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Abstract in Norwegian

Dette magstrprosjektet har undersgkt potensialet for utvikling av kritisk tenkveaigoruk av
autentiske littereere tekster og tilhgrende oppgaver fra tekstbekgelskfaget, myntet pa
elever pa 5.trinn i grunnskolen. Bakgrunnen for studien er den fornyede vektigging
kritisk tenkning i leereplanen, Kunnskapslgftet 2020, hvor kritisk tenkning blir laftet frem
som en kompetanse elever allerede frarintgkal tilegne seg.

Studienble designet som en mixed method studie. Regmtitative tilneermingegir
oversikt over omfanget av tekster og oppgaver i materialet, merisvdétative tilnaermingen
utforsker mer i detalj ulike didalske implikasjonemed tanke patvikling av kritisk
tenkning i arbeid med de utvalgte tekstegdilhgrende oppgavene. Den kiaiive analysen
baserer seg pa en abduktiv tilneerming, hvor forskeren beveger seg mellom observasjon og
teori og mellom teori og observasjon foforsta og analysere material&eorier knyttet til
kritisk tenkning i forbindelse med arbeid med autentlgteraeretekster i engelskfaget
danner det teoretiske rammeverket for forsknin@gesielt lsereplanen dgoretiske
perspektiver knyttet tkognitiv psykologi,interkulturell kompetanse, dannelsesperspektiver
(Bildung) og kritisk arbeid med tekst blir knyttet opp mot potensiell utvikling av kritisk
tenkning itekstarbeidet.

Funnene i studien indikerer at arbeid med autentiske litteebester kan gi gode
muligheter forutvikling av kritisk tenkning. Apnempgaver som fordrer til refleksjon og
argumentasjon, spesielt i muntlig interaksjon med medelever, er hensiktséntssly uki
sa mate. Likeledes kan oppgaver som inviterer tdativtaking, hvor elevene tar stilling til
ulike meninger, og skriftlig refleksjonsarbegl,elevene et godt grunnlag fotvikling av
kritisk tenkning.Funnene indikerer videre at det var fa oppgaver med fokus pa kritisk literacy
til stede i materialetUtvikling av kritisk tenkning kan by pa utfordringer, spesielt med tanke
pa at deer en livslang prosess som kan vaere vanskelig for leerere & vurdere. Arittgive k
tenkning kreveat elevene har noe bakgmskunnskap knyttet til temaet og har evne til
selvrefleksjon og metakognisjoiElever trenger ogsa a bli utfordret og ta stilling til temaer
0g situasjoner som engasjerer dem og som inviterer til refleksjoner rundt egne sannheter og
verdier.Elevene trenger videre a bli eksponert for nye og ukjemta, samt situasjoner som
kan lede til uenighet og utfordre deres eksisterende perspektiver.

Kritisk tenkning er en viktig del av dannelgespektivet og en viktig forutsetning for
a utgve demokratiskedborgerskap. Kunnskap innen dette feltet eodessensielt og

fordrer til videre forskning.
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1. Introduction

1.1Background and Rationale for the study

The National Curriculum of Knowledge Promotion 2020 (LK20) introduced new instructions
for primary and secondary edaton and training in Norway. For me as a teacher, it provided
me withnew insightsand directions to prominent values and principles. Furthermore, it

inspired me to evaluate and stake out a new course for my teachiag.eésicator, questions

s u ¢ hHow do tedchers, in the best possible way, prepaat each pupi |l s for

fWhat skills are important for pupils to acquibe? Mo r eVehicle pedagogdical approaches
canbe benef i ci a lare of greatcbnicesn inrmy prafessiorh@ K20 states that
educatorslso need$o focus on providing the pupils with an unstanding of critical

thinking and to act with ethical awarenksEhese two concepts are essential for pupils to
develop god judgment (Norwegian Ministry of Education and Resea26i 7, p. 67). The
English subject in LK20 further highlights wkng with texts as a mearts of...] illevelop
intercultural competence enabling them to deal with different ways of living, ways kihin
and communi c @\brivegian Minestty ofdedunasiod and Resear2019,p.3).
Against this background, the emphasiscompetence in critical thinking (CT) in LK20 was
an objective that caught my interest.

As a primary teacher, | have witnessed numerous younger pupils uncritically believing
what they ag told or shown. OnAr i | DRyaddw ye&ars ago, my colleagues planned to
fool the pupils to create a humorous atmosphere. We then hung posters in the wardrobe
stating that there was a lice epidemic in class and that everyone had to wear blue plastic shoe
bags on their has to get the epidemic under control. To our surprise, even the parents came
in wearing plastic shoe bags. Fortunately, pupils and parents were good sports when we
announced the prank his example, however innocent, reveals that critical thinking is
nealed, especially when it comes to authority and authority figures in socigéneral.

Childrenare at an earlier age expogednformation on digital media, such as
computers and mobile phones. Social media, such as TikTespesially populaamongst
young people. Due to this fact, engaging in a critical evaluation of the information expressed
on social media by influencers and other authority figures is a necessary skill required by the

pupils. Moreove r , i ntroduci ng t hassggestaddhatmelibeately 6 f a k e

'lK20 defines et hfikbad n miwag ediefsfse raéhe forwegiarsDiret®ratafori on s 0
Education and Training, 2017, p. 7).
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misleading news stories may affect democracy asrakes may influence electiortsyst in
evidencebased governance, and confidence in journafRicton & Teravainen, 2017, ).
Consequently, the pupils muse taughCT skills suitable for ta 21st century.

By working with literary texts in the Englisis anadditional language (EAL)
classroom, the pupils will get opportunities to reflect, interpret, and critically assess tex
English to develop language and knowledge of culture and sobietwégian Ministry of
Education and Researc®019, p. 3). As such, literary texts may prove an amiable didactic
tool for developing CT in the EAEtlassroom.

This study aims tonvestigate authentic texts and accompanying tasks in four
textbooks and workbooks regarding their potential for developing CT skills. Bfideg
and analysingext genres, themes, adiferential levels, as well amsk types, tasks in
different readng stages, and task instruction, the study aims to provide insight into some of
the didactical implications this material might have for the development of CT for pupils in
5th grade. This inquiry aims to contribute to increased knowledge concerningc¢hmtgeof
CT skills by illuminating the possible potential of readimgl avorking with authentic literary

texts in the English subject.
1.221stcentury skills and critical thinking in education

21stcentury skillé refer to skills considered essentiat ffoung learners to develop to meet
the demands of a rapidly changing world (Ananiadou & Claro, 2009, 8. of these skills
is critical thinking.

The Core Curriculuthinthe Komwml e dge Pr omot $choolshalthaelp es t hat
pupils to be inquisitive and ask questions, develop scientific and critical thiakthgct with
et hi cal (daoneegianMmistry af Education and Resear2@17, p. 6). However, it
isnecesarynottg uxt apose the term 6critical thinkin
6 c r i t,iwhidh shnaynngpl§ a negative interaction. The scholar Robert H. Ensiddfaed
critical [.11deason&ble refiectimeghinking focuseddetiding whato believe or

d o(&nnis, 1996p.166). In LK20, critical thinking is juxtaposed with scientific thinking and

% The 21stcentury skills are oéin referred to as the four Csitical thinking, Communication, Collaboration,
and Creativity (Partnership for 21st Century Skills, 2019, p. 2).

% The Core Curriculum applies to all education and training in Norway, stamtimgmary school in Year 1.
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d e f i nle.dappdyiag réason in an inquisitive and systematic way when working with
specific practical challenges, phenomenayessionsath f or ms o f(Nokweglaw | e d ge 0
Ministry of Education and Researc017, p.6).
In a European context, the Council of Europeshapr ovi ded a model f or
competencies to participate in a democratic cultuteerReference Framewook
Competences for Democratic Cult(REFCDC) (Council of Europ€016, p.11).In this
model, critical thinking skills, knowledge and critical understanding are, among others,
described and highligt e d as e s s e n f..] which need 1o peeguieedchby i e s
learners if they are to participate effectively in a culture of democracy and live peacefully
together with others in culturallyndie r s e d e mo ¢ (Council of Esrape2016,tp.i e s 0
9). Thismodelwill be presentetlrther in section 2.2.

1.3Critical thinking in the context of EFL teaching and learning

A central value and relevance for otahe Engl i s
education and societal and working life that requires Entfiisbuage competence in reading,
writing and or Bdrwegian Ministrydf EdacatioroandoRegear2l19, p.

2). This statement conf i r mslylvesanddutude ivesct 6 s i m
and skills. Due to digitalisation, the world is more connected, and communication between

people of different societies and cultures is more familiar and accessible. Today, English is a

6l ingua Francad, a lespeopredromdifferengcultargséo t hat enab
communicate and understand one another. Therefore, the competencies and goals for

education are essential to meet the demands of a rapidly changing world. Due to increased
migration, growing diversity, globalisation dmformation technology, the need for

competencies howto live together as democratic céizs is more vital than ever (Council

ofEurope 2016, p. 7). As stated in the Educatio
develop knowledge, skills and attiles so that they can master their lives and can take part in
a wor ki ng | iNoreegamMinistsymfEdueation and Resear2@l7, p.3).

The section AAbout the subject, Rel evance
curriculum statethatthes ubj ect iis A[ .. .] an i mportant sut

understanding, communication,-allound educati on andNomweglamant i ty d
Ministry of Education and Resear019,p.2)Fur t her , It states that:
theppi |l s the foundation for communicating wit!l

11



develop an intercultural understanding of different ways of living, ways of ttyredal
communi cat i TheEnglishsubject i$) firsd and foremost, essentdideteloping
| earnersd6 communicative and intercultural <co
However, by reading English texts, LK20 st at
ableto critically reflect orand assess different types of textdqrwegian Ministry of
Education and Researc®019, p. 4). This thesis investigates authentic literary texts and their
accompanying tasks to explore the potential for possible development in CT. As such, the
concepts oBildungand ICC are essential andl be useds a lens through which CT wile
examined.

Bildungis a fundamental aim in Norwegian education, especiallydrsubject
of English. According to Aase (2005, p. 17, my translati@i)dungmaybe definedas:

A socialisation process which leads to understanding, mastenyaaticipation in common, valued
cultural forms.Thisimplies the ways of thinking, the potential td aad knowlelge within a varied
field.

This definition ofBildung,by Aase, echoes essential elements of CT as CT requires
interaction with other members of society and relegéitls in thinkinginordet o Af ocus o1
deciding what to belle6gve or doo (Ennis, 1996
Historically, the aim of using literature in HAteaching was to gain insight into
Englishspeaking cultures, whickere regardeds static entities (Fenner, 2020, p.242).
According to Klafki (1996), this leammg processs regardeds materiaBildung where the
learnersare exposetb cultural canon from the target culture (p.173). Today, the aim of
reading authentic literature is to develop literary and intercultural competence whereisulture
regardechs dynamic and the learners exist in an interrelationship with their culture and
foreign cultures (Fenner, 2020, p. 243). The focus is on the subjective aspect of the learning
and learning process (formBildung) (Klafki, 1996, p. 179)Consequently, authenttexts
allow the pupils to gain insight into culture and explore and interact withig further
includes considering how they bring their own culture to these encounters.
Intercultural competence s At he abil ity t odapmopmielpi cat e
in intercultural situations based on oneds i
(Deardorff, 2008, p. 33). However, according to Hoff (2020), IC is a concept defined in
numerous ways and tied to different theoretical models (jp Of# scholar who was
influential in this field was Michal Byram. According to Byram (1997), through

communication in a foreign language, learners may be introduced to different cultural

12



practices, beliefs and gr oubpusthermare, Bgamcount er
claims this communication has to be understood as more than exchanging information and
sending messages; one also depends on understanding how the information will be perceived
and interpreted in anotheultural context (Byram, 1997,3).

An essential aspect of ICC is the encounter between the Self and the Other, where the
Self relates to the individual and oneds own
2014, p. 509). According to Hoff (2020), individuals exist andeusiénd themselvess
relation toothers, and the encounter with otherness is fundameritad frocess delf-
development (p. 72). As such, ICC dBidtdungare intertwined branches in foreign language
learning (FLL) and developingildungand ICC are aasequently relevant dimensions of the
development of CT.

In the curriculum of English in LK20, the concept of testsisedn a broad sense,
including spoken, written, printed, digital, graphic, artistic, formal, informal, fictional, factual,
contemporary and historical textddrwegian Ministry of Education and Resear2@19, p.
3). All of these texts form the textual landscape of the 21st centagsaa result, scholars
have advocated for a rethinking of how to address reading different literature (Habegger
Conti, 2015, p. 112). According to @revik (2020), it is essential that learners foster reading
skills as interacting with written texts is hig valued not only in educational contexts but
also in many areas of political and professional life (p. 1&sading literacynay be defined
as A[...] understanding, wusing, reflecting o
achieve dreeékd opoalne,0s knowl ed dGECR 80d8).parti ci f
According to Habegge€ o n t i (2015), <critical l i teracy i s
learners can investigate different types of media, and it offers rich possibilities for teaching
both | anguage and culture in ESL c¢cl assrooms
among others, includes taking into account that texts are partial as they only represent a part
of the story and the writp2).A8sughcciiticatliterady vi ew
echoes elements of CT as it requires reflective thinking to uncover the message conveyed in

the literary text.
1.4 Authentic texts, textbooks and tasks in the EAL classroom

In this thesis, the focus is limited to taethentic fictional literary texts and accompanying
tasks presented in the selected textbooks to explore if a potential for CT may be facilitated.

The selection is further limited to the English subject in yearf@imary school.

13



Multiple factors have guided these choices. According to Gilje (2016), 72 per cent of
primary school teachers reported in a national survey that they mainly usépapdr
textbooks. F u s tedcleing, B9 perecent af the teachdrdstatedhbpaionly
supply the teaching with digital teaching aids (p-589. That Norwegian teachers still depend
heavily on textbooks in their teaching is supported by Fenner and @revik (2020), who state
that the textbook is still an essential source of learnmrige EAL classroom (p. 347)he
textbooks consist of different genres of literature, both fiction andinton (Fenner, 2020,

p. 239).Fictonmay b e d enk litenagy darratige, whether in prose or verse, which is
invented instead of beingnaccounbf events thain facth a p p e(Abeaths) 1999, p.94). In
this thesis, the terrauthentic literary textefers to the authentic fictional literary texts in the
selected textbooks that have been analysed.

The authentic literary texts represented in the textbooks have been selected as they are
emphasised in FLL (Fenner & @revik, 2020; Fenner, 2001; Bland, 2013). Authentic literature
represents the personal voice of cultré. pr ovi des fL.hopporftupitestom er s wi t
explore the multiplicity of language as well as culture when they engage actively in the
readingprc ess t o di s(Eemrere200l,pa@IlnK 21Q o0s Byaefleetmg on, i
interpreting and critically assessing different typetesfs in English, the pupils shall acquire
language and knowlege of culture and society. Thttee pupils will @evelop intercultural
competencenabling them to deal with different ways of living, ways of thinking and
communicabnp at t @onmegian Minstry of Education and Resear@019, p.3)As
such, the selected authentic literary texts may be beneficial in evaluating if they facilitate
CT.

According to Fenner (2013), tasks are fundamental for developing competencies and
skills in EAL learning. She claims thd...fitasks enable students to use the language and thus
deel op t heir | an g u aThisstugdyfardsés on hewtasksyiac{litpate 3 7 2 ) .
and potentially promote CT. In line with Vygotsky, tasks may enable the learners to reflect,
use their language and develop their thinkiiggotsky, 1991jn Fenner & @revik, 2020,

p.356) As such, tasks must promote language and dialoguat t h eslevet (Benmere r 6
& Previk, 2020, p. 356).

This implies that the task types included in the material are of the essence, and
consequently, the study differentiatetween open and closed task types. Fenner (2001)
states that open tasks engender answers that are not a reproduction from the text and
contribute to personal interpretation and opinion. Closed tasks, on the other hand, do not

engage in genuine dialogue $1 d.g] authentic dialog, an exchange of information and
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views on a subject where both participants have to adjust their attitudes and views, depends
onnew i nfor mat i onFefneri200d, p.€&).cTheadengifiedlopen tasks in the
study ardurther analysed in terms of task type and instruction, where reflection tasks are

especially vital in order to promote CT potentially.
1.5Previous research and research gap

The present section presents some research within the field of ¢hirdahg in the
educational system that is relevant to the study.
Lombardi et al.(2021) have conducted a document analysis of curriculum and syllabi in the
European school systénTheir research focused on exploring how European Union members
address critical thinking in their primary school curricula. In their study, Lombardi et al.
concluded that critical thinking is a fundamental education skill for pupils to develop.
However the curriculum did not clearly define critical thinking, although it is mentioned as a
key skill to develop. In their research, Lombardi et al. present teaching strategies such as
collaborative learning, sharing different ideas, and small group discussifoster critical
thinking skills (Lombardi et al., 2021, p. 8).

These didactical implications from Ldma r d i s decumeat bnalysis are relevant to
the present study as they may indicate which work methods pregetiiedselected
textbooks might be fruitful for the development of critical thinking skilembardi et al.
further concluded in their study that the core critical thinking skills, such as interpretation,
analysis, inference, evaluation, explanation selfiregulation, are included in most of the
syllabi in the primary school curriculum (Lombardi et al., 2021, p. 14). Their analysis of the
syllabi content further implies that some subjects contribute more than others to developing
critical thinking skils, where language was mentioned as one of them (Lombardi et al., 2021,
p. 14).

In a Norwegian context, Fenner (2001) conducted a literary projéuot iBAL
classroom with 14/earold learners. The pupils worked with the literary t€ke Selfish

Giantby Os car Wsfbcdsan.the prejectrcencetned facilitating and mediating

* The European schools, which@ t he f oc us saodsearchareeducatianal iestitutians where the
children of European Union institution staff members are taught in their mother tongue. Currently, thirteen
European schools are located in Belgium, Germany, Italy, Luxembourg, the Netherlands, and Spain (Lombardi
etal., 2021, p. 5).
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dialogic processes using the selected literary text. The diffeisogat approaches involved
dialogue between the learner and the text, oral dialogue between peers, written dialogue
between individual learners and the teacher, and oral dialogue between the teacher and the
whole group of learners (Fenner, 2001, p. 285KE were uskas a meditational tool where

0 o p guastions were favoured to stimulate language production and personal engagement
(Fenner2 001, p . s3itérary project neveadsrthat using literature in the EAL
classroom is important for cultdrand language awareness. It also illuminates the importance
of using tasks to promote interaction in the reading process and the following classroom
discourse. Thus, this project is relevant to the present study as it focuses on using authentic
literary texts and accompanying tasks in EAL learning.

Oslo Metropolitan University and the Agency for Education in the Council of Oslo
have also conducted a project on critical thinking in primary school. The project aimed to
develop a didactiddramework for developing CT skills in primary school and developing
didactc pr i nci pl es sfiteratureunghe degelopnient bf CT. & resulted from
the introduction of LK20 (Jegstad et al., 2022, p.9). The study was conducted by researcher
and teachers in primary schools and followed a ddsiged research method to develop
theory and teaching practice (Jegstad et al., 2022, p.9). The research indicated that knowledge
and understanding of CT have been expanded, especially through am@fionearid
perspectivaaking, where different persons view a case from different perspectives. In
addition, the teachers and researchers reported that they have seen an increased didactic
potentialing i ng cl| ai ms, sliemtsre whemwbikgewith GT d-uréherndore,
another relevant finding when working with the development of CT in primary school was
that time is an essential factor. The pupils need time to familiarise themselves with the topic
to engage in CT (Jegstad et al., 2022, p.1kis Project is relevant to the research in the
present study as it presents several didactical implications of what stimulates critical thinking,
such as argumentation and dialogue when working with literary t&kis.will be presented
more thoroughlyn the theory section.

Even though CT skills in education are emphasised as important to foster in the 21st
century, research on primary school education is limited (Lombardi et al., 2021, p. 2). The
examples of researdonducted in primary schools presented above either involve curricula
document analysis or the development of teaching methods that promote intercultural
awareness, language awareness and CT by using literary texts. To the best of my knowledge,
no study ha been conducted that analyses authentic literary texts and acgomgpasks in

textbooks for 5Stkgraders to explore the possible potential for the development of Q3. skil
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1.6 Aims and research questions

As earlier mentioned, the present study aimsvestigate authentic literary texts and
accompanying tasks found in textbooks for-§tade primary school EAL learners in terms of

a possible development of CT.

The main research question is:

1 In which ways may authentic literatexts and their relad tasks in textbooks f&th-

gradelearners of English create conditions for the development of CT skills?

In order to answer the research question, twecgidstions have been formulated:

1 What types of authentic literary texts are represeirtadxtbookdor learners of
English in 5thgrade, and how may they facilitate CT and promote CTs2kill
1 In which ways may tasks accompanying authentic literary texts facilitate CT and

promote CT skills for learners of English in thta-grade?

The studywas designed as a mixetethod study to conduct and integrate quantitative and

gualitative investigations to answer the research questions.

1.7 Qutline of the Thesis

The next chapter presents relevant theoreticalpg e ct i ves ¢ o sthewdatiali ng t he
framework. These are critical thinking and metacognition theories, authentic texts and tasks in
the EAL classroom, ancentral theoretical perspectives Bildung ICC, and critical literacy.
In this chapter, curricular perspectives on CT will ddedntroduced.

In chapter three, the selected research design for the study, the mixed method design,
is introduced. The selected material in the research is also presented, and the chapter provides
further information concernintipe selection of textbooks, texts, and tasks. The rationale of
the research methods employed and some research paradigms that underpin the inquiry are
presented. The analytical procedures are outlined, followed by challenges, limitations,

reliability and \alidity of the present study.
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Chapter four $mamsindings. 3he chiapmer fest addiegsgs the main
findings related to the first research question and discusses the didactical implications of CT
directly after the presentation. Then, the findings concerning the second research question are
presentec@nd discussed.

