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Abstract 

This study aims to outline, describe, and analyse, using interviews, 

phenomenology and Marxism, the manner in which EFL teachers in Sweden have 

experienced the methodological impacts and the ideological implications of the 2011 

syllabus reforms. By means of phenomenological reduction, this study aims to 

accurately represent the life-world of the Swedish EFL professional. Doing so yields 

insight into the connections between ideology, syllabi, teaching methodologies, and the 

manner in which these are experienced.  

The study is based on a text analysis of the 2011 syllabus grounded in Marxist 

philosophy and four interviews with teachers active in southern Sweden. The design of 

the interviews was drawn from the phenomenological approach, meaning that the 

teachers were asked to describe and conceptualise freely. In this manner the phenomena 

will occur as they are, enabling the researcher to describe without intruding, and 

extrapolate without interrupting. 

The interviews revealed the syllabus to be a document with which EFL 

professionals have little quarrel. Its communicative approach was well-received by the 

teachers, but by no means overwhelmingly revolutionary. Its openness and 

interpretative aspects were positive and negative, as it created both freedoms and risks 

in terms of content and assessment. In ideological terms, the syllabus represented a 

skill-value relation, where skills and knowledge are subject to criteria of usefulness and 

marketability within the learners’ future work life. 

Keywords 

CLT, EFL, EFL teachers, ideology, language teaching methodology, Marxism, 

phenomenology, situated methodology, syllabus development, secondary school. 
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1 Introduction 

Education is a topic for much debate. The debate is often harsh: “Teachers grade 

unfairly”, “Our children are not taught what they need” “The syllabus is unclear and 

poorly implemented” and so on (Svensson & Wingborg 2014, Jelmini 2014, Enkvist 

2015). Seldom is the teacher heard through the din. This is an issue that must be 

resolved. Whatever is said on the debate pages of newspapers, it is almost never said by 

those working within the field: the professionals, the teachers themselves. This study 

aims to remedy that. In doing so, the hope is to faithfully retell their experiences, their 

views, and their practical implementations of the syllabus, curriculum and the many 

documents that regulate their everyday practice. 

1.1 Background 

The development and implementation of syllabi is a slow process. It is a slow 

process by necessity: carefully developed theories and new data pushed English 

Language Teaching (ELT) from Grammar Translation towards audiolingualism (Yule 

2014). That theoretical shift was then manifested in revised syllabi, as governments and 

researchers aimed for accuracy and empiric foundations. This process is on-going, and 

in the Swedish case, the last such revision was implemented in 2011, with new syllabi 

for all levels of school. That development and implementation did not take place in a 

vacuum of any kind; political and educational ideologies played their part as 

committees laboured through towards a finished document. That finished document has 

to be understood as such: a tool both for political governance and practiced English as a 

Foreign Language (EFL). How to practice EFL is itself a topic of debate: as Ur (2013) 

argues in favour of situated teaching methodologies, while Hunter (2013) argues 

caution. Swan (2005) points to teaching methodologies that have gained ground on 

ideological, not empirical, grounds, and Kumaravadivelu (1994) proposes that the field 
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has entered a post-method era altogether. It is against this backdrop the study takes 

place. 

1.2 Aims and research question 

An over-arching goal of this study is to understand, through the eyes and 

experiences of working professionals, what effects the syllabus has in their everyday 

activities. In order to do this one must ask those professionals, openly, honestly, and 

without judgement. Allowing teachers to claim the interview space, discuss what they 

believe is vital, and allow for them to describe said vitalities, is of utmost importance. 

Otherwise, there is a considerable risk of ignoring the reality of the field. When asking 

if a teacher finds the syllabus helpful or not, it is not a matter of judging that teacher – it 

is the opposite. If the syllabus cannot be made into a practical document, then its 

validity might be in question. It is perhaps not even a matter as dramatic as all that: 

grading and planning according to the syllabus is a matter of interpretation. It is a 

subjective experience that cannot be made objective (Gustavsson, Måhl & Sundblad 

2014). Therefore, if teachers are allowed to communicate as much of their view as 

possible, the analysis and description of the active processes of pedagogy and ideology 

become grounded in reality and experience. In order to get there, the study poses the 

following research questions: 

 How does the syllabus ideology manifest itself in the 2011 syllabus and in 

teachers’ reflections on their work? 

 How do EFL teachers experience the methodological and practical impact(s) of 

the 2011 syllabus? 

The discussion of ideology takes several shapes. First, and foremost, the syllabus and 

the curriculum are both political documents setting up language policy and school 

ideology – schools teach not only subjects but also behaviours and attitudes (Althusser 
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2008:29). In order to fully understand what the syllabus does, it becomes necessary to 

divulge the secrets of ideology – plainly spell out the multiple underlying meanings 

found in the single statement. The aim there is not to remove the ideological glasses – 

but instead put on glasses that makes ideology visible (Fiennes & Žižek 2012). It is not 

the aim of this study to scrutinise, criticise or otherwise chastise teachers, as it would be 

both counterproductive and yield little in terms of real data. Getting closer to teachers 

will hopefully serve as a form of peer-to-peer learning: using their experiences one 

might be able to make better sense of the field’s practical dimension. The reflections, 

opinions, and possible disagreements EFL teachers have are certainly likely to affect the 

manner in which teaching is done, a question that has great relevance in a time where 

methodologies are debated, results and measurements dominate the agenda, and 

teachers are both in high demand and heavily scrutinised. 

1.3 Scope 

There are several factors involved in the creation and delimitation of the scope of 

this study. First of all, discussing teacher methodologies is not something that can be 

done any which way. In this particular case, the discussion centres on the discussion of 

post-method EFL and situated methodologies, as discussed by Kumaravadivelu (1994), 

Hunter (2013), Swan (2005), and Ur (2013). Other relevant aspects in the area of 

syllabus development and methodology are provided by Bjäremo (2016), Figueras 

(2012), and Gustafsson (2011). 

There are several ways of applying these aspects to the field, as it is a diverse and 

dynamic such. For instance, the syllabus could itself become the object of study alone, 

as the incarnation of a set of political and educational visions. On the other hand, one 

could attempt to describe what teachers do through observations in class rooms, an 

approach deeply in touch with Ur’s situated methodology. However, this study does 
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neither of these, and the reasoning is simple. Teachers know what they are doing, but 

that is not always clear from observations alone. Recording or transcribing an hour or 

two of classroom activity is not sufficient if one wants to get to grips with the goals, 

aims, and ambitions of that observed teacher. It is better to ask, and allow that teacher to 

draw up the general outlines, describe their preferred methods, and argue their cases as 

professionals.  

The ideological field is generally somewhat further removed from practice. In 

order to understand the development of the field, and the material effects of ideology, 

some of the earlier discussions on ideology have to be presented in order to arrive at the 

more modern day theorists. As such, this theoretical area draws upon Adorno and 

Horkheimer (1944/1997), as well as Althusser (2008) and Žižek (2008).  

In order to properly connect the ideological mechanisms as outlined by these 

theorists, there arose a need for a methodological and theoretical perspective concerned 

with meaning, since ideology is the meaning untold, hidden or otherwise obscured. This 

takes place through phenomenology. Phenomenology, as understood through Husserl-

scholar Dan Zahavi (2003) and Merleau-Ponty (Lewis 1966, Merleau-Ponty 2005, 

Haysom 2009), has previously been connected to language learning via 

phenomenography and learner experiences of classroom phenomena (Boulton-Lewis, 

Marton, Lewis & Wilss 2004). 

In short, this study utilises phenomenology as a means of capturing the 

phenomena of ELT in Swedish secondary school as experienced by teachers, and 

analyse these phenomena through Marxist critiques of ideology and linguistic 

discussions on Communicative Language Teaching (CLT) and syllabus development. 
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2 Theoretical background 

In order to analyse the syllabus, language teaching methodologies, and ideology, 

there must be a robust theoretical framework. The focus lies on the three technical terms 

Second Language Acquisition (SLA), ELT and EFL, where ELT and EFL are entirely 

central for they study, as the interviewed teachers are active in that field: they teach 

English, and they do so as a foreign language.  

2.1 What is to be done: EFL and teaching methodologies 

In 1901 Vladimir Lenin asked a question that appears mundane, but is not: What 

is to be done?1 This section will deal with that matter from the point of view of SLA, 

ELT, and EFL. In doing so, there will be connections with shifts in the methodological 

approaches that relate to this particular field of applied linguistics. The role of the target 

language, as well as the roles of teacher and pupil become central for the acquisition of 

a new language. 

2.1.1 General overview 

A spectre is haunting language learning – the spectre of methodology.2 For a long 

time, the field of language learning was looking for a perfect teaching method. The 

process moved from Grammar Translation to behaviourist audiolingualism, through 

structuralism and into CLT (Yule 2014). A simple logical exercise can reveal that no 

perfect methodology was found, since they were continually renewed and replaced. In 

this constant replacement, ideas of a post-method field sprang up. The notion is that 

teachers have the experience, situational awareness, knowledge and skill to adequately 

decide on relevance and usefulness of methods (Kumaravadivelu 1994). 

                                                 

1 What is to be done? is the title of one of Lenin’s outlines towards a theory and practice of revolution in 

tsarist Russia. The title is itself a reference to Chernyshevsky’s novel of the same name, a story about 

subordination to the cause of revolution. 
2 Paraphrasing the opening line of The Communist Manifesto by Marx & Engels, “A spectre is haunting 

Europe – the spectre of Communism.” 
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The criticism that theories are far removed from practice is a recurring theme. 

