natural part of English teaching and English learning. There are many 

different possibilities and options to choose from when it comes to literary genres 

appropriate for the EFL classroom. Something to consider when selecting genres is the 

appeal of the unknown and the more or less undiscovered; the future. Futuristic literature 

carries visions of futures that could be. Olivia Ridley writes that it is through the futuristic 

literature that we are able to “discover what we want, what we can change, what we must 

fight and what we must endure to be ready for the future” (Ridley, p. 67).  Two prominent 

genres of futuristic literature that students may encounter in the classroom are utopian and 

dystopian texts. The former represents the possibility of a brighter future, while the latter 

often presents a gruesome and harsh version of what could become. Ridley further notes 

that out of the two genres it is the dystopian novels and texts that are most compelling to 

students, mainly because the protagonists always are “cultural deviates, fighting for their 

beliefs against a repressive government” (Ridley, p.67). Dystopian literature, and perhaps 

more specifically young adult dystopian literature, possesses several characteristics that 

appeal to readers in the upper secondary school ages. Some of these are the contemporary 

social concerns presented, as well as the readers’ close proximity to the action (Basu, 

Broad & Hintz, 2013, pp1-5). Paulo Bacigalupi writes for The New York Times: I suspect 

that young adults crave stories of broken futures because they themselves are uneasily 

aware that their world is falling apart (Bacigalupi, 2012). Laurie Penny (2014) echoes 

Bacigalupi’s view of an unsteady world. She claims  it is no wonder young people are 

drawn to dystopian stories as they may relate to them to a very high degree in the sense 

that some more or less live in one (Penny, 2014). This in turn generates the question: how 

can dystopian literature be used in the English classroom? How does this sort of literature 

contribute to the development of students’ abilities? What concepts and aspects from the 

English curriculum for the Swedish upper secondary school can be taught through this 

particular literary genre? The purpose of this project is, thus, to study how teachers in the 

classroom use dystopian literature as a pedagogic tool. The study was carried out through 

individual interviews with teachers in the upper secondary school who have experience 

working with dystopian fiction.  
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Background 

This part of the project contains a brief overview of scholarly research previously 

conducted that is relevant for the context of this particular investigation. This section is 

parted into two parts: part one concerns literature in general as a teaching tool, as this 

provides a base for dystopian literature to become relevant. The second part accounts for 

the usage of dystopian literature in the classroom, which is concerned with how dystopian 

literature should be taught and what benefits it has. 

Literature as a Teaching Tool  
The reason as to why literature can, and should, be incorporated into the classroom is 

partly due to the effect it can have on students’ general interest and motivation towards 

language learning. “For many students, literature can provide a key to motivating them to 

read in English” (McKay, 1982, p.536). However, in order for the incorporation to be 

successful, the literature chosen has to be carefully selected as to not have a discouraging 

effect due to its level of difficulty (McKay, 1982). McKay claims that if the linguistic and 

cultural levels are too complicated for the students, the literature will have little use in 

developing students’ English abilities. If students’ interests are to be provoked, it is 

important to choose not only material that corresponds to students’ level of 

comprehension, but material which also allows students to become involved and engaged 

with the texts (Harmer, 2013). When interacting with literature in the classroom, students 

benefit from being exposed to material that is relevant to their lives. Through engaging 

their students with the right material, teachers may receive “genuine engagement in what is 

happening in the classroom” from their students (Harmer, 2013, p.85). If the students are 

engaged in and enjoying the material they are reading, they are simultaneously able to 

more easily explore ideas and topics that might both agree with and challenge their own 

viewpoints (Glasgow, 2001). This in turn will inevitably enable students to develop a sense 

of and evaluate social justice (Glasgow, 2001).  

 

Incorporating literature as a teaching tool in the classroom will, according to Lundahl 

(2012), create an opportunity for students to develop critical thinking abilities as well as an 

ability to ask questions and make predictions of the text. Through their interaction with a 

fictional world and its social and political construction, students may furthermore develop 

imagination and a flexible way of thinking (Goldsmith, 2016). Moreover, they are able to 

“[practice] empathy in their interactions with the characters in the novels” (Goldsmith, 

2016, p. 113). It also has to be taken into consideration that the ways in which the literature 
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itself is regarded and presented matter greatly in the context of students’ development 

within these areas of knowledge. If the texts are adapted to suit the object of learning for 

the lesson, it will impact the students’ abilities positively (Grabe, 2009).  Carter and Long 

(1991) further suggest that separating literature as a resource and the study of literature 

might heighten the positive impact on students’ language abilities. When literature is used 

as a source instead of being thought of as an academic study discipline, it usually 

contributes more to the process of students’ language learning (Carter & Long, 1991). 

 

Using Dystopian Literature in the Classroom 
The numerous ways in which dystopian literature might be used as a teaching tool in the 

classroom have been explored in different contexts. Through the use of this literary genre 

students may encounter situations that they may be able to relate to themselves. Examples 

of these situations are conflicts with authoritative figures, such as parents or evil dictators 

(Hintz, 2002). Through employing dystopian literature in the classroom, the student might 

through the encounter of said conflicts be able to understand difficult political and social 

ideas “within a context they can understand” (Hintz, 2002, p.263).  This in turn might 

develop the students’ awareness of how both fictional societies and our non-fictional 

society are structured, as they start to understand the world around them and the ideas 

found within both kinds of society (Hintz, 2002). Furthermore, due to being exposed 

relatively early in life to these kinds of texts and ideas, students may develop the 

impression of being able to remake or revise society, not unlike the protagonists often 

depictured in young adult dystopian literature (Hintz, 2002). The exposure and usage of 

dystopian literature might develop students’ self-awareness and balance as an individual 

within society (Wilkinson 2010). Specifically, Wilkinson claims that this can be done 

through the presentation of a fully possible, but less desirable, future that is often found 

within texts of this genre. Dystopian literature provides an opportunity for a critical 

discourse concerning “what it means to be responsible, aware, knowledgeable, and moral” 

(Wilkinson, 2010, p. 22). The societal and political conflicts that are often portrayed in 

dystopian texts can result in students not only being socially and politically aware, but they 

might also develop deeper personal engagement in the aforementioned matters. 

Traditionally, the age groups that attend upper secondary school have been somewhat 

uninterested in global politics (Ames, 2013). However through analysing these age groups’ 

current literary preference, it has come to light that young people are not uninterested. 

Their favouring of young adult dystopian literature, which certainly does not lack political 
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themes, shows that many might find politics to be interesting (Ames, 2013). It may not 

contribute to a drastic political transformation, however it might lead towards building a 

generation that is more engaged in society (Ames, 2013). Employing themes in the 

dystopian texts that create clear links to our reality, such as manipulative media, may lead 

to students becoming more aware of concerns found in our own reality (Limpár, 2017). 

Limpár states that this “may turn readers into individuals who are more likely to resist 

manipulative powers” (Limpár, 2017, p.395). Similarly, Simmons (2012) suggests that the 

knowledge and ways of considering society can be relevant to the aftermath of the 

classroom teaching. This is due to the possibility of students developing the ability to resist 

and fight injustices not only for themselves, but also for their peers as “reading can stoke 

our students into becoming socially responsible citizens, causing them to spit and blaze in 

the face of injustice and spread their fire throughout the community” (Simmons, 2012). 

This attitude is applicable both to the community they reside in, but also the community 

that is found within their own schools.  

 

The use of dystopian literature has been described to have the potential to influence 

students’ confidence concerning classroom discussions. There might be themes within 

some dystopian sources that may be regarded as difficult or uncomfortable and there might 

be a reluctance to be found among instructors “to discuss controversial issues within their 

classrooms because of the potential negative ramifications” (Ames, 2018, p.21). However, 

although there might be some difficulties in the usage of dystopian literature, it has been 

shown that when controversial topics are discussed in a safe and open environment, 

students can benefit greatly from it. Ways in which this might occur are increased interest 

in aforementioned political and social issues, as well as improved source criticism abilities 

(Ames, 2018). Furthermore, despite some texts being considered exceptionally dark, 

especially when incorporated in the youngest age groups of upper secondary school, 

Nilsson (2015) declares them to cause engagement in learners and provide good 

opportunities for students to develop abilities such as democratic awareness and 

engagement.  

 

These studies provide the base for this project. Although teachers and their perspective on 

the matter of using dystopian literature have been mentioned as being a carefully 

considered aspect of the studies conducted, none of the researchers have based their 

research completely on what teachers have to say on the matter, which will be the approach 
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of this project. The intention of this study is to attempt to partly fill the gap of information 

on the subject from the perspective of teachers.  

 

Connections to the Steering Documents 
The Swedish core curriculum (Skolverket, 2013) for upper secondary school states that 

teachers should work with an approach to teaching that mirrors and furthers students’ 

understanding of our fundamental democratic values and consciousness towards social and 

cultural issues and aspects. More specifically, students are to develop their abilities to be 

able to contribute to and actively take personal responsibilities to work with society’s 

democratic values as a citizen, both in a social and professional context (Skolverket, 2013). 

This is also something that is very clearly echoed in the Swedish Education Act’s 15th 

chapter, §2 (SFS 2010:800). Other aspects that are to be developed while students attend 

the Swedish Upper Secondary school and are taught, specifically, English are stated in the 

syllabus for the English subject (Skolverket, 2011).  

 

In the syllabus, it is clearly stated that by the end of the final year of upper secondary 

school, students should have developed a good perception of language in different settings. 

The students are to encounter literature of different genres and content related to both 

current and ethical issues (Skolverket, 2011). Students are also to develop their reading 

comprehension of different sorts of texts as well as their oral communication abilities with 

regards to specific occasions and audiences (Skolverket, 2011). These are all factors that 

will be noticeably present further on in the results and discussions sections. These areas of 

knowledge are highly relevant when teaching dystopian literature, as shown below in the 

results. 

Aim 

The aim of this study is to explore the ways in which teachers use dystopian literature in 

the EFL classroom. The study will furthermore investigate and analyse the different aims 

and methods employed by teachers. The research questions that are to be investigated in 

this project are the following: 

 

• What are teachers’ intentions with using dystopian literature? 

• How do teachers use dystopian literature in the Swedish EFL classroom? 
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Method 

Strategic Selection and Overview of Method 
The method chosen for this project consisted of qualitative interviews conducted with 

strategically selected Swedish teachers who have experience using dystopian literature as a 

teaching tool in their EFL classrooms. Seven teachers from Jönköping County and 

Kronoberg County have been interviewed. This restriction was chosen due to personal 

contacts and due to the convenience in the teachers being in a geographically close 

proximity to me. The interviews have been conducted in either Swedish or English, 

depending on the interviewee’s preference. Some of the interviews were during some parts 

held in Swedish, mainly in the instances when the teacher did not know a particular term in 

English and chose to say it in Swedish. This did however not affect any quotations 

incorporated into the essay. The interviews were conducted via Microsoft’s online platform 

Teams. The interviews were recorded digitally and later on transcribed into written text 

(Kvale & Brinkmann, 2009). The translation, when needed, has been done by me. When 

contacting teachers, I made sure to let them know they did not in any way have to be 

experts on the matter. To have worked with dystopian literature in their classrooms a 

couple of times was enough. The study itself investigated the different approaches the 

interviewed teachers had to using dystopian literature. During the procedure, the four 

ethical principles stipulated by the Swedish Research Council were put into consideration. 

The four principles are: the information requirement, the responsibility to inform the 

interviewees of the purpose of the research. The consent requirement, meaning the 

interviewees have to consent to being interviewed. The confidentiality requirement, 

meaning personal information of the interviewees are not shared with the public. The 

fourth principle is the requirement of use, meaning the information gathered through the 

interviews is only meant to be used for this specific project (Vetenskapsrådet, 2002).  

Structure of Method 
The interviews were semi-structured, meaning I as the interviewer had a list of questions 

prepared in an interview guide. The questions were open ended as to encourage the 

teachers to develop and motivate their answers (Hellmark, 1997; Wray & Bloomer, 2013), 

as well as create the opportunity for flexibility within the order the questions were asked 

(King & Horrocks, 2010). This means that during the interview, the questions may not 

have followed in the same order as listed in the interview guide and some questions that 

are not listed at all might be asked if it was appropriate to the conversation held during the 
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interview. This allows for the interviews to become less rigid, as the respondents were 

asked the same questions, but were able to formulate individual and personal responses 

(Hartman, 2004).  The intention of this sort of structure is not to get an answer to every 

single prepared question, but to get an “understanding of events and patterns” (Bryman, 

2015, p.471). This allows “room to pursue topics of particular interest to the [teachers]” 

(Leidner, 1993, p.238). This makes the interview more flexible and allows for any relevant 

topics and patterns that may appear to be further discussed and explored. The 

aforementioned interview questions were created with the aim and research questions in 

mind without the intention of being partial. The interviewees are to stay anonymous and 

thus their names will not be revealed within this text. I have however assigned them 

different pseudonyms so as to make it easier to separate and discuss them and their 

methods. (Bryman, 2015). These names are listed in the section results. 

The answers given in the interviews will be further discussed, compared and analysed as 

well as put into the perspective of the aim and research questions. I will also take previous 

studies of the topic of dystopian literature in the classroom, as well as the core content 

English EFL syllabus, into account and base substantial parts of my discussion of the 

relevancy found within them.  

 

Results  

In this section, the aim is to present the results as generated by the analysis of the 

interviews conducted. This information will, further on, be analysed and discussed. The 

results from the interviews held have been parted into three different categories, based on 

the aims and research questions of this project. The first category is aims and intentions, 

the second is teaching process and strategies, the third is grading and assessment.  

 

As previously mentioned, the teachers will not me mentioned by name, and thus each one 

of them have been given a pseudonym; Anna, Berit, Carl, Disa, Filip, Gun, and Helena. 

Anna has been teaching for over thirty years. She is currently teaching at the Natural 

science program, but has previous experience of working with most of the programs 

currently available. Berit has been a teacher for seven years. She has worked with both 

vocational as well as theoretical programs. Carl has been actively teaching for seven years, 

as well. He has taught the Natural science program, the Social science program and the IB 

program. Disa has been working as a teacher for thirteen years, having taught at a very 
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wide range of programs, and is currently teaching the introduction program. Filip has been 

working as a teacher for roughly twenty years. He has mainly been working with the 

Humanities program. Gun has taught for twenty-three years, with experience working with 

most programs available. Helena has taught for thirteen years. She has mainly taught at the 

vocational programs. All teachers interviewed, with the exception of Helena and Disa, 

have worked with dystopian fiction in their English 7 Groups. Disa has taught dystopian 

texts to her English 5 group, and Helena to her English 6 group. 

Aims and Intentions  

This segment is meant to account for the intentions of the usage of dystopian literature in 

the classroom as expressed by the interviewed teachers. Overall, evidence from the 

interviews conducted shows that their aims were not too dissimilar from each other. One 

aim with using dystopian literature all teachers seemed to agree on was their common 

intention of trying to make reading more interesting for their students. Helena described it 

as follows: 

 

The aim was probably one; to get them to read something that is pretty interesting, 

and two; there are a lot of characters to discuss within it […] I needed something 

with a bit of action in it. So that’s why I chose to work with that book [The Maze 

Runner by James Dashner, 2009] (Helena)  

 

By choosing literature, and specifically a literary genre, that would appeal to their students, 

all the teachers aimed to create a more enjoyable experience in working with literature. 

Gun, Helena and especially Filip, mentioned specifically that the futuristic and action 

aspects of dystopian literature are what might engage their students in their reading. Disa 

acknowledged that, in general, it is difficult to find literary subjects and themes that meet 

every student’s interest. Therefor, she further claimed, she tended to turn to dystopian 

literature, as it often portrays situations and characters which a majority of her students 

could find interest in. Gun acknowledged that her reasons as to why she frequently used 

dystopian literature were due to its current popularity among young adults. She further 

explained that the tries to pay attention to current literary trends and bring them into the 

classroom, in order to motivate her students to read.  
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Another common aim expressed by the respondents was to encourage critical thinking in 

their students with the help of employing dystopian literature in their classrooms:  

 

Well, I want to make them think. That's really it. […] The way the world works and 

there is no right and wrong, […] I just want them to share their thoughts and to, I 

guess, see things from different perspectives (Carl). 

 

Specifically, Carl, Filip, Helena and Anna want the students to be able to relate what they 

read in the texts to their own lives and situations. Furthermore, as explicitly mentioned by 

Filip, they want to encourage critical thinking by encouraging the students to think about 

social issues they met directly or indirectly in the texts. While Anna seemed to overall have 

a similar attitude towards the aim of encouraging critical thinking, she seemed to want to 

take her students one step further. She explained the questions that she posed to her 

students to be of a somewhat philosophical quality. She wanted her students to find out and 

discuss the nature of human beings and to see connections between the past and the future 

in the literature they read and in the world we live in today. Filip, on the other hand, tends 

to, with his students, discuss the question of whether the texts carry specific messages or 

implications to the reader, and what they could be. Additionally there were mentions, made 

by Helena, of this specific aim being a part of the teaching process as it is a part of the core 

content in the syllabus for the English course in upper secondary school. 

 

Other aims mentioned frequently, that are also connected to the syllabus, include the 

practicing of students’ oral abilities and reading comprehension. Disa discussed these 

abilities as being important to develop through the reading of dystopian literature, as it 

applies to all students, independent of their level of speech or comprehension: 

 

I think it is a very good ground to have discussions […] it's hard sometimes to find 

something that would fit everyone […] Because you have students that read on E-

level and A-level and when you have open questions like that you reach all of them. 

[…] My aim is for everyone to be able to show their level [of comprehension of 

English] (Disa). 

 

Disa further motivates that due to the different levels of English among her students, she 

tends to let her students know early in the reading modules what abilities she needs them to 
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practice during the time of working with the texts. She will subsequently assess those 

abilities in a way that is as individually tailored as possible. Anna and Helena further 

explicitly discussed the practicing of reading and speaking abilities as being an important 

part in their teaching of dystopian literature. Helena motivates this as being an important 

element during lectures, as it is mostly part of later assessments. Anna explained her way 

of prioritising the practicing of these abilities to be important in the process of her students 

understanding the texts. She encourages her students to orally discuss pre-prepared 

questions, posed by herself, that are closely connected to the texts. She argues that in order 

to understand, they have to process, and that is to be done through discussions.  

 

Specific aims that are related to the syllabus were not frequently discussed by all of the 

teachers during the interview. However in such contexts as accounted for above, there was 

an indicator of the syllabus being at least somewhat important when considering why 

dystopian literature could be useful as a teaching tool. Though the syllabus was rarely 

mentioned, it was clearly involved in the process. As shown above, the intentions with 

using dystopian literature was to let the students work with material that is both interesting 

to them and encourages their interest for reading, yet still lets them practice important 

abilities.  