Finally, chapter five summarises the main findings of the two research questions
before concluding remarks. The chapter also accounts for limitations and censider

suggestions for further research.
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2.Theoretical background

2.1Introduction

The thesis draws on the theoretical perspectives presented below to establish a thorough
insight into what CT entails in the English subject. The theoretical perspectives additionally
function as a backdrop when the selected material is investigatedinggée potential for
developing CT when working with authentic literary texts and taskesadenceto make
sense of tharidingsunderscoring the interconnectedness and relevance of these
concepts

The present chapter presents theories and curricular perspectives on CT relevant to the
study. First, CT will be defined, and theories on CT anchored inittbegand educational
research will be introduced. Second, theoretical perspectives on the relevance of textbooks
and tasks in the EAL subject will be outlined. Third, central theoretical perspectives on how
CT may be facilitated by working with authenliterary texts in EAL will be addressed,
focusing omBildungtheories, intercultural competence and critical literacy. Finally,
perspectives on CT from the National Curriculum of Knowledge Promotion 2020 (LK20) and
policy documents from the Council of Eye will be presented. Perspectives on CT from the
Core Curriculum in LK20 will first be addressed, followed by perspectives on CT in the

English subject curriculum.
2.2Defining CT

A new pedagogical movement focused ohi€ education emerged in the second half of the
20th century (Speizer, 2018, p. 32Ennis, a central scholar within this movement, defines
CT as A[]...] reasonable reflective thinking
1996, p.166). Ennisonsiders CT a practical reflective activity with reasonable belief or
action as its goal (1987, p. 10).

According to Ennis, CT concerns clarity, basis, inference, and interaction; we want to
be clear about what is going on aral/e a reasonable basis for our judgment. Moreover, we
aim to make reasonable inferences and sensible interactidmsthaérgEnnis, 1987, p. 16).

CT further entails the ability to ask appropriate questions, judge the credibility of a source,
and deternme the besexplanation inference on the basis of background knowledge. Another
vital factor to CT is interacting with others in discussions, giving presentations and writing

texts, as this may present different alternatives, wagainmay give reason® assess,
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evaluate and possibly adjust the thinking (Ennis, 1987, pR3).9

Ferrer et al. (2019) present a more recent definition of CT, which defines CT as
reflective thinking that involves an active and ewaéive approach to assumptions and
accepted truths (p. 11). Ferrer et al. (2019) further state that CT is fundamental for acting in a
justified manner, either in expressing a political argument, campaigning or voting. These
aspects are all essential formgia democraticitizen p. 12).

Both Ferrer et al. and Ennis explicitly emphasise that pupils need to engage in an
active process to think critically. The CT process entails actively exploring multiple
perspectives and optioimscontrast to passively accepting ideas and information from others

or drawing conclusions without consideration (Jgsok & Svanes, 2022, p.14).

2.21 CT dispositions

The development of CT skils intricately linkedto specific O dispositions, as Ennis (1996)
suggest, whichare best describea s|...]fa tendency to do sortieng, given certain

c ondi (p.le6)nThese dispositions, therefore, can be seen as innate capacities that
require specific conditions for their realizat.

Perkins et al. (1993) have identified and developed a list of CT dispositions. These
dispositions serve as crucial guidelines and aid in assessing CT in educatibst. imbeides
thediposi ti ons fto be wandads taan dn eadd vi ennt teultol oeucst ou, a |
clarify and seek understandingo, Ato be plan
Ato seek and evaluate r dPerkimsretsdo93 p.@é). At o be me
According to Perkins et al., these CT dispositensc o mpass all or most of
t h i n kvolneg, @nd an ideal thinkes naturally inclinedowards these thinking
behavious. The seven CT dispositisn, among ot heopenmiinmdwealov e nldei n
Al ook beyond what idenst igfiyv eanndod tcoh ablel eanbgl ee atsos ufim|
pose probl okath, ngrsd fr @ mi ot HReKkinsetal1998,9.7)of Vvi ew
However, it is essential to note that assessingli§fositions may pose a challenge as they
are not directly observable. This is a significant challenge that nebdsatidressed, as Ennis
(1964, p. 166) points out. When these dispositions are used to assess a potential CT
development in learning mateki# is on the basis that the texts and tasks may provide the
students with opportunities to engage in CT. However, whether the studentssdoesond

the scope of this thesis to investigate.
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22 2 Cognitive development tof chil drenbés CT a

The present study concerns English language learning material fgrasté primary school
pupils. The following section presents and explores some theoretical perspectives on
chil drenbés devel opment of CT skill s.

According to Koda (2004)netacognitions known asunderstanding and controlling
oneds thinkiToBlavelmdtacbgeiton si i§ . . .] oneds knowl e
oneds own cognitive processkemafléd/e,pr&duct s o
Flavell further proposes three types of metacognitive knowlgugson knowledgestrategy
knowledgeandtask knowledgePerson knowledgeoncerns the cognitive processes of oneself
and others, which includes knowledge and fekdout what one can and cannot Sivategy
knowledgeconcerns which strategies are most effective in achieving a goal. Ftaaky,
knowledganvolves understanding how a task shduddmanagednd how likelyyou are to
succeed (Flavelll979, pp. 90®07). The development of the metacognitive knowledge
presented by Flavell is essential for pupils to optimise their learning potential in reading and
working with texts and tasks and in general.

Haukas (2018) defingmetacognitorms fian awareness of and r e
own knowledge, experiences, emotions and learning in the context of language learning and
teachingo (p.123). According to Hauk-s, the p
existing knowledge to enhanfigther language learning. She further states that the pupils
should be engaged in various activities to help them become aware of what they already know
about a given topic from previous language learning and whether this knowledge can be
applied in furher language learning (Haukas, 2018, p.24). At the same time, the pupils should
be able to define their knowledge gapd art goals for overcoming thefidaukas, 2018,

p.25).

A critical marker in the development of metacognition and an essential foundation for
critical thinking is the insight that assert
p. 19). Children acquire this insight ab3/ears (Kihn, 1999; Wellman, 1990). Kuhn (1999)
further states that at this age, very young children can think #ffiaking as a human activity
they and others engage in (p.28Jowever, children can only cognitively engage in critical
thinking customised to tireage group. At the age of 6, children can distinguish between
alternative sources of knowledge, such as differentiating theory as a source supporting the

plausibility of a claim and evidence as a source that can support the truth of the claim (Kuhn,
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1999 p. 20). Children this age have reached an epistemological understaatitraugh in a

limited sense and set of contexts. However, the epistemological insight that two different
persons can arrive at genuinely different and legitimate understanditigssaime evidence
remains to develop. Eiglyearolds tend to assume that others will interpret the situation the
same way they do, except when oneltesn misinformed, and therefore the belief is

incorrect (Kuhn, 1999, p. 20). To mature, an interprative ficonstructi veo t he
essential to developing epistemological understanding (Kuhn, 1999, p. 19). Research in
metacognition of older children, adolescents, and adults reveals that competencies in this field
may remain incompletely developedeevin adulthood (Kuhn, 1999, p. 21). The development

of metacognition is vital to critical thinking since critical thinking, by definition, involves
reflection on what is known and how that knowledge is justified (KL889, p. 23).

Knowing whattoexpedt r om t he pupil sd age group in t
metacognition, the competence aims, and assessment in LK20 may serve as guidance (Ryen,
2022, p. 27). However, the curricula may often be vague in their description, and
consequently, a didacticedflection from the teacher ésnecessity in orddo facilitate
development in CT (Ryen, 2022, p. 27).

Within the soci al constructivist view of
development (ZPD) emphasises the importan@oial interaction between pupils and
teachers in the learning contékt, 2020, p.34). The key principle of the ZPD is the
difference between the actual level of development already obtained and the cognitive
functions comprising the proximal next staglae ZPD is, therefore, not only a model of the
developmental process but also a tool which educators may use to understand aspects of a
chil dés growing capacities in the early stag
267). Consequently, the pupisll learn more when collaborating with someone with a

higher level of competence, such asdelistudents and the teacher.
2.3Reading and working with texts in EAL

This section will present perspectives on reading as a dialogic process, open eshtbslos

types, and how working with authentic texts and tasks in textbooks may facilitate the

5Epistemological understanding refers to fan individu
(Kuhn, 1999, p. 18).
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development of CT. As mentioned e¢a®e r readi ng [.l]undesstamdmg, concer |

using, reflecting on and engaging with written texts, in ordecheeseonds goals, develop
onsekbowe dge and par t (OECDp2018e Fenner (2001 )regards yeading as

a dialogic process:

If we regard reading as a productive language exercise, where thepaditépates with the text in
producing meaning, the literary text offers a cultural meeting poiris. 8ficounter with the text is a
dialog, which is dialectic and the encountarhances botlahguage competence and cultural

competencép.17).

The pr ocess de p saciveengageménhwath thedeatdoaliscover and interpret
its meaning. However, according to Bland (2013), it is a fallacy to think that children & adult
can read literature in an interpretive way simply because they know how to read (p.26). She
stresses the importance of time and opportunities to engage in reading literature and the
choice of texts in formal education for a reading apprenticeship iadite

The reading process consists of stages, such gsybrige- and postreading (Drew &
Se@rheim, 2016, p.86). According to Drew and Sgrheim, these different stagascaiefor
several reason3he prereading stage is essentiat the pupils to prepare themselves before
they start to read mentally. This phase may involve mapping out prior knowledge the pupils
may have on the topic, prompting the learners to predict whahagpenand further
motivating thepupils for the readig to comgDrew & Sgrheim, 2016, p. 87)grnbystates
that thepre-reading stagés vital for pupils to create curiosity andgesness to lear(T arnby,
2022, p. 43). FurthermorBrew and Sgrheim claim thdtiring the reading process, pfong
andpausing t o c hseredictionsfwere doreect,|clardymgveaakulary, or
identifying comprehension barriers is relevant. Further prediction can aleadeeThis
occurs during the whileeading stage (Drew & Sgrheim, 2016, p. &@cording to Bland
(2013), an essential part for children when reading stories is to be allowed to guess meanings,
make predictions about what the writer will say next, andaaxpectetb understand every
word (p.16). The posieading stage is essentiat reflection on whayou have read and to
discuss different meanings (Drew & Sgrheim, 2016, p. 87). Thepading stage may also
include different followup activities in writing and orally. Thus, the different reading stages
are relevant in the disssion of reading and working with texts in connection to the
development of CT.

According to @revik (2020), being able to read in a second or foreign language (L2)
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differs from readig in a first language (U (p. 146). Reading a text that originaiac

cul ture di fdownmneakes thd reading procass more complex for L2 readers
since the text reflects the context in whiclsitvritten. The cultural contexts hinted ataitiext
maybe takerfor granted by most members of the specific culture, but L2 readers may lack
the knowledge concerning these aspéldtss requires the L2 reader to figure out these
references to fully understand the meaning (drevik, 2020, p. 148udovine L2 readers of
childrerds literature will typically be B years older than the L1 readers (Bland, 2013,

p.31).

The reading process is a mistage, dynamic and interactive process that may involve
several opportunities for communicative and intercultural development and CT skills. CT
skills and dispositions correspond to competencies often associategilduthg and
Intercultural Communicative Competence (IG.@)s mentioned earlier, in this thesis, the CT
concept will be examined through the lens of ICC Bitdung. The abilities to
useyour background knowledge, clarify misunderstandings and interact with pthscass
and compare different meanings, and develop metacognition are all central aspects of CT.
The teacher plays a vital role in fostering the development of all of these skills by reflecting

and modelling, according to Haukas (2018, p.25).
2.3.1 Authentic texts and textbooks

The analysis in the present study concerns authentic literary texts representegrauéth
textbooks and their accompanying tasks. The suthenticin literary texts refers to that

f...] it was created to fulfil some social purpose in the languagenconty in which it was
producea (Little et al., 1989, p.23Authentic texts not produced for educational purposes
may provide the pupil with the typd language and genres they are likely to encounter out of
school. These texts will also demonstrate the important relationship between language and
culture (Skulstad, 2020, p. 59).

® To understand a text e foreign language requires the learteeknow vocabulary and grammatical functions.
Phonological decoding (linking letters to the sounds of a spoken word) is also easier for pupils to do in their first
language than in an L&¢evik, 2020, p. 147).

These conggets are presented in section.Zl4égether with CT skills and dispositions, they will finally be used
as a theoretical framework to identify possible CT development when using authentic texts and tasks-in the 5th
gradeclassroom.
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The potential of authentic literary texts has been emphasised in EAL learning (Fenner

& Drevik, 2020; Fenner, 2001; Bland, 2013). By reading authentic texts, pupils will have the

opportunity to not only gain knowledge about culture but also lough the expression of

culture (Fenner & @revik, 2020, p. 346)ccording to Fenner, the pupilsayencounter

different cultures, which entgdroducing meaning based on multiple voices of the text

(Fenner, 2013, p.379). This encoemis a dialogipo r o ¢ e s sthe ledrresreaterdiinto a

dialog with the text and the foreign culture[s] in a prodiecsSubjedts ubj ect r el at i on

(Femer , 2013, p. 3hetx3tnodongar constituteshmerelyran dbject to

analyse but a cultural languagent which the learner interprets as an individual merabar

cul tur al .Ascttedwnovet Blaad (2013) agrees with Fenner regarding the

importance of having a dialogic reading classroom. By reading open (without absolute

meanings) authentic litematexts, the readers actiyainake their meanings in the EAL

classroom, which may empower them as they enter a dialogue with the story world (p. 20).

Furthermore,acxr di ng t o Bl asliterature sichagpoerns, fairy dateeamd

picture bookgromthefr st year s of [L]zangivealglden faighanrthein ng i

thinking skillsi as well as sewingthese ds of t he |{Blabd,2013,@.f17)l i t er at
Another scholar concerned with the role of literature as a medium for inteetul

understanding is Bredella (Hoff, 2019, p. 11). Bredella (2006) particularly highlights that

empathy may be promoted by reading literary texts (p.75). Literature may provide the learners

with opportunities to experience how others think and feeldarethL classroom and is thus

important for intercultural understanding (Bredella, 2006, p. 91). The literature

mayfurthermoreallow pupils to engage in complex situations that may require them to

explore and evaluate the central conflicts of a culture el\er, engaging with the literature

may make them aware of their presuppositions regarding how they approach foreign cultures

(Bredella, 2006, p. 92). Thus, encountering foreign literature requires metacognition and CT.
Textbooks in EFL consist of diffent genres of literature, both fiction and ffartion.

Nonfiction literary texts are typically factual texts, biographies, instructions, recipes,

timetablesgetc Ficti on ma y]l.]oaeyliteranpnareaiive, whtbthea is proséor

verse, whib is invented instead of being an account of eventstimat f act (Abm@amsp ened o

1999, p.94). Typically, textbook examples of fiction are poems, songs, sha$ stod

extracts fsnowels (Fenmer,|20R0, p. 248). Using fictional text ménaerce

personal growth and identity development to a larger degree thaiichion since fictional

texts can provide learnerswithamplli i ci ty of me p.hapengsdifferemh i c h c ¢

pahs t o under st dRermhér,r2@1, p.n16). Asich, svorlignly with authentic
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fictional texts is connected to the developmerBitdund’.

The texts found in textbooks, fiction and rAiiction, are normally created by térook
wr i ter s f r onativetcthiterewitrefeatuneseof asitibentic texts (Fenner, 2001, p. 14).
The material produced for the foreign language learner is simplified to a certain extent to fit
their proficiency level. The fact that most of the texts in textb@p&sot createnh the
languagecommunity of the target culture is problematic, according to F€206d, p. 14).
Fenner Ifwdragarelanguade as an expression of culture as well as communication,
specifically constructed texts will not necessary r ef | ect t(Hermer,f2@0t,ei gn c |
p.14). Consequently, pupils may not develop certain aspects of intercultural compatehce
further miss the opportunity to encounter the authentic language use of the target language.
According to Bland (2013), the modified texts credtedanguage learning are often difficult
to follow and lack poetic devices and other linguistic features that can be helpful in language
learning, leading to a fascination with language. The texts thatdegrecontrivedre also
difficult to predict (p.16).

According to Fenner (2020), the approach to literary texts should focus on
interpretation, reflection and analysis (p. 240). These are all important factors when it comes
to CT. A philosopher concerned with interpretatioi s Gadamer . He afses th
thetextand h e p er s o ofdhe readér during the nea@ling process. In this process,
different readers will discover different gaps, and when the reader encounters the text with his
or her preknowledge the text will be interpreted as a result of ttéafdamer, irfFenner,
2001, p.17).The intercultural encounter with authentic literary texts is thus regarded as a
meeting between different horizons of understandirigch potentially may facilitat€T
when sharing personal views and opinions in the classroom.

Regarding fictional texts, it is vital that the content not only represents hemaso
situations. Fenner statd$f we expect students to develop judgement, criticimlking, and
courage in expressing personal opinions, they need to face injustice and conflict through the
texts. Unresolved situations will encourage both dialogue, critical tignkind promote
opi ni on (Fermer,r@018, g.380).

Another important issue concerning textbooks isthatx t books r epsr esent

subjective interpretation of the curriculum (Fenner & @revik, 2020, p. 339). In contrast, the

8 This concept will bdurther addressed in section 2.4.1

% See section 2.2 for more information on this aspect.
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curriculum sets the aims for the subject. Thelishgubject expresseambitious aims for the

p u p delvetopment of skills and knowledge. Therefore, the teachers must consider the
potential benefits and disadvantages of the materials (Fenner & @revik, 2020, p. 358). The
chosen texts and tasks must pprapriate for reaching the aims and objectives of the topic.

In the selection of learninmat er i al s, i {..]toseled learningnpaterattzan c e A
is varied, relevant and up to date, and that they have qualities conducive to supporting

students in their development of language proficiency Bildungd (Fenner & @revik, 2020,

p. 358).

Another aspect to consider is that texts found in textbooks are usually short for the
pupils to read and be involved in activities for a short peff@higer & @revik, 2020, p. 358).

It would be beneficial for pupils to engage in extensive reading as well, to develop into good
readers and to encounter the sociocultural dimension of the text (drevik, 2020, p. 142).
Reading, interpreting, reflecting on adidcussing texts with fellow pupils and the teacher

may develop a deeper understanding of the topic and contribute to the potential development
of CT as one actively engages in the text to explore and evaluate multiple perspectives in the
material.

The focus in the EAL classroom should further be on the language learners and that
their interests, needs and learning development are in mind when methods of teaching and
materials ee chosenMor eover , Vygot s kyighedfamsmofsmerttah at A hum
activity are mediated byucl t ur al | y ¢ o n(¥ygatskycin Le 2020ap. 35p Thact s 0
most important tool for mediation is languadgether mediated tools include concrete
artefacts like books, paper, toyc. Thisimplies that educational materials such as
textbooks, literature and tasks, and language in a social setting are vital in the learning process
and should be considered when educators facilitate learning iragsadm. These concepts
are also relevant for the present study since the aim is to investigate how and to which extent

the meditational tools, textbooks, and tasks may potentially promote CT skills.

2.3.2 Tasks: Open and closed task types

Texts of differeh genres need tasks that give different involvement. A literary text needs to be
dealt with differently than a factutdxt or argumentative text in terms of how to read and
engage in the text, and so should the tasks accompanied (Fenner & @revik, 3620, ip.
language, teaching and learning tasks play a centrallaesits are essential for developing

skills and competencies since #fAlt is through
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interpretation of the curriculum and it is by workinghviasks that the students develop their
or al and written English skillso (Fenner, 20

The Common European Framework of References for Languages (GIefiRgs a
task fAas any pur pos andivdual @ odcessany in ordents aclieseae d by
given result in the context of a problem to be solved, an obligation to fulfil or an objective to
be achievedo (20@unl®)i | of Europe,

In the present study, the main objective istgestigate how authentic texts and their
accompanying tasks may potentially facilitate and contribute to the development of CT skills.
The thesis focuses on tasks and is grounded in the idea that pupils must engage in activities to
develop their knowledgand skills. As earlier presented, CT, among others, involves taking
an active approach to engage in reasonable reflective thinking and, furthémbm@blgo
adjust the thinking if needed (Ennis, 1987, p10).

According to Fenner and @revik (2020), textbook tasks should promote language use
and encourage pupils to engage in discussion with their peers and teacher, regardless of their
language proficiency (p. 356). The communication, or digogs in a linguistic point of
view regarded as encodingand decadg of | an g ua@hgpeocessbsadependdn[ . . . ]
the speaker 6s as -knavledge, expectations, prejudeds,eamdehe gosial p r e
contact o ( Fe nbBobmcdfineddialdduea sp. AZa2)c.onver sation wt
constructed through sharingo (Bohm, 1990, in
meaning itself is not found in the text but by sharing with othershis encounter where
meanings are sharedda al ogi ¢ process will occur; A[ .. .]
material learned through discussion, mutual questioning, and reflection in a social
environmento (Fenner, 2013, p . 378) . Fenner
orally or in writing is particularly important in a dialogic process.

The following section will present theories about task types since the study aims to
explore what type of tasks related to CT are present in the selected textbooks andkgprkboo
how frequently they occur, as well as the didactical implications these patterns have for the
development of CT in the English as an additional language classroom. It is essential to
differentiate between open and closed task types to favour thegpaskwhich encourages a

dialogic approach in EAL teaching and learning.

Open and closed task types
A literary text in textbooks is often accompanied by tasks where the pupil is to search for

specific content in the text, according to Fenner (2001, p.26). Closed questions such as: Who
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is the main character? Where did the story take place? etc., arpreented. These tasks

serve mainly the purpose of checking who has read the story (F2@0gr,p. 26) and aid the

p u p readsm@comprehension. If pupils have read the story, chances are high that they can
answer the questions correctly. The pupild mbst likely reproduce parts from the text and

not produce language on their own. They will neither get a chance to engage in personal
interpretation nor to make an opinion of the text, and they will miss the opportunity to engage
in genuine dialogue (fFaer, 2001, p. 26) and thus in CT.

Instead, textbook authors should emphasise tasks where open questions are prominent
when creating the material. Asking questions where the pupils must make up their own
opinions and interptahe text will result in answers where new information is presented. The
pupils will then be able to engage in dialogue eh&iiferent views will be exposed and can
give the learners a new and increased understanding of the text, and the teachésarsght a
it i n a d(Fdnriee20@lnp 26). i ght o

The present study differentiates between open and closed tasks. The second research
guestion emphasises how tasksompanying authentic literatgxts may facilitate Cand
potentially promote CT skills for learners in English in-§tlade primary school. Closed
tasks or questions, where the focus is on reading comprehension, only entail finding
information presented clearly in the text and do not encourage pupilotedriiemselves
with CT. Instead, the study focuses on open questions since open questions where learners
have to make up their own opinions and interpretations may enhance CT. Moreover, the open
tasks which the present study is concerned with ask théspagngage in reflection of some
sort, either in tasks conducted individually or in collaboration.