Kumaravadivelu (1994) argues that methods approach the subject from three general 

directions: language centred, learner centred, or learning-centred. The underpinnings for 

the divisions are primarily of a philosophical or theoretical nature, resulting in a lack of 

applicability: 

From the practitioner's point of view, none of these methods can be 

realized in their purest form in the actual classroom primarily because 

they are not derived from classroom experience and experimentation but 

are artificially transplanted into the classroom and, as such, far removed 

from classroom reality (Kumaravadivelu 1994:29). 

In short, Kumaravadivelu has found methods to be inadequate and far removed from 

practice, creating gaps in the understanding of how SLA takes place, and how is best 

facilitated.  

That communicative competence has had massive impacts on the 

conceptualisation of SLA is readily apparent. Firth & Wagner (2007) claim that over a 

period of ten years, the field has shifted towards a social view of language learning and 

language usage. Language as communicative has indeed become a strong, if not 

dominant, viewpoint, clearly emphasised in various policy documents such as the 

Central European Framework of Reference (CEFR), and traceable through syllabi 

(Figueras 2012, Gustafsson 2011). The dominance of CLT has not, however, untied the 

Gordic knot: is there an ideal method? As previously mentioned, Kumaravadivelu 

(1994) argued that SLA/EFL was moving; or had already moved, into a post-method 

era. This is a point of some contention, Ur (2013:469) claims that the guiding principles 

of a post-method era as described by Kumaravadivelu are themselves the foundation for 

a new method. Ur instead wishes to develop the notion of teacher autonomy and skill in 

determining methods for teaching – a push for situated methodologies determined by 
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circumstances and responsible, competent teachers (2013). Hunter (2013) argues that 

Ur’s approach is insufficient, that is to say, it does not take into account enough of the 

circumstances. As such, Hunter claims, Ur puts ELT at risk by neglecting negative 

circumstances such as budgetary means and so on (Hunter 2013). However, neither 

Hunter nor Ur discuss whether or not situated adjustments simply are part of the field 

regardless of dominant method, and as such the genealogical change of methods in 

practice is not outlined. 

Though perhaps the field is no longer utterly dominated by the one method, the 

usage and appropriation of methods, whether situated or not, has considerable effect for 

ELT and learning on the whole. In discussing what teachers do, and how they do it, the 

goal of the study is to put the debate into practical light. Indeed, in what sense do 

teachers feel the discussion applies to them? Are these areas of discussion visible 

through the syllabus, and if so, how? It could be a case that the tune is the same, there is 

no need to change it, and for good reason: Noch ist kein Schiff zu sehn.3 

2.1.2 Methodology in syllabi 

The syllabus is the result of a political-pedagogical process meant to regulate the 

classroom and teaching methodology (Gustafsson 2011). For instance, the 2011 

syllabus for upper secondary school specifies interaction as one of three major areas 

(Skolverket 2011a:55). Such specifications necessitate a shift towards more 

communicative and interactive models for teaching. These aims are further clarified in 

the section describing the aim of the subject:  

Students should be given the opportunity, through the use of language in 

functional and meaningful contexts, to develop all-round communicative 

skills. (Skolverket 2011b:1) 

                                                 

3 German: Still there’s no ship to see. In the third act of Wagner’s Tristan und Isolde, a shepherd is tasked 

with playing his flute. As long as Isolde’s ship is nowhere to be seen, he plays a melancholy tune 

associated with Tristan’s personal tragedies. If he sees the ship, the shepherd is to play “a different tune, 

as merry a one as I could.” 
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This development towards a communicative syllabus has been a gradual one, moving 

step by step from structural to communicative (Gustafsson 2011). The shift is not 

specifically Swedish, as the creation of international frameworks such as the CEFR 

have moved along similar lines (Bjäremo 2016). The impacts of the CEFR have been 

manifold, many of which lie outside the scope of this study, such as assessment, 

learning processes, and so on (Figueras 2012). What can be outlined, however, is a 

general shift in policy documents that openly strives for communicative language 

teaching. Communication, and theories of communication, are central for language 

teaching. Such theories are, incidentally, central also to the phenomenologist Merleau-

Ponty. 

2.2 What does it do: phenomenology and language 

Phenomenology can, in short, be summarised as the art of observation. This 

guiding principle is drawn from Edmund Husserl, who formulated phenomenology’s 

guideline as back to the things themselves (Zahavi 2003:11). This requires 

phenomenology to be a descriptive and inductive form of research, discerning patterns 

from what can be seen rather than looking for them at the outset (Zahavi 2003). In doing 

so, phenomenologists like Merleau-Ponty have found Saussurean distinctions and the 

ordinary language philosophy (and phenomenology) of J.L. Austin useful, drawing 

upon notions of the speech act and differences in usage. Phenomenon focused methods 

of research have also had some success in the didactic field as such. Öberg (2016) 

applied phenomenology in order to acquire an understanding of social studies teachers; 

Boulton-Lewis et al (2004) used phenomenography to get an overview of learner 

experiences and insight into their own learning. 
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2.2.1 The speech act 

From a linguistic point of view, or more precisely phenomenological linguistics as 

presented by Merleau-Ponty, meaning only comes at the point of utterance (Lewis 1966, 

Merleau-Ponty 2005:206). The concept as such exists, but only takes form when given 

name. To concepts, words are the flesh and blood without which it cannot live or move: 

wordless, they cannot be transferred to others. Speech is to linguistic phenomenology a 

prime concern, as it is both the first form of language learned, as well as the way in 

which essences and meanings can be conveyed. Those meanings, however, exist 

circumstantially: since a sentence can be uttered twice but mean vastly different things 

depending on situation, intention or stress (“Did you?” or “Did you?”), it must be clear 

that meaning is created at the point of speech (Lewis 1966). One can delve deeper into 

the semantic issue for phenomenology – the word “did” and the word “you” are both 

versatile, usable in a myriad of sentences and contexts. The choice of word, according 

to Merleau-Ponty, has several meanings. Meanings, and by extension words, exist 

continually but only take form when spoken or intended (Merleau-Ponty 2005:204) 

Therefore, choice of word goes beyond mechanistic meaning, and delves into the 

presentation of experiences, either the individual experience of Merleau-Ponty, or the 

experiences connected with the class related habitus of Bourdieu (1992:79, 87). 

Merleau-Ponty deals with the body, or more precisely the connection between 

gestures and la parole, a connection he has in common with Saussure.4 During the 

interview, such as the ones presented in this study, such a connection is readily 

apparent: a certain hand-waving might finish a sentence; a nod might urge someone to 

carry on speaking, etc. Such gestures are of communicative importance, but they cannot 

be classified as linguistic utterances proper. La parole, however, is of great importance, 

                                                 

4 Parole (French): everyday language. Saussure makes a distinction between parole and langue, 

“everyday use” and “language as system.” 
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as it contains everything from sociolects to professional jargon (Lewis 1966). This view 

is echoed in Bourdieu’s reflections of words or word categories as bound to certain 

class habita (1992:85). Linguistic phenomenology must therefore not only observe 

word choices as stylistically determined, but also shaped by work relations and 

professional expectations, and so on.  

The observation of the speech act can naturally lead into different forms of 

analysis. While Merleau-Ponty’s phenomenological investigations focus on meaning, 

Bourdieu looks at the significance of the speech act. The difference is not readily 

apparent – significance has meaning and meaning has significance. However, 

Bourdieu’s theories on habitus lead him into a sociolinguistic approach – the speech act, 

the utterance itself, is not just the conscious transmission of meaning and so on, it is 

also a signifier (Bourdieu 1992). An example from Bourdieu: la bouche and la gueule. 

La bouche is traditionally associated with upper classes and femininity – it conjures up 

the image of a closed, perhaps tight-lipped mouth. La gueule on the other hand is a 

different mouth: wide open, laughing, masculine and distinctly working class (Bourdieu 

1992:86-87). The same general patterns can be found in English, where code-switching 

takes place as the viability of synonyms may be dependent on class and other social 

contexts (Holmes 2013:250). In short, code-switching hides or alters the social standing 

through manipulation of language. The meaning lies beyond semantics, the choice of 

word is not simply a stylistic presentation and formation of thought. Instead, hidden 

within the choice, lies an entire life-world of class and social contexts. This is readily 

acknowledged by Merleau-Ponty by discussing words as the deposition of “verbal 

images” (Merleau-Ponty 2005:203). What becomes apparent is that the modes of 

analysis complement one another rather than battle for supremacy. Both strive to 

divulge the meaning of the spoken utterance and the relations between thought, social 

context, intention, communication and subjective experience. Furthermore, the manner 
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in which such conclusions are reached is implicitly phenomenological as it is grounded 

on observing the language as it appears: through usage (Lewis 1966). 

2.2.2 Communication as meaning and experience 

Merleau-Ponty is not alone in arguing the importance of communication. A shift, 

though not necessarily instigated by Merleau-Ponty, is clearly visible in theoretical 

discussion of ELT as the field has moved towards CLT or interactive models (Firth & 

Wagner 2007). Communication is unlike speech in that it does not require a physical 

body to exist – the text, while printed, does not need vocal cords, or lungs, or lips, to be 

communicated. Instead, it requires only a recipient. To say “only a recipient” is perhaps 

a little facetious, a transmission without a receiver can hardly be said to exist at all, at 

least not as experience. The existence of an Other is a necessity within language, at least 

according to Merleau-Ponty and Habermas (Haysom 2009). Without an Other to receive 

the message, there is no creation of meaning, as no utterance, spoken or written, can be 

made. At most the subject can suspend their own Self, viz., talk to oneself as if talking 

to someone else. This cannot truly be said to be communication either – the 

transmission is sent out but does not travel.  

Without Others, intended or real, there can be no communication (Haysom 2009). 