Teaching Process and Strategies 

This part accounts for the teachers’ accounts of in which ways they tend to employ 

dystopian literature in their classrooms and how the teaching itself is carried out. All of the 

teachers tended to work with a dystopian novel or theme over the course of four to six 

weeks, which would conclude with an examination. When asked what types of materials 

they tend to use when working with the dystopian genre, the most frequent answer was 

either novels or short stories. However, the teachers were not opposed to including films 

and You Tube clips in their teaching. Films and clips seemed particularly popular to use if 

they were screen adaptation of the novel that was planned on being used during the 

lectures. Disa discussed the usage of films. And on some occasions, film trailers were used 

as an introduction to the dystopian texts the students were to work with later on. 

 

And then sometimes I feel like it's a good way to show them the movie, if there is a 

movie. Show the movies first so they get sort of a picture of who is the audience for 

the trailer of the movie (Disa) 
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Disa argued for the importance of giving the students a context for the material and themes 

they were to work with, so as to make the transition from one subject area to another as 

smooth as possible. She motivated this with it being useful since her students transition 

between a number of different subjects during the school day, so to make sure they could 

remember the theme of her class she needed something to refer her students to further on 

that would easily trigger the students’ memories of the subject matter. Gun explained that 

her usage of films mostly concerned newer material, as many of her current students 

already have seen older films that take place in dystopian societies. She further claims that 

she likes to keep the material the students interact with “fresh and interesting” (Gun). Filip 

and Berit use films mainly as a complement to the novels and text that their students work 

with. Filip exemplifies this with his working with The Handmaid’s Tale (Atwood, 1985) as 

the main text, complemented with scenes from the corresponding TV-series. Berit claims 

to use films that do not necessarily have to be adaptations of the text her student work with. 

However, she prefers the films to be of the same category or theme as the texts, in this case 

they would have to be of a dystopian kind. The subject of the usage of different kinds of 

sources to teach dystopian literature is thus something the teachers potentially, and as 

shown, could be creative with.  

 

Another aspect of where creativity might be involved is the incorporation of dystopian 

literature into larger, dystopian themed, projects. Two of the respondents, Berit and Carl, 

reported on focusing on dystopian themes within literary projects in their classrooms. Both 

projects contained dystopian themes that were explored in literature over the course of a 

couple of weeks. Berit’s theme is focused on zombies. The theme also included a historical 

aspect of the subject, which would serve as something that provided context to the subject 

itself. She discussed her ideas of starting with introducing the origin stories of how 

zombies came to be, and how they came to be imported from its supposed birthplace in 

Western Africa to America. The historical introduction is concluded with how the stories 

and concepts of zombies finally took over Hollywood. The texts included in the theme are 

typically shorter stories or excerpts of longer texts, such as an English translation of Selma 

Lagerlöf’s Herr Arne’s Hoard (1904), as well as The Road by Alfred A. Knopf (2006). 

Berit also mentioned a frequent use of excerpts from the Bible that would mention 

foretellings of grim futures. Unlike Berit, Carl’s theme shifted during the course of the 

dystopian project.  
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We look at Good and Evil, which is one of the themes, and the dark side of the 

human mind. So pretty rough themes I guess, but very interesting. And then we 

discuss what makes you good and what makes you evil. And we look at different 

perspectives; we look at the dark side of the human mind and what that means. And 

then we have [read] Those Who Walk Away from Omelas [Ursula Le Guin, 1973] 

(Carl, translation mine).  

 

Carl describes the use of different themes as being beneficial for the project as they 

provide some nuance to his lectures. Furthermore they allow some flexibility for the 

reading materials used, as he confessed on not always using the same texts every time the 

theme is employed. Something that can be considered worth noting in this instance is that 

some of the literature used in both of the teachers’ classrooms during the project may not 

necessarily be regarded as strictly dystopian.  Examples of this are texts by Lagerlöf and 

from the Bible, as well as Those Who Walk Away from Omelas (Le Guin, 1973). Both 

teachers, however, reported on challenging the students to think critically on and ask 

questions about what they were reading and find different themes, such as a dystopian 

theme, within the texts. This would, according to Carl and Berit contribute to students 

practicing their critical and flexible thinking that concerned written texts.  

 

Practicing critical thinking through working with discussions was a method all teachers 

interviewed seemed to favour, both directly and implied, when teaching dystopian 

literature. Carl, Helena, Filip and Disa approached this through having discussions in 

smaller groups with the occasional discussion set in whole-class situations. Other ways in 

which students were encouraged to think critically were through weekly book talks, four-

corner exercises and keeping journals where the students were asked to answer questions 

related to the text. Carl reported on starting his working with dystopian literature with a 

discussion on the differences between utopian and dystopian societies. He explained 

further that he lets his students read a dystopian text and after some time has passed he 

instructs them to discuss in smaller groups and think for themselves about what they have 

read. Carl shared his desire to always encourage his student to think and question the texts. 

He would pose questions such as: “Is the author reliable? Can we trust the people we meet? 

What themes do we find in this particular passage?” (Carl). He explained that this has 

worked well in helping to build up and practice his students’ critical and independent 
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thinking abilities. Filip’s approach proved to be slightly narrower, compared to Carl. This 

was necessary since he lets his students read different texts, and not a single one for the 

whole class. Filip works with his students’ critical thinking abilities through the use of 

discussions about mainly the plot and characters.  

 
I usually have groups of people who have read the same book if I can because that 

makes for better discussions […] we can discuss things like story and plot for 

example. But then also we need to think about, of course, scenes .We need to think 

about what the story wants to say and things are up for interpretation […] And 

alongside that they have the possibility to write things [in a journal] that they think 

about. That they personally react on (Filip). 
 

Filip explains that the journal is meant to be an aid to his students in the process of 

understanding and interacting with the content of the texts, as well as being of help for the 

students when studying for their assessment. He claims it is important for students to 

receive the opportunity to both work by themselves and in groups, but the students 

themselves seem to prefer small group discussions when considering the question he poses 

during lectures. Helena reports her methods to be even more collaborative. She assigns 

groups of students that are to have discussions together whilst they work with the 

dystopian texts. Helena further assigns each individual an area of responsibility for each 

time the group meets. These areas could be finding difficult vocabulary, observation of 

characters, or illustrating a scene. This would help the students to critically reflect on the 

text from different perspectives. They have to consider what they read and why they think 

the plot develops the way it does. Helena also proposes the idea of having a common 

journal in the group, although this method has not yet been tried. Disa employs mind maps 

in her discussions. In small groups, the students get to discuss political and social issues 

they find in the texts. The intention was to practice the ability to compare the fictional plot 

to the real world they live in. She reported on there sometimes being students who 

somewhat noticeably develop abilities to compare and contrast, as well as being able to 

communicate their spotting of potential developments in the current world, based on their 

work with the texts. Overall, it seemed important to Disa, Helena, Filip and Carl to 

encourage discussions where students were engaged and were able to work both 

collaboratively and independently with questions posed during the lectures. Lastly, as 
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shown above, there are some clear patterns in how teachers work with dystopian literature 

in the classrooms, both in choice of material and teaching strategies.  

 
 

Examination and Assessment  
In this final part of the results section, the methods for ways to assess students’ work with 

dystopian literature will be accounted for. The reason as to why assessment should be 

considered relevant as a contributing part to the results of this specific project is due to its 

connection to the method of teaching. An example of this is, as previously mentioned, 

Helena’s method of letting her aim and method of teaching be influenced by what she 

intends to assess. Specifically, if part of the purpose of the assessment is to test the 

students’ oral abilities, then she will incorporate oral practice in her teaching of the subject 

matter. The ways in which teachers may assess when working with dystopian literature are 

connected to the overall use of the literary genre in general and can reflect how the 

teaching process itself has been carried out, as shown in the case of Helena. According to 

the respondents, examinations were often carried out through oral assessment. This often 

occurred in smaller group settings where, in all cases, certain weight was placed on 

students’ performance in speaking English as well as their analytical and critical thinking 

abilities.  Anna assigns the individuals in each group a time limit. She explains however, 

that the reason is not because the students struggle to have something to say about the text, 

or that their presentation are uninteresting, the case is rather the opposite, but because of 

the limited time she has per class.  

 

[w]e keep small groups in class where I sit down with maybe three or four students at 

a time. […] I tell them that your presentation is roughly 7 minutes, and try not to 

keep it longer than 10 minutes. […] I'm not stopping them if I find it [the discussion] 

interesting. And then you need to have your feedback and ask the others how they 

like the story being presented to them […], so I grade their English and I also grade 

their analyses of the short story (Anna). 

 

Just like Anna, Gun prefers time limits on her groups in order to be able to have time for 

every individual student. Her students also get to give feedback to their peers and explain 

what they thought was interesting with their presentations and why. Filip has an approach 

that differs slightly from other teachers in that the questions he poses in his assessment 
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cannot always be prepared for by only reading the book. The students also have to have 

been active during class and learn the ways of critical thinking around the texts. He 

explains that this keeps the students on their toes and is good practice for their abilities to 

communicate ideas that might be considered a little abstract. The reason as to why 

respondents preferred smaller groups was primarily due to the familiarity created by 

having fewer people in the group and the way it made students feel more comfortable in 

sharing their thoughts and discuss the contents of the texts, which made the stress of the 

examination process slightly easier for the students. This seemed especially important to 

Anna, who thoroughly expressed her wish to create a safe space for learning.  

 

Only Carl, Disa and Berit tended to use both oral as well as written examinations. The 

most occurring contributing factor to this seemed to be a willingness to be flexible in order 

to fit the students’ current needs. Carl in particular mentioned that his decision on whether 

he would choose oral or written examination largely depended on his students’ preference 

as a group. Disa developed her thoughts more in depth on being able to cater to students’ 

individual needs: 

 

[w]hen they've had the literature at the end of the [school year] I may say to the 

students that I want you to present this orally because I have seen too little of you 

with that. I want you to make a writing about this because I need to see you writing 

more. […] I always have that students should be able to both in writing and reading 

show their knowledge or their abilities. Because some students are... have a better 

chance to express themselves in writing and others in speaking. So I want to give 

them both those opportunities. Because if they lack in writing they can show in 

speaking (Disa).  

 

To summarize, when working with assessment, there is a strong, though not completely 

overwhelming, preference for oral examinations. Specifically teachers seem to prefer 

assessing through testing their students’ critical thinking and reflection abilities , as well as 

their level of oral expression. Within the implementation of dystopian literature in the 

classroom there seems to be a tendency to be consistent in the overlapping of method and 

assessment as there is a tendency to preference the development of oral abilities.  
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Discussion 
The aim of this study was to explore and analyse teachers’ method of using dystopian 

literature, as well as the aim of including such literature in the classroom. In this final part 

of the essay, the findings of the results section will be discussed. This section will conclude 

with a short passage where potential future research is contemplated. 

 

As previously mentioned, the results of the study have been compared and contrasted in 

order to recognize patterns in teachers’ behaviour regarding the use of dystopian literature 

in their lectures. Overall, there seems to be a tendency among teachers to be concerned 

with creating a space for learning that will support and be available to all kinds of students, 

independent of what level they are on, both through different methods of learning in class 

as well as varied examination methods of dystopian literature. The aspect of providing 

support and to create a safe space for learning, as indicated by all of the teachers during the 

interview, is also something recognized by Ames (2018) as being of significant importance 

in order to benefit learners. 

 

When asked about the material used during lectures, the majority of the teacher 

interviewed preferred to use a variation of written texts and films. Filip explicitly mentions 

his using of both the text version as well as the TV-series adaptation of Atwood’s The 

Handmaid’s Tale (1985) in his classroom. The motivation for this could be interpreted as it 

being a good provider for variation when teaching to make the process more enjoyable, 

something both teachers and student might enjoy. Written sources were something all 

teachers interviewed used. An interesting aspect of the chosen texts worth noting is that 

some teachers use novels and short stories that might not be regarded as obviously 

dystopian. This can be interpreted as an attempt at encouraging students to analyse texts 

and find themes and characteristics from other genres that may be discovered by reading 

between the lines, which in turn encourages independent and critical thinking. McKay 

(1982) and Harmer (2013) both argued for the importance of choosing the right material in 

order to be successful in teaching. If the materials provided correspond to students’ level of 

comprehension as well as their general interests, a teacher might have a greater chance at 

helping develop their students’ language abilities. Harmer’s ideas in particular were 

recognized in the indicated pattern of the interviewees: the material should be aimed at 

generating engaged students. 
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Other methods mentioned by the respondents to be a prominent element used when 

teaching were oral discussions in groups. This corresponds to Ames (2018) who, as 

previously mentioned, argues for students’ benefitting from having discussions in safe 

environments to benefit students’ development. The aim of wanting to create safe 

environments for discussions is something that seems to be an implied priority of the 

interviewed teachers, more notably so by Anna and Filip. Themes discussed were both of 

the texts themselves, but also of the world we live in using the context of the dystopian 

themes found in the texts used. Another method that seemed to reoccur among the 

interviewed teachers was the use of journals and book talks that later on would aid the 

student in their assessment. All of the methods mentioned have, arguably, properties in 

common that encourage promoting students’ critical thinking, discussion and 

communication abilities. The implied discussion of themes that student are able relate to is, 

as mentioned by Hintz (2002), an element that is encouraging towards students’ 

understanding of social and political ideas. Such ideas might be difficult to grasp in other 

non-classroom related settings. This correlates to the overall aim of making discussions an 

integral method of teaching dystopian literature. Further, this is something that seemed like 

an important part of teaching for the respondents. 

 

In the context of assessment, results show that almost every teacher is open to use both oral 

and written assessment methods. This was motivated by stating that the method depended 

on what the class needed at the time of assessment, that every class was different. This 

indicates a want to prioritize flexibility in favour of helping students, instead of constantly 

operating by a set structure, and promote their English learning in a way that acknowledges 

the individuals. This can be directly drawn to the curriculum’s (Skolverket, 2013) 

mentioning of working actively with a democratic approach. This in order to set an 

example and to show that students’ individuality matters and should be respected. In some 

cases, for example Disa’s, the examination process could be related to the individual’s 

responsibility, which is also discussed as an important component to teach to upper 

secondary students.  

 

According to the results presented above, the aim of using dystopian literature does vary 

significantly between the teachers interviewed. However some teachers have some aspects 

of their teaching in common. Most of the respondents, with the exception of Carl, 
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mentioned both implicitly and explicitly that one of the reasons as to why specifically 

dystopian texts are used is to activate the students’ interest in reading. It was explicitly 

mentioned that the element of action found in some dystopian literature was attractive to 

some students who may not normally enjoy reading. This indicates an inclination to cater 

to students’ specific interests, independent of whether they normally would enjoy reading 

in or outside of class. Catering to students’ interest is something that might increase active 

involvement, however as students, according to the English syllabus (Skolverket, 2011), 

are meant to be introduced to a multitude of different sorts of literature and genres, this 

means that realistically not every student’s individual interest can be met. Harmer (2013) 

mentions the provocation of students’ interest by the choice of literature to be of 

considerable relevancy. Thus when students are allowed to engage with material that is 

enjoyable and relevant to them, they tend to be active out of genuine interest, and not 

simply out of duty or necessity.  

 

Ames (2013), and Wilkinson (2010) argued for dystopian literature to be of aid in the 

process of developing analytical and independent thinking abilities. These abilities are also 

mentioned in the English syllabus to be of significance for the students to develop 

(Skolverket, 2011). This is something that is echoed more or less explicitly in all of the 

interviews. It was clearly mentioned by the teachers that critical thinking is a prominent 

reason as to why they use dystopian literature. There are a multitude of aspects and themes 

to explore and discuss, according to Filip and Anna. There are themes that correspond to 

students’ own experience of society, as well as some that differ greatly from the reality 

they are used to. The futuristic elements, as favoured by primarily Filip, allow for both 

imaginative and critical discord among students of what life potentially can become to 

resemble.  

 

Being presented with a version of reality that is somewhat more relatable to students’ 

current lives might be considered more preferable than an arguably abstract version of a 

potential future that is difficult to envision. Therefor, having something to relate to, which 

was of importance to all teachers asked, makes the process of determining of whether such 

events as described in the dystopian literature are plausible or not. This is a way in which 

critical thinking and analysing abilities might be practiced through the use of dystopian 

futuristic texts. Moreover, the futuristic elements found in the dystopian genre allow for 

imaginative and creative speculations among students regarding their own future, as well 
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as the future of society. Through the explorations of themes such as social and political 

situation that are somewhat different from, or a heightened version of, the students’ own, 

they might, according to Ames (2013) and Simmons (2012), develop an interest of being 

engaged in political and democratic matters found in their own contexts and communities. 

This is, as mentioned, something highly endorsed by the curriculum (Skolverket, 2013). By 

involving critical thinking as an aim for teaching dystopian literature, Lundahl (2012) 

mentions that students may develop the ability to not only question, but to think one step 

ahead and predict the outcome of certain actions taken by characters in the plot. This 

develops the students’ minds in not only a critical thinking context, they also develop 

flexibility in their ways of thinking, as suggested by Goldsmith (2016). This aim at 

flexibility of thought was something Carl in particular discussed as being of importance. In 

connection to the aim of letting students develop their critical thinking abilities through the 

usage of themes found in dystopian literature, Wilkinson (2010) discusses the possibilities 

of understanding the context they live in on a deeper level. She further mentions that this in 

turn might help develop students into individuals who treat each other and others better 

than their forefathers. Glasgow (2001) advocates for dystopian literature being an 

important part in not only independent thinking, but also in developing onto beings that 

find social justice important in our society. Glasgow’s (2001) claim connects back to the 

importance of choosing material that appeals to Upper secondary learners.  This could be 

regarded as perhaps the most important result of aiming for improved thinking abilities, to 

make the next generation, and thus society, a better place to live in and among.  

 

As for further exploration of this area, the quantity of interviews could be one area to 

increase in order to create a more accurate account for how dystopian literature is used. A 

follow up of interviews through classroom observations is another possible way in which 

to further explore the usage of this sort of literature. Another interesting aspect would be to 

consider different genres of literature and whether the usage of particular genres are used 

differently than others. Such an exploration of the subject, however, might need 

significantly more time, compared to what has been assigned to this project. 
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General questions: 

• What groups of students do you teach? From what programs? 

• For how long have you taught at your current school? 

• Have you taught at different programs? 

 
Background:  

• What sorts of dystopian texts have you used?  

• Are there any specific reasons as to why you chose to work with dystopian 

literature? 

• Did you have any prior expectations before using dystopian texts as a teaching 

tool? 

• What were your intended aims with using the texts you chose? Any connections to 

the English syllabus? 

• How did you find the overall experience? 

 

Time frame and teaching process: 

• Over how long time did you work with your text? Were there different time frames 

for different texts? 

• How did you and your students work with the text?  

• Were there any assignments and/or tests connected?  

• What would a typical lesson look like when working with the texts? 

 

Feedback and reflection:  

• Do you encounter any difficulties with using dystopian literature in the sense that 

your students have English as their second language? For example: comprehension 

difficulties of the text, as some texts might be a bit older and thus uses slightly 

different language compared to 21st century literature. 

• Do you think that it is a good idea in general to use dystopian literature, or do you 

prefer other genres of literature? 

• Did you receive any feedback from your students?  

• Would you do anything within the process of working with dystopian literature 

differently? 
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