Within the category of open tasks, we, amongst others, find reflection tasks. The
termto reflectis defined by Thé&lorwegian Ministry of Education and Resea(2018,p. 23,

my translation) as
investigating and thinking of mufiil e per specti ves ¢ on caetions,iattitgdeso ne 6 s
and ideas. We can also reflect upon facts on a case catattiviies or our learning. Reflection

implies testing your thoughts and attitudes to develop better insight and understanding.

The study further distinguishes between different types aatdin (explained in
section 3.). Reflection tasks whergupils have to give reasons for their opinions are
particularly interesting regarding CT. In this presgthe pupils have to focus on
argumentation. Argumentation is an important factor in developing citizenship skills and

essential to how children constt knowledge. It further functions as a core element in CT
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(Sandvik, 2022, p. 29). You support and justify your claim or opinion through argumentation
with one or several utterances. A good argument needs to be relevant, acceptable and
adequate (Sandvik022, p. 32). For an argument to be relevant, it must support the claim and
not something else. When an argument is acceptable, it is from a credible source or authority
where the information is considered correct. Here, the CT skill of strategic soatleatmn

is of importance. General knowledge and experience may also be acceptable argumentation.
For the argumentation to be adequate, it needs to support the claim and be convincing
(Sandvik, 2022, p. 33).

Reflection task may be done individually, for instance, in a-prading task used to
activate prior knowledge on a topic, in a whigading task to adjust and to make further
predictions or interpretations, and in posading tasks such as writing tasks, roltdal
tasks and digital tasks. These task types are further eateohon in section 4.6.3

Reflection may also be done in collaboration, for inséa in discussionfiscussion
tasks are essential for engaging pupils in communication and for engaging tG&nBn
sharing ideas, opinions, and beliefs, the pupils may rethink their prior opinions and adjust
them accordingly if the arguments seem relevant, acceptaid adequate.

Reflection tasks may also focus on seiareness. Open questions about indéncal
issues may get the pupils to reflect on and assess their opinions, values, and beliefs, which
require competence in IC&a n d  Reflectiors on a text allow the reader to turn
interpretations upon himself/herself and will consequently resultharered nderstanding
and sefa w a r e (fFrenses 2001, p. 19).

T h e pselpawarenéss may also concern an awareness of their learning process
where they reflect on what they hdearned and their level of proficiency (Haukas, 2018). In
some textbooks, we, for instance, find that texts and tasks are divided into different difficulty
levels. This might allow the pupils to choose their level, which can be motivational and
further usd to monitor their learning progress (Fenner & @revik, 2020, p. 358). However,
selfassessment poses a challenge when it comes to ICC, according to Hoff (2020). She states
that this type of competence is not achieved once and for all but must be regditdetzand
dynamic, where the pupils constantly move in and out of different stages of awareness (Hoff,

2020, p.86). The assessment of CT skills may also present a challenge as they are not directly

10 This concept will bdurther addressed in section 24
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observale, as mentioned in section 2.2

The present chapter has presented perspectives on CT, CT dispositions, and
metacognition so far in order to understand some of the cognitive processes that the
development of CEntails. Furthermore, as the thesis focuses on authentic literary texts and
tasks represented in textbooks, the chapter also addresses essential theoretical perspectives on
engaging in reading and working with texts in the EAL classroom. A dialogic ajiptoa
literature favouring open questions which may engage the pupils in reflection and
argumentation is favourable in this respect. The followirtjae outlines theoriesf
Bildung, ICC and critical literacy in connection to the potential developme@ioivhen

engaging in authentic literary texts.

2.4Fostering CT through working with authentic literary texts: Central theoretical

perspectives

The preceding section introduces theories that are fundamental to the con&siolisnof

ICC, and criticaliteracy. These the@sshape essential competencies and skills in didactic
theory and the curriculum. When applied to authentic literacy, these theories play a crucial
role in fostering critical thinking, particularly in areas such as interpretatiorysa)and

evaluation of texts.

2.4.1 Bildung

Klafki has presented theories to describe how the learning process and teaching material may
impact the development &ildungin educationmaterial, formal and categorical
Bildung (Klafki, 1996, pp. 172185).

MaterialBildunghas f ocused on the content of | ear
being exposed to a cultural canon (the O6o0bj e
acquire knowledge aflassical cultural phenomena like moral values, aesthetic content and
scientific realisations (Klafki, 1996, p. 172). This is regarded as a more or less static entity.
For instance, an exampl e of isgeakm@culturesowd!| O o0bj
be a highly valued literary text by Shageare (Fenner, 2020, p. 19). As matdsiédung
primarily concerns acquiring specific knowledge and ways of thinking, the ability to develop
critical thinking or express personal opinions will be limited (Hoff, 2014, p.510).

On the other handpfmalBildungdoes not focus on the content buatthe subjective

aspect of learning and the learning process. The emphasis is to shape, develop and mature
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bodily, soulful and spiritual powers, implying that the process or result will enable the
| earners to devel op menrtuanhe natnsdd )p rtaoc tciocnatlr ocla p
(Klafki, 1996, p. 179). Formaildungis, thus, regarded as the ability to notice, think,
critically assess and make moral judgements and decisions (Klafki, 1996, p. 179), and the
|l earner 6 s e nga gproonessivital (Hoff, 20b4ep. 31@Ta davelop g
formal Bildungand CT by engaging in authentic texts and tasks presupposes that the text has
to provide the learners with topics that engage personal involvement and tasks, allowing them
to share and dises their experiences in a social setting.
The third category, the categoriildung is a concept which relies on
interdependency between cultural forms and t
510). According to Klafki:

Bildungis the phenomenon by which we immediately can experidrecanity between an objective

(material) and a subjective (formal) moment through our own exmeri@nthrough the understanding
of other people (Klafki, 1996, p. 192, my trarigia).

To achieve categoric88lildung, the learners have to experience what Klafki refers to
asexemplary teachingneaning that the content and approaches to this content have to
consist of good examples. This involves the quality of the texts and tsetksnuteaching so

that the learners can interact personally and engage in processes like reflection and critical
thinking (Fenner, 2020, p. 19).

2.4.2 Intercultural competence

Intercultural competence is central to teaching and learning English @8a@f, p. 87). A

central aspect of ICC is CT, which will be addressed in this section. Furthermore, working
with authentic literary texts in the EAL classroom may promote ICQ authentic literary

t e x t [..] dardes thdiculture of a specific langeacommunity and can give the reader
valuable insight into the foreign culture, as well as into the language amdi$ed to express

t hat dRehture@001, p. siht@rpulturaMonumurdachtiveBognmpetande
(ICC) theory is particularly ifuential within foreign language didactiche model

comprises five categais t hat ¢ ont skndomedge of ICG. Tleselcaegariese r 0

are:

-Knowledge §avoir)
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-Attitudes Gavoir étrg

-Skills of interpreting and relating&voir comprendre

-Skills of discovery and interactiosgvoir apprendre/fairg

-Critical cultural awareness(a v o i r )SEBymam,d397q p. B4).

According to ByramKnowledgee n t d...] knswledge about socialgups and their

cul t ur eswnicauntrpametsitar knowl edge of theaniflntier | ocu
knowledge of the processes of interactionatdi vi dual a nRyram, 4997, .t al | e
35). In the first category, Byram acknowledges that some knowledge may come from primary
socialisation (gually in the family) and some from the secondary socialisation process

(usually in formal education). The knowledge acquired from formal educatie@nsysbtay

often be domi n aultueedandbdentity; hedae,antividoatsadqdire a national

identity through socialisation in formal education (Byrd®97, p. 35). The notion of a

0 n at iculturesahd@dentity may influence how knowledge of a different culture is

interpreted and may also be prejudiced and stereotyped, especially in inforialéd atomn

like the family and media. This process requires critical thinking skills to avoid

misinterpretation, stereotyping and prejudice.

Further, the knowledge acque d wi t hi n s ossadcial group mgofieo n i n o
contrast significantlywi t h t he ¢ h a rsaatidn& groug dnd idestity ¢Byrang n e 6
1997,p36). Thi s awar e n e sosial identitythas weem atquiéed and how one
percei ves ot hegroumaewel & hav omefpercavs e ® imterl@cutors
from other groups, are essential for a successful interaction, according to Byram (B#&7, p.
According to By naum,ofthe knovdedge of @theauntiies and thed
i nt er bmeaningsy breltaviours and belisfinked tothe knowledge of the processes of
interaction at an individual and societal levatcording to Perkins, Jay and Tishman (1993,

p.6), this process requires metagnitive, which is a CT disposition. As earlier mentioned,
adispositionisdesci b e @tendesicyfodosomehi ng, gi ven (Eenstain co
1996, p.166). To be metacognitive involves, amongst others, thg &bitie seHaware,

mo n i t @ thinkongy, exércise control of mental processes, and reflect on prior thinking

(Perkins et al., 1993, p.8).

Attitudesa r e ¢ 0 n c e r [n.aditudes tawhardstpéople who are perceived as
different in respect of the cultural meanings, beliefs and behaviours thijtewhich

areimplicit in their interaction with interlocutors frothte i r own soci al group
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(Byram, 1997, p. 34). Byram suspects these attitudes may be characterised as prejudice or
stereotype and often be negative, creating an unsuccedsfaktion. Consegently, Byram
ur g e d4..] attdudes of curiosity, opennessadiness to suspend disbelief amdgement
with respeneanitnongst hbebk D dByram, 994 p3d).e-trther,i our s o
Byram seeshe need for a disposition df..] wilingnes s t o suspesavn bel i ef i
meanings and behaviours, and to analyse them from the viewpoint dhéns with whom
one i s @Bpgmagi hyd7, p . 8mreaningsT beliefs, argl AahaVviouosn e 0
through comparison will demd awareness ande f | e c t is values.orhis selfn e 6
reflexiv i t y, wher e obeliefsand valtgimpliesusisg Co skidsd

Also important to ICC is the procedural knowledge of how to act in specific
circumstances, which is linked to tfeetor Skills of interpreting and relating.he ability to
interpret a document or event from another cultur® identify relationships between
documents from different cultures, to explainit,and | at e it t o slaveis ment s
dependent omxistingk n o wl e d gsewncahd the otleebenvironment (Byram, 1997, p.
37). Thisal i gns wi t h t tblee biGad ardl advgntar@uiphich inatuded
identifying assumptions and looking at things from other points of view (Perkins et al., 1993,
p.7). This skill also relies on background knowledge, which is essential in conducting CT
(Ennis, 1987, p.21).

Skills of discovery and interactionvolve acquiringnew knowlege of a culture and
cultural practices andperatingknowledge, attitudes, and skills under the constraints of real
time communication and interaction (Byram, 1997, p. B2ading authentic literature from
the target culture may enable the learner to tstded a new cultural environment and
interact in increasingly rich and complex ways with the unfamiliar culture, evaghhbis
not communi 4 a niikydam, 1997, p.®3).dRaalding authentic literary texts in
class will provide the pupils tengage in ICC and may even further provide the opportumity t
engage in thdecChrdifypasnidt is@erkiis et al.d1®933sptéaasd i n g o
the factor involves being able to identify concepts and values of documents or events and to
devdop an explanatory system that is susceptible to the application of other phenomena
(Byram, 1997, p. 52).

Finally, critical cultural awareness d...] &n ability to evaluate critically anzh the
basis of explicit criteria perspectives pr act i ¢c e s asrown ap otleedcultaress i n 0 |
and c o (Bgrant, 1987sp0 53)Thisfactor involves the basic CT abilities to reach
clarity and obtain a logical basis for judgement, to makeoredse inference and sensible

interaction (Ennis, 1987, A6) when the objectives areoideritify and interpret explicit and
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i mplicit val umakeanesvalmltoicweneanrt asloy, s ifis anteratthe doc
and medhte in intercultural exchange@Byram, 1997, p. 53).

Although Byram's model of ICC has been influential within foreign language didactics
theory, it has received criticism inrecgars. Ho f f ar g u esemphassston By r a mo
harmony and agreemirspecially withirsavoir étre is problematic (Hoff, 2014, p. 512). In
intercul tur al communication, tsbhwn(Sélf)antt er cul t ur
different (Other) worldviews to find a shared understanding. This implies that the inteifcultura
speakeh as t o put o rseasigoh.fAccording to Byeam QHisremtailsdgoing
through different stages of uncertainty and ambivalence. However, the overarching goal is to
overcome these stages of uncertainty and develop an empatheticamdiegsot he ©t her 0
point of view (Byram, 1997, ©8). Hoff states thahis sensitivitymay help to avoid conflict.
Howeveraidcanmu ni cat i on md.y] a@eédsnensionalshaide affaif n A
consi der at i ©axpectatibns agiven to@tchhe rad d e gsowreculturalat o n e ¢
out | ook (Hsff, 20npo51d. d\gain, critical seléflexivity and navigating
conflict and disagreement call for CT.

2.4.3 Critical literacy

Critical literacy presents a relevant theoretical pecspe on CT when working with

authentic texts since authentic texts represent an intercultural encounter, and engaging in this
encounter requires reflection in multiple ways. Within FLL and FLT, critical literacy entails
that the learners engage critigaith the learning material and how the learners bring

beliefs, biases and values into this encounter. This implieseskekivity and engagement in

CT.

According to Luke (2012 r i t i c al | i t p.J weofthedezmaogiesn s t h e
of print and other media of communication to analyze, critique, and transform the norms, rule
systems, and practices governing sbeial fields of everyda | (p.5).eLoke claims that
critical literacy is a political orientation to teaching and leagraénd further to the
c u r r i <cultural,mdciolinguistic and ideological content.

The concept of critical literaaypay be traced to Paulo Freire (Luke, 2012, p. 5). Freire
advocated for a dialogical approach to literature where teachers and learners exchange
reciprocally (Luke, 2012, p. 5). Freire further insisted on the importance of reflecting
critically on the procesofreacig and wr i ting by arguing that
separated fr om(@Janks20@jpnlg). t he wor |l do
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Janks is a central scholar within critical literacy. She builds on Freire and states that
language and literacy are patail activities where teachers act as political agents whose
purpose is to help students uncover the multiple realities they will encounter in their reading,
writing, and living (Janks, 2009, p.xiii). According to Janks (2009), literacy is both a set of
cognitive skills and practices, and it encourages critical thought and thoughtful action in
teaching and learning (p.xiv).

tshoul d be not ed intriacal litdrdtyemeans something different c a | 6
than what we normally understand in CT, Jankc | ai ms (Janks,isnd009, p.
longer understood as reasoned analysis based on examining argument and evidence. However,
it implies an analysis to unger the social interestatwor |t has a flojcus on
on the ways whmobillte dneiam itnlges dae fee (danks, 209, d o mi n a-
p.13). However, a clear distinction between CT and critical literacy is difficult to obtain since
they interact in several ways (Jgsok et al., 2022, p. 23). One main difference, however, is that
critical literacy equips learners to make positive social changes, while CT does not necessarily
involve this. Central tenets of CT involve awareness of andecigahg o e positions (Jgsok
et al., 2022, p. 23).

Janks further claims that texts have social effects. They are designecdutbug into
t heir ver si,andtha languagetltan badeuktoth good and ill (Janks et al.,
2004, p. 1) . SwWhatisfimportar fermeadng the werdd critidally is that any
re-presentationoftneor | d i s a v e (Janksetral.,, 204, . hlpe Therefard, id O
is important to remeber what kind of words or images texiakers choose to use in
representing the world.

Doing critical literacy is, according to Janks et al., being aware of the fact treaatext
positioned; writers shape their texts, consciously or unconsciously, by their beliefs, values,
social positions (age, gender, race, class, etc.), and geographical position amongst other
(Janks et al., 2014, p. 11). Tredationship between the readeand wr t seposdions is also
important to discoveiThisr e qui res t he | e #etexg where bne stepeoatd 06 a g
of the text to become aware of what the writer tries to accomplish and the strategies used
(Janks 2009, p. 22).

Another factor to remember in the critical literacy approach is that language is never
neutral (HabeggeConti, 2015, p. 115). The goal of critical literacy ishtlp learners read the
world in relation to the structures that influence how choices are made (for instance, by
power, identity, knowledge, skills, tools and resources) and then to effect change (Habegger
Conti, 2015, p. 116).
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The pupils need to be able to find and evaluate the main content of the texts but also to
acknowledge that it is the messenger who chooses what to address and thatgbasilyece
only represents a part of the whole pictdreis may be done by asking appropriate questions
such as: What kind of text is this, and why was it written? Who is the messenger, and who is
the text meant for? What does the messenger want to achitevlevtext? Moreover, whose
interests are presented in the text (Jgsok et al., 2022, p. 23)? Foripigpdssential that they
learnhow to exercise critical literacy as they navigate written text in any form in the-never
ending searchfavhich verson of the world is correct.

The next section will present perspectives on CT as it appears in the current core
curriculum in Norway (LK20), in the English subject and policy documents by the Council of
Europe.

2.5Curricular Perspectives on CT

The former sections have presentiegoretical perspectives in education on reading and
working with texts, ICC an@ildungconcerning CT. In contrast, the preceding section
focuses on curricular perspectiveconnection to CT. The theoretical viewpoints addressed
are reflected in recent curricular developments, both in terms of curricular guidelines and
guidelines focusing on the English subject.

The core curriculum, a cornerstone of primary and secondary education and training in
Norway, places significant emphasis on critical thinking. It is mentioned in several parts of
the core curriculum and in tigducation Acin LK20 in reation to various skills and
competencies. Hower, acleac ut def i ni t i o nismiésingTba Bducatiecnal t hi
Act presents the purpose of education for pupils and apprentices, which is manifested in the
objectives clausélhe objectiveslaus in the Education Acemong otherstates h d&he
pupils and apprentices shall learn to think critically and act ethically and with environmental
awareness(Norwegian Ministry for Education and Resear2f17 p.3).

CT is furthermore regarded as one of the key components cbtiteptcompetence

in the subjects, which also is found in the core curriculum in LK20:
Competence is the ability to acquire and apply knowledge and tekitisister challenges and solve

tasks in familiar and unfamiliar contexts and situations. Competradlerles understanding and the

ability to reflect and think criticallf{Norwegian Ministry for Educatin and Research, 2017, p.11).
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The aspect of competenass it islinked to dealing with challenges and tasksamiliar and
unfamiliar contextsmay thus be connected to the basic skill of reading in the English subject,
where pupils may engage in intercultural exploraiaoshen workingvith texts.

Moreover, CT is furthercommemtd on wunder t h €riticakthinkingc ur r i c |
and et hi c aséctioa Imahis sentions aitical and ectific thinking is defined as
f...] applying reason in an inquisitive gasystematic way when working with specific
practical challenges, phenomena, expressions and forms of know(dtigeregian Ministry
for Education and Resear017 p.6). It is also mentioned that the teaching shall provide the
pupils with an understandj of critical and scientific thinking and that such thinking requires
using different methodologies. In addition, the pupils need to assess different sources of
knowledge and critically reflect on how this knowledge is developed. Furthermore, pupils
mustthink critically about their worldviews and experienciisiiwvegian Ministry for
Education and Resear2f17, p.7).

The definition of critical thinking in LK20 and how CT is portrayed in the core
curriculum echo the definitions presented by Ennis and Ferrer et al. They all address the
importance of active reflection as a central element of CT. However, in LK20, CT and
scientific thinking seem more juxtaposed as the two terms are linked together in the
definition. Moreover,the curriculum does not explicitly mention how educators should teach
CT. Consequently, fostering CT in the classroom is contingent on the approatines

teacher and the methods and materials employed.

2.5.1 CT in the English subject

The National Curriculum for the English subj
and central values, core elements, interdisciplinary topics, basicasidlisompetence aims

and assessment. CT and CT skills are implicitly and explicitly incorporated into multiple

curriculum sectionsThe secti on OAbout the subject, Rel.
thesubject s A[ . . . ] an i mgomestoaultural uaderstandilgt when i
communication,all ound educati on an Norwegiam Minhistryfgr devel op

Education and Researc®019, p. 2). This statement links The English suligeBildung

perspectives

Further, it states that: AThe subject sha
communicating with othefs . . . ] 0 help thd pufdil$ to develpp an intercultural
understanding of difeent ways of | iving, ways of thinki
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(Norwegian Ministry for Education and Resear2@19, p. 2)As stated above, when pupils
are exposed to multiple perspectives and contexts, such as communicating interculturally, CT
is invdved as they encounter different cultures, worldviews and languages, which may have
them reflect on, assess and evaluate their own culture, worldview and language
The preceding core element introduces reflection, interpretation andl ¢hirdang
whenworkingyvi t h texts i n English: AnBy reflecting
different types of texts in English, the pupils shall acquire language and knowledge of culture
and s oNoiwegtary Minis{ry for Education and Resdg 2019, p.3). This statement
links the subject to the developmeriftintercultural competence, to gain an understanding
ofoneds own and also the target culture, but
perspectives in how one understandexperiencee t her cul t ur ewn. as wel |
The emphasis on CT in the English subject is also identified in basic skills, such as
digital skills, where being able to use digital mediaandresoureesf ui r es A[ . . . ] «cCr
reflected behaviounsing digital forms of expression in English and in communication with
o t h eNorsvégiar( Ministry for Education and Research, 2019, dn4)eveloping CT
skills, Ferguson and Krange (2020, p. 196) claim that strategic source evaluatgemitaés
for pupils to developAccording to Ferguson ari(range (2020, p. 196, my translation),
strategic source elwation is considered

the ability to notice and use source information, including the type dicptibn, publisher and date of

publicaticn, t he aut horé6és qualificassiomg imethet adddesp!

commenting on the topic.

This information may further be used to assess the credibility of the source, objectivity and
authority of the topic addressed in the tastwell ago interpret and evaluate the text for
potential use. The relationship between the message conveyedéxitand the author

behind this message is essential in source evaluation and further a central aspect in CT
(Ferguson & Krange, 2020, p. 197) and in critical #itgr (as mentioned in section %

In writing and reading as basic skills, it is statieat the development of written
skilsal so A[]...] entails wusing different types
(Norwegian Ministry for Education and Resear2z@19, p. 4). About reading, learners need to
exercise CT i increasinglyeable ta coticadyerefléc{ on and dssiifferent
t ypes do\brwagianxMingtdy fo( Education and Resear2z@l19, p. 4). According to
Haukas et al., writing is considered the most suitable tool for engaging and developing

metacognitionwhich is essential for CT (Haukas et al., 2018, p. 5). In contrast to listening
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and speaking, Haukas et al. claim that by writing, the learner has time to reflect on both the
writing process and the product at different levels (Haukas €0dlg, p. 5)

The interdisciplinary topics of health and life skills and democracycaizeénship
involve aspects of CT and CT dispositions. The two topics facilitate interaction with different
cultures/worldviews and peers, which may present differermnaliges and provide the
pupils with opportunities to interpret, assess, evaluate and adjust their thinking and further
potentially prevent prejudice. bélmgahlleton and || i
express their feelings, thoughts, expecies and opinions and can provide new perspectives
on different ways of thinking and communicat
of | i f e an dNotwhgeah Miristry far Educatiors and Resear2019, p. 3).
Democracy and citizenghi educati on in the English subject
interpret the world, and promote curiosity and engagementdnétb p t o prevent pr

(Norwegian Ministry for Education and Resear219, p. 3).
2.5.2 Perspectives on CT in Europan Policy Documents

The Council of Europe (CoE) is an international organisation with mainly European member
states. The work by CoE has influenced several European countries in their educational
policymaking, including the Norwegian curriculum (Fenn&2@, p. 34).The Common

European Framework of Reference for Langug@sF-R) by CoE is of the essence since it,
among others, presents critical aspects of language education, providing language syllabuses
and curriculum guidelines and assessment of forkeigguage proficiency. The framework
emphasises the importance of both intercultural awareness and intercultural skills.

CoE has also developed a model of the competencies people need to participate
effectively in a culture of democracYhis model is presented Reference Framework of
Competences for Democratic Cult(teREF CDC) a n dtoinfarm edocdt®nalil [ . . . ]
decision making and planning, helping educational systems to be harnessed for the
preparation of learners farlifeasc o mp et ent de mo anchdfBuope®016,i zens o
p.9). One of the skills needed to become a competent democratic citizen involves CT. This
skill is conceptualised and described in the model and will be further commented on below.
The model (see Bure 1) includes 20 competencies divided into values, attitudes, skills,

knowledge and critical understanding (Council of Europe, 2016, p.11):
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Figure 1

Council of Europeiéss model for competenc

Values Attitudes
— Valuing human dignity and human — Openness to cultural otherness and to

rights other beliefs, world views and practices
— Valuing cultural diversity — Respect
— Valuing democracy, justice, fairness, - Civic-mindedness
equality and the rule of law — Responsibility
- Self-efficacy
\ — Tolerance of ambiguity
Competence
— Autonomous learning skills - Knowledge and critical understanding
— Analytical and critical thinking skills of the self
— Skills of listening and observing - Knowledge and critical understanding
— Empathy of language and communication
— Flexibility and adaptability — Knowledge and critical understanding of
— Linguistic, communicative and the world: politics, law, human rights,
plurilingual skills culture, cultures, religions, history, media,
- economies, environment, sustainability

Co-operation skills
— Conflict-resolution skills
Knowledge and
Skills critical understanding

This model definesaluesa s[...]fyenerabeliefs that individuals hold about the desirable
goalstht s houl d be $Coundil of Eunopef2016, p.BGNAttitudefs e 0
c ons i féthesoderaliimental orientation which an individual adopts towards someone

or something (e.g. a persca group, an institution, an issue, an evant, s y m(&aurici) ob
Europe 2016, p.39).In this model, the category Attitudes corresponds to the term
dispositions presented togettwith CT skills in section 2.2. Attitudein the presented model
byCoE may al so cor r es patttude awoir &rg in themdodelof at egor y
ICC. Askillr e f e [..$thetcapaciiy to carrying out complex, wetiganised patterns of

either thinking or behaviour in an adaptive manner in ordechzae a parcular end or

g o a(Cooncil of Europe 2016, p.44)Analytical and critical thinking skills are of particular
interest to the present study, which is one of the skills listed in the model. Inoithés, m
critical t[.h]icomdisi ohtigosekills thdt &resreqfired to evaluate and make
judgemeat s about mat € ounc of Buropef2016, p.45), &nd andical

t hi nki ng s[k]ithHode skills tratvare requéered o analyse materials of any kind (e.qg.
texts, arguments, infgretations, issues, events, experiences) in a systematic acal logi

ma n n(€ourtcil of Europe 2016, p.44)Analytical and critical thinking will be used when
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pupils work with authentic literary texts and associdagsks. According to the CoE,
fEffective analytical thinking incorporates critical thinking (i.e. the evaluation of the materials
under analysis), while effective critical thinking incorporates analytical thinking (i.e. drawing
distncti ons and ma {CouncofEumpe 2@ p.46pandsaje dherefore
inherently linked togethem. hi s cat egor gkilcso rafe sipmtnedrsp rt eot i6n g ¢
(savoir comprendrein Byram's model of ICC.

The categorKnowledge and critical understandimge f i nes krf.othé edge as
body of information that is possessed by a person, while understanding is the compnehensi
and appr eci at(Cooneail otEtiropgne 2Wilgs . 51). The tern
under s tisausedto enpliasise the needtfi@ comprehension and appreciation of
meanings and to engag i[..1] acfive reflection on and critical evaluation of what is being
understood and interpreted (as opposed to automatic, halitdalau nr ef | ect i ve i nt
(Council of Europe 2016, p 51). This category emphasises the importance of reflective
thinking and background knowledge to further engage in metacognition, which are essential
aspects in CT, according to Ennis (1987, p. I9)e @t egory al so correl ate
culturala wa r e B a 8 sedgade)xclassification in Byram's IC@odel.

This chapter has provided thieeoretical perspectives in connection to reading and
working with texts where especially the dialogic approach and critical liteeaylteen
highlighted as favourable in the possible development of CT. The dialogic approach
emphasises the use of open questions where the learners engage in reflection and interaction.
Critical literacy furthermore addresses the importance of not passivetpt the written
word, but to search for underlying intentions conveyed by the author. In connection to
working with authentic texts in the English subject, the conce@daingand ICC are
essentially emphasised in theoretical andicular perspectives. KlafiiBildungtheories
and Byrambs model of | CC hlaapessibledevelopmentof i ne d
CT. Additionally, curricular perspectives on CT in LK20 identified in the Core Curriculum
are presented. FurtherneoICT in relation to basic skills and working with texts in the
English subject isddressed. Finally, policy documeisa European context with the
presentation of The Counci l of Europeds mode
connection to CT. fie next chapter will delve into the selected materials, such as and the
methods conducted the investigation, including mixed method research and abductive

analysis.
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3. Material and Methods

3.1 Introduction

As stated in Chapter One, this study aimgwestigate how working with authentic literary
texts and their accompanying tasks in four textbooks may foster the development of CT skills.
The chapter starts by presenting the selected material on which thésdbadgdipon. Next,
the philosophicalinderpinnings of the study will be presented, as well as the choice of
research method. The chapter further provides a presentation of the stegsehat
conductedn the research process, with an emphasis on collecting and analysing data. Finally,
somechallenges and limitations of the study vioi# addressed, as well as issues of reliability
and validity. The research questions that drive the thesidevpresentedext

The main research question, which is the focus of this studg,which ways may
authentic literary texts and their related tasks in textbdok&th-gradelearners of English
create conditions fothe development of CT skills?

The following two subguestionavere formulated to illuminate essential components
of themainresearch questiowhat types of authentic literary texee representeth
textbooks for learners of English fith-grade and how may they facilitate CT and promote
CT skill®?, andin whichways may tasks accompanying authentic literary texts facilitate
critical thinking and promote critical thinking skills for learners of English inSttegrade?
Thi s dfifsteswhgueston concerns the authentic literary texts represented in each
textbook. It explores the genre, themes, and differential level and investigates the implications
these may have ahe possible development of Cllhe second suljuestion relates to the

tasks accompanying the selected texts.

3.2 Research Materials

3.2.1 Introduction

The present section will outline the process of selecting textbooks, texts and tasks for
analysis. As stated above, textbooks are still widely used in Norwegian EAL classrooms
(Fenner & @revik, 2020, p.338), especially in teaching English ingwgirschool (Gilje,

2016, p.56). According to Gilje (2016), in a national survey, most teachers report that they
mainly use textbooks in their primary school English teaching (p.56). Against this

background, it is reasonable to argue that conducting tek#oalysis should remain a
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priority in EAL research. Since the investigation had to be narrowed down to fit the scope of

an MA- study, textbooks fobth-gradein primary schoolvere selected because the researcher
conducting the present study is a-ftlace English teachét. The textbooks are accompanied

by other materials such as workbooks, digita
the scope of this study, the included material is textbooks and workbooks from four

publishing houses in Norway.
3.2.2 Selected textbooks

This study analysed four textbooks and workbooks foigftlde primary school EAL
learning.The textbooks included in the study are for year 5 in primary school and are either
renewed or revised according to the new currictifuMoreover, the textbooks and

workbooks included and analysed in the present study are published by major publishing
houses in NorwayEngelsk §Solberg & Unnerud, 2020) published by Cappelen
Damm,Explore 5(Edwards et al., 2020) published by Gyldendatk 5(Mezzetti et al.,

2021) published by Fagbokforlaget aQdest 5Bade et al., 2020) published by Aschehoug.

3.2.3 Text selection and exclusion

All the authentic fictional literary texts represented in the textbooks were selected for
analysis. Theseere identified in several chapters concerning different topics (see appendices
1-4 for an overview). Since the first research question addresses the types of authentic literary
texts represented in the textbooks, the selected texts have been countadgorised
according to genre and difficulty lev&l The texts were further identified and analysed
according to themes using the abductive approach.

In one of the textbookfuest 5 sane additional texts accompanied some of the

1t is reasonable to assume that EAL textbooks for other prisemyol learners would also contain tasks
aimed at failitating CT skills However, a selection had to be made and exploring how texts and tasks in
textbooks authored for the lowest class in yearar primary school would facilitate the development @f C
skills are essential for the continuous work of developing CT skills the last years of primary school

12 The textbooks have been revised according to the new curriculum, excejotkfér which is witten in

accordance with LK20.

13The textbook authoriglentified and labelled the genres and difficulty levels.
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authentic literary texts, such as tongue twisters, lists and jokes (displayed in Table 1 below).

For instance, the text ATiIips to Welcome a Ne
poem Al Am byAey INcwig VahDedwater by providing a different

perspective on the topic. The text is included in the study because of its placement on the
following page in connection to the poem, and the tasks accompanying ask the pupils to draw

on their interpretatin of both texts by relating to what it would be like to be the new kid in

class as well as for a pupil to welcome the
|l abell ed as 6other textsd when quarhéors fying t
create it and consequently does not qualify as an authentic text. As such, the text is not

included for analysis.

Table 1

Additional texts accompanyirige selectedauthentic literarytextsin Quest 5

Excluded texts Included text

(From Bade et al., 2020, p. 32) (From Bade et al., 2020, p. 31).

Excluded texts also encompass a tongue twister and a joke identifedh 5 The tongue

t wister is placed under the poem AMy New Pet
poem or have the same topic as the poem. It seems that since it addresses

somethingairly similar, namely an animal, it is placed on the same pagetiderthe

opportunity to practice phonetics. The joke
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by Bryant Oden at the bottom of the page. The song and joke address different topics, and
since no belonging tasks are aimed at facilitating furtheaggmgent with the text, the joke is
excluded.

3.2.4 Task selection

All the tasks selected for analysis accompanied the authentic fictional literary texts in the four
selected textbooks. Tasks accompanying additional texts were also includednalffsts.

The textbook tasks were identified in different reading stagesedding, whilereading and
postreading. The study further included all the tasks that accompanied the selected texts in

their respective workbooks. These belonged exclusivdlyeostreading phase.

3. 3 Research paradigms and methods

The following section presents research paradigms and the chosen research methods for the
investigation. First, philosophical traditions and paradigmsheilpresented. Second, the

s t usdasleted mixed methods research (MMR) wak presented. Then, document analysis

will be outlined. Finally, the selected analytical approach conducted in the document analysis,

abduction, will be presented.

3.3.1 Research paradigms

In this section, thehilosophical traditions and paradigms that underpin the present study will
be presented, as the design of this study is heavily influenced by these. Indeed, as Hatch
(2002, p.12) points out, all research has a philosophical starting point that researchers must

adknowledge when undertaking their inquiries:

Starting with a research question begins in the middle and ignoresittenfantal necessity of taking a
deep look at the belief system that undergirds our thinking. Fortraggng with paradigm issues
exploring assumptions, and coming to grips with differences ntdwiews and what they mean for

doing research are essential first steps.

Creswell and Guetterman (2021) emphasise that the research process starts by identifying a
research question (p.BIThe present study started, however, with a desire to understand and
explore a phenomenon: how authentic literary texts and accompanying tasks in textbooks for
5th-grade EAL learners may facilitate the development of CT skills. The starting point to

read this goal was a theoretical exploration of the phenomenon and formulateseafch
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guestions. Thisprocesscers ponds t o Maxwel |l 6s research des
model with an interconnected and flexible structuraxiell, 2013, p. 3). Thimo d® | 0
essential first steps comprise the research goal, conceptual framework, and key research
guestions.

Within educational research, competing philosophical traditions approachliksues
the nature of truth and its verifications and what counts as reality, objectivity, subjectivity,
and knowledge diérently (Pring, 2015, p. 109)he research methods corresponding to these
different philosophical traditionare commonly dividethto quantitative and qualitative
paradigms. Knowledge of the different traditions will make the researcher more able to
consider different aspects of his or her research and reflect and ask critical questions about
research conducted by others. These tradiadsts have implications for the most appropriate
research method by considering both their benefits and challenges.

One of the philosophical traditionsh at i nf |l uenced this study
6positi v[i.]gotaécountevhietr sgstematically study whdtitual and open to
obs er (Rringi 2015,0p. 110). Hatch@20 2 ) r ef er s [t]oealiptovho t i vi st s
believe in an objective universe that has ordedie pendent of landriugler per ce
states that reality exists argddrivenby universal, natural laws (Hatch, 2002, p. 12).
Positivists believe that there exists a world in which the researcher is independent and can
observe the objective reality as it is. Positivism is often assosiatiedhe quantitative
research tradition. The present study draws on elements from the positivist tradition when
conducting quantitative datatoke ct i on ( see s e c tprocedureg8ands)sof Th e
guantifying and representing the data matensnerically. An example of this procedure
conducted in the study is when the authentic literary texts in the selected textbooks are
guantified after genre and difficulty level categorisation.

Another relevant paradigmthisstly i s her meneutics, or Oin
60i nt er pr eadistingdiontistdravenbstwieen physicahthg and persons where
p e r s[a.Jnrderpfet, or attachn@eni ng t o, t he rAiryl201&6,9.1a7hd ot her
Thisimplies thatsubjective meaninpas t o be t ak.dthesocrltworldsccount :
constituted by the intentions and meanings ¢&f e 6 s o ¢thea,lIso itasatgued, hdre is
nothig t o study objPeirmt201%,e.1118). Both dexnkenentigpsba
interpretive theory are associated with the qualitative research tradition.

Within the presented philosophical paradigms in educational research, the worldview
closesttothereseah er i s h er me $ewnsuiectiseopinioh mustentepnete 6

and construct the social world. In this thesis, the main objective is to identify and analyse
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tasks and authentic literary texts for the potential development of critical thinkilsg sk

Ther ef or e, stubjectierjuElgementiscohtlee ressence since the interpretation will
determine the findings and explanationbis aligns with Priig (2015, p.118), who states:

fWe each inhabit subjective worlds of meaning through which we interpret the social world.

Indeed, thatacial world is nothinggt her t han o uThiswillbe ferthggr et at i on ¢

commented on in section 3.5, where the reliability and validity of the study are discussed.
3.3.2 Mixed Methods Research

The present study is a mix@gethod study. According tGreswell and Guetterman (2021,

p . 4 8Mixed méthods desigmase procedures for collecting, analysing, arntdgrating (i.e.,
mixing) both quantitative and qualitative data in a single study or in a multistage series of

s t u dThersi®a distinction beeen quantitative and qualitative methau$1MR.

Creswell and Guetterman (2021, p4J) claim that a quantitative research method is
characterised by describing a research problem through a description of trends or a need to
explain the relationship amgrvariables. In quantitative research, the purpose statements,
research questions, and hypotheses are specific, narrow, measurable and observable, and data
collection instruments such as survey questionnaires, standardised tests and checklists are
used tameasure the variables in the study. The data are further analysed using statistics and
interpreted based on initial predictions or prior studies.

According to Johnson and Christensen (2017, p.33), a qualitative resealnci iset
conductedtvhen A[ . . . ] Il ittle is known about a topi
di scover or |l earn more about ito and is furt
and to express their per speascbliectquanifiable ddtiae r e a s
on a phenomenon, qualitative researchers fin
they are studying. The researcher asks questions, collects data and makes interpretations and
is regarded as theedtnsesnhdbumMmdohnebnd&t €hcost e
gualitative research, the researcher reflects on personal biases, values and assumptions.
According to Creswell and Guetterman (2021), the main objective and research questions set
the premise for the moappropriate research method for the investigation, and the two
approaches ought not to be considered as two endpoints in a dichotomy but rather as different
points on a continuum (p.43).

A mixed-method study, where both quantitative and qualitative data are integrated,

will provide a better understanding of the research problem than exploring the phenomenon
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by relying on one of the methods alone. For example, qualitative dataenesged to assess
the validity of quantitative findings, and quantitative daiay be used to help generate the
gualitative sample or explain findings from qualitative data (Fetters et al., 2013, p.2135).
According to Schoonenboom and Johnsen (2017), mixeithod research a&bout heightened
knowledge and validity (section 3.5).

The integration of both quantitative and qualitative data in the present study is
accomplished by using axplanatory sequential desigwhere quantitative data is first
collected and analysed, and then the qualitative data is collected to elaborate on the
guantitative results (Creswell & Guetterman, 2021, p. 603). The qualitative component of the
research in this study is dominant, dhd quantitative component is supplemental since the
qualitative analysis will best answer the main research question. Further, in this project, the
guantitative part precedes the qualitative part, and the qualitative component is dependent
upon the outcoms of the quantitative part. What follows will elaborate on this.

In the present study, the quantitative part counts the authentic literary texts represented
in the textbooks. The texts were further quantified accordingeioglenre A qualitative
approach followed, where the authentic literary texts were analysed accortlirgdentified
differential levels anthemes and quantified. As such, it relates to the first research
questioni What types of aut hent intexthbooks ferdearmess oft e x t s
English in5th-grade and how may they facilitate CT and promote CT $kidls

In order to answer the second research questionn whi ch ways may t a:
accompanying authentic literary texts facilitate CT and prien@T skills for learners of
English in thebth-grade? da quantitative approach followed by a qualitative approach was
deployed. In the quantitative phase, the tasks were initially quantified, and in the subsequent
gualitative phase, the tasks were examioencerning task type and instruction. This will be
further commented on in section 3 Bhe quantitative phase aimed to provide an overview of
the texts and tasks in the material. This overview provides information on the general trends
in the selectedektbooks.

As mentioned above, the qualitative part of the study is dominant since it is through
the analysis of the tasks that the most comprehensive understanding of the main research
questionwill be provided. The phrasing of the main research question is quite open and
consequently presupposes that qualitative data would be best suited to present answers.
Nevertheless, the quantitative data serves as a foundation for exploring broader gadterns
trends within and across the materials and is important as the data further lays the foundation

for comparing textbooks.
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3.3.3 Document analysis

As stated above, the research material in this study is comprised téXthooks and

workbooks for 5th graders in primary school in Norway. Textbook analysis is according to
Fennerand@revik 2020) an i mportant matter since the
interpretation of the English subject curriculum (p.34he textbook analysis conducted in

the present study resembles a type of document analysis. According to Bowen (2009, p. 27)
adocument analysis is A[...] a systematic pr
Documents which serve as the data material in a research are documehtsavkibeen

made without the researcherds intervention (
written form such as letters, news papers, evaluation reports, political speeches, Face book

posts and so on (Patton, 2015, p.136).

3.3.4 Abductive documenanalysis

Thi s dtdxtbawk agadysis involves quantitative and qualitative approaches when

categorising and analysing the selected texts and tasks. Moreover, the analysis was driven by

an abductive approach. According to Rinehart (2021), the pracekabductive analysis
involve the A[...] researcherds i mmersion in
tasks of scrutinizing evidence to be open to
get to know the material as wellasviewinghe mat er i al again with di/
explore if there are additional interpretations to consider. The abductive approach also

involves constantly moving back and forth between empirical observations and the
researcher &8s k n gevdpectivgskhisie if ling viitle Tavoey ind ¢ a |

Timmermans (2014), who claim that abductive analysis includes obtainrdepth

knowledge and familiarity of multiple theories and observatidedamiliarisation ofthe

observations and then revisiting tHeservations in light of new theorisations (p.4). When

conducting abductive analysis, it is essential to be open to letting the material speak for itself,
and it further involves questioning oneds kn
p. 305).The procedure of the abductive approach utilised in the present project will be further

commented on directly below.
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3.4 Analytical procedures

In this section, the analytical procedures will be presented. As mentioned above, the text
selection in thelifferent textbooks was based on whether the fictional literary texts were
authentic or not, meaning that it is a text which has been produced for some other purpose
than language learning (Skulstad, 2020, p. 59).

The first quantitative analytical step was to count all the literary texts in the textbooks

in order to identify the frequency of authentic fictional texts in comparison to other literary

texts represented in the textbooksh e | atter texts were categor.

identified authentic fictional ' iterary text

the identified authentic literary texts were counted according to genre and differential level
categorisations. The texts were further qualitatively analysed by the abductive approach to
identify the central thenseof the texts and counted. The identified authentic literary texts

were analysed according to differential lev@lse counting of atmentic literary texts, genres

and differential levels, in addition to the counting of themes, corresponded to the quantitative
part of the explanatory sequential design. Together with the qualitative part, the analysis of
themes, both procedures providedwaers to the first reaech question.

In the quest to answer the second research question, all the tasks included in the
textbooks and workbooks were counted to obtain an overview of the tasks accompanying the
authentic texts. A great variety of tasks was observed during the initial mateeahing;
consequently, some categorisation criteria were considered necessary. This is in line with the
abductive approach, in which the researcher evaluates and tbealuates the empirical
observations in the material.

Table 2 below shows examples of some identified tasks in the selected material and
how they were counted and categorised. Tasks comprised of several questions or activities
divided by numbers, letters, or otheswal signs like bulleted lists were counted as several
tasks. Yeso questions with follovwup questions were counted as one task. Some tasks were
divided by letters, for example, 1a, Hi¢, where the last task was dependent upon the
outcome of the firstask, and therefore, the first task was used for scaffolding. Scaffolding
tasks are counted as one task, where the pupils are first instructed to create a mind map and
then use it to write a story. Additionally, a few tasks had various options for corgyiles
task, such as writing a text or interacting with a peer. These tasks were counted twice, as one

cannot predict how the learners may engage in this task.

1 The textbook authors had identified and categorised the genres and differential levels
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Table 2

Examples of tasks counted as one or several tasks

Tasks counted as one task

Tasks couted as several tasks

Yesno questions with a follow up question:

AfiHave you ever been i

(Bade et al., 2020, p. 56).

Tasks with several questions:

AnWhat happens as we 1

autumn? What kind of activities do people do i
theautumn? What kind of things do animals dg
t he ( Me z Z

i n autumn?o

Instruction and question:

AfLook at the picture.

feel s?0( Edwards et al

Several questions in a bulleted list:

AnTal k and teldl

1 Why are Lizard and Snake in the gard¢

1  Who is the woman in the garden?

1 Inwhat way does Snake try to be kind?

1  Why is it difficult for Snake to
communicate with the woman?

9 Sometimes it is easy to misunderstand

ot her. Why i

Unnerud, 2020, p. 63).

each

Scaffolding task:

4.3 Describe your perfect autumn day.

You can choose between...

Story

Poem

Diary Entry

Newspaper Article

a) Make a word cloud or a list of ideas, or hold
brainstorming session. This is a good strategy
help youwrite. Look at pages 661 in Textbook
for ideas.

b) Write your text (Mezzetti et al., 2021, p-46
47).

Task divided by letters:

91. | tried to ride a skateboard, by Kenn Nesb
a) Understand the poem. Write down what hag
happened to the boy. Example:eTboy fell and
scraped his knee.

b) Find the rhyming words (Solberg & Unnerug
2020, p.52).
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I n order to enable an analysis and discussi ¢
development of CT skills, the tasks were identified and categorisedinta s ks wi t h pot
for CT skillsé and O6tasks with no potenti al
tasks into these two categories was whether the tasks or questions were opsgtoAslo
mentioned in section 23 pupils are mostlasked to reproduce parts from a text in closed
tasks. On the other hand, open tasks do not have one correct answer. They may engage pupils
in personal interpretation and opintareking, thus involving thinking and reflection, a
necessary premise for CT.

The tasks categorised as oO0potential for C
gualitatively analysed and categorised itatsk typedased on what they asked theisito
do. The categorisation of open tasks followed the abductive approach, where the task types
emerged from openly reviewing the material. The categorisation process was, however,
driven by having theoretical perspectives on CT in mind. In this ifécd, one
predetermined category was included: reflection tasks. According to Ennis (1987), CT is
considered a reflecting activity with reasonable belief or action as its goal (p.16), and this
category was also expected to be identified in the mateaeMer, when reviewing the
material, it became necessary to specify the category even further, and the three reflection
task categories emergeaddividual reflection taskgeflect and talk taskandlimited
reflection tasksTasks categorised esflectand talk tasksvere collaborative as opposed to
the two others, and tasks categorisetinaised reflection tasksvere tasks that asked
guestionsyou either know or do not know the answer to or requestearas answers
without further specifications.

An example of a task categorised dsrated reflectiontask s: fAWhi ch Nor we g
clapping songs do you know?06 (Edward-s et al
reading stage of the text and invites the pupils to ketrileeir background knowledge of this
topic. It further functions as an introduction to the following traditional English nursery
rhyme. The task itself, however, is limited in that pupils are likely to be able to list some
songs or not. It does not aslethupils to engage in furthezflection.

Tasks categorised awlividual reflection taskgwite learners to reflect, but it is not
specified in the textbooks that the reflection should be shared with others or be collaborative.

An example of amdividual reflectiontask s: fiWhat do you think Mr
food in his beard?o0(Mezzetti et al., 2021, p
illustration showing a boy thinking.

The third category of reflection taskeated waseflect and talk taskdn this
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category, the learners are askedeflect on a topic and share their thoughith a learning
partner, a group or the whole class. These tasks were also framed with illustrations or
headlines which informed thpupils to answer the task in collaboration with peers, such as
At al k aBndelsk% | fi I0e t @wplore Bahdkllostratiams of children speaking to
each other iink 5andQuest 5

Other open task categories emerged from the material during the analytical procedure.
These task categories wetiscussionwriting, scaffolding, digital, multimodandenactment
tasks Discussion taskeequired the pupils tengage in a discussion of the topiriting
tasksinstructed the pupils to respond to the question in writdogffolding comprisetsvo
separate tasks; the second relies on the first, such as making a list and then discussing it with a
peer.Digital tasks require the pupils to search on the internet, aneétiaetment taskisvolve
acting out a scene or performing a role pMultimodal taskgequired the pupils to engage in
multimodal modes of communication, such as making a poster.

On a few occasions, tasks that could fit several categories were identified. For
instance, some tasks which involved limited reflection or individual reflection were framed
aswriting tasksand wee then categorised accordingBome taskssked the pupils to find
information about a topic but did not specify how. It is reasonable to assume that solving
these tasks could involve using digital tools or other resources outside the textbook. These
tasks were, therefore, categorisedligstal tasks The categories were reworked several times
to find the most accurate description. After the qualitative analysis of task types, the task
types were counted.

The second phase of the qualitatarelytical procedure was categorising the tasks
according tdask instructionwhich denotesowthe pupils are asked to answer the task. In
this process, no predetermined categories were applied to the initial screening. However,
relevant theory guided ¢hanalytical process, which aligns with the abductive process.

Rinehart (2021) states that a researcher should be open, willing, and prepared for new insight,
guestion oneds knowledge, and further scruti
categorisinghe tasks opemindedly and then categorising the tasks selectively by constantly
moving back and forth between different theoretical perspectives and the material led to
familiarisation. The abductive analysis also consisted danliarisation, where th

observations were questioned and examined to find other relevant aspects to explore. Then,

the next step was to revisit the observations in light of the new insight, where the observations
were reexperienced and contextualised differently. This involwedking and reworking the

categories several times to ensure they were as accurate as possible while being open to
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possible new categories. The task instruction categories that emergjeel faren of
opinions argumentscomparisonsdiscussionsexplandions, explorationsandperspective
taking The task instructionwere initially countedafter the qualitative analysis of task
instructions.

Finally, open tasks in the different reading stages were identified by their placement in
the preletermined categories prevhile- and postreading stages and counted to get an
overview of the broader patterns within and across the selected materials. The interplay
between the different reading stages and task types was further identified and tmunted
explore patterns and trends concerning which task types occur most frequently in the different

reading stages.

3.5 Reliability and validity

Throughout the data collection and analysis, the researcher needs to consider the concepts of
reliability and véidity. According to Creswell and Guetterman (2021), validating findings
entails the accuracy or credibility of the findings (p. 29) or to which degree the researcher has
measured what they have set out to measure (Hopkins, 2008, p. 139). Hopkins (2068) fu
states that in quantitative research, there
to ensure the trustworthiness of their data. In contrast, validity issues are addressed in
gualitative research through the honesty, reflexivity actthess of the data
material.

Reliability concerns the trustworthiness of a study. In quantitative research, reliability
is gained when the scores franstruments are stable and consistent (Creswell & Guetterman,
2021, p. 188) and when the researcher conducts the study by explicit research criteria. In
gualitative research, wher eamportardgthatttes ear cher i
researcher iself-reflective about his or her role in the research (Creswell & Guetterman,
2021, p. 297).The researcher should be aware of how he or she interprets the findings and
how the researcher ds f acasaddressedhinsectisnt2@p e t he i
According to Hatch (2002), the | ogic behind
participate in social life are the same capacities that enable qualitative researchers to make
sense of the actions, intentions and understandings of thosege st udi edo (p. 7) .
claims that spending enough time intensely engaged in their study settings is of utmost
importance for a researcher.

In the preent study, by approaching the material abductively, the researcher has
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attempted to study the data several times to ensure understanding and accuracy in the data
collection. The abductive approach allows the researcher to let the material speak for itself
and have the opportunity to view the findings through different theoretical lenses. However, it
is essential to keep in mind that the research is conducted by one researcher only and working
in a team of several researchers might have led to an even mhareced critical awareness
in the analytical phase.

The research conducted followed a mbredthod design. By mixing qualitative and
guantitative methodshé researcher might exploit their strengths and hopefully neutralise
their weaknesses, and the combination may congritouvalidity and reliabilityAdditionally,
the researcher has attempted to provide a thorough description of the research design and
process in the present chapter to ensure transparency and trustworthiness of the research.

3.6 Challenges and limitations

Some challenges and limitations of the study are worth mentioning and will be presented in
this section. One limitation to bear in miiscthat this study only analyses the authentic
fictional literary texts in the selected textbooks. Studying factual texts might have given a
broader and perhaps different understanding of the phenomenon of CT in textbooks. Reading
authentic fictional texéncourages the pupils to engage in the text personally and may involve
independent interpretations and reflections (Fenner, 2001, p. 21). Although reading factual
texts may not encourage the same personal involvement as fictional texts, analysing factual
texts and their tasks may still have provided helpful information ofathigation of CT.
This, however, would be too timmnsuming and is beyond the scope of the present
study.

Furthermore, anothestudy limitationis that thenteraction between texts and images
has not been analysed. The analysis of the multimodality may have illuminated how the text
and images work in combination and potentially facilitated the develdprh€T.

Another limitation is that thabductive analysis of tasks and texts is arguably highly
subjective since it involves researcher interpretatibthe study had been carried out by a
different researcher who had interpreted the texts and tasks differently, this could have led to
different results. According to Patton (2015), interpretation requires special attention to
context and original purpose (p. 136). What something means depends on the cultural context
in which it was created and how it is interpreted. This implies that thectiviej

interpretation by the researcher is always an act of reconstruction (Patton, 2015, p. 137). This
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process requires an active and continuous engagement to allow the researcher to question their
biases and assumptions by constantly turning the gaagdramd scrutinising theihoughts
and assumptions while conducting research (Mao et al., 2016, p. 6).

Another challenge of conducting the present study has been not to favour one textbook
over others or evaluate the overall quality of the textbosltisough the textbooks may vary
in their potential for the development of CT skills in their represented texts and tasks, they
may have other qualities concerning EAL that this research do&skeahto consideration.

Thenxkt chapt er pgnmis ndingsand diseusssstthe didactical

implications regarding the potential development of CT.
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4. Findings and Discussions

41 Introduction

The present thesis aims to identify whether and in which ways the selected texts and
belongingtasks potentially facilitate and promote the development of CT skills. The selected
materials were textbooks and workbooks from four major publishing houses in
Norway: Engelsk §Solberg & Unnerud, 2020Explore 5(Edwards et al., 2020),ink
5 (Mezzettiet al., 2021) anQuest 5Bade et al., 2020).

The two previous chaptes h av e ac c o ustheereticaf framewdrkaed st udy
the methods employed in the investigation. This chapter presentésandses the findings of
the study. The findings related to the first research question, which involves analysis of the
selected texts, will first be presented and discussed, followed by the findings related to the
second research question, which are eamed with tasks. In this sense, the findings related to
both research questions build @ah other.Thechapter will start by presenting the main
findings related to the texts (see appendieédyand discussing the didactic implicat®of
these with dasis in the theoreticpkrspectives presented in chapter two. The findings evolve
around genrérequency, themes and differential leva@lle genre frequency will be presented
and discussed in sections 4.2 and 4.2.1. Section 4.3 presents the theniieslidetite
authentic literary texts, whereas section 4.3.1 discusses the findings. Sections 4.4 and 4.4.1
present and discuss the patterns related to differential levels across the selected texts. Section
4.5 summarises the main findings related to anttbditerary texts.

Then, the present chapter will further account for the findings of the task analysis and
discuss the didactical implications of these. Section 4.6 presents an outline of the following
sections, which concetask typgopen and closedjask instructiontask types identified in

reading stageand their inérplay and finally, missing findings.
4.2 Genre frequency

As section 3.6 outlines, the analytical process first consisted of analysing and idettigying
texts in the four textbooks. The authentic literary texts were further identified according to
various fictional genres and then counted. The section will presegetine frequency
identifiedin the four analysed textbooks. The following genres vudsetified: PoemsSongs
Fables Novel excerptRicture booksNursery rhymesndComic strips

Figures 25 below illustrate all the identified texts in the four textbooks. Figure 2
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below illustrateghe identified texts ifEngelsks. In total, 55 texts were identified, ofweh

13 were authentic fictionaéxts. Texts categorised asher textavere the most prominent. As
specified in section 3.4, this category consists of textsenrly the textbook authors and
authentic factuatlexts. InEngelsk 5this category amounted to 76 per cent of the total

analysed texts. The remaining 24 per cent were categorisedhastic literary texts

Figure 2

Frequency o&uthentic literarytexts in Engelsk 5

Frequency ofuthentic literary textin Engelsk 5

2 04 m Poems
5;'/0_ - m Fable
~_ 2% Novel excerpt
Picture book
76 % Nursery rhymes
Other texts

As illustrated in Figure 3, 7#&xtswere identifiedn Explore 5 Like Engelsk Smost of the
texts inExplore 5belonged to the categooy other textg84 per cent). The 12 identified
authentic fictional texts (16 per cent) were categoriseditigentic literary texts

Figure 3

Frequency o&uthentic literarytexts in Explore 5

Frequency oluthentic literary textin Explore 5

5%
1% ® Poems
Novel excerpt
Nursery rhymes
84 % Other texts
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Figure 4 illustrates the identified literary textdlimk 5. In total, 74 texts were identified in
this textbook. Only seven of these were categorisedihentic literary textswhich

amounted to 9 pearent of the total number.

Figure 4

Frequency oauthentic literarytexts in Link 5

Frequency o&uthentic literary textén Link 5

m Songs

m Fable

Novel excerpt
Nursery rhymes

Other texts

91 %

Figure 5 illustrates the texts identified@uest 5 In total, 69 texts were identified, of which
17 were categrised asauthentic literary textsThe authentic literary texts comprised 25 per

cent of the total texts.
Figure 5

Frequency ofwuthentic literarytexts in Quest 5

Frequency ofuthentic literary textén Quest 5

6 % - m Poems
m Songs
0,
4% 39 m Fable
1% Novel excerpt

Nursery rhyme
75 % ) )
Comic strip

Other texts
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The following Tables & illustrate the genre frequencyanithentic literary texten the

selected material.

Table 3 illustrates the genre frequencyothentic literary texten Engelsk 5Among

the 13 authentic literary texts, the genres identified Wermmgseven texts)Novel

excerptqthree texts)Fables(one text) Picture books (one te)tandNursery rhymesgone

text).

Table 3

Genre frequencin Engelsk 5

Authentic literarytexts

Number of texts

%

Poems

Songs

Fable

Novel excerpt

Picture book

Nursery rhyme

Comic strip

Total

ROk |kR|lw|lk|lo|N

NIOININ|OTINO

Table 4 displays the genre frequencyuofthentic literary text&dentified inExplore 5

Explore 5firmly focused ornPoemgseven texts)Novel excerptgfour texts), and finally, one

of the texts, &Nursery rhyme

Table 4

Genre frequencin Explore 5

Authentic literary texts

Number of texts

%

Poems

Songs

Fable

Novel excerpt

Picture book

Nursery rhyme

Comic strip

Total

P OROIMOIOIN

R|IO|R,r|IO|011O0|O
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Table 5 illustrates the genre frequencyothentic literary textgdentified inLink 5.As seen
in Table 5SongsNovelexcerptsandNursery rhymesvere identifiedwo texts each,
whereas one of the texts was categorisezl Bable

Table 5

Genre frequencin Link 5

Authentic literarytexts Number of texts

Poems

Songs

Fable

Novel excerpt

Picture Book

Nursery rhyme

Comic strip

OOWO WrNOIKX
S

~NOINIOIN|IFLIN O

Total

Table 6 illustrates the genre frequencyothentic literary textin Quest 5 Poems were the
most frequent genre (six texts), followeyg Songgfour texts) andNovel excerptéthree
texts). The least frequent genres w&mnmic strips, Fables, and Nursery rhymes.

Table 6

Frequency of authentic literatgxts in Quest 5

S

Authentic fictional texts Number of texts

Poems

Songs

Fable

Novel excerpt

Picture book

Nursery rhyme

Comic strip

RIRPINO Wk A~O
NIRPIWO AN O

Total

The fgures and tables above reveal thathentic literary texteccurredmost frequently in
Quest 525 per cent), followed bingelsk 524 per cent).Explore 5had 16 per cerdf the
texts identified aauthentic literary textswhereas 9 per cent were identified_ink 5.

Regarding genre variatiofables 36 illustrate that most variability was identified@Quest
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5 andEngelsk Swith five genres represented, wherkask 5included four genres

andExplore 5Sincluded three gnres.

4.2.1 Didactic implications of findings related to the frequency of authentic literary

texts

In this section, there will be a short discussion of wéretimd in which ways the identified
authentic literary texts and the genre frequency may potentially facilitate and promote CT.
The discussion will be grounded in theoretical and curricular perspectives outlined in chapter
2.

The findings reveal that the number of authentic literary texts in the selected material
was lower than texts written by textbook writers (segifgs 25). This may impact how the
English subject can pport the development of pup€T skills. As mentioned in section
2.3.1, if the pupils mainly work with texts written by textbook writers, they may miss the
opportunity to encounter different testltures, which, according to Fenner (2013), requires
producing meaning based on multiple voices of the text where the pupils enter a dialogic
process with the text and foreign culture. In this process, Fenner (2013) further claims that the
text may be rgarded as a cultural language item which the pupils interpret as a member of a
cultural group (p.375). This nuance may be lost when the pupils engage in texts written by
textbook authors from their culture. According to Byram (1997), knowledge about social
groupsand t hei r c¢ ulsbwnara foreignbcolturds, is essentiah fer dCC (see
section 2.2.2). The categonowledga n B g madehdf ICC, among others, entails the
significance of the processes of socialisation where bothapyiand seondary socialisation
require CT, as presented earlier in this thesis. Reading authentic texts as opposed to reading
texts written by textbook writers will accordingly provide the pupils with a richer opportunity
to engage in ICC as well as CT since, adowgg to both Ennis and Perkins et al., the CT
dispositionto be opermindedinvolves consideringothe poi nt s of vsoenw ot he
seriously (Ennis, 1987, p.12, Perkins et al., 1993, gl iA)s disposition further entails being
able to probe assuystions to reason from premises that one potentially disagrees with without
lettingthedis gr eement get sfemsoninhe way of oned

Moreover, to engage in the interpretation of a text requicesrding to Gadamethe
pupinterprétatim o f t he text within the pupilsé own
(seesection2.3.1)T he gap b ehonee eirstiid réadirgy erocéss is essential for

interpreting, reflecting and analysing texts. This mayiyntipat texts written in the pus
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cultural environmentmmy cr eate a small er gap assulttirdhe 0
Reading authentic texts is therefore importantasdtt onl y may devel op
intercultural competence but also ttevelopment of CT skills as analysis, interpretation and
reflection are essentiabif CT (as stated in sections 2.2 and D.2Furthermore, when it

comes to interpretation, Byram (1997) addresses the importance of the ability to interpret
(skills of disovery and interactiop for instance, a document from another culture, to identify
relationshig, expl ai n an & ovneulypesto gain IBC (p.87). Im doang so,
Byram (1997) further claims that one ought to critically evaluaiédal cultural awareness
the document s wjhkdentfy and interred dxslicitted amplitit values in

d o ¢ u mé&n5B)sBoth these factors call for CT when one identifies assumptions and
values and looks at something from anoth@nt of viev wh i | e suackgnogndo n e 0
knowledge (Perkins et al., 1993, p.7; Ennis, 1987, p. 21).

LK20 states that working with different types of texts in English will enable the pupils
to develop intercultural copetence to deal with different ways of living, thinkisugd
communication patterns (Norwegian Ministry of Education and Resez0d®, p. 3).
Consequently, the variability of the genre of authentic literary texts included in the textbooks

is important. Weking with different genres may require different strategies in terms of how to

hor
t he

engage in the literary text. For instance, the textbook authors instryctthei | s 6t o r eac

enjoy6 the novel bygAameBlgbdy irdhdgeiskabnithoatyurtheraaskt e o
descriptions, favouring an aesthetic experience of the reading. This foreign language text
encounter involves a cultural dialogue between the text and the reader, where intercultural
competence and language are developed, according to Feanee(F2013, p. 378)n

contrat, the task accompanying Aemamésk f abl e
5requires the pupils to interpretand analyse e t ext t o sthord.dhetest t he
encounter in this example further entails usinglyical and critical thinking skills described

by CoE, where analysis and interpretation of the text are essential componemisil(Gfo

Europe 2016, p.44).As such, various genres will allow pupils to explore and experience
different text types. Thimay give the pupils a solid background knowledge of different
literary genres and topic8ackground knowledge is, as earlier mentioned, essential for
conducting CT (Ennis, 1987, p. 21 urthermore, knowledge concerns which strategy to put
to use in youlearning;strategy knowledges, according to Flavell, essential in metacognition
(Flavell, 1979, p. 907) and consequently a vital aspect in CT.

A

st

The authentic literary texts and the learningcessmay al so | mpact t he

development oBildung According to Klafki (1996), the ultimate goal is to achieve
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categoricaBildung,where the cultural form. n d t h e méntlgprocesses @re
interdependent (p. 192). To achieve categorical Bildungn&e(2020) claims that

development depends on the quality of the texts and tasks presented to the learners, where
interaction and engagement in reflection and critical thinking are esqentl&l) The

encounter with the fable and the task accompanyimgy as thus serve as an example

of exemplary teaching
4.3 Themes

In the four textbooks analysed, authentic literary texts were identified in several chapters
concerning different topics. The authentic literary texts were then qualitatively analysed
accading to themes (see section ad appendices4), which reslted in the development
of six themesWild animals Family, Friendship Lifestyle Schoo] or Pets Figure 6 displays
the distribution of these across the four analysed textbookgh&hes most frequently
discussed in all textbooks wditestyle friendship,andschool The themes that occurred

with the lowest frequency weFamily, PetsandWild animals
Figure 6

Categorised themes in Engelsk 5, Explore 5, Link 5 and Quest 5

Themes categorised in the different textbook

mEngelsk 5 mExplore 5 mLink5 mQuest5

777

Wild animals  Family Friendship  Lifestyle School Pets

The authentic literary texts addressed a wide range of themes duabraship, School,
Pets, Food, Shopping, Travel, Transport, Spare time, Cheering, Harvest, Thanksgiving,
Reading, lliness, Love and loss, Orphans, Pollusindldentity (seeappendices-# for a

complete overview)The themes, which were labelled into the categdkidd animals,
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Family, Friendship, Lifestyle, SchomhdPets span from the personal (school, pets,
friendship) to the global (thanksgiving, travel, pollution) amaly consequently present a
wide range of situations and cultural encounters for the pupils to explore.

4.3.1Didactic implications of developing CT in relation to themes

The Knowledge Promotion of 2020 (LK20) links working with texts in English to

intercutural competenceNorwegian Ministry of Education and Resear2z@19, p.3), which

is considered an inseparable aspe@®itmfung (Hoff, 2014, p. 509). As explained in $en

2.4.1, theBildungconcept is conceived as cultivating human moral virtuesppals
development, critical thinking, and the responsibility to participate in a democratic society
(Hoff, 2014, p. 509). Encaut er s wi t h ot her )pre,accqdngtolHoifes ( 60
(2020), essential in the press of sell e v e | 0 p m¢..1] ndivsluale alweays @éxist and
understandite ms el ves i n (p.erR).aAuthentiniterarptexts expose pspils to

0 ot h e which may allow them to explore and critically examine their own and other
values, beliefs, and culture, potentydibading to a better understanding of self and others.
According to Klafki (1996), both teaching material and how one works with this material are
essential for the development®ifdung implying that the content and how this content is
dealt with musbeexemplary(Klafki, 1996, p. 194), as mentioned ircien 2.41.

The identified themes addressed in the authentic literary texts may engage the pupils
in various ways, such as connecting to their personal lives, expanding their knowledge,
challenging them, exposing them to injustice, etc. According to Hoff (2020), learnerbenust
exposedo texts that can potentially affect them on a personal level (p. 83). However, the
themes included in the textbooks should not exclusively represent hatmaituations.
According to Fenner (2013, p. 380), pupils must encounter injustice and conflict through
texts. An example of a text with a situation that the pupils may perceive as unjust is the
excerptfrom Oliver Twist® in Quest 5which Richard Rogetisas adaptedhis exposes the
pupils to the injustice that Oliver (and the other orphans) experience in the workhouse. The
textmayf urt her di splpaverr ehat cbasacfet Bi@teptupi | s r
However, such a critical approachthe text needs to haught and nurtured over time.
According to Luke, critical literacy, among others, entails unpacking myths and distortions,

building new knowledge and acting upon these (Luke, 2012, gdbsequently, reading and

15 |n this excerpt, Oliver politely asks the master in the workhouse for more food. The orphans amtlgonst
poorly treated and underfed. As punishment for his behaviour, Oliver gets beaten and locked up, and a reward is
offered to anyone who would take him and use him for work (Bade et al., 2020, p. 124).
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task instructions mnst focus on illuminating underlying political and social messages
conveyed, thus requiring reflection and CT.

Moreover, the text encounters should also expose thiéspa topics that allow them
to interact in situations where they might experience disagreement (Hoff, 2020, p. 81).
According to LK20, listening to others and arguing r s own giéws will provide pupils
with experience in dealing with disagreemant conflict and seeking solutions together
(Norwegian Ministry of Education and Resear2zf17, p. 11). An example which includes a
conflict is the fabléThe Ants and the GrasshoppPdny Aesop, found ifink 5. In this text,
the pupils might experience &imalence regarding whom they empathise with: the
hardworking ants or the carefree grasshopper. Texts that require the pupils to look at different
perspectives are essential for pupils to develapmp et ence i n I1sQO97and CT.
categoriegxritical cultural awareneg$ds a v oengage)sfrom his model of ICC
andattitude®(savoir étrg are essential in this regard.davoir étre the pupils might
experience their values being questioned when other perspectives challenge them.
Consequently, critially evaluating different perspectivesitical cultural awarene}ss vital.
The categorgavoir étrecorresponds to the CT dispositbnt o be br oad bgnd adv
Perkins et al. (1993), which implies a tendency to be -opieded and look at thingsom
anotherpoih of view. Thw®clCadridi gpasdtsealk tdinder st a
me t a c o gReikihsietvak, @B, p. 78) c or r e s p ®aatdgorycaticaBoylturalm 6
awarenegssince they entail the ability to identify and challenge assumptions and be self
evaluative and reflect on prior thinking@he listed aspects by Byram and Perkins et al. echo
CoE competencattitudeswhere openness to cultural otherness, beliefs, worldvew
practices are highlighted. According to Hoff (2020), the encounters where pupils experience
disagreement requiteh e i nv ol v e mesattitudes(p. 81), vleich furghar regueas 6
CT.

According to Fenner (2020), one of the main challenges for many teachers is to select
literature that the pupils can find engaging (p. 254). Furthermore, the number of youths
reading novels seems to becdeasing (Habegg&onti, 2015, p. 108)To promote

motivation in reading and further work with the texts, the pupils must find the texts relevant

%rhe fable is about a grasshopper who lives hagpity carefree of what tomorrow might bring and how the
ants, in contrast, prepare for the future. When winter approaches, the grasshopper is half dead from cold and
hunger and asks the ants for help. The ants, however, shake their heads in disgustlzeid tacks on the
grasshopper (Mezzetti et al., 2021, p. 154).
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and interesting. The themes addressed in the selected material focus on many relevant aspects
of a tenyearold life, such as school, friendship and lifestyle. However, whether the pupils
find them engaging is a personal matter and impossible to predict from analysing textbooks.

4.4 The differential levels

The authentic literartextsidentified in the selded textbooks wergraded accordintp an
intended differential level by the textbook authors. The frequency of differential levels is
displayed in Figure 7 below.

In Engelsk S5Explore 5 andQuest 5the texts were graded either with symbols or
numbers to illustrate the difficulty level of the text.LUimk 5 however, the textbook authors
did not indicate difficulty levels. lEngelsk Sthe texts were categorisedrasleve] level
1, level 2 andlevel 3 Explore 5operated withevels 1, 2and 3. Quest Shad the differential

levelsno leve] level 1, andlevel 2
Figure 7

Differential levels in the authentic literatgxts in the selected textbooks

Differential levels in the different textbook

mNo Level mLevel1 mLevel 2 mLevel 3

7 7
6
5 5 5
4
3 3
jl : I

Engelsk 5 Explore 5 Link 5 Quest 5

Engelsk Shad two texts witmo leve] three inlevel 1 six inlevel 2and two inlevel
3. Explore 5had five texts ottevel 1 three orlevel 2and four orevel 3 Explore 5was the
textbook with the most significant textslavel 3 In Quest 5there were five texts in the
categoryno leve) seven irlevel 1and five inlevel 2 Quest 5was then the textbook with most
texts in the lower differential levei® levelandlevel 1

Table 7 below illustrates different learner levels in three poems identified as authentic

literary texts inEngelsk landExplore 5
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Table 7

Examples of autintic literary textcategorised alevels 1, 2 and 3

Level 1 Level 2 Level 3

fiNot-So Fast Foad by Kenn iPet Shoppi|AF for Foxo0 by
Nesbitt’ Nesbitt® Duffy *°

Burgers, pizzas, chicken wings. AMy sister wiThe fox fled o
Taco, French fries, onionrings. I She 6 s now i n {fromthefarm and the furious
cream, donuts, cookie, cakes. because | said her bedroo| farmer. His furwas freaked.
Soda,chips and chocolate shakes. would be the His foxy face was frantic dse
These are things | like to munch, flew. A few featherdluttered out of
breakfast, dinner, snack and lunch his mout ho.

(Solberg & Unnerud, 2020, p.126)| (Edwards et al., 2020, p.97 (solberg & Unnerud, 2020, p. 86

In Engelsk 5the two texts categorised &g levelwere excerpts with no tasks accompanying
them. The eadi ng instructions for the excerpts
reason for the ntevel categorisation of the texts since they do not require further
engagement, and the vocabulary and contenetatvelyaccessible to the learners.
However, texts categorised lasel lare easier to read and understambe authentic literary
texts categorised dsvel 1were a fable, a poem and a nursery rhyme. Each of them had
various tasks accompanying them. The vocabulary is relatively easydpmaking the
content easy to understand. The vocabulatgval1l consists of many transparent words,
such as pizza, burgers, hare, warm, (@@eTable 7). The texts identified alevel 2were four
poems and two excerpts. The poetic language ifotivepoems arguably contributes to
increasing their difficulty level as they require interpretation to understand their meanings,
thus making them more challenging to understand. The vocabulary in the two excerpts is
more complex at this level, and thetweare longer.Two authentic literary texts
categorisedslevel 3were poems. The poems identifiedenel 3 such as thene example
presented in Table, €ontain complex vocabulary and phrases and further require
interpretation of meaning

In Explore 5 five authentic literary texts were categorisedeas| 1 the lowest level
in this textbook. These texts comprised four poems, one nursery rhyme and two songs. The

easy vocabulary, short length, and overall meaning in the texts make itaielgseasy for

" There are two strophes (with six verses in each stjophe n-S@ NBast Foodo.
8 There are five strophdwith four verss ineachstrophe i n fAPet Shoppingo.
¥ There are, in total, 28 verses compriseane stropheii F f or Fox 0.
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learner engagement. Three poems are categorisedehin Explore 5 These are either
longer or contain a more complex vocabulary than the poems in level 1. The authentic texts
identified adevel 3in Explore Swere four excerpts. Thesexts are the longest and include a
more challenging vocabulary than the textteirel 2

The textboolQuest Shas five authentic literary texts categoriseth@$evel These
were all songs. The texts lievel 1comprised foupoems, one comic strip and one excerpt.
The authentic texts categorisedenel 2were a fable, two poems, a song and éxoerpts.
Level 2was the highest iQuest 5

4.4.1 Didactic implications of developing CT in relation to differential level

As Figue 7 illustrates,ite authentic literary text&gdentified in the selected textbooks were
graded according tdifferential level, except for the texts lunk 5.

The authors of the three textbooksigelsk SExplore 5 andQuest 5 have
categorisedheir included authentic literary texts at similar levels. The lowest lewels (
levelandlevel ) maybe regarded as levedsited forall pupils in 5th grade Level 2texts
may be asessed as levels suited foost pupils, antevel 3would probably béest suited for
the pupils who wantraextra challengeAs mentioned earliet, i n ktextbablsauthors had
not categorised the texis any level. However,ampared to the other textbooks, the
identified authentic literary texts innk 5also vary in tems of complex vocabulary and
length and, as such, woypdtentiallyfacilitate different learner levels.

Within a class, there might be a variatio
textbooks with texts and tasks at different levels may thaxdge both teacher and pupils
with learning material mersuited for each pupiReading authentic literary texts in L2 makes
the reading process more complex, as knowledge of vocabulary and grammatical functions is
essential to understandingettext (Jevik, 2020, p. 147)Furthermore, according to @revik
(2020), the cultural contexts conveyed in the texts may also be challenging to grasp. If the
pupils feel a sense of mastery when dealing with authentic literary texts in English, the texts
must match tair proficiency in English. They have to understand the text and reflect on the
overall meaning and themes addressed by the texts to develop CT potentially.

Furthermore,lte pupils need to be challenged concerning their language proficiency
and howthey engage in literary work. Social interaction within the EAL classroom may be a
favourable approach for learning development. According to Vygotsky, the @epilsing

progress takes place within their zone of proximal development. Still, with interand
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support from more proficient classmates (or the teacher), the learning progress and

development may be increased (Vygotsky, in Li, 2020, p. 37). Interaction with classmates

may consequently enable the pupils to deal with work abovedineantiearner level.

Furthermore, interaction may al kegfacohdT| enge

according to Ennis, since itp28ay adjust onebo
Moreover, he categorisation of téxat different levels may enable the pupils to

monitor their learning progress. Monitoring requires the pupils to be aware of their learning

proficiency and metacognition, an essential CT skill. According to LK20, the schools must

aid pupils in reflectingn their learning and develop an awarerwdbeir learning processes

(NorwegianMinistry of Educationand Researct2017, p13). Using the differential levels of

authentic literary texts may be one way of helping the learners to understarelttmeirg

process.The textbooK.ink 5did not categorise the texts according to differential levels.

Consequently, thismayredugeu pi | sé6 awareness concerning dif

4. 5Summary

The previous sections have accounted for theriggland didactical implications of the texts.
They are thus connected to the first research que$tibat types of authentic literary texts
are represented in textbook® learners of English in 5thgrade and how may they facilitate
CT and promote CTkdls? This thesis has tried to provide multiple answers to the first
research question by exploring the genre frequency, themes and differential level. The
findings indicate that the frequency of authentic literary texts is lower compared to texts
written by textbook authors. This may imply that pupils have fewer opportunities to engage in
texts written in a foreign culture and get to know the social and cultural aspects of this culture.
The themes addressed in the auticeiexts mainly concern issuegkdiFriendship Schooland
Lifestyle To develop CT, pupils must engage in topics that may challenge their perspectives.
This implies they need opportunities to engage in disharmonious situations to reflect and
challenge their values, beliefs and worldviewsirthermore, the learners need to encounter
themes they would not delve inbm their ownand experience disagreements to develop their
CT further. Three of the textbooks have categorised their texts according to differential levels.
The differentleved o f t ext s ma lgarning @dcesd, antl @Teas theuepalsiméay
encourage the pupils to reflect on and monitor their process.

However, investigating the texts alone does not suffice to identify their @btent

fostering CT, and as such, it is essential to focus both on texts and tasks. The next part of this
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chapter builds on the first research question when providing answers and discussing didactical

implications in relation to the second research questio

4.6 Tasks

Thefollowing sections introduce findings to the second research quelstiaiich ways may

tasks accompanying authentic literary texts facilitate CT and promote CT skills for learners

of English in thésth-grade? The didactical implications will be discussed directly after the
findings are presente8ection 4.6.1 presents the findings of open and closed tasks, and

section 4.6.2 discusses the findings. Further, section 4.6.3 presents the frequency of open task
types, and théollowing section, 4.6.4, discusses the potential the task types may have for
facilitating development in CT. Section 4.7 outlines the frequency of task instruction, whereas
section 4.7.1 discusses the findings. Then, section 4.8 presenpethtasks in the different

reading stages and their interaction. Section 4.8.1 discusses the findings. The following

section, 4.9, discusses missing findings. Finally, section 4.10 presents a summary.
4.6.10penversus closed task

The tasks accompanyiniget authentic literary texts in the selected textbooks and workbooks
were analysednd counted aspenor closed Closed tasksas presented in section 23
instruct the pupils to search the text to find the ansvtosed tasks were identifiéal all of
the analysed textbooks. One example of a closed task identifigakest Saccompanying the
comic strip ABig Nateo by Lincoln Peirce i s:
et al., 2020, p. 111). Iclosedtasks, the pupils do not make an opmof their own or
produce a language of their own since they only reproduce language from the text. As such,
closed tasks are consequently left out of the preceding analysis as they do not facilitate the
development o€T (as mentioned in section 23.
In contrastall the identified open tasks were qualitatively analysguen tasks invite
the pupilsto make up personal interpretations of the text, which requires reflective thinking.
Again, this is essentialon only for CT but also in the development of ICC &ildung®. An
example of an open task identifiedimk 5accompanyi ng t he fable fATh
Grasshoppero by Aesop is: AWhat can we | earn
One of thdfindings of the analysis was that most authentic literary textbbtubpen

and closed tasks accompanying them. An example of an open and closed task accompanying

D Thiswill be further commented dn section 4.6.2
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the authentic |iterary text Aln the gardeno
Unneud, 2020, p.63) identified iBngelsk5 s : 6 Why i s

(closed task) and ASometimes it is easy to m
task). InExplore5 t he aut hentic | iter aftBxklertitext AA Magi

Lizard and Sna

following tasks accompanying the texére identifiece i t her open or c¢cl osed:

these words to a learning partner. Maybe they can help you next time you are frightened!

l gga, bigga, hunka, bunka, 020,pnrk)écloseditask)mral, do o

AWhat helps when you are frightened?0 (open
The findings ofopenandclosedtasks in the selected matergak illustratedn Table 8

and Figure 8.

Figure 8

Frequency of open and clostks in the selected material

Frequency of open and closed tas
Open task = Closed task
44 47
42 36 39 43 33
7
Engelsk 5 Explore 5 Link 5 Quest 5
Table 8

Frequency of open and closed taskthe selected material

Number and Number and Total number of
percentage of open | percentage of closed| tasks (100%)
tasks tasks

Engelsk 5 42 (54%) 36 (46%) 78

Explore 5 39 (48 %) 43 (52 %) 82

Link 5 33 (82 %) 7 (18%) 40

Quest 5 44 (48 %) 47 (52 %) 91

Table 8 illustrates the frequencyagdenandclosedtasks in the material. [Bngelsk 542
tasks were categorised @sen comprising 54 pecent of the total tasks. Explore 5 39
tasks were categorised @gen comprising 48 per cent of the total tadksk 5had the
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highest percentage opentasks, 82 pecent (33 of 40 tasks). Last, Quest 5 44 opentasks
comprised 48 pecent.

4.62 Didactic implications to tasks categorised aspen

As seen in Table 8, the frequencyopientasks varies within the materidlnk 5 has the
highest percentage of open tasks compared tothe textbooks, with 82 per cent identified
as open tasks. The findings in the remaining textbdakgelsk SExplore 5andQuest 5
were more similar, with nearly half of the tasks identified as opés.tés addressed in
section 2.2, open tasks inte the learners to make up their own opinions and interpretations,
thus engaging in reflection, which is essential for CT (Ennis, 1996, 166). As such, the
frequency of open task types in each textbook has implications for the potential development
of CT «ills. SinceLink 5has the highest frequency of open tasks, this textbook provides
more significant opportunities in the development of CT comparBagelsk SExplore
5andQuest 5

Textbooks that emg@sise open taskse vital for the developemt of CT, and
textbook authorshould consequently prioritise open taksn year 1lin primary schoal
According to Kuhn (1999, p. 21), the development of CT is a lifelong developmental
progress, and it has te murtured over time. Working with open tasks that encourage pupils
to engage in thinking is essentialdashould be of great concern to educatibiis the
educator 6s | ob, staselact exesnpldryetexts dnd tasks thatptomober s
personbengagement in language learning to develop furtheBil@ung (Fenner &Jrevik,
2020, p. 349) and TTheopentasks were further analysed and categorisetadly/types

which will be presented in the next section.

4.6.30pen task types

The tasksategorised agpenand hence labelledlaskswi t h a pot enwéreal f or
further categorised by task type. As expéal in section 3. 4, the preliminary category

o6r ef | e c informead the iaitkakasafytical phase and the preceding creafiadditional

task types categories. The followingkaypes emergeddividual reflection tasks, reflect

and talk tasks, limited reflection tasks, discussion tasks, writing tasks, scaffolding tasks,

digital tasks, multimodal taslkesdenactment taskglisplayed in Figures-92 and Tables-9

12).

In this studythe identifiedindividual reflection tasksdicate that the pupils
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individually consider and reflect on the task topic. The textbook authors have not written or
used symbols to suggest that the pupils are to share their reflections with Réflexs. and

talk tasksask students to reflect on a topic and share their neffescivith a learning partner,
group, or the whole claskimited reflection taskare tasks where the pupils engage in open
guestions, but the thinking procasshot exploredurther. Typically, examples of
identifiedlimited reflection taskare when yoware askedo tell your learning partner what

you wear andvhat you have seen on your way to school;geso questions and yas-no
guestions with a follovwup question. The reflection process in yesno questions with a
follow-up question depends ¢time pupifs answering yes in the initial phagascussion
tasksask pupils to engage in a discussion where they go into more detail and consider
different opinions orally. Tasks identified asiting tasksengage the pupils in writing; this
varies from aswering questions to rkimg lists, poems, texts, andmails. Digital tasksare
tasks where learners search the interneinformation Multimodaltasks

areidentifiedastasks where the pupils engage in multimodal modes of communication, such
as makig a poster, a front page of a book or a comic strip.eflaetment taskask the

learners to rokglay or act out a scene. The final task tigoelentifiedasscaffolding

tasks Scaffolding taskare tasks where the pupdse initially askedo do a taskwhich is

used further in the second task or part. An example of a task identiBedfésldingis when,

for instance, the learnesse first askedo make a mind map of a topic and then write a text
using the mind map as scaffolding or write a list trah share it with a learning partnkgr.
connection with the presentation of the frequencypaintasks types in each textbook,
examples of tasks qualitatively analysed and categorised according to the emerged task type
categories will be presentethe opentask type categories and their frequency across the

textbooks and workbooks witle presenteth Figures 912 and Tables-92.
Figure 9

Frequency of open task types in Engelsk 5

Freguency of open task typeskmgelsk 5
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10 16
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0
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Table 9

Frequency of open task types in Engelsk 5

Opentask frequency in Number of tasks %
Engelsk 5

Individual reflection tasks 2 5
Reflect and talk tasks 16 38
Limited reflection tasks 10 24
Discussion tasks 1 2
Writing tasks 7 17
Scaffolding tasks 3 7
Digital tasks 3 7
Multimodal tasks 0 0
Enactment tasks 0 0
Total 42 100

Figure 9 and Table 9 illustratee frequency obpentask types irEngelsk 5In total 42 open
tasks were identifiedcngelsk Shada strong focus oreflect and talk taskwith 16 tasks
identified tothis category.

Examples of tasks identified esflect and talk tasks Engelsk Svere:fiHow can we
help ourselves or others to reach our goal s?
happen to the animals i f the wabd)dlisthesertveo goneo
examples, the pupils reflect and communicate with their classratated reflection
taskswver e al so frequent, with 10 tasks in this
skateboarding, cyclingorroller k at i ng ? 0 a n gouridihharecybu mpsaafraid o f
t o h(®olberg and Unnerud, 2020, p. 75) are examplémdéd reflectiontasks.

Seven tasks were identified writing tasks. An example of a writing task from the

wor kbook i s: fAAns wer threeldishesyaudilethe loest fam th€ poeno. s et
Why do you |l ike them? Why can fast food make
called fast food?d6(Sol berg and Unnerud, 2020
health issues related tostéood consumption and write down thanswers.

Both scaffolding taskanddigital taskswer e i ncl uded, with three
a letter and find an animal beginning with that letter. Use the glossary, Textbook pages 188
199, and find words begning with the same letter. First, make a mindmap, then write a text
or a (fabergiand Unnerud, 2020, p. 10Bhisis an example of a scaffolding task
in Engelsk 5An example of a digital task includedimgelsk 5s: iiSearch for more nursery

rhymes and share them with your c¢classmateso (S
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There was ondiscussion taslkdentifiedin Engelsk 5 A Di scuss t
(Sol ber g andindvidualeeaflecttbn tasksduditgodal p .
tasksor enactment tasksere identifiedaccompanying the authentic literary text&imgelsk
5.

storyo

Figure 10

Frequency of open task types in Explore 5
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Table 10
Frequency of open task types in Explore 5
Open task frequency iBxplore 5 | Number of tasks %
Individual reflection tasks 6 15
Reflect and talk tasks 9 23
Limited reflection tasks 3 8
Discussion tasks 2 5
Writing tasks 16 41
Scaffolding tasks 1 3
Digital tasks 2 5
Multimodal tasks 0 0
Enactment tasks 0 0
Total 39 100

Table 10 and Figure 10 illustrate the frequency of the diffenpeintask types irExplore 5

In Explore 5 the task type&vriting taskswere mosprominent, with 1@®f 39 tasks identified.

An example of avriting taskidentified is:fiWrite about your favorite animal. Describe what

it k e yo). |l i ke it.o (Edwards
Next, findings reveal thaeflect andtalk were identifiedn nine of theopentasks. An

| ooks | and why
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example of an identifieceflectand talktask s: A Do you think that per
change? Why? Why not?0 (Edwards et al ., 2020
Individual reflectionwas identifiedn six tasks. An example of andividual reflection
taski s : ADoes money make you happy? Why? Why n
Limited reflectionwas identifiedn three tasks. Aimited reflection taskdentified
in Explore 5is:iwh i ch Nor wegi an c | ap gHdwagsesab,2042@ p.do you
94).
Both digital tasksanddiscussiorwere identifiedn two tasks, andcaffoldingwas
identifiedin one task. An example ofdiscussion taskdentified inExplore 5is: fiAre you a
Horrid Henry? Discuss with your learnipgrtnervh at being a Horri d Henr
(Edwards et al., 2020, p. 101). An examplerofdentifieddigital taski s : AUse the in:
find out what mouse i s i n otHdwardsédta.n2020,.pges. C
97). The tisadf yourioptankfavourte ahimals. Discuss your list with your
l earning partner 0 ( Edwaffoldisg tasktlentifidd..Npenaztthend , p .
tasksor multimodal tasksvere identifiedaccompanying the authentic literary text&xplore
5.

Figure 11

Frequency of open task types in Link 5
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Table 11

Frequency of open task types in Link 5

Open task frequency Inink 5 | Number of tasks %
Individual reflection tasks 5 15
Reflect and talk tasks 13 40
Limited reflection tasks 8 24
Discussion tasks 0 0
Writing tasks 2 6
Scaffolding tasks 4 12
Digital tasks 1 3
Multimodal tasks 0 0
Enactment tasks 0 0
Total 33 100

Figure 11 and Table 11 illustrate the frequencgmentask types irLink 5. In
total, 33 opentasks weradentified. Reflect and talk tasksere the most frequent, with 13
tasks identified.An example of aeflect and talk taskomLink5i s: A What do you
quote mean$? What can we do to have good thoughts? What can we do to change our
thoughtsvhen we haveugly hought s?0 (Mezzetti et al ., 202
The second most prominent task type identified hmaised reflection tasksvith eight
tasks. ADo you know any cheeri ng20&,pmMg8)ss, chan
an example of &mited reflection task
Scaffolding taskwere representadi t h f our t asks. I n Link 560
al., 2021, p. 46.7),the followingscaffoling taskwas identified:

4.3 Describe your perfect autumn day. You can choose between story, poem, diary entry or

newspaper article.

a) Make a word cloud or a list of words and ideas, or hold a brainstorming session. This is a

good strategyo help youwrite. Look at pages 661 in Textbook for ideas.

b) Write your text.

T he guote from t hirkG5t efixWh yii Twhoeu | Tdwitthsadt ihnappen? 1611 t e
ugly thoughts, it begin®tshow on the face. And when that person has ugly thoughts every day, every week,

every year, the face gets uglier and uglier until it gets so ugly you can hardly bear to look at it. A person who has
good thoughts cannot ever be ughpu can have a wonkyoseand a crooked mouth andlauble chin and

stick-out teeth, but if you have good thoughts they will shine out of your face like sunbeams and you will always

| ook [|(dezzettigtal.p2021, p. 111).
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Individual reflectionwas identifiedn five tasks, an@ne task represented digital tasks

AWhat do you think Mr Twit does with the foo
isan example of amdividual reflection tasland the followingligital taskwas

identifiedin Link 5(Mezzetti et al., 2021, p. 66):

Harvest festivals are celebrated in many different ways and at different times around the
world. Have you heard of Pongalindia, the Yam Festival in Ghana, the Moon Festival in
China, Thanksgiving in the US and Canada, the Rice Harvest Festival in Bali, or Hgsttakkefest

in Norway? Search the internet for more information.

Thetasks accompanying the authentic literarytgen Link 5did not involvediscussion,
multimodality, or enactment, and consequentlydisgussion taskenactment tasker
multimodal tasksvere identified.

Figure 12

Frequency of open task types in Quest 5
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Table 12
Frequency of open task typesQuest 5
Open task frequency iQuest 5 | Number of tasks %
Individual reflection tasks 12 27
Reflect and talk tasks 10 23
Limited reflection tasks 8 18
Discussion tasks 0 0
Writing tasks 3 7
Scaffolding tasks 3 7
Digital tasks 2 5
Multimodal tasks 5 11
Enactment tasks 1 2
Total 44 100
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Figure 12 and Table 12 illustrate the frequencgméntasks inQuest 5 In total,44 open

tasks were identifiedQuest5 had many reflection tasks, witindividual reflectionbeing the

most prominent, with 1fasks. An example of andividual reflection taskdentified inQuest
5(Bade et al ., 2020, p. 66) i sRefledtavidat coul d
talk tasks were represented with 10 tasks,lamiied reflectionwas identified ireight tasks.

Examples ofReflect and talkkasks identified ifQuest 5 Bade et al., 2020, p.115) are:
A) Would you like to be a dragonsitter? Why? Why not?
B) What kind of problems do you think having a dragon in your home would cause?

C) What do you think a dgonsitter should make an hour? Give reasons for your reply!

An example of an identifielimited reflectiontask s: A Do you have a f avol

that you |i ke to read or | i sal.,00,p.@08). Tell abo
In contrast tdEngelsk 5Explore5 andLink 5, which had nonultimodaland

enactmentasksin the materialQues 5 included fivemultimodal taske&nd oneesnactment

task An example of an identifieshultimodal taskrom Q u e s workbdbls (Bade et al.,

2020,p. 81) is:

5:8 What happens next? Choose one of the strips in your textbook. Draw the next picture and

write a text
An enactment tasklentified inQuestd s: fAPretend one of you is t
make friends? Use some of the tips fromlthe st and act it outo (Bade

Writing tasksandscaffolding tasksvere included, with three tasks each. An example

of an identifiedwriting taskfromQu e stvob &b ook (Bade et al ., 202

e-mail to Uncle Morton and tell him you want to be a dragonsitter. Tell him why you want to

be a dragonsitter, and what you think a drag
The following task: fAMake a pet mind map.

(Bade et al., 2020, p. 14), is an example of an idensivaffolding taskn Quest
5 owsrkbook.
Digital taskswere includedvith two tasks imQuest 5 and an example of an
identifieddigital taskfrom the workbook (Badeetal. 2020, p. 86) i s: fSesc
Roald Dahb .
The only task type not included @uest Svasdiscussion taskdNevertheless, as
illustrated in Figure 12 and Table Quest Shad more variabilityacross the different task

types than the other textbooks
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Table 13

Percentage of task type in the selected material

Task type Engelsk 5 | Explore 5 | Link 5 Quest 5
Individual reflection | 5 15 15 27
Reflect and talk 38 23 40 23
Limited reflection 24 8 24 18
Discussion 2 5 0 0
Writing 17 41 6 7
Scaffolding 7 3 12 7
Digital 7 5 3 5
Multimodal 0 0 0 11
Enactment 0 0 0 2
Total % 100 100 100 100

Table 13 summarises the variation within the identified task type frequency across the
analysed material. Org#f the main findings was that all the textbooks and workbooks
andysed includedeflection taskd$requently Quest 5had a considerably higher frequency of
individual reflection taskthan the other textbookReflect and talk taskandlimited
reflectiontaskswere most frequent ibhink 5andEngelsk 5The table further reveals that
writing taskswere prominent, especially Explore 5andEngelsk 5Scaffolding taskeere
most frequent irLink 5. Digital taskswere marginally representéadall
textbools. Discussion taskaere further only identifieth Engelsk fandExplore 5
Finally, multimodal taske&ndenactment tasksere only identifiedn Quest 5

The following sections will discuss the didactical implications of the task types

presented.
4.6.4Didactic implications in relation to taskstypes

As indicated above, a central finding is that severaktagkch involve reflection were
identified in tke analysed material hEse differ in terms of thgpeof reflection hey invite
the learnersat engage inindividual reflection reflect and tallkandlimited reflection

As sen in Table 13, there variationin terms of which type of reflectiothat occus
most frequentlyln Link 5andEngelsk 5reflect and talk taskaere most prominent. Ehtwo
textbooks had almost twice as much of this task tygexpkre 5andQuest 51In Link 5,
reflect and talk tasksomprised 40 per cent and 38 per ceriEmgelsk Swhereas in
Explore5 andQuest 5 these tasks comprised 23 per cent.
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In this thesis, th&eflect and talk taskisvite the pupils to engage in reflective
thinking and to share their thoughts with their classmates. AccordifigetNorwegian
Ministry of Educationand Researc({2018, p.23), to reflect implies testing your tights and
attitudes to develop a better insight and understgnitirthereflect and talktask A Wh at do
you think this quote meaff® What can we do to have good thoughts? What can we do to
change our thoughts when we.,2020wellldhgpupils t hough
are to reflect on a quote which concerns good thoughts and ugly thoughts and share it with a
partner or peers. As pupils work with texts in English, language learning and knowledge of
culture and society are develop@&tbfwegianMinistry of Educationand Researct2019, p.
3). The task arguably provides ample opportunities to engage in CT by interpreting and
analysing the text. Furthermore, it invites the pupils to reflect on a topic concerning mental
health, an important issue &ddress in the classroom.

Moreover, the task invites the pupils to be involved in metacognition, cognitively self
aware, sekevaluative and reflect on prior thinking (Perkins et al., 1993, p. 8; Haukas et al.,
2018, p.3). Accordingp CoE and the model of competence present®&EIRCDC the skills
of danalytical and critical thinking skill sbé
sel f, which concer ns unalefBuwope20l6, pigiitasccalsond bel i
caled for when working with questions such as these.

Furthermore, to reflecn and interpret the meaning of the quote, the pupils must
engage in dialogic teraction with the textwhich can open ufor different perspeoves
(Fenner, 2001, p. 16As the task is categorised aseflect and talk taskthe pupils will
additionally interact orally with others where they may encounter other points of view, which
again may influence their perceptions on the topic and paligrditer their original thought
and hence adjust their thinkjrfEnnis, 1987, p.17).he social interaction, where the pupils
discuss and reflect on the content, may also, according to Vygotsky, promote thinking since it
is through working with tasks théhe learners reflect and usayuage (Vygotsky, in Fenner
& @revik, 2020, p. 356)The tasks presented are furthermarguably connected to the
interdisciplinary topiof health and life skillin LK20, where the pupils are encouraged to
expressthemseves which again A[...] forms the basi

thoughts, experiences and options and can provide new perspectives on different ways of

2 This quote is earlier presented in footnote 21.
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thinking and communication patternstof as well
o t h eNorsvégiarMinistry of Educationand Researct2019, p.3). Asuch, the task may
contribute to the developmentBiidung This task type further promotes oral skills, which
accordingtoLK20 ef er t o A[ . . . ] cr e atalking gnd emgagimginng t hr
conversationo (Norwegian Mini s tAsmngfleadahdtdikd uc at i
tasksinitiate both reflection and sharing of ideas and beliefs in the EAL classroom, they may
be considered highiselevant for the devepment of CT.

Individual reflection tasksvere significantly prominent iQuest 5where27 per cent
of the tasks were categorised as such. In coninaSkplore 5andLink 5, 15 per cent were
identified as individual reflection tasks, amdEngel& 5,only 5 per cent of the tasks were
categorised as individual reflection.

The example of amdividual reflection taskrom Explore 5(Edwards et al., 2020, p.
118) : ADoes money make you happy? Wthgir? Why n
perspectives about the concept of rich and poor and whether money is the key to happiness.
The task is framed in the preading stage and does not instruct the pupils to communicate
with their peers with their reflections. Althougidividual refledion tasksrequire the pupils
solve the task without interacting with others, they still may engage in CT. The tasks open up
for reflection on your opinions, attitudes and values, according to Ferrer et al. CT is mainly
about (Ferrer et al., 2019, p. 1Eenner (2013) argues that in dialectic processes, dialogues
between the texts and the reader, between Self and Other and between native language and
target language occur (p. 378). She further claims that when learners engage in a dialogue
with target langage texts and tasks, new meanings are developed, all dependent on the texts
and the individuals involved in the process (Fenner, 2013, p.378).

However, by not engaging in communication with others, the pwillsot have the
same opportunity to assess and evaluate ideas and perspectives presented by others actively.
Exploring different possibilities and perspectives is an important aspect not only in CT but
also in ICC. According to Fenner, the texts and eeadll engage in a dialogue where the
Areading process constitutes an intercultura
(Fenner, 2020, p. 252). Fenner further claims that a literary text should be reflected upon and
discussed with pupils and theacher in the EAL classroom to develop communicative and
intercultural competence (Fenner, 2020, p. 252). As the analysis ré&Yeats,5s the
textbook which prioritises individual reflection tasks the most, which loedgivourable for
thepossible development of CT.

Limited reflection taskeccur most frequently ihink 5SandEngelsk Scomprising24
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percentf the tasksclosely followed byQuest5, comprising 18 percenExplore 5is the
textbook with the lowest frequency lahited reflectiortasks comprisingeight per cent of the
tasks.In limited reflection taskghe pupils are engaged in reflective thinking, but the thinking
process somehow stops or is not being explored any fuftherexamples dimited
reflection taskfromEngelsk § Sol ber g & Unnerud, 2020, p.75)
you go skateboarding, cycling orrollerk at i n g ? bink & (Mekzzefti et@alm2021,
p.43): fADo you know any c Inetetheapopgstosengagesr, ¢ han
sone reflection, but mostly to recall prior knowledge.

Since the tasks are limited in that they do not ask for further exploration or
explanation, it is debatable to which degree the tasks invite thes pogihgage in CT and
further explore their thoughts, feelings and beliefs, which could lead to a deeper
understanding and insight. As such, tasks labelled under this category are less open for
potential development in CT.

As previously, amainfinding was that reflection tasks occur frequently in the selected
material. Thediscussion above, however, revetiat whatkind of reflection the tasks initiate
plays a vial part in the possible development of CT.

Another task type that emerged wescussion task However,discussion taskaere
included in only two textbook&ngelsk SJandExplore § with a few examples in each,
comprising two per cent of thdentified tasks irEngelsk 5and five per cent ikExplore 5

An example of a@liscussiontasks:i Di scuss t he nolbeag& of t he s
Unnerud, 2020, p. 61) from the f &ipélsk5 AThe Ta
The moral has previoustye en expl ained as fAwhat the story
(Solberg & Unnerud, 2020, p. 61). This task presupposes that the learners have engaged in a
dialogue with the text to construct meaning (Fenner, 2013, p.377) d&aetission taskwill
invite the pupils to share different viewpoint
social learning, and the school must teach the value and importance of a listening dialog to
deal wi t h Nonpegian®linigtry of Edacatibnand Researct2017, p.11). In doing
so, the pupils will engage in CT and CT dispositions, where they, amongst others, will
explore multiple interpretations, identify and challenge assumptions, seek connections to prior

knowledge, be selbvaluative and reflect on their i@l thinking (Perkins et al., 1993, p-8J.

The task is further connected to the elenatitudess n Byr amés model of | C
pupils are encouraged to engage in Acuriosit
and judgement withrespeicto ot her 6 s meani ngs believes and

from the viewpoint of the others fAs-sm whom o
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earl i er ment i on e Attitudedh iCeh, vehicheemghasise teletahoe efs 6
ambiguity, respegcand openness to cultural otherness, beliefs, practices and worldviews
(Council of Europe 2016, p. 11). Howeveas earlier mentionedhe findings reveahat
discussiortaskswere marginally represented in only two textboda. the textbooks that
included this task type, the potential for development in CT is arguably present.

The task typenactment tasis only marginally represented in one of the textbooks,
Quest 5comprising 11 per cemif the identified tasksAn enactment taskom Quest 5Bade
et al., 2020, p. 31) is: NAPretend one of you
some of the tips f Mempreserited enbcimertttaskisdrolapay it o u
where the pupils will imagine what it would be like to start aéa school, meet new
cl assmates and become friends. Il n this task,
place and act out the scene using tbein language, as there is no prewritten dialogue. By
reading and encountering the world fromsomeo el sebds perspective, th
empathy, which is central to intercultural understanding (Bredella, 2006, p.91). It can make
them experience how the new kid feels and thinks, which may also develop their ability to
judge and evaluate the amis and events presented in the literary texts (Bredella, 2006, p.
75). This goes hand in hand with the CT disp
one | ooks at something from other points of
one expbres assumptions and biases and is encouraged to look for underlying reasons and
sources (Perkins et al., 1993, gB8)/

Moreover, since the pupils explore a situation from another perspective, they may be
more likely to elativise their perspectives, whishr e connected toint he cat
Byramdés model of 1CC, where the pupils see t
perspective of someone else (Byram, 1997, 34) which require a critical cutarainess.
Enactment taskss they favour oral interaction and perspeetakeng, may thus contribute
to a possible development of CT.

As presented in Table 1@yiting tasks occur frequently i&xplore 5andEngelsk 5
In Explore 5 41 per cat of the tasks were identifieswriting tasks and 17 per cent
in Engelsk 5In contrastin Quest Sseven per cewere identified as writing taskandsix
perceninLink 5 LK20d e f i nes wr i t i..1lgeing able t& exgrdss ideas ads 1
opinions in an understandable and appropriate manner in variousofyfeass, both on paper
andons c r eaenndo i [t..] requiresoplarfhing, formulating andogessing texts that
¢ o mmu n (NoravegianMinistry of Educationand Researci2019, p.4). Fithermore,

writi n g i n [.B antpilsiusng différent types of sources in a critical and verifiable
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ma n n(dlaorveegianMinistry of Educationrand Resear¢t2019,p.4).

A writing taskfrom Explore $sworkbook (Elwardsetal2 02 0, pwrik4) i s: i
about your favourite animal. Describe whatlk s | i ke and Asedidngtpou | i ke
Vygotsky, it is through language that thought is developed, and it is by expressing oneself
through speechro wr i t i ng t h adthinkingand dpeakiegl (\O/gotsky,d90&, i
Fenner 2001, p. 25Mccording to Fenner (2001),hen pupils are egaged in written
communicatiorthey must structure their thoughtghich further may developoth thought
and hnguage. As suchhe writing may nake them aware of their strengths and weaknesses in
language learng (Fenner, 2001, p. 30)

Haukas et al. (2018) claim that whendhees tospeaking, listening and writinthat
writing is the most suitable tool for focusing on ateVeloping meteognition p. 5). Haukas
et al. (2018) further state that when writing, the pupils will have enough time to reflect on
both the writing process and the product instead of when they are engaged in listening and
speaking. As previously stated, metacognit®wital in CT (Kuhn, 1999; Perkins et al., 1993;

Haukas et al., 2018).

Table 3 further illustrates thataffolding taskare more frequenh Link 5than in the
other textboks. InLink 5, scaffolding tasksomprised 12 per cent of the tasksEngelsk
5 andQuest 5 thescaffolding tasksvere identified irseven per cent of the tasks, whereas
in Explore § scaffolding tasksccounted for three per cent.Un n kworkbdak (Mezzetti et
al., 2021, pp. 487), we find thescaffolding task

4.3 Describe your perfect autumn day. You can choose between story, poem, diary entry or

newspaper article.

a) Make a word cloud or a list of words and ideas, or hold a brainstorming session. This is a

good strategyo help you write. Look at pages-6Q in Textbook for ideas.

b) Write your text.

In this scaffolding taskthe pupils are first asked to make a mind map, use the textbook as
assistance, and then write the text. I n doin
backgroundnowledge on the topic to develop their thinking in completing this task.

Background knowledge is essential in CT (Ennis, 1987, p.21). Moreover, the task and

textbook function as meditational tools in this process (Vygotsky, 1991, in Lantolf & Thorne,

2006, p.59), where the pupils reflect and use their languagescitolding taskfurther aid

the learners by providing them with a frame to organise and structure their writing, thus
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aiding in structuring ideas and thoughts. Consequestffolding tasksnay faclitate the
development of CT.

Quest Ss the only textbookvheremultimodal taske€mergedn the selected material,
which accounted for 11 per cent of identifiedtasks.The following task is an example of
amultimodal taskn Quest5 $workbook (Bade et al., 2020, p. 81):

58What happens next?0 Choose one etfdictutehned strip

write the text.

The task invites reflection and opens up the possibility of interpreting the texts reganding ho
the narrative will unfold. The multimodal approach to learning is a creative variation in the
EAL classroom, where pupils engage in several modes of communich¥@0. emphasises
that pupils must engage in various learning strategies and resouresglmpdheir reading,
writing and oral skills lorwegianMinistry of Educationand Researgt2019, p. 7). In this
task, the pupils interpret the multimodal text and must use a combination of visual and verbal
modes to complete the task. Interpretationgsgnitive process that calls for CT and the CT
di sposition fAto clarify and seek understandi
and grasp the essence (Perkins et al. 1993, plulfimodal tasksnay consequently facilitate
thepotential development of CT.

The lasttask typethat emerged during the analysis wiggital tasks Digital tasks,
however, occurred marginahyithin all the selected material. Engelsk 5digital
taskscomprised seven per cent of the task€Explore5 andQuest 5 thedigital
tasksaccounted for five per cent; innk 5, they comprised three per centLink 5, we find
the followingdigital task(Mezzetti et al., 2021, p. 66):

Harvest festivals are celebrated in many different ways adgiffextent times around the

world. Have you heard of Pongal in India, the Yam Festival in Ghana, the Moon Festival in
China, Thanksgiving in the US and Canada, the Rice Harvest Festival in Bali, or Hgsttakkefest
in Norway? Search the internet for more imfation.

The task instructs the pupils to search the internet for further information. In order to carry out
the task, the pupils must use digital tools that require digital skills. LK20 states that using
digital media and resources demands critical afidated behavioutNorwegianMinistry of
Educationand Researct2019, p.4). Critical awaness and reflection on digital

communication and retrieval and using digital text sources are essential digital skills for
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pupils to develop (Drevik, 2020, p.3). As explained in section 25 strategic source
evaluation is an essentiitical skill in the digital era to develop as digHalediated

communication plays an even more crucial par

& Krange, 2020,p.196) Thi s became evident when the con

during the US elections in 2016 (Picton & Tervavainen, 2017, p. 3).

However, very few learneemploystrategic source evaluation unless they are
reminded to do so during their work (Fergnsk Krange, 2020, p. 197), and the task
presented above does not instruct the pupils to do so, nor do thdigitatasksidentified
in the material. In CT and critical literacy, strategic source evaluation is vital to distinguish
facts fmews ®ftakeuncover the soci al I nterest
only represets one part of a narrative (e.g., Janks, 2010)

Finally, another finding concerning task types is that one of the textbooks had more
variability across the differd task typesvithin the materiathan the others. IQuest 5 eight
of the nine task categories were representeBntyelsk sandExplore 5 seven task types
were represented, and six were identifiedimk 5. This implies thaQuest Sacilitates a
more varied literary work, which may be considered motivational and potentially promotes
several opportunities to develop CT.

As discussed in this section, several task typesprawide ample opportunities for
pupils to develop their CT. Howevédmwthe tasks instruct the pupils to engage in the text is
also essential to provide a thorough investigation of the selected material for potentially
developing CT skills. The followingection, 4.7, will present the task instructions and discuss

didactical implications in relation to these foetpotential development of CT.

4.7 Task Instructions

After caegorising the open tasks into different task types, they were categorised according to
task instruction to evaluateowthe tasks invite the learners to explore the topic (see section
3.6). The following task instructions emerged during this prodess1 an opinion, form an
argument, compare, discuss, explain, expkord lastly perspectiveaking.

Forming an opinions an instruction that asks pupils what they think, believe, or feel
about an issue or event without giving a reasomnheir answer. As an example, the
following reflect and talk taskrom Engelsk §Solberg & Unnerud, 2020, p. 75) was
categorised asfarmanopinion nstruction: AWhat do you thi
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Skateboardd?o
Form an argumenis a task instruction where the pupils are asked to reflect on
something as well as providing a reason for their answer. In contrast to the instaftiiom
an opinion you have to give reasons for your clainfanm an argumentask instructionTo
illustrate, this writing task frorexplore 5(Edwards et al., 2020, p.74) was categorised as
aformanargument nstructi on: A Wr i tmal. Dedcribe whatyt lmaks f av o u
|l i ke and why vyou | ike ito.
Compareinstructions instruct the pupils to compare two or more aspects, such as
finding similarities or differences. The followingflect and talk taskrom Engelsk §Solberg
& Unnerud, 2020, p. 77) may illustrate a task categoriseccempared nst r uct i on: A W
the main difference between this poem and th
Discussionnstrucions ask the learners to discuss a topic or an issue. These
instructions are often phrased openly, as illustrated by this taskdingeisk §Solberg &
Unnerud, 2020, ©p. 6f1f)i:s mRiogows sAntoh eh emo rexla mpfl e
instructs tadiscusgs fromExplore 5 Edwar ds et al ., 2020, p. 100)
shopping for? Discuss with your | earning par
The instructions categorised eplaininstructions ask the pupils whthey know
about something and to explain or describe something. The preceflerg and talk
taskfrom Link 5(Mezzetti et al., 2021, p.63) is an example oéaplaininstruction:

Autumn does not exist everywhere. Someone who lives near the eqagthauwe fewer or
different seasons. How can you explain the autumn in Norway to someone from another

continent? Remember theas®ns might be different there.

In this task, the pupils are asked how they can explain a topic they know something about to

som@ne who may possess a different knowledge. Another examplereflgat and talk

taskfromQuest5 Bade et al ., 2020, p. 111): #fADescrit

partner without saying who it is. Can your p
Exploreinstructions ask the pupils to find information about somethingxjiore

5 (Edwards et al., 2020, p. 24), thigital taskis an example of an instruction categorised

asexplore fAChoose an ani mal f r o rthe animal orptloee m. Fi nd

internet. Writealsort text. It is...1lt eats...Ilt lives

The last category of instructionpgrspectiveaking In these instructions, the learners
are asked to pretend imnagine they are someone else and to think about what that may entail.

An example where the pupils are instructegeospectivdakingis in thiswriting
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taskfromQuesty Bade et al ., 2020, p.24): Al magine

sentene or two or write a short story. What do you feel? What do you see? What do you
hear? Who do you meet? What happens?o0

In the following section, Figures 126 and Tables 14 17 present the findings of
task instruction frequency iBngekk 5, Explore 5, Link &ndQuest 5

Figure 13

Frequency of task instruction in Engelsk 5

Frequency of task instruction tasks Bngelsk 5
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Table 14

Frequency of task instruction in Engelsk 5

Task instruction Number of tasks %
Form an opinion 19 45
Form an argument 10 24
Compare 2 5
Discuss 1 2
Explain 5 12
Explore 5 12
Perspective taking 0 0
Total 42 100

As seen in Figure 18nd Table 14Engelsk Smainly focused on tasks instructing pupils

to form an opinionIn total, 19 tasks out of 42 were categorised according to this task
instruction. The instructions form an argumentvere identified in 10 tasks, and to explain
were identified in five tasks. The task instructiorexplorewas identified in five tasks, and
to comparewas identified in two tasks. Lastly, the task instiatto discussvas identified in
one task. Ngerspectivdakingtask instructions were identified Engelsk 5
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Figure 14

Frequency of task instruction in Explore 5

Frequency of task instructions Explore 5
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Table 15

Frequency ofask instruction in Explore 5
Task instruction Number oftasks %
Form an opinion 22 56
Form an argument 5 13
Compare 1 3
Discuss 3 8
Explain 6 15
Explore 2 5
Perspective taking 0 0
Total 39 100

Figure 14and Table 15 illustrate that the task instructionSxplore Smainly focused on the
instruction toform an opinion In total, 22 of 39 task instructions were identified in this
category. Tasks instructing the pupilsstglainwere identified in six tasks, whereas the
instruction toform an argumentvas identified in five tasks. Norad the perspectivtaking
instructionswere identified. The instruction tiscusswas identified in three tasks,

to explorewas identified in two tasks, and finallye instruction taaomparewas identified in

one task.
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Figure 15

Frequency of taskstruction in Link 5
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Table 16
Frequency of task instruction in Link 5
Task instruction Number of tasks %
Form an opinion 15 46
Form an argument 0 0
Compare 3 9
Discuss 0 0
Explain 10 30
Explore 5 15
Perspective taking 0 0
Total 33 100

Tablel16 and Figure 18lustrate the frequency of task instructiond.ink 5. Here, we find
thatLink 5focused on instructions in which the pupils were askddrto an opinion Nearly
half of the task instructions were analysedbton an opiniorfollowed by 10 explaintask
instructions identified. The task instructiondmmparewas identified in three tasks, and the
instruction toexplorein five tasks. The instructions form an argument, discuss

perspectivaakingwere not identified in the tasks atapanying the authentic literary texts

in Link 5.
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Figure 16

Frequency of task instruction in Quest 5
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Table 17

Frequency of task instruction in Quest 5

Task instruction Number of tasks %
Form an opinion 28 64
Form an argument 5 11
Compare 1 2
Discuss 0 0
Explain 6 14
Explore 2 5
Perspective taking 2 4
Total 44 100

As Figure 16and Table 17 illustrate, the most prominent task instruction identifi€diast
5isto form an opinionin total, 28 of 44 task instructions were identifiedhrs category.
The instruction texplainwas identified in six tasks, whereas the instructioloto an
argumentwas identified in five tasks. The task instruction categanigsoreandperspective
takingwere identified in two tasks each. The instimtto comparewas identified in one
task. The task instruction thscussvas not identified ifQuest 5

To summarise the findings, Table 18 illustrates the percentage of different task
instructions in eactektbook. One of the main findings is that the instructioiotm an

opinionoccurred most frequently within all the analysed material.
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Table 18

Percentage oflifferenttask instruction in the selected material

Task instruction Engelsk 5 Explore 5 Link 5 Quest 5
Form an opinion 45 56 52 64
Form an argument | 24 13 0 11
Compare 5 3 10 2
Discuss 2 8 0 0
Explain 12 15 35 14
Explore 12 5 3 5
Perspective taking | O 0 0 4

Total 100 100 100 100

Table 18 reveals that the task instructiofiolon anopinionwas most frequent in the analysed
material. InQuest 5 this task instruction comprised 64 per cenExplore 5 the task
instructions comprised 56 per cent, 52 per cehink 5and 45 per cent ikngelsk 5 The
instruction toform an argumentvas most frequent iBngelsk 5whereas nonform an
argumentnstructions were identified ibink 5. Thecompareandexplaininstructions were
more frequent iLink 5than in the other analysed material. The instruction

to explorecomprised 12 per cent total task instructions iEngelsk 5Sfive per cent

in Explore 5andQuest 5 and finally, three per cent link 5. Theperspective

takinginstruction was only identified iQuest 5
4.7.1 Didactical implications in relation totask instructions

The task instructions that emerged during the abductive analysisfarenean opinionform
an argumentcompare discussexplore explainandperspectiveaaking.As such, in terms
of howthe task invites the learners to explore the texts further, shertstructions may
provide the pupils with multiple angl¢o explore the authentic literary teatsd potentially
challenge their perspectives.
A patten in the study was that the task instructiofioion an opiniorwas most
frequentin all the selected materidh Quest5 we find t he &XBagerept i Ol

2 The excerpt presents Oliver, who lives at a workhouse with other orphans. They were all treated badly and
didnét get enough to eat. One evening, wbstenandl i ver wa
asked for more food. As a result, he was beaten by the master and later led away to be locked up and offered to

be given away to anyone who could use him for work.
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al., 2020, p. 125) with the accompanynedlect and talkasks, all with the instruain toform

an opinion

a) How old do you think Oliver is?

b) When do you think this story took place?

¢) Could you find places like this in the world today?

The excerpt does not provide an answer to the first task. Instead, puptisterpret a blaeck
andwhite picture from the 1968 film version of Oliver Twist. In the picture, the pupils will
most likely discover that Oliver is about the same age as them, which could make them relate
more to the story and emphasise the mainacltat e r .  Re |l at ismhgughtsandot her |
feelings is fundamental for cultural affiliations (Council of Europe, 2016, p. 47). Moreover,
according to Bredella, evaluating actions and events in literature can contribute to developing
empathy, which isssential for intercultural understanding (Bredella, 2006, p.75). The
multimodality of this task description, where texts and pictures are used in the interpretation,
further calls for critical thinking skills. Analytical and critical thinkiegills to ineerpret each
e | e nsemeaning, examine the elements in relation to each other and identify connections
are essential (Council of Europe, 2016, p. 45).

Furthermore, conducting critical literacy, where the learners investigate the texts and
pictures tauncover the social interests at work, is of further essence (Janks, 2009,Tiné3).
next task is also open for interpretation. However, chances are high that the pupils see the
connection between the black and white picture and the time aspect in hénidmtwas
madeandconald e t hat t he st or y.Thedipaptaskirvites thegpilsét he ol
to make connect i aotlse preserd and farthdr eeflect bndvhedeabypth i
our own and other cultures, this could occur. This would also require a critical approach to the
literary texts and how one regardse@t culturesas well a n sodvn culture and may
potentially faciltate an expangin  and c¢c hal | espgrgpectivesTheformand ear ner ¢
opiniontask instruction is essential for several reasons. To develop compet&ilcieing,
communicative competence and ICC, pupils need to be involaekimasks that encouga
personal involvement through reflection, interpretation, and opinion forming in interaction
with peers (Fenner & @revik, 2020, p. 351). As previously discussed in the thesis, the same
aspects are essential for the development of CT. Moreover, pupiislevetop their ability

to form opinions to become competent citizens inademoaratid t ur e. Consequent
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ability to be independent in their opinimmaking is an essential aspect of the development
of Bildungand CT.
The instructiorto form an argumenis identified in three of the textbooks. Emgelsk
5, 24 per cent of the instructions were identified as belonging to this category, whereas in
Explore 5, 13 per cent, ai@uest 511 per cent of the task instructions were identified
asform an argumentNoneform an argumeninstructions were identified ihink 5.
Thereflectand talktask r om Quest 5 (Bade et al ., 2020, p
dragon sitter? Why? Why not?0 addresses an i
babysitting a dragon, an idea not rooted inl tda but may,however, be transferred to
challenges when babysitting (typical) pets and younger siblings or children. In this task, the
pupils are instructed to form an argument since they are to give a feafiogir answer.
Since the pupils must provide reasons for their statements, they must engage in
argumentation. Argumentation is when you support and justify your claim, a core element in
CT (Sandvik, 2022, p. 29). However, CT not only concerns refettimking, where one
addresses the logic of the argumentation, but also considers new arguments from different
perspectives (Jgsok & Svanes, 2022, p. Mdyeover, when pupils construct an argument,
they engage in a deeper form of thinking than spontetgmught, which is what CT entails
(Jgsok & Svanes, 2022, p. 14s presented in section 2.2.2, argumentation is a crucial
aspect of CT. However, listening to new arguments and actively considering their relevance is
just as important as having a red@v, acceptable, and adequate argument. This calls for
di fferent CT dispositions, such as-ito be br
minded, look at things from another point of view and review multiple options (Perkins et al.,
1993,p. 7). Thisgee hand i n hand wattitudes(sBvgir-étra)y dvisereoreet e g o r

in an intercultural context is concerned wit
readiness to suspend disbelief and judgement
behaviourso (Byram, 1997, p. 34). The catego

also addresses the importance of openness, cultural otherness, beliefs and worldviews (CoE,
2016, p. 11). These aspects are all essential to encounter and deasldpAL classroom
and are all relevant for developing CT.

Table 18 reveals that the task instructioodampareis marginally represented in the
analysed material. Ihink 5, the textbook with the most frequent task instruction in this
categorythe instruction t¢aomparecomprises 10 per cent of the instians. In somereflect
and talk tasksthe pupils were instructed t@mparetwo or more aspects, such as this

example fronEngelsk§ Sol ber g & Unnerud, 2020 ,ncep. 77) :
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bet ween this poem and the first two poems?o0
Interpreting and comparing these poems requires analytical and critical thinking skills
(Council of Europe2016, p.44). Furthermor8yram states thaine of the main targets of
language teaching is to let the pupils explore how different cultures relate to each other
regarding their similarities and differences and act as mediators between them. As such, the
pupils mediate between themselves andothéise r e t hey t ake an dexter
themselves when they interact and analyse the behaviour, values and beliefs of others as well
as hemselves (Byram, 2008, p. 68).
A comparison where one is to examine differences and similaritiesessantial
aspect of CT (Ennis, 1987, p.12). Anotkar disposition essential to the instructmympare
isito clarify and seek understandi ngleady, whi ch
seek connections to prior knowledge, and make similaatidscomparisons (Perkins et al.,
1993, p. 7). The mentioned task type and task instruction above further calls for the
intercultural communicative competenciask nowl edge o6 (savoirs) and
and r edaeircommperre) addressedytByram (1997)n his model for ICC. The latter
is contingent on the first | CC as the #fAabili
someone from another, or to identify relationshipsseen documents from different
countries, is therefodependen on knowl edge of emnnwd & 0 nanem t an d
(Byram, 1997, p. 37).
The instruction taliscusss only marginally represented, comprising eight per cent of
the task instructions iBxplore5 and two per cent iEngelsk 5Engaging in disussions, as
addressed in section 4.6.5, may provide ample opportunities to potentially develop CT.
However, since there is a low frequency of the instructiahisocussdentified in the material,
it contributes to very few occasions for the pupils toagregin discussion as an approach to
the literary work.
Theexplaininstruction was identified in 3per cenof the task instructions ibink 5.
As such, this task instruction was second most prominent in this textbook. The instruction
to explaincomprised 15 per cent of the instruction&kplore 5 14 per cent ilQuest 5and
12 percent irengelsk 5Thescaffolding tasladdressed in section 4.6.5 requires the pupils to
describe their perfect day and is identified agx@laintask instructionln such instructions,
the pupils must use their background knowledge to complete the task, which may involve
knowledge concerning your culture and other cultures. As sugltaininstructions may
facilitate the development of ICC and CT.

As illustrated in Table 18, the instructioné&plorewas most frequent in Engelsk 5,
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with 12 per cent of the task instructions identified to this category. In contrasstruction
was only marginally representedthe other textbooks. The digitalsk addresed in section
4.6.4 which instructs the pupils to search the internet for information, was identified as
anexploreinstruction. Critical literacy and strategic source evaluation are of the essence,
especially in tasks where the pupils are to use digigalia to explore a topj as discussed in
section 4.6.4However, regarding using digital, no task descriptions or instructions are
mentioned using these two approaches. As such, these task types and instructions may,
therefore, not promote the developmhef CT.

A task instruction of particulamportance for pupils to challenge their perspectives
is perspectivdaaking However, not many tasks across the material contained this instruction.
In fact, only four per cent of this task instruction wadentified inQuest 5 This example
from Quest B workbook (Bade et al., 2020, p. 24) illustratesrding taskwith the task

instructionperspectiveaaking

2:3b) Imagine you are the new kid in school. Write a sentence or two, or write a story. Whatfdel? What

do you see? What do you hearhdto you meet? What happens?

As described earlier in section 2.3pLpils might develop empathy when they are invited to
explore a situation from another perspective, which is essentialtfot®G
andBildungprocessesC o EReference Framework of Competences for Democratic
Culture (RFCDC) describes empathy as a set of skills which is required to understand and
relate to thoughts, beliefs and feelings of other people and further to seerfthérom other
peopl ebs perspectives (Council odmpathy r ope, 20
involves stepping outside onedbs perspective
of another (Council of Europe, 2016, p. 4As such, the@upils may become more tolerant of
other ways of thinking and living and avoid stereotyping, discrimination and prejudice when
engaging in tasks with perspectitaking, which is essential for CT.

Regar di ng c h alspeespegtives, 4 K20 sesthatmpoemwfitHe &nglish
S u b js eenttal&alues is for the pupils to develop an understanding that their views of the
world are culturedepen d e nt and t h aopenfohnew veayslojineepretthe a n i
world, promote curiosity and engagerhandh el p t o pr e(Ma@wegianMinisgyy udi c e
of Educationand Researc¢l2019, p. 2).

Thus, chal | e pegpeatges tedaringhhompdifférent@ultures relate to
each other and how to interpret them again calls for CT to make valudhagnts to aud
stereotyping and prejudicEurthermore, according to Hoff (2014, p. 509)s vital that the
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erncounter does na@ o mp r o ms \slaes and leefiefs on behalf of the other culture.
However, another fallacy would be to mainly focus altuzal differences and determine that
onecdt ure is superior to t h(savoo fehgamgeyfromhe cat eg:
ByramG model of ICC is thus of essence in this rdgars i rpwraotes indep&ndent and
critical thought because the objeetis not to change the learfgestandpoints or to
encourage a certain way of thinking, but to cultivate their ability to presemtah welt
bal anced (Hoffr0lme.r515% Berspectitaking instructions have great potential
for developing CC, Bildung,and CT. However, as this instruction is only identified in one of
the textbooks and four tasks, few ocgicas may create conditions fione developmenaf CT.
The following section presents the main findings of open task tyghas different
readingstages antheir interplay. Then a discussion of thidactical implications for the
potentialdevelopment of CTegarding task types wlifferentreading stagewill be

addressed. Finally, a discussion concerning missing findimgh be outlined.
4.8 Opentasks indifferent reading stages and their interplay

Theopentasks identified in the analysed material by the textbook authors have been placed
according to the pre- while - andpostreading stagesf the accompanying augntic literary

texts. Figure 1below illustratesan@/r vi ew of t hesapendabkgiathed mat er |
reading stages. The interplay between the task types identified in the reading stages will then

be presentéd. The interplay provides information meerning which task types the textbook

authors prioritise for the reading stages accompanying the literary text and may provide

insight into how the various reading stages may facilitate atehgally promote CT. Figures

1821 display the interplay in #hanalysed textbooks. Section 4.9.1 addresses didactical

implications about task types in thee-, - while, - andpostreading stages

4 The study also analysed the interplay between task instruction and readewy ktawever, the findings
revealed no further information than what the study had already discoverdtietinatruction toform an
opinionwas most frequenniall the analysed materialhich applied in all reading stage§.hus,this interplay is
not included irthe presentation.
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Figure 17

Open &sks in Engelsk 5, Explore 5, Link 5 and QugsaBedin thedifferent reading stages.
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Figure 17illustrates that tasks placed in thestreading stageccurred most frequently: 40
tasks inEngelsk 595 per cent), 32 tasks Explore 5(82 per cent), 22 tasks knnk 5(68 per
cent) and finally, 31 tasks Quest 570 per cent). The frequency afsks in the preeading
stage varies within the material, with two tasks includegngelsk Sfour tasks irLink 5,
seven tasks iikxplore 5and finally, 13pre-reading tasksncluded inQuest 5 Tasks in
thewhile-readingstage were only identified inink 5.

Figures 18 21illustrate and summarise how the two categarsk typeandreading

stageinteract in the selected material.

Figure 18

Interplay between task type and different reading stages in Engelsk 5.
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