The body of the Other does not need to exist physically, but there must be an Other. 

Concepts will have less meaning, if they cannot fully take form. Following this logical 

train of thought to the end means the following: without communication, language is 

not so much dead, it becomes unborn. Language, and ELT by extension, are inevitably 

bound up within the field of human experiences and intersubjectivity (Haysom 2009). 

Attempting to remove languages from this their context reveals only their grammatical 

systems and complexities, not the meaning of what was uttered (Bourdieu 1992). 

Communication and meaning are central to linguistics in general. How to define 

and find these aspects is a difficult matter, as connections between semantics and 
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grammar can be made without speaking subjects in mind. The question again becomes 

one of observation: what is the thing? Accepting Merleau-Ponty’s claim that, to 

phenomenology, the thing itself is speech, there is only one way to discern meaning: 

through speech (Lewis 1966). This lends itself handily to interviews as well as attempts 

to discern teacher attitudes towards both syllabi and EFL methodologies; as they speak 

they will continually conceptualise, in the moment, what they do and the experience of 

doing. 

2.3 What do they do: ideology as hidden meaning 

One of the many documents that regulate the actions, and the doing, of teachers, is 

the syllabus. The syllabus is a pedagogical and political document, influenced by 

theoretical shifts and ideological visions alike (Firth & Wagner 2007, Holmgren & 

From 2005). Ideology is a somewhat infected area of discourse. While often, and 

powerfully, deployed as critique, the discussion assumes that ideology is a set of 

glasses: removable (Fiennes & Žižek 2012). Žižek (2004) claims that this is not so. 

Instead, ideology is an unknown known, categorising and controlling impressions at the 

point of impression: a spontaneous reaction to the world. This he explains as follows: 

there are known knowns, and known unknowns; things we know that we know, and the 

things we know that we do not know. There are also unknown unknowns and unknown 

knowns: the things that cannot possibly be known by us, and things we are unaware of 

knowing. Ideology is the unknown known, which determines the nature of all other 

knowable (or unknowable) categories (see Fig.1). 
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Figure 1. The four knowns (based on Žižek 2004). 

The psychological nature of ideology, according to Žižek, is instant and spontaneous: 

ideology is the way in which one reacts to, and makes sense of, the world. 

2.3.1 Theoretical outline 

Ideology, in linguistic terms, operates with terms that can be gathered from 

Saussure: signifier and the signified (Žižek 2008:112). Ideology operates by subverting 

the process of signification. An example from Žižek: ‘Coke, this is it!’ On a superficial 

level of semantics this sentence reads tautologically: ‘Coke, this is Coke!’ Thus far, 

there is no conflict of meaning or signification. However, that is not the meaning of the 

slogan. Instead, ‘it’ refers to something external to the Coke – the commercial 

surrounding the slogan has most likely already transmitted that message: friendship, 

happiness, success and so on, all capped off with a sip of cold, perfect Coke. This is the 

ideological aspect: the carbonated sugary drink is turned into a vehicle for fulfilment of 

desire. ‘It’ did not refer to anything inherent to the Coke at all, but is instead a 

metaphysical quality: a disconnection between the signifier and that which it signifies 

(Žižek 2008:106). 

The subversiveness of ideology, especially ideology in support of a political-

economic5 status quo was intensely critiqued by Adorno & Horkheimer (1944/1997) 

                                                 

5 Usually referred to as ‘bourgeois ideology’ a term that will be used synonymously with political-

economic/economic-political ideology henceforth throughout this section. 

Known knowns 

I know that this is a chair. 

Known unknowns 

I know that I don’t know how 

many chairs there are. 

Unknown unknowns 

I cannot possibly know if there 

are other chairs in other 

buildings or not. 

Unknown knowns 

What makes up a chair; the 

notion of the chair: pre-

conceived category. 
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during their exile years in America. Similar to the example above, Adorno and 

Horkheimer were incredibly concerned by the ideological charge in entertainment 

leading them to such sentiments as fun ist ein Stahlbad.6 In order for ideology to 

functionally operate it must be subversive or alter the relation between signifiers and 

signified. The split signifiers become the two knowns: the formal and superficial 

meaning is a known known, whereas the hidden meaning is an unknown known. 

Furthermore, ideology must be able to sustain itself. This can happen in several ways. 

According to Adorno & Horkheimer, ideology is primarily a cultural product. When 

watching films or listening to music, ideology is being transmitted in two ways. Firstly, 

the film idealises the status quo. That is to say, the film does not at any stage or by any 

means present credible perspectives counter to the ruling bourgeois ideology. Secondly, 

since the film cannot move outside of bourgeois ideology and its preservation of the 

status quo, it must instead create other needs. The original need, according to Adorno & 

Horkheimer, could be alienation in the workplace. The only way to truly dissolve 

alienation is via socialist revolution and worker emancipation. This is plainly not in the 

interest of the industry, so it must instead create artificial needs which it can satisfy and 

thereby prolong its life (Adorno & Horkheimer 1944/1997:120-168). The effect of this 

is the enslavement of entertainment to capitalism, leading to forced hedonism and 

alienated enjoyment by requirement – fun ist ein Stahlbad. 

Though culture often is the bearer of meaning, in this case bourgeois ideology, it 

is seldom the enforcer. While Adorno and Horkheimer’s argument hinges on the power 

of cultural submersion, they never fully account for how ideology is maintained beyond 

ideas of a vague sense of cultural control. As put forth by Bourdieu (1986), the 

education system is one such arena of cultural control and reinforcement. Given that the 

                                                 

6 (German) literally: Fun is a steel-bath. Fun is torture. 
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ideology concerned is the ruling bourgeois ideology, Althusser linked it with the State. 

In general Marxist terms, the State is a tool for class oppression: the bourgeois state 

serves the interests of the bourgeoisie by protecting its private property, class relations, 

and so on. This does not, however, account for the ideological hegemony of capitalism. 

That hegemony, according to Althusser, stems from State Apparatuses (SAs). The 

apparatuses can be divided into two primary categories: mainly repressive and mainly 

ideological (Althusser 2008:23).  

The Repressive State Apparatuses (RSA) contain the armed element which 

maintains order: the military, the police, and large parts of the legal system. The RSA 

maintains and enables bourgeois state dominance. It does not account for the ideological 

reproduction of bourgeois society. This is handled by another apparatus: the Ideological 

State Apparatus (ISA) (Althusser 2008). 

The ISA is not solely an ideological institution, and is not solely the property of 

the State. According to Althusser, there are several elements such as:  

 the religious ISA (the system of different Churches), 

 the educational ISA (the system of different public and private 

‘Schools’), 

 the family ISA, 

 the legal ISA. . .  (Althusser 2008:17) 

Notably, Althusser does not argue that any of these Apparatuses are purely ideological. 

An example of this is found in his discussion of the educational ISA: schools do 

indubitably teach a good deal of “know how,” but those skills only gain value because 

of their usefulness in the economic sphere. The task of the school, in short, is to provide 

a worker with enough skill to be useful, conditioned and socialised in a system of 

hierarchy and obedience designed to mirror that of property, and class, relations 

(Althusser 2008:31). 



  

 

19 

2.3.2 Ideological curricula 

The examination of ideology qua ideology is largely concerned with sociological 

aspects of it, reflecting the general effects in terms of living standards and psychosocial 

effects. There are, however, several examples where ideology has been examined as an 

influence or an element rather than its pure form. One such area has been curriculum 

studies, where the introduction of “entrepreneurial teaching” has been seen as a strong 

ideological shift (Holmgren & From 2005). The examination of entrepreneurial 

teaching, a phrase found in the Swedish 2011 curricula for both secondary and upper 

secondary school, is of critical importance. Harvey’s examination of neoliberalism 

would indicate that the introduction of the learner as an ‘entrepreneur in the making’ is 

a natural extension of the idea of the consumer citizen (2005:42). Holmgren & From 

(2005) argues that the introduction of entrepreneurial teaching has little to do with 

pedagogy, but is instead symptomatic of an over-arching neoliberal restructuring of 

state involvement. According to Harvey (2005), this development is characterised by a 

strong push for privatisation of previously public institutions, the introduction of market 

principles in the public sector, increased managerialism and the conception of the 

citizen as consumer. Logically, it is not hard to see how Holmgren & From have drawn 

direct lines from this conceptualisation of neoliberalism and the introduction of 

entrepreneurship in curricula. The impacts on pedagogy made by the curriculum exist in 

every subject, as the document regulates the values and approaches of the entire school 

system. From biology to English, entrepreneurship must be present (Skolverket 

2011a:7). 

According to Holmgren & From (2005), entrepreneurial teaching has not yet had 

its methodological baptism of fire: whether or not it is a suitable methodology for lesson 

planning and teaching is still up for debate. Instead, it appears likely that its introduction 

will further divisions between fields and disciplines, eventually discarding areas that 
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cannot be turned into private, and profitable, ventures (Holmgren & From 2005). There 

are several connections to Marx and Engels (1932) as well as Gramsci, as one could 

argue that the introduction of explicitly ideological elements serves to maintain the 

base-superstructure organism, as well as maintaining the hegemony of neoliberalism. 

However, it is worth noting that Holmgren & From do not make any such connections 

openly, but instead have chosen to focus on entrepreneurship’s impact on pedagogy.  

There are still other examinations of the ideological-educational connection, 

which tend to focus on single areas of the policy documents, such as individualism or 

markets. While this study is not concerned with market operations within the school 

system, there is a clear connection between learner autonomy and liberal individualism 

(Hartley 2008). Hartley argues that personalisation or tailoring of education undermines 

the teaching profession as well as posing risks in terms of learned content. The 

reasoning behind such tailoring remains within the economic sphere of the education 

market (Hartley 2008). The argument can be taken further in terms of Foucault’s 

advanced liberal society in which individual autonomy is both desired and demanded 

(Dahlstedt & Herzberg 2011:181). This line is partly argued by Harvey in terms of 

personal responsibility, as a demand made by the architects and leading figures of the 

neoliberal project (Harvey 2005:76, 125-126, 178). The potentially ideological nature of 

the learner role will be further discussed in section 2.3.3. 

2.3.3 Ideological language conceptions 

Ideology, as exemplified by Figure 1, does not necessarily have to do with 

bourgeois or otherwise purely political such. Pre-conceived notions that determine 

decisions and outlooks can be found also within language, in this case the discussions 

on method. Michael Swan (2005) claims that Task-Based Learning (TBL) has risen to 

influence on largely ideological merit. This has been accomplished through moves 

towards learner autonomy and learner interaction. The move, according to Swan, is 
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lacking in empirical data (2005:376). In criticising TBL, he argues that the shift is 

detrimental for learners of beginner or intermediate level, since they do not yet possess 

a language suited for tasks that focus on meaning rather than form or accuracy (Swan 

2005). Here, in accordance with the Žižekian outlook, ideological conceptions of the 

learner, rather than the ‘real’ learner, pushed the debate in a certain direction, in a sense 

shifting the Overton window of applied linguistics. However, as Swan points out, the 

shift is itself not entirely baseless, as TBL has a firm theoretical foundation as such. The 

issue lies in its prematurity of implementation and lacking empirical strength. 

Another type of ideological language conception can be found in the sphere of 

prescriptive linguistics. While vastly different to Swan’s discussion, prescriptive 

linguistics operates almost entirely on an ideological version of language – a pre-

conceived notion of what is ‘proper’ and what is not. It is crucial to make clear that 

while, on the surface, prescriptive linguistics deals with competency and systematicity, 

it is seldom actually preserving sensibility. Instead, according to Bourdieu’s model of 

habita, such linguistic issues are often the arena of socio-economic exclusion as regional 

variants and class-based dialects are marginalised. This is particularly clear in the 

creation of a national standard of language. Bourdieu points to the effort of creating a 

standardised French (1992:68). The process of marginalisation of dialects, accents, and 

‘improper’ languages is mirrored also in the United Kingdom by the treatment of 

Welsh, vilification of certain dialects, or the prescriptive nature of ‘proper’ English 

embodied in RP. Similar arguments can also be put forth as English has risen to the 

position of lingua franca, effectively making all other languages secondary in 

importance. 

2.3.4 Ideology as value 

The conception of ideology that Swan (2005) refers to is one of value: the role of 

the learner is ideologically more valuable than that of language form or instruction 
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content. That is to say, the autonomous learner and their independence take precedence 

over lesson contents for ideological reasons. The discussion of standardised language 

does the same: Parisian French is worth more than Béarnese7 (Bourdieu 1992:78); RP is 

seen as more reassuring and authoritative than Geordie (Holmes 2014:139). Ideology, in 

a basic form, is a matter of assigning value. It does this through fetishism, whereby the 

real meaning is obscured. The clearest example of this, according to Žižek, can be found 

in Marx’s section on commodity fetishism (Žižek 2008:18-24). Marx (1976/1990) 

argues that in the marketplace, commodities take on metaphysical qualities (‘Coke this 

is it!’ – Coke as bearer of happiness, etc.) that are ascribed to the commodity by others. 

The commodity itself does not truly possess any such quality, but it is nonetheless 

ascribed to it. The effect of this metaphysical quality is one of obscuring its real value. 

If the can of Coke has value as ‘bearer of happiness’, its real value is hidden. This value, 

according to Marx, is that of socially necessary labour-time: the average time it takes to 

produce the can of Coke, and the costs involved therein (Marx 1976/1990:163-177). 

That fetishism, according to Žižek, is ideology at work (see Fig. 2) 

 

Figure 2: Simplified process of value and fetishism (Marx 1976/1990, Žižek 2008). 

In language such displacements of meaning and value take place all the time. 

When a corporate leader says “We need to raise efficiency and productivity” the 

workforce deciphers its meaning as “Expect layoffs and more overtime.” The fetish is 

still at work for those not in the know – efficiency and productivity do indeed sound 

                                                 

7 The dialect of Gascon spoken in the city Béarn and its region. Gascon is itself a variant of Occitan, a 

Romance language spoken in large parts of Southern France as well as regions in Spain and Italy. 
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positive. That positive tone, hiding the negatives for the workforce, is the linguistic 

fetish. Semantically, meaning is displaced on a regular basis. Formulations in the 

syllabus can reflect ideological concerns as well as pedagogical aims (Althusser 2008:6)  

On a semantic level, there are two meanings to the ideological utterance, the fetish 

and the real, as it were. This can be summed up as a form of ‘semantic surplus-value.’ 

To reprise Žižek’s example of Coke: in the utterance ‘Coke, this is it’ there are two 

meanings, two semantic layers. First is the obvious, nearly tautological one: Coke, this 

is the drink, or, Coke this is Coke. This is the ‘real’ layer. At the same time there is the 

before mentioned ideological message ‘Coke, object of your desire.’ This second 

message is the semantic surplus-value: it is produced and taken into account, but never 

the message as such, always nestled into another message (Žižek 2008:50-55). It is, 

nonetheless, the ideological meaning that lingers: the sentence ‘Coke this is it’ on its 

own is akin to a=a: it means only itself and therefore nothing. To analyse the 

ideological utterance is to find this split, identify the dual signifiers. 

In summary, ideology is present through all aspects of language usage or la 

parole. It takes on several shapes at once, making it a phenomenon that requires 

complex analyses. For clarity, some aspects of these analyses have been excluded. For 

instance, the Lacanian psychoanalysis utilised by Žižek is a powerful tool, but highly 

abstract to the point of incomprehensibility without lengthy introductions. By avoiding 

the Lacanian aspects of Žižek, his writings can instead be more generally applied onto 

the syllabus as an embodiment of a certain set of ideological notions, pedagogical and 

political. The recurring references to Bourdieu apply in a similar fashion. Though he 

describes French, he does so in a manner more widely applicable, such as national 

standardisation or the multiple meanings of the same words. The theoretical connections 

between ideology, linguistics, and language policy are further clarified as a mode of 

analysis is spelled out in the section 4.1 Surplus-value.  
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3 Methodology 

It is time to move into the field of practice. This is best done by stating the outline 

and an explanation of this study’s methodology, phenomenology. Phenomenology is 

then put into motion as an interview method. The implications of method on validity 

and reliability, ethical considerations, practical setting and so on are explained and 

clarified. 

3.1 Phenomenology 

Modern phenomenology often claims German-Jewish philosopher Edmund 

Husserl as its founding father, but the term is indeed much older than his usage. Parts of 

philosophy are for instance plagued by Hegel’s more ghostly phenomenological 

writings, and in part this is surely seen in the development of phenomenology proper: it 

turns away from Hegelian notions of totality and instead seeks to observe things as they 

appear to us. This gives phenomenology a wide range of applications, as it can take in 

such varying phenomena as an anthill or the methodological discussions of active EFL 

professionals (Zahavi 2003:24). Despite the disagreements on Hegel and dialectics, 

phenomenology and Marxism can be combined once the phenomenological reduction 

has taken place, and the phenomena are summarised in essence and categorised 

accordingly. Such categories can then, if relevant, be used within a Marxist analysis of 

the phenomena. In this particular study, phenomenology is utilised twice, as its tools 

aided in both the creation of a taxonomical breakdown and analysis of the syllabus and 

the analysis of the interview transcriptions.  

3.1.1 Definitions and terminology 

Phenomenology is concerned with intentionality. Husserl claims that 

consciousness has intent: it can will things into mental being. For instance, one can 

think of objects without having seen them, or become aware of oneself as a result of 
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self-reflection. An experience consists of a multitude of aspects, some actively noticed 

and intended, other less actively so. For the sake of clarity: Husserl does not claim that, 

simply because one can think of a car, that car is real. It is an intended car. Intended 

objects are thus not real, but instead influence the subject’s mental world,  

‘The object is merely intentional’ does not, of course, mean that it exists, 

but only in an intention, of which it is a real part, or that some shadow of 

it exists. (Husserl 1970, cited in Zahavi 2003:20).  

Another key term is epoché. Epoché, or bracketing, is the process of exclusion. In 

observing the phenomenon, one must only observe it and not take into account pre-

existing information. As previously discussed using Merleau-Ponty, that phenomenon 

could be the speech act, as it takes place. Only the speech act is important at that 

moment, all else must be excluded unless it is observed as part of the phenomenon. 

Likewise, during interviews with EFL teachers, only the information laid out during the 

interview matters; any and all reflections on methodology or theories of applied 

linguistics are set aside unless they manifest during the interview. 

The third key terms is reduction. It is by means of reduction that phenomenology 

creates a systematic overview. Reduction can take different forms depending on the 

phenomenon at hand, as it can be descriptive, transcendental, or essentialist in nature 

(Zahavi 2003:46). In all cases, to reduce is to thematise, categorise and systemise. For 

example, reducing to essence means to remove the layers until no further layer can be 

removed. In the example of a tree, one can remove its leaves, and it is still a tree. The 

eidetic reduction continues until the analyst can say “If I remove X, it is no longer a 

tree” that X is the essence of the phenomenon of trees (Zahavi 2003:39). 

There are two main ways of dealing with phenomena: phenomenography and 

phenomenology. Phenomenographical studies have successfully been able to describe 

learner conceptions of what it means to understand, and how they experience classroom 
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situations (Boulton-Lewis et al 2004). Phenomenology differs, as it tries to get to the 

essence of the phenomenon. That is to say, in a simplified fashion, phenomenography 

relays the description of understanding, as given by the learners, and phenomenology 

would describe the understanding itself. 

This is of no little importance for this study, as it to some extent does both. 

However, the phenomena studied takes place twice: first-hand, that is during the 

interview, where teacher conceptualisation and reflection is itself the phenomenon, and 

second-hand; where the phenomenon is the content of those reflections. The conclusion 

is drawn in terms of meaning and impact, putting the methodological approach in the 

field of phenomenology, but the next-door neighbour is undoubtedly phenomenography.  

One of the strengths of phenomenology lies in this fourth key term: life-world. In 

short, the life-world is the pre-scientific world of experience (Zahavi 2003:125). The 

world as represented by the experiences lived within it. In creating an understanding of 

EFL teachers and their practices, the life-world is essential, as it makes clear that the 

input on which teachers act is not determined out of thin air. Instead, as Husserl 

explains using melodies as an example: there is retention (Zahavi 2003:85). A is 

followed by B, and so certain approaches to EFL practice may derive from a lived 

experience within the classroom. Simply put: the life-world is key as it is the collection 

of experience, from which a frame of reference can be drawn up. 

3.1.2 Criticisms and issues 

Even though it is Husserl’s intention to get away from both relativism and 

subjectivism (Zahavi 2003:42; 131-132), he is nonetheless seen as someone concerned 

mostly with the subjective. This view is in part informed by Heidegger, who developed 

Husserl’s phenomenology in directions that came to influence existentialism and 

hermeneutics. Others pointed this criticism directly at the core of ontology in both 

Husserl and Heidegger. Adorno, for instance, claimed that Husserl failed to achieve a 
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foundation on which reality could be built through observation (Adorno 1966/1973:69). 

It is worth mentioning that Adorno rejected both Heidegger and Husserl on other 

grounds than their ontological approaches. To Adorno these thinkers are neither able to 

overcome the contradictions caused by their philosophy, nor are they able to move 

outside of a realm of tautologies (Adorno 1966/1973:114). He furthermore criticised the 

apparent idealism of these two prominent phenomenologists, claiming that 

phenomenology was responsible for subjectivity and, subsequently, untruth (Adorno 

1966/1973:127-128).  

There are relevant aspects to what Adorno has to criticise. For instance, it is true 

that phenomenology deals with the subjective experience (Denscombe 2014:94). 

Subjectivity is not the same as untruth. In interviewing EFL teachers, it is implicitly 

understood that those descriptions are subjective, but also that that subjectivity informs 

everyday practice. Furthermore, given the description of the Culture Industry (Adorno 

& Horkheimer 1944/1997), Adorno cannot claim to be beyond subjectivity. The 

experiences of the unnatural Culture Industry drives Adorno’s and Horkheimer’s 

subjects into alienation – their social circumstances have tremendous negative effects on 

them. This experience is, as it were, real and subjective. The real gripe lies with the 

ontological claim, an area of Husserl’s philosophy that is only vaguely relevant at best 

for this study. 

3.1.3 Phenomenology or Grounded theory? 

Grounded theory (GT), like phenomenology, is primarily concerned with what is 

there. However, for this study, phenomenology has been chosen as the more appropriate 

methodology for a number of reasons, some theoretical and others practical. From the 

outset two central phenomenological terms become relevant: epoché and life-world. The 

methodology first requires a suspension of common sense in order to properly take in 

the phenomenon, and within the life-world (or lived world), concerns itself with the 
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individual experience. GT does not in this way suspend the researcher – indeed it is 

more hermeneutic in nature, allowing much more room for interpretation on behalf of 

the researcher. While it is true that GT can focus on the world as experienced, there is 

an immediate and very practical drawback in which this is done: no documentation. 

That is to say, interviews are not recorded or transcribed; instead the researcher has to 

re-live the experience and, rather than discern its essence from data, describe the 

essence as experienced. This introduces a margin of error that becomes rather 

cumbersome where interviews are concerned, a margin of error that Glaser (2007) 

welcomes, claiming that it allows for abstraction and conceptualisation over mere 

repetition of data.  

The introduction of further abstraction is in this case detrimental: taking Merleau-

Ponty, Bourdieu, and Austin on board, the interview is not only a description of 

experience but also the expression of it through various speech acts. GT, aiming for 

abstraction rather than description (Glaser & Holton 2007:50), cannot draw any such 

connections to linguistics. Furthermore, since GT is so focused on abstraction and the 

creation of a field specific theory, it is ill-suited to this particular study as it aims to 

make individual ELT practitioners’ voices heard. 

3.2 Interviews 

This study, in its qualitative approach, is based on four interviews with four 

teachers. The interviewees were chosen through a combination of convenience sampling 

and snowball sampling, as there already existed some familiarity between the researcher 

and the interviewees, since all but one had met before.  

3.2.1 Interview methods 

The four interviews that make up the foundation upon which this study rests were 

all semi-structured. Questions and possible prompts were carefully prepared and 
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arranged in advance (see Appendix I for the interview guide in Swedish), but the aim 

was not to run through them like an oral questionnaire. The aim of the semi-structured 

interview is to give the researcher reasonable control over the general subject areas, but 

from then on the interviewee can develop a lengthy train of thought and 

conceptualisations in real time (Denscombe 2014:186). The interviews were gently 

nudged towards general areas of discussion, in order to allow interviewees the freedom 

of emphasis. One teacher might stress certain aspects of the syllabus, but if the 

interview guide or the researcher does not allow for those aspects to be brought up by 

that interviewee, vital areas might be lost.  

The flexibility of the researcher can be paramount. This means that the four 

interviews rely on the same questions, and look at the same phenomena, but may have 

done so in a different order. That is to say, the second interview might differ from the 

first, as the researcher draws upon experiences of pacing, prompting and pausing 

(Denscombe 2014:187). This is not in conflict with the epoché of phenomenology, but 

is instead a way in which to ensure it: if an interview is conducted in a manner that does 

not allow teachers to reflect on phenomena, the researcher might be forced to fill in 

gaps; gaps that would be filled by researcher prejudice and preconceived notions. 

Allowing flexibility during the interview is one way of ensuring that the researcher does 

not intrude, and does not alter the course of conceptualisation or description. 

The descriptive aspect is another area of key relevance for interviews. The 

interviewees got to self-report, thereby describing their own attitudes and methods in 

EFL teaching (Denscombe 2014:184). The validity of such self-reporting may be up for 

questioning, which will be dealt with later. The benefit of it lies not in its verifiability, 

which is low, but instead in the professional insight. Regardless of whether the 

interviewee is telling the truth, they are still revealing something. The matter of truth is 

also difficult, since it is not uncommon to misremember or not realise until hours later 
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that what was said was in fact not quite true. This is an issue for all forms of 

communication, since it in some way relies on transmission and correct reception and 

interpretation. However, hoping to avoid massive reinterpretations, the teachers were 

prompted to give examples from their ELT practice. By allowing such descriptions of 

lived situations, they will also remain truthful. 

The truthfulness of the interview can be affected in a multitude of ways. This 

study relies on four interviewees: two men and two women. The researcher, being a 

man, might be received in different ways by the interviewees owing to his gender. 

Likewise it is possible that the researcher has prejudices that must be excluded through 

epoché. There is always a risk of interviewer effect in face-to-face interviewing 

(Denscombe 2014:189-190). Gender, class, ethnicity are only some of the aspects that 

may affect the answers. They cannot be altered, and as such must be taken into 

consideration. 

3.2.2 Interview settings 

The interviewer effect can create issues beyond the previously mentioned four 

factors. The rapport may differ from one interviewee to the other. Such differences will 

obviously manifest themselves in the recordings, field notes, and subsequent 

transcriptions, and must be seen as a reflection of the individual situation. The impacts 

of bad rapport may be mitigated by creating a comfortable interview situation. For 

instance, all four interviews were held on “their turf” – at work, after hours or during 

longer breaks. The interviewed teachers were therefore more at home than the 

interviewer – this helped them relax and feel freer in their actions, as well as preventing 

the interviewer from getting too complacent or distracted by familiarity. Furthermore, 

all interviewees signed a contract ensuring their anonymity, and giving a date after 

which all the recordings will be destroyed for their privacy (see Appendix II). Finally, 

before the interview took place, all interviewees were been asked if they had any 
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allergies, etc., as they were offered a cup of coffee or tea, and a suitable snack to go 

along with the interview. This is a simple way of creating a comfortable and trusting 

environment in a situation that, if handled poorly, could become intrusive or even 

confrontational (Denscombe 2014:194). Given that most of the interviews were held 

after hours, the small energy boost and sense of relaxation might have gone a long way 

in avoiding the more negative impacts of the interviewer effect. 

As previously mentioned, the audio from the interviews was recorded on a 

smartphone for transcription. Denscombe points out that recording equipment may have 

negative effects initially, leading to a sluggish start or slight awkwardness (2014:196). 

Part of the reasoning behind the cup of coffee is to offset that effect. If the interviewee 

is informed and relaxed, the tension should subside considerably, if not entirely. 

Furthermore, the commonplace nature of the smartphone created a situation where the 

interview might as well not be recorded at all, since no bulky or foreign equipment is 

readily visible. 

3.2.3 The interviewees and ethics 

The efforts made to make the four interviewees comfortable went beyond offering 

snacks or avoiding the intrusive nature of recording equipment. The respondents all 

signed a consent form, allowing the interviews to be recorded, transcribed and analysed. 

The form also explicitly states that respondents will be given pseudonyms, and that the 

interview materials such as recordings and transcriptions will be destroyed July 2nd 

2017, at latest. Furthermore, the interviews were held in Swedish, meaning that all 

quotes from the respondents found in Chapter 4 are translations made by the researcher. 

For clarity, interviewees and relevant information is presented in Table 1. 
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Pseudonym Interview 

date 

Recording 

length 

Years active Sampling 

method 

Susan 2017-04-26 64:21 > 20 Convenience 

Peter 2017-04-28 54:10 > 15 Convenience 

Lucy 2017-05-03 44:39 > 10 Snowball 

Edmund 2017-05-04 41:56 < 1 Snowball 

Table 1: Interview information 

3.2.4 Phenomenology as interview approach 

Phenomenology has seen some of its major successes in the field of interviewing, 

especially in the medical field. The reasons for this are clear, as it aims to get to the 

bottom of experiences, for instance how patients have experienced chemotherapy or 

radiation treatment (Bevan 2014). That does not mean that its interview approach is 

somehow limited to that of medical research. What it does mean is that the method has 

developed as a means of description, since patients are asked to relay the experience of 

treatments, bedside manner, etc. The result is a development of the semi-structured form 

of interviewing, as questions are formulated as “Could you describe X?”, “How did you 

experience Y?” and so on. This structure, outlined by Bevan (2014) for the medical 

field, is simply carried over, since it is a template for interviewing, not a template for 

medical research. The structure is more clearly seen in the interview guide in Appendix 

I. 

This form of questions also allows for the greatest possible degree of epoché, as 

the interviewee becomes responsible for presenting phenomena. This suspension of the 

researcher’s self is vital, as previously outlined, for the apprehension of unaltered and 

genuine data, experience, and reflection (Zahavi 2003:45). 
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3.3 Concerns and limitations 

3.3.1 Validity and reliability 

Validity and reliability are concerns paramount to teachers and researchers alike. 

As grading must be valid, and testing must be reliable, so too must research. This study, 

being limited in its scope, does not lay claim to universal principles. Its data is not of the 

type that can be extrapolated into a general theory. In truth, that is not the purpose of a 

qualitative study: the individual experiences of these four teachers are instead a 

window, through which the life-worlds of different EFL practitioners can be seen. The 

conceptions and experiences contained within do have massive effects, as they will 

affect not just one group of learners, but potentially generations of them. One of the 

interviewed teachers has roughly 140 pupils. He has been active at the same school for 

15 years – his experiences may have impacted as many as 700 people.8 That is 

considerable. Such an impact requires investigation: the experiences and methods of 

these four working professionals affect learners for years. External validity is thus 

somewhat limited in is applicability, as four teachers of varying age, gender, and 

ethnicity, may not be anywhere near the national average EFL teacher. In fact, data 

from SCB claims that the teaching profession is generally populated by women (60%), 

and that the majority are over 34 years of age (SCB 2010:33). There are variables that 

affect the general applicability, and therefore validity, and this must be acknowledged. 

However, in terms of reliability and transparency, the methodologies, methods, and 

relevant parameters are presented, and the interview guide is made available in 

Appendix I. It is therefore possible to replicate the study in terms of its design, and the 

                                                 

8 140 x 5=700. 140 pupils, for three years at a time (En5, En6, En7) times the number of three year 

periods active (15/3=5) gives 700 pupils in total. Note that this is calculated on rough estimates. 
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differences are likely to arise through the interviewee responses or during the 

phenomenological reduction. 

Furthermore, as pointed out by Denscombe (2014:94), interviews and 

phenomenology are not quantitative approaches and cannot be measured along those 

lines. Instead, the interview opens for individuality, agency and descriptions – aspects 

of the life-world that cannot be illuminated through questionnaires since they hinge on 

their respective, subjective, individuality (Zahavi 2003:124) 

In terms of construct validity, there is one main concern: are the right questions 

being asked? The interview guide must match the research questions, or there is nothing 

at all. It would be like using a road map for France while trying to drive to Paris, 

Arkansas – the roads do certainly lead somewhere, but not where one needs to go. 

Therefore, the questions of the interview guide have been reviewed by both the 

supervisor and another university lecturer in order to ensure the connection. 

3.3.2 Interpretation and subjectivity 

Given the highly subjective nature of the data yielded by interviews, one might 

question their relevance or accuracy. Indeed, it is true that an interview, 

phenomenological or not, only gives insight into subjective experiences and their 

retelling, and not what actually took place. Naturally, this means that claims of truth 

may come under fire. This section will briefly explain why subjective experiences are a 

valid object of study. 

The matter of truth is a matter of what is there – an ontological question. Truth, 

however, is not quite so simple to define as “correctness” or something universal, at 

least not when perceived. For instance, Hegel argues that perception yields truth, but not 

the whole truth. The truths that can be gained through sense-certainty and sense-

perception are entirely circumstantial. The example Hegel uses to illustrate this is time. 

Write on a scrap of paper “Now is night.” This is true, but only if it is night. Twelve 
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hours after jotting the words down truth is suddenly untrue: now is day. The words have 

become a stale truth (Hegel 1977:59-60). The simple insight drawn from Hegel here is 

that perceived truth is dependent on such circumstances as time, place, and observer. If 

one is so inclined, this process can be seen when theories of SLA or ELT develop or 

change: Grammar Translation was replaced by new data pointing in the direction of 

behaviourism and audiolingualism – Grammar Translation turned stale. 

Given that perceived truth is subjective in nature, that is, dependent on a subject, 

the study of such experiences cannot make claims on universality. The interview is 

limited in what it can and cannot do. However, the experienced truth is not useless: 

Hegel’s claim also implies that the subject, the perceiver, will take its perceptions with 

it. In short: experiences will help shape actions, thinking, and conceptualisation. This is 

where Hegel and Husserl connect. Husserl, though rejecting Hegel’s universalities, 

focusses on the lived experience as a way to understand meaning. As described in the 

section on phenomenology, Husserl centred his philosophy on the living subject, its 

body, experience and perception (Zahavi 2003). 

The subjective nature of the data offers up opportunities. Allowing teachers to 

make their voices heard is not only beneficial in getting to the heart of their ideas on the 

profession, is also creates relatable and human reflections, if done right. Provided the 

voice of the individual teacher is heard through the analysis, one might approach a type 

of peer-to-peer-learning: taking part in the insights of others may yield insights of one’s 

own.  

In summary, the data gathered during the interviews will be transcribed in full to 

as large a degree as possible. This means that the interviewee’s response is transcribed 

in full, but the question as put might be shortened if expressed in a roundabout or overly 

wordy manner. Quotations from the interviews have also been transcribed according to 

a simplified version of the Jefferson system. The simplifications pertain mainly to 
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notating pitch and volume, unless essential to the utterance. Following transcription in 

full, the texts have been read, attempting to establish phenomenologically what appears 

and then organise these appearances thematically. These themes will be explained in 

full in Chapter 4.  

4 Results and discussion 

This study presents two layers of analysis in order to answer the research 

questions. Tracing syllabus ideology in teacher reflections, requires that that ideology 

first be identified. Section 4.1 serves to analyse the syllabus as an ideological document, 

and the findings of this analysis subsequently make up the foundation for the approach 

to the interviewee utterances. Section 4.2 contains the ideological and pedagogical 

analysis of the interview responses, as well as a summation of some of the aspects that 

make up the life-world of an EFL professional in Sweden. 

4.1 Surplus-value – ideology in movement 

The syllabus is not a purely ideological document. It is the outcome of years of 

pedagogical research, as well as the wishes and political desires of governments. What 

is of concern here is the latter. The theoretical section on ideology left off with the idea 

of semantic surplus value. This is the central concept for interpretation: a dialectic unity 

of opposites. The syllabus is pedagogical and ideological. Interpretations will focus in 

on this aspect. For example, the 2011 syllabus states that 

. . . students should also be given the opportunity to develop correctness 

in their use of language in speech and writing, (Skolverket 2011b:1). 

In terms of linguistic accuracy, there is little quarrel to be had, if any at all: correctness 

and precision are necessary for clear communication. Nonetheless, there is an 

ideological surplus as the argument may be brought forth that the focus on correctness 

is little more than a disciplinary action, and the fact that it is so highly valued is an 
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indication of a cultural hierarchy or intellectual imperialism (Thompson 1992:2). This 

type of argument is entirely consistent with Althusser’s critical view of the education 

system as a whole: it produces “know how” while reproducing ideological values 

(2008:6, 29). 

4.1.1 Categories of ideology 

For the purposes of straightforward analysis, the syllabus has been divided into 

three general categories. These categories were arrived at through reduction based on a 

Marxist framework. That is to say, the syllabus was reviewed as a politically charged 

document containing unities of opposites: pedagogical aspects and ideological ones can 

thus be found in the same statements.  The first category concerns behaviours: it is 

characterised by focus on individual freedom, individual autonomy, and individual 

assessment. The second is skill-based and focuses on the four skills, expressed more 

clearly by the syllabus as Reception, and Production and interaction (Skolverket 

2011b:4). The third category is one of content and cultural awareness, as the syllabus 

puts forth several areas such as 

Living conditions, attitudes, values and traditions, as well as social, 

political and cultural conditions in different contexts and parts of the 

world where English is used. The spread of English and its position in 

the world. (Skolverket 2011b: 3) 

Thus far, there is little of controversy, but using the theorists of Chapter 2, a 

taxonomical breakdown can be constructed. The construction of the taxonomy is based 

on the understanding of ideological utterances as the semantic surplus-value – a concept 

developed from Marx (1976) and Žižek (2008). The identification of the individual 

categories rely on several different theorists and descriptions of the ideological contents, 

referred to in their respective columns (see Fig. 3). In order to focus the table on 

syllabus, it does not reflect the capital relations of knowledge. For instance, the 
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education system produces cultural capital, both in the embodied form (know how) and 

institutionalised forms such as diplomas (Bourdieu 1986). All of the three categories are 

complicit in the production of such capital, but in order to focus on the syllabus and 

everyday practices, this aspect plays second violin. 

Figure 3: Ideological categorisation of syllabus content. Based on concepts from Althusser (2008) 

and Žižek (2008). 

Where the syllabus ideology is reflected during the interviews it is understood as 

connected to one of these three general categories, and generally taking the form of 

semantic surplus-value. The ideological message is wrapped in pedagogical language, 
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and must be understood dialectically as a unit of opposites affecting one another 

(McGill & Parry 1948:418). As such, ideological analyses within this study are 

generally focused on ideology as semantic surplus-value, the ideological charge found 

in seemingly commonplace utterances. In doing so, the analysis can present the 

experienced methodological implications and the ideological undercurrents. Note that 

the ideological critiques and analyses presented in this study must be understood as a 

Hegelian “also” (Hegel 1977:69). It is not the critique of the school system as such, nor 

syllabi themselves, but aspects of them. 

4.2 Interview analysis 

Having analysed the syllabus, the next step is naturally to trace its ideological and 

methodological patterns as they appear in interviewee responses. During the interviews, 

teachers presented and described several phenomena relevant to their everyday didactic 

and pedagogical activities. These phenomena and their ideological value follow here, 

and are sorted into the previously established categories behaviour, skills, and content. 

4.2.1 Behaviours 

Of the three categories of ideological meaning identified in the syllabus, teachers 

reflected the least upon behaviours. That is not to say that they did not reflect upon it at 

all, since they all expressed various views and concerns that coincide with the power 

relations that exist in the classroom. For instance, Peter   and Edmund expressed major 

concerns with pupil health in terms of stress from grading, pubertal hormones, and the 

like. Peter described his role as “linguist, psychologist, therapist, (.) sometimes I’m the 

police or the fire department, or all in one”. Peter’s many areas of concern reflect both 

his position of power, and a deeply caring pedagogical outlook. Furthermore, all four 

were conscious of the need to meet the pupil and not alienate them with unattainable 

goals. Lucy claimed that it was “pointless” to teach at levels that were out of the 
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learners’ reach. In something of a contrast, Peter and Edmund both regarded it as a vital 

task to “challenge” the learner, both in skill and content. Edmund stated openly that he 

wanted to challenge the conception that “it’s black and white.” If reviewed critically, 

this acts as an extension of Althusser’s “know how”, as the future workforce is actively 

taught to challenge conceptions, but only within a framework (2008:7). That is to say, 

students can debate, but only as far as the teachers allow them to. Further parallels can 

be drawn to the critical conception of the Culture Industry found in Adorno and 

Horkheimer (1944/1997): the entertainment industry creates issues it can resolve itself, 

but is incapable of resolving issues outside of that framework. In short, the limitations 

put in place by and reflected within the syllabus are systemic and reflect the economic 

system and its hierarchies. 

Within the field of behaviours it also appeared how subjected the teachers were to 

the ruling ideology. All four clearly defined an internal contradiction found in the 

syllabus, its interpretative nature. Here, rather than instil bourgeois individuality in the 

learner, it was found within the teachers. They all recognised as an issue the broad 

phrasing found within the syllabus, especially Susan pointed to the phrasing of 

“advanced and varied vocabulary”. She argued that this is too broad, that “too many 

cooks spoil the broth, you know” and multiple syllabus interpretations cannot ultimately 

guarantee the fairness and validity of grades .Teachers were effectively left to their own 

devices here, clearly forced to take responsibility individually for systemic aspects. 

According to Harvey this is a fundamental aspect of the neoliberal paradigm as a 

“personal responsibility system” (2005:168). Nonetheless, teachers remained largely 

positive, describing the syllabus as open and free. There was a clear duality to be found, 

on the one hand the syllabus allowed for variation in planning, discussions, debates and 

other communicative activities, but it was not necessarily clear on how these ought to be 

assessed. 
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What did not appear through the statements of the interviewees proper, appeared 

through phenomenological reduction (Zahavi 2003:46). That is to say, placing 

statements into categories according to theme. The learner, being central to all four 

interviewees, is here more clearly to be seen in a position that is more tenuous. For 

example, the process of grading is more clearly seen as a tool of control, wherein the 

learner must be prepared for a work life in which they must be submitted to continual 

review. Althusser points to such ideological functions as some of the stronger means in 

disposal of capital and as used to maintain the “reproduction of the conditions of 

production” (2008:1). In short, the reproduction of capitalism itself, and a state of mind 

in which it will be accepted. 

However ideological the individualistic notion is, it could not be said to be part of 

the unknown known. To be more precise, teachers discussed behaviours and their 

reflection in the syllabus in a manner that did not appear as an unknown. In fact, there 

were sometimes hints of cynical ideology (Žižek 2008:30). This can be exemplified by 

Edmund, hinting that there are areas that he would not teach, were it not for the 

syllabus. These areas were not specified, and Edmund was not asked to do so, as it 

would most likely lead to a presentation of his ideological interpretation, and not the 

one of the syllabus. In his reflections on syllabus development, Edmund also felt that 

the majority of the impact made by the 2011 reforms belong to areas of grading and 

assessment. In effect, the process he describes can be analysed as a move towards more 

disciplinary tools on behalf of the teacher; that is to say more authority through grading, 

and the important link between grades and student benefits thereby becomes crucial. In 

short, failing grades and low attendance is punished economically as CSN ceases to pay 

until grades and attendance are restored to within acceptable parameters. In Marxist 

terms: the student is being accustomed with the concepts of unemployment and the 
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labour reserve (Marx 1976). Essentially, what is expected is obedience, or else the funds 

are withdrawn. 

There were also behaviours related to teaching methods. In large, all teachers 

were strongly pointing to the communicative aspects of the syllabus, stating that 

communication must take place during English class. Yet, there were exceptions. Some 

groups could not work communicatively, and others simply would have preferred not to 

do so. Interestingly, a return to Grammar-Translation was discussed in both cases. 

Edmund used it, and more lecture-based approaches, with groups that did not yet have 

enough language competence to be able to communicate freely. This is important, since 

Grammar-Translation is a teacher-centred method, creating a different dynamic and 

different classroom behaviours from CLT. Susan said that the weaker learners would 

have preferred to have her teach grammar, but she rejected the notion partly based on 

personal experience of learning English herself, and partly based on the fact that the 

syllabus does not explicitly discuss grammar teaching as in any way mandatory . Here, 

Susan largely reflected the shift towards CLT as described by Firth and Wagner (2007), 

stating that “You don’t learn a language from grammar. That’s an old (.2) that’s an old 

belief” and that word lists and translation were “among the most boring things you 

could do in life”. The pedagogical implication of the turn away from teacher-centred 

Grammar-Translation or audio-lingual methods, result in different student behaviours 

within the language, as they develop communicative and interactive abilities rather than 

rote memorisation of grammatical structures. 

4.2.2 Skills 

That CLT has gained dominance became clear when teachers discussed skills. In 

fact, if phenomenologically reduced, the overall impression contradicts Kumaravadivelu 

(1994) as well as Ur (2013). That is to say, the interviewees were neither describing a 

‘post-method’ condition, nor a continual ‘situated methodology.’ Instead, what surfaced 
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were dominant methods and subservient ones. In short, all teachers desired to work 

communicatively, as they experienced this as the method best suited for the 

development of vital language skills, but they all recognised, through that same 

experience, that not all groups can work that way. Those moments of situated or altered 

methodology appeared to be exceptions to a general rule. At the very least, the 

interviewees expressed a desire to work with CLT methods, and not doing so was a 

compromise made by circumstance, and not a pedagogical choice as made by the 

teacher. Appropriate method was decided in part as a result of the criteria found in the 

syllabus, and in part experience. In phenomenological terms, the teachers were drawing 

from retention and the life-world (Zahavi 2003:97). This is a vital point, since Husserl 

claims that it is through this type of retention that sense can be made of a series of 

events, such as a melody, or, as is the case for these teachers, linguistic progression 

(Zahavi 2003:85). Furthermore, since all teachers pointed to their personal experience 

as vital, this area of ELT exists as individually decided as well as formed by the 

syllabus and the pedagogical theories reflected therein. 

As outlined in Figure 3, the skills-based areas of the syllabus are not free from 

ideology. Here, clearer than with the behaviours section, that ideology appeared as 

unreflected, as an unknown known. To put it simply, teachers described working with 

real-life simulations only from a pedagogical point of view, not approaching its role as 

reinforcer of the skill-profit relation. In purely Marxist terms, the skills take on use-

values as they can be sold, and are desired, because they have practical applications 

(Marx 1976:126). The clearest connection with skills as use-values was found when 

respondents discussed relevancy or usefulness. A skill gained value if it could be put 

into relation with the future in the workforce. For instance, Susan described CLIL-like 

projects, where English was used as target language, and content was based in biology, 

chemistry, or electrics. In her experience this often had positive impacts, since it 
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brought a different urgency to language teaching, usefulness and relevance to work life 

piqued learner interests. Peter, in somewhat more vague terms, reflected the same. In his 

view, the 1994 and 2011 syllabi both accomplished communicative goals very well, 

making language “a tool, and not a set of structures or rules.” In doing so, Peter felt that 

the syllabus had managed to bring life into the subject, allowing skills to develop rather 

than direct subject knowledge. Continuing down the line of thought, Peter expressed a 

desire to work in CLIL-projects, allowing the learners to discuss current events in 

English, while also discussing in forms relevant to the syllabus for social studies or 

history. In the past, such projects had worked out well, and Peter felt that cross-subject 

integration would have positive effects for learners both in content knowledge and skill 

acquisition. 

While all teachers firmly felt that they worked communicatively, and that they felt 

this was well supported in the syllabus, none of them felt that the reforms of 2011 were 

decisive in the paradigm shift. Lucy and Peter, both with experience from both levels of 

secondary school, felt that CLT was already a large part of their profession since before 

the new syllabus. Edmund, having worked for nearly a year, echoed this sentiment by 

saying that the shift towards CLT between Gy2000 and Lgy2011 was “minuscule.”  

One of the key method-related phenomena that appeared throughout the four 

interviews was the prominent position of TBL. The creation of tasks based on real-life 

events or realistic simulations seemed to be central, especially when it comes to 

preparation for work or specialised fields. Lucy, teaching primarily students at humanist 

and social studies programs often related her lessons to current events such as the 2016 

U.S. Presidential election. This is supported in somewhat implicit terms by the syllabus 

itself, stating that  
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Students should be given the opportunity, through the use of language in functional 

and meaningful contexts, to develop all-round communicative skills. (Skolverket 

2011b:1) 

The broad phrasing previously discussed is clearly visible, since meaningful contexts 

are to a high degree up to the individual educator. Lucy and Susan both took this as a 

starting point for the TBL-cycle, aiming to create meaning through connections to 

situations the learners might encounter outside school. The strong emphasis on 

communicative skills found in the quote is however not enough to go on. Here another 

phenomenon presented itself gradually, and it is one of considerable pedagogical 

implications: experience. 

As teachers were allowed to describe what the primary bases of their methods and 

planning were, experience was frequently repeated. Peter felt that experience allowed 

him to create lessons that match the syllabus, but without having the document impede 

or intrude. He described that, after working for 17 years, you “have the syllabus 

imprinted on your brain.” It is important not to underestimate the value of experience. 

Susan’s choice of method was based on personal experience of what empirically 

appeared to yield the most positive results. Lucy had assignments that, through testing 

and experience, she had perfected and could re-use. Only Edmund did not describe the 

same type of process, arguing that most of his experiences were drawn from his own 

time in school as a student. This, he felt, was entirely natural since he had slightly less 

than a year of experience as teacher proper. Nonetheless, as Husserl’s theory on 

retention makes clear, experience is key in understanding progressions (Zahavi 

2003:97). Edmund, as a teacher, understood what his teachers did from a method 

standpoint, and drew from these and colleagues’ experiences when he felt the need to do 

so. When discussing the importance of experience as such, all interviewees tended to 

stress that all experience is useful. Thus, a new teacher should not be afraid to make 
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mistakes, to ask their colleagues, or in other ways take part of the experience of others. 

Taking part of the collective knowledge could only be of benefit, and the interviewees 

encouraged new teachers to do so. 

This particular phenomenon is effectively a type of method critique, similar to 

that of Kumaravadivelu (1994). Kumaravadivelu claims that many ELT methods are 

academic and theoretical in nature, thus creating a gap between theory and practice 

(1994:29). The interviewee responses, when reduced and categorised, were not 

dissimilar from this sentiment. However, rather than reject methods as overly 

theoretical, the consensus appeared to be that, in order to use a method effectively, 

professional experience is needed. Working in TBL-cycles might require experience of 

what level the learners typically are at, what tasks create interest, and what they might 

struggle with. Lucy described this aspect as important to her approach, and that it was 

experience that helped her choose materials of appropriate difficulty. 

4.2.3 Content 

Choosing materials is not only a choice of method or skill, it also entails choosing 

relevant content for the learners. There is a natural pedagogical connection between 

skills and content, and this appears only natural. To return to a point found when Susan 

discussed CLIL-projects with biology or electrics: the acquisition of content resulted in 

the skill of communicating it, both as transmitter and receiver. There is, nonetheless, a 

split between the two. Where skills can be firmly linked with “know how” (Althusser 

2008:6), content is effectively a “know what”. Althusser argues that theoretical subjects 

such as philosophy and ethics are essentially ideological in nature – the teaching of 

ideology proper (2008:29). This can be further extended into the concepts of cultural 

capital developed by Bourdieu (1986). Some knowledge is in itself ideological, and 

acquires a social value from this.  
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The clear split between skills and content appeared when teachers were discussing 

literature. Susan continued along the syllabus’ skill-based and context-framed argument, 

stating that “it’s amazing to work with Shakespeare, but, honestly (.) most of them 

won’t work with Shakespeare in real life” . Peter, on the other hand, discussed literature 

as a vital aspect for bringing the language to life. Some learners through the years had 

“read some of the sonnets, read parts of the plays and found it to be some of the most 

fun they’d had.” Peter thus had a different approach to Shakespeare altogether. As such, 

there is not necessarily a conflict between these two teachers, as they both found 

support for all of their activities in the syllabus. Neither Lucy nor Edmund plainly stated 

their approach to literature beyond making it the focal point if the group was 

particularly interested.  

Ideology was openly visible, and if not known, certainly not unknown. Peter, for 

instance, wanted the syllabus to stress the importance of reading, but did not endorse 

outright reading lists, as this would create a “literary canon” that he felt would be 

primarily Western in nature, owing to the origins of English and its spread around the 

world . Peter is therefore close to referring to intellectual imperialism, a concept found 

in Bourdieu’s criticisms of structuralism (Thompson 1992:3). Whether or not his view 

would be in favour of such a canon, he did not say, and it is not important here. What is 

important is that Peter is very close to pointing out a cultural charge found within the 

content of the EFL lesson.  

To return briefly to the Culture Industry of Adorno and Horkheimer: culture is 

never neutral, but produced with explicit or implicit purpose (1944/1997). In short, 

under feudalism culture serves the feudal lords and their class interests, under capitalism 

culture serves the bourgeoisie and their interests. That culture in this way cannot be set 

free means that it is intrinsically the bearer of ideology. Žižek’s can of Coke can be 

transformed into culture as such: it is itself and ideology (2008:106).  
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For students in civically focused programs, such as Lucy’s, the content was 

another. As previously mentioned, Lucy often tries to integrate current events, not 

seldom political. Naturally, this is well supported in the syllabus, as previously 

discussed. Yet it is also a doctrinarian move by the syllabus, in favour of the bourgeois 

status quo. The current political and economic system is presented and dealt with as a 

natural immutable object, normalising it and creating acceptance, and this is done 

because all other moves are a threat to that very same economic and political system: 

discussing capitalism as the only option means it will become the only option (Adorno 

& Horkheimer 1944/1997:162). This is not a criticism of Lucy, as there is considerable 

communicative value in the ability to discuss current events. Furthermore, it is 

explicitly supported in the syllabus “The English language surrounds us in our daily 

lives and is used in such diverse areas as politics, education and economics” (Skolverket 

2011b:1). In short, teachers are explicitly encouraged to connect with the social, 

political, and economic areas of realia.  

Realia, and especially knowledge of customs and living standards, appeared 

important to Susan, Peter, and Lucy. Susan had recently done a project on Ireland with a 

group of learners, claiming that they “know a lot about the U.S., (.) Australia, but 

Ireland? ((ehh)) Not so much.” Here, Susan effectively describes the state of current 

cultural hegemony as dominated by the United States. In an effort to broaden the 

students’ view she has opted for content that is less orthodox, especially since Ireland is 

one of the earliest victims of English colonisation, and were subjected to English and 

British rule for several hundred years. This effectively shows that, while the syllabus 

points towards the native speakers, (Skolverket 2011b:1) this does not limit teachers to 

the United Kingdom or the U.S. Instead, there are several other paths within the English 

hegemony that can act as direct critique of English settler colonialism, while 

simultaneously teaching learners why English is the lingua franca. 
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5 Conclusion 

Time to return to the research questions. How do EFL teachers experience the 

methodological and practical impact(s) of the 2011 syllabus? How does the syllabus 

ideology manifest itself in teacher reflections on their work? The answers are nearly 

paradoxical, since the respondents did not feel that the 2011 reforms had brought about 

a massive methodological shift. Nonetheless they all recognised its CLT direction, and 

generally agreed with the approach. They were, however, aware that over the last 20 

years there had been a shift from structural views of language towards communicative 

such. Ideologically, the syllabus serves as a tool for socialisation, work life preparation, 

and as reproducer of the conditions for capitalism.  

Beyond this, the interviewees reflected upon teaching methodologies in general, 

stressing that it was their experiences that enabled them to use methods competently, 

and that this was a process of learning that has to take place first-hand – they could only 

give advice. Even so, the gathered interview materials contain many aspects of a 

professional life-world that has served to give a general overview. These four teachers 

collectively possess tremendous amounts of knowledge, experience, and professional 

insights. Towards the end of the interviews, when given the option to add or ask 

something of their own, the interviewees stressed that the new teacher must not be 

afraid to make mistakes, find their own way, and ask their colleagues. Experience, 

whether own or from a colleague could make all the difference.  

These urgings on are their own phenomenon, and could unfortunately not be 

represented fully in this study. They do, however, point to the future. For instance, in 

order to follow this study up, a longitudinal classroom observation study could analyse 

what a method in practice looks like. This could result in an in-depth understanding of 
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practical applicability, teaching methods, classroom power relations, and many other 

areas. 

There is also the matter of ideology. The four interviewees of this study were 

never outright asked to discuss ideological aspects of their work, but it is entirely 

possible that they themselves reflect on the duality of their profession as both 

pedagogