
31

språkdidaktik: researching language teaching and learning

2
LITERATURE TEACHING AND LEARNING: AN OVERVIEW

Anette Svensson 

Literature teaching and learning – a part of language teaching and 
learning?
Is literature teaching and learning a part of language teaching and learning? This question 
can be answered with both yes and no, which is why this is a complicated question - one 
that gives rise to a historic overview of the field. (Comparative) literature in the language 
subjects (e.g. Swedish, English, Spanish, French, German) taught in the Swedish education 
system, is often used as a means to learn the language, its grammar, structure and form. 
However, literature (fiction) may also be used as a form of art with educational values besides 
the linguistic aspect. When literature is used for language proficiency, it is connected to the 
theoretical and methodical research field of language teaching and learning. However, when 
literature is used for cultural studies or when it is used as a form of art, literature teaching 
and learning can be seen as separated from language teaching and learning. This division is 
necessary in order to establish the relationship between literature teaching and learning and 
language teaching and learning, but in a teaching situation, the various purposes for using 
literature are often combined. Literature teaching and learning may thus be considered as a 
relevant part of language teaching and learning despite its double affiliation.

In Sweden, all aspects of language learning are divided into sub-categories such as: grammar, 
language history, phonetics, cultural studies and literature. Whilst comparative literature is 
viewed as an academic subject on its own, it is also a school subject forming part of the broad 
subject area of Swedish. Except for the subjects of Comparative Literature and Swedish, all 
other language subjects at university level have combined the linguistic and literary topics. 
With this in mind, this historic overview places general literature teaching and learning and 
the subject of Swedish at the centre of the discussion. 

Literature teaching and learning is a fairly new field of research in Swedish academia. The 
two parts that make up this research field, comparative literature and pedagogy, are, however, 
much older, since they became university subjects in the beginning of the 20th century. 
Comparative Literature is placed academically in the humanities, while pedagogy is placed in 
the social sciences, so there is a question of belonging that lies within the subject of literature 
teaching and learning itself. 

In 1977, the teacher education programme in Sweden became university-based and the 
subject of education science was divided into two parts: a general part in education science 
and a specific part in subject method, a part that was later developed into subject didactics 
(or subject teaching and learning) (Degerman, 2012: 65-66). Similarly, the school subject of 
Swedish has gone through various changes since its establishment in the middle of the 19th 
century, and during these changes, one can see that it has been treated as a language subject 
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to a greater or lesser extent supported by the study of literature rather than a literature and 
education subject (Thavenius, 1999: 8). Even if the topics that make up the subject area of 
Swedish have shifted over time, literature, comparative literature, or the study of fictional 
texts, has in one way or another been part of the subject area of Swedish and thus been 
included in the study of other languages which may be taught in Swedish schools. Literature 
teaching and learning focuses on the teaching of comparative literature in Swedish and other 
languages taught in the school or at university level. As such, Degerman (2012) argues that it 
is highly connected to the teaching and/or classroom situation 

This chapter aims to give a historic overview of the field of literature teaching and learning 
with a primary focus on the subject of Swedish and a secondary focus on other languages 
as related areas of study. First, the theoretical influences on this academic research field will 
be presented. Second, a Swedish contribution to the field of literature teaching and learning 
will be emphasised. Third, postmodern theoretical influences on the field will be explored. 
Finally, the three aspects of current issues in the field of literature teaching and learning, the 
teaching of literature, text selection and multimodal texts, will be discussed.

Theoretical influences on literature teaching and learning
This historical overview of the field of literature teaching and learning begins with the 
modernist era, the time at the end of the 19th century when a focus in society at large 
was placed on people’s abilities to create, improve and alter their surroundings through 
experiments, science and technology. An aim of research at this time was to promote progress 
and reach a high level of awareness in the development process. 

During this time, Lev Vygotsky (1896-1934), the Russian philosopher, prominent in 
developmental psychology, cognition research and pedagogy, formed ideas that have been 
very influential in the field of teaching and learning in general. Quite differently from Jean 
Piaget (1896-1980), who was a leading biologist, researcher in pedagogy and founder of the 
genetic epistemology, Vygotsky promoted a socio-cultural learning perspective. While Piaget 
discussed the child’s cognitive development as biologically determined and emphasised the 
significance of not accelerating the development stages during which the child acquires 
knowledge, but instead adapting exercises to the stage where it is situated (Mays, 1997: 7), 
Vygotsky focused on the social context in which a child is brought up and discussed what 
impact the surrounding people have on a child’s development. Instead of regarding intellect 
as dependent on strictly biological influences, a child’s development is carried out in relation 
to other people (for example, parents and teachers) (Vygotsky, 1998: 203). The socio-cultural 
perspective of a child’s learning process is as relevant to literature teaching and learning as it 
is to any didactic research field.

From Vygotsky’s ideas and research, a wave of socio-cultural and constructivist research ideas 
followed in the United States and Europe that also reached Sweden (Arfwedson, 2006: 7). 
As a theoretical movement, constructivism aims to explain how knowledge is constructed. 
Originating in cognitive psychology and biology, it focuses on the significance of experience, 
since new knowledge is constructed when information comes into contact with existing 
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knowledge (Murphy, 1997). Constructivism has not only influenced literature teaching 
and learning, but rather the more general field of teaching and learning in which literature 
teaching and learning is a part.  

Another big influence that more specifically has had an effect on the research field of literature 
teaching and learning is new criticism, a theoretical approach inspired from the natural 
sciences that was developed in the 1920s-1950s (Arfwedson, 2006: 19). This approach aimed 
to exclude historic and cultural contexts as well as features such as readers’ responses and 
authors’ intentions. An effect that new criticism has contributed to the fields of comparative 
literature and literature teaching and learning is the method of close-reading, the intense and 
careful study of the text (Arfwedson, 2006 19). Another effect of new criticism is the view 
that form, style and literary technique, contribute to the meaning of the texts. It is a formalist 
theory that can also be related to the Russian formalist tradition focusing on specialist areas 
such as narratology, semiotics, and style (Arfwedson, 2006: 19).

One of the biggest influences in the field of literature teaching and learning is reader-response 
theory, which focuses predominantly on the reader’s role in and experiences of the reading 
process (Norling, 2009:37). Using this perspective, the reader is seen as the interpreter of the 
text in which he or she creates his or her own story or performance (Norling, 2009: 37). What 
the text means to the reader is of more significance than what the writer could have meant by 
writing it (Norling, 2009: 37). This acceptance of the reader’s agency opposes the formalist, 
new criticism theory where the reader’s role is disregarded in favour of the text; only that 
which is found within the text should be used to create meaning. Instead, reader-response 
theory brings in the psychology of the reader as a significant contributor to the meaning-
making process (Norling, 2009: 37). 

There are several researchers who have been influential within the field of reader-response 
theories, but this overview will focus on two of the most influential, Louise Rosenblatt (1904-
2005) and Wolfgang Iser (1926-2007), and their impact on the field of literature teaching 
and learning. Rosenblatt (1995: xvi) sees reading as a transaction between reader and text and 
states that each transaction is unique: 

The reader brings to the work personality traits, memories of past events, 
present needs and preoccupations, a particular mood of the moment, and a 
particular physical condition. These and many other elements in a never-to-be-
duplicated combination determine his response to the peculiar contribution 
of the text. (Rosenblatt 1995:30) 

Meaning is not found either in the text or the reader separately, but in the dynamic interaction 
between the two (Rosenblatt, 1995: xvi). Her biggest contribution to the reader-response 
theory is found in her seminal text Literature as Exploration published in 1938, in which 
she uses the illustration of a continuum from aesthetic reading (reading solely for pleasure) 
to efferent reading (reading solely for meaning) in which all reading transactions can be 
placed (Rosenblatt, 1995: 292-94). She argues that the reader brings his or her individual 
background, knowledge, expectations and context into these transactions and claims that 



34

Anette Svensson

‘any interpretation is an event occurring at a particular time in a particular social or cultural 
context’ (Rosenblatt, 1995: 295). This contextualising view is a key aspect that is brought out 
in reader-response theory. Several of the reader-response theorists, Rosenblatt included, focus 
on how fictional texts are taught in schools and how, in that pedagogic context, the reader is 
often exchanged for the position of the student (Arfwedson, 2006: 20). Thus, reader-response 
theory uses the socio-cultural perspective of learning established by Vygotsky.

Iser (1987) also draws upon the relationship between reader and text as he emphasizes specific 
features in the text that force the reader to draw certain conclusions or steer his or her attention 
in certain directions. He emphasizes how ‘empty spaces’, gaps or ellipses are features where 
the reader is forced to develop strategies or interpretations and to add elements to the text 
(Arfwedson, 2006: 20). The realisations the reader experiences are thus determined by the 
context (Van Imschoot, 2005). Besides focussing on the actual reader, Iser argues that the text 
itself provides an implied reader, a literary position that exists in the contact between (con)
text and reader (Van Imschoot, 2005). As such, the implied reader is a hypothetical, and/or 
ideal reader whom the text addresses. These reader-response theories by Iser and Rosenblatt 
have had a huge impact on the teaching of (comparative) literature and thus also on the broad 
field literature teaching and learning.

A Swedish contribution to the field of literature teaching and learning
Significant for research in the field of literature teaching and learning in Sweden and abroad is 
Pedagogiska gruppen at Lund university where Lars-Göran Malmgren was an active member. 
The group, which was very successful in their work on language and literature education, was 
founded in the late 1970s at a time when the university subject of didactics became recognised 
as a distinct discipline, when fenomenography gained influence in pedagogical research, and 
when the teacher education programme was integrated into the universities (Degerman, 
2012: 91). The group’s ambition has been to provide research that is useful for teachers, 
and since their research is often very close to the learning process, the school context, the 
classroom situation, the teacher’s role, the student’s role, the teacher education programme, 
teacher trainers, and other associated areas, their approach to literature teaching and learning 
is closely connected to teaching methods and learning theories (Arfwedson, 2006: 7). In 
Sweden, the research field of literature teaching and learning has sprung out of a dichotomy 
between the two theoretical fields of literature pedagogy [litteraturpedagogik] and literature 
science [litteraturvetenskap] (Degerman, 2012: 92). Hence, the dualism between theory 
and practice is a corner stone in the new literature teaching and learning field developed in 
Sweden during the 1980s.

Postmodern theoretical influences on literature teaching and learning
The postmodern era represents a time when the impossibility of total objectivity in scientific 
theories and methods is accepted and the idea of absolute truths and objectivity is criticised 
(Best & Kellner, 1991: 1). Postmodern theories focus on how theories and methods cannot be 
separated from their contexts and the researcher’s own persona (including such aspects as their 
ideas, ideals and positioning). As a result, there is a different focus in the field of literature 
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teaching and learning based on postmodernist influences. Given that postmodern theories 
now question new criticism as well as reader-response theories, there is a new interest for the 
socio-cultural contexts in which the reader is situated. Hargreaves (1994: 262), a researcher 
in education, discusses the changes brought by the postmodern society and its effects on 
literature teaching and learning, taking the position of teachers as a point of departure: “The 
rules of the world are changing. It is time for the rules of teaching and teachers’ work to 
change with them”. Postmodern influences in general as well as in the literature teaching 
and learning field are not only a questioning of absolute values and a critique of previous 
and contemporary research, but also a combination of literary theory with cognitive theory, 
anthropology or discourse analysis, a focus on deconstruction and gender, and a closer focus 
on practical teaching and learning situations (Best & Kellner, 1991). 

The questioning of, and new interest in, reader-response theories make them the focus of many 
theorists working with literature teaching and learning today. Two currently highly influential 
scholars in the field of literature teaching and learning who focus on reader-response in their 
analyses of the reading process are Kathleen McCormick and Judith A. Langer. McCormick 
has made significant contributions to the research field primarily through her book The 
Culture of Reading and the Teaching of English published in 1994, where she focuses on the 
context in which a reading takes place. She argues: ‘Reading is never just an individual, 
subjective experience’ (McCormick, 1994: 69). Reading is an interactive activity and her 
interactive model of reading stresses that “both the readers and text contribute to the reading 
process” and “both texts and readers are themselves ideologically situated” (McCormick, 
1994: 69). McCormick further discusses two aspects that she describes as literary ideology, 
meaning everything that relates to the text, and general ideology, meaning all other non-
literary matters (McCormick, 1994: 70). She refers to a text’s appropriation of ideology as 
its repertoire. Hence, a text’s literary repertoire includes such aspects as, for example: form, 
plot, characterization, and metrical pattern (McCormick, 1994: 70). The general repertoire, 
then, includes aspects such as the dominant moral ideas, values, religious beliefs and so on 
that are found in the text (McCormick, 1994: 70). These repertoires are not only connected 
to the text, but also to the reader. Readers appropriate their own repertoires that are literary, 
for example, assumptions and beliefs about literature, their previous literary experiences, 
their strategies for reading literary texts, or wider perspectives, such as their attitudes about 
gender and race, or their religious beliefs (McCormick, 1994: 71). Hence, both the text’s and 
the reader’s contexts are part of the reading process.

In her book Envisioning Literature: Literary Understanding and Literature Instruction published 
in 1995, Langer focuses on the reader’s experiences of the text and claims that it is necessary to 
engage with the text and create an image of it. Her theories on how readers gradually create 
meaning and understanding as well as how teachers can promote this development have 
contributed significantly to the field of literature teaching and learning. She sees the reading 
and meaning-making processes as containing the following four stances: Stance 1: ‘Being Out 
and Stepping into an Envisionment’, which focuses on learning to read and understand texts 
(Langer, 1995: 16). Stance 2: ‘Being In and Moving Through an Envisionment’, correlating 
with a deeper and more developed understanding in which ‘we are immersed in our text-
worlds’ (Langer, 1995: 17), and where personal experiences as well as the text and its context 
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are used to develop a person’s thoughts or views and to generate new ideas (Langer, 1995: 
17). Stance 3: ‘Stepping out and Rethinking What One Knows’. In this stance, the readers 
use their developed understanding in relation to their own and others’ knowledge and 
experiences. Hence, the readers relate the fictional worlds to their own lives (Langer, 1995: 
17). Stance 4: ‘Stepping Out and Objectifying the Experience’, in which a person is distanced 
from their own perceptions and is thus able to reflect on them. This phase further represents 
the ability to objectify (and analyse) one’s understanding and the reading experience as well 
as the fictional work in question (Langer, 1995: 18). The reader’s analytical competence is thus 
developed and becoming increasingly sophisticated when appropriating these stances. 

Since the postmodern era, cultural changes that have taken place in the world have had 
an effect on the field of literature teaching and learning, which can be seen particularly in 
influences from fields such as postcolonialism and gender studies. There has been a debate 
regarding which fictional texts and which authors should be represented in literature subjects 
and which attitudes should be raised in the various texts that are used (Molloy, 2002: 76-86). 
Discussions of fictional texts have taken a cultural turn in that they provide a foundation 
for discussions of cultural subjects based on race, ethnicity, and gender; which world-views, 
aspects of human lives, stories, and writers are portrayed, given space and discussed in the 
classroom. Furthermore, there is a focus on whether the selection of fictional texts is directed 
towards boys or girls, how this is achieved, as well as what ethnicity and/or gender stereotypes 
they illustrate (Molloy, 2002: 76-86).   

The modernist era saw an expansion of the field of literature teaching and learning that 
shifted focus away from the text itself to the social context in which the text was used. The 
socio-cultural context was at the centre of attention while constructivism, new criticism and 
reader-response theories were used to analyse learning processes. The postmodern era brought 
changes to the field of literature teaching and learning that reflect the on-going changes in 
society. For example, the reader’s and the text’s contexts are considered to be a part of the 
reading process and there is a view that readers gradually create meaning. Other examples 
are the political changes in society where postcolonialism and gender studies place various 
aspects of power at the centre of attention. These power aspects have had a big influence on 
literature teaching and learning.

Current issues: The teaching of literature
The influences that have shaped the field of literature teaching and learning into the field 
it is today are many. Looking at contemporary aspects of this field, there are three areas 
that will be highlighted further in this section: the function of (comparative) literature, 
the importance of text selection and the widening of the text concepts due to the growing 
number of multimodal texts.

Narratives are significant contributors when it comes to giving shape and meaning in daily 
lives and experiences as confirmed by researchers such as Jameson (1991); Bruner (2002); 
and Nussbaum (2010). Consequently, people need to ‘read stories, create stories, analyse 
stories. Understand their aesthetic nature, gain a sense of how they are used, discuss them 
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etc.’ Bruner claims (2002: 61, author’s translation). In addition to meaning-making processes, 
narratives are significant for identity-construction processes as they contribute to the readers’ 
ability to relate to other people, places and contexts (Bamberg, 2010: 9). Literature is not 
only significant for people’s understanding of the world, but also for their communicative 
competence. Hence, the literature topics taught in the subject area of Swedish and the study 
of other languages in school are expected to develop the students’ cultural awareness as well 
as language competence. 

Current issues: Text selection
The ways in which fictional texts are read have varied throughout the years, as have the 
reasons for teaching (comparative) literature in school (Molloy, 2002: 25). Some historical 
functions served by the teaching of (comparative) literature which also continue today 
include, for example, illustrating the logic of a narrative structure, increasing reading pleasure, 
providing a moral example, inspiring personal growth, and exemplifying existential and social 
experiences (Thavenius, 1991: 38; Molloy, 2002: 24).  Hence, which texts a teacher chooses 
to include in the literary education is particularly important. The selection of texts used in 
literary studies may be based on whether the main reason for using fictional texts is to teach 
language competence, cultural competence or literary competence. All three components are 
considered to be a part of (comparative) literature, but it is not always possible or desirable to 
maintain an equally high focus on all three parts at the same time. Here, I will emphasise two 
aspects that may influence a teacher’s selection of texts, namely, the question of choosing texts 
that represent high or popular literature, and the reader’s/student’s demand for recognition.

Whether the literary education should focus on high literature, such as the classics (which 
the students may be less likely to read in their spare time) or popular literature, such as youth 
novels and fantasy (which the students read in their spare time and therefore are familiar 
with) is a popular discussion in the field of literature teaching and learning (Svensson 2014b). 
This discussion questions which texts “should be” part of our cultural heritage and which 
literary values the fictional texts provide (Molloy, 2002: 26). These issues are not static, but 
change over time. 

The selection of fictional texts that are used in the classrooms have a normative function as 
they illustrate which texts are considered worth reading:

The school has, in other words, taken part in the creation and mediation of 
norms of reading fictional texts and attitudes towards them. The education 
system has deemed some easy to read whilst others are avoided or rejected. 
Through the selection of fictional texts and the content subsequently chosen it 
has provided students with an image, or more correctly with several images, of 
history and society which signal what is to be regarded as important and what 
is not. (Thavenius, 1991: 38, author’s translation)

In addition to the above, the teachers who select the texts used in the education process are 
affected by time and place. What, how and why literature is taught may depend on their 
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backgrounds as students, their experience of teacher education, or on the syllabus and other 
steering documents.

Arguably, it is the school’s responsibility to introduce young readers to the classics, since 
they do have the value of being part of a cultural heritage. When the students are familiar 
with the classics, perhaps they become motivated to continue reading them outside of school 
(Calvino 1991: 6). It is, however, equally important to read popular fiction (Norling, 2009: 
36), because it is also part of a cultural heritage, but even more so, it is part of what is referred 
to as ‘experience literature’, in which the reader can recognise themselves and may be able to 
relate to the content matter provided. 

When applying reader-response theories to a classroom situation, it is the student’s experiences 
and their reactions to the texts they read that are the main focus (Arfwedson, 2006: 20). An 
experience-based view on literature teaching and learning, in which the student should be 
able to recognise his or her own experiences in a text, was most evident in Sweden during 
the 1970s, and, as a consequence, novels by, for example, Lagerlöf, Strindberg, Moberg, 
Golding and Steinbeck, that were previously read at secondary school, were exchanged for 
youth literature focusing on subjects such as: alienation, the first sexual experience, criminal 
gangs, and drinking – themes that the students were expected to recognise (Arfwedson, 2006: 
20). Identification with themes in the text is central to the didactic approach provided by 
Malmgren and Pedagogiska gruppen (Degerman, 2012: 97). Malmgren (1986) explains this 
view: ‘Those readers who can identify with themes in the text find it easier to accept and 
interpret these themes’ (p. 110, author’s translation). The ability to identify with the text thus 
helps develop the student’s literary competence. Both Malmgren and Pedagogiska gruppen 
introduced social constructivist and reader-response theories to the Swedish field of literature 
teaching and learning, and historically, can be identified as having had a great influence on 
approaches to the field of didactics in relation to the subject of Swedish (Degerman, 2012: 
103). One negative effect of placing the students’ experiences in focus and replacing classical 
texts with youth literature and popular literature, however, is that the resulting literary 
education received may be more limited. For someone who is not used to reading the classics 
the task may prove difficult and such readers may also find them more difficult to identify 
with. As a result, the cultural heritage received through reading, analysing, and discussing 
fictional texts may be marginalised at a collective level.

Current issues: Multimodal texts
One of the main concerns today in the field of literature teaching and learning is the question 
of what kinds of texts are incorporated into the concept of fictional texts. Narratives, stories 
and storytelling, are powerful tools with which people are educated and cultural traditions are 
maintained. There are numerous ways in which people encounter stories today, for example, 
printed texts (e.g. novels, short stories, poems, plays, comic books/manga), visual texts (e.g. 
movies, TV-series, plays, fan-film, paintings and photos), audio texts (e.g. audiobooks, 
live music performances, recorded music) and electronic texts (e.g. novels, fan fiction and 
computer games). These categories are overlapping and it is very common that a text belongs 
to more than one of these categories and is multimodal in a variety of ways.
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In the current steering documents for the upper secondary school in Sweden, Gy11, 
(Skolverket, 2011b) it is explicitly stated that fictional texts should be a part of the subject area 
of Swedish and of English, but this guidance is less explicitly stated and not applicable for all 
subjects and/or levels. In the previous steering documents for the upper secondary school, 
Lpf 94 (Skolverket, 1994), the concept of ‘the wider text’ was first introduced to the Swedish 
educational context. As a consequence, multimodal texts were added to the established 
category of printed texts (Skolverket, 2011a). In the year 2000, this wider concept of text was 
further emphasised in all school subjects. These modifications in the Swedish educational 
system aimed to respond to the changes in contemporary society where texts in various 
media forms were becoming increasingly influential for students (Skolverket, 2011a). In the 
most recent steering document, Gy11, (Skolverket, 2011b) the ‘wider text concept’ has been 
replaced by the general word ‘text’ as it is specified that students should use fictional and non-
fictional texts of various kinds and of various media forms to learn about their surroundings, 
their peers and about themselves (Skolverket, 2011b: 60, author’s translation). Hence, there 
is a clear instruction that students studying Swedish as a school subject should encounter 
narratives through various media forms. Written language and literature now compete with 
new media and the multicultural society has changed the conditions for schools and for 
education in general (Thavenius, 1999: 7). How this specific change will manifest itself is not 
yet clear, but the influence of multimodal texts is increasing in several educational contexts 
just as in the language subjects.

In September 2012, the Swedish government presented the report Läsandets kultur (SOU, 
2012:65 [The Culture of Reading]).  This report reviewed the status of fictional texts and 
(comparative) literature in Sweden today and also identified the most significant developing 
trends. The results presented in the report show that the reading competence and reading 
habits among the younger generation are declining (SOU, 2012:11). There are also big gaps 
between the reading habits of people belonging to various socio-economic groups. One 
reported effect of the decline in reading competence is the increase in the number of young 
people, particularly boys, having difficulty in understanding and comprehending written 
text (SOU 2012:11). In a study conducted with teachers at upper secondary school level, it 
is revealed that their biggest concern when teaching literature is the students’ resistance to 
and inexperience in reading fictional texts (Svensson, 2014a). Another cause of the decline in 
reading habits might be the fact that much time is spent on using multimodal texts, such as 
films, TV and computer games as well as TV series and blogs (Svensson, 2014b). So, while 
their reading abilities are declining, they might be developing other means of acquiring texts 
in a wider concept, incorporating activities such as watching movies or playing computer 
or console games. In the report, the term ‘reading’ apparently refers predominantly to the 
reading of printed fictional texts and is not used in its wider meaning. Nevertheless, the 
question of how to motivate students to read novels or longer printed fictional texts remains 
a big issue for teachers today. 

In conclusion, as an initial attempt to speculate on possible future trends, I would like to 
address three trends that appear likely to become focal areas in the research field of literature 
teaching and learning in the future. First, it seems possible that the widened text concept will 
be even further stretched in the future; not only by adding new, multimodal, text and media 
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forms, but also in the fusion between fictional and non-fictional texts. Blogs, reality-shows, 
and other (life) narratives exist in-between these two fields and it is safe to assume that this 
fusion between fact and fiction will be in focus for literature teaching and learning in the 
future. 

Second, the problem, as many teachers see it, with students not reading fictional texts in their 
recreational time is already a significant part of literature teaching and learning and will most 
likely continue to be so. The traditional idea of ‘reading’ and the values of reading, especially 
in connection with literary competence will probably be a widely discussed area in this field 
in the future. 

Third, the focus on literary knowledge and competence is likely to continue in the future, 
probably in connection with discussions of a literary work’s context and the emphasis on 
cultural aspects connected with fictional texts. This trend is reflected in the decision by Langer 
(2011) to re-publish her ideas about envisionment with a particular focus on knowledge in 
Envisioning Knowledge: Building Literacy in the Academic Disciplines. Although her focus in 
this book is on academic literacy across the disciplines and not on fictional text, she adds here 
to the four stances discussed above, yet another level in Stance 5: ‘Going Beyond’ (Langer, 
2011: 56). This stance points towards contextualisation and aims to open up the reading 
experience to a world beyond the fictional text. With this approach in mind, I think that 
the merging of other research areas, for example, in social sciences and natural sciences, 
and the field of comparative literature expands this field towards ‘new’ areas, such as, global 
ethics, glocalization, cognitivism, literary Darwinism etc. which is likely to affect the area of 
literature teaching and learning in the future.

It is difficult, but also exciting, to speculate on future trends, and I see a need for further 
discussions on the role of literature teaching and learning in the language subjects, in 
particular regarding its connection to language teaching and learning.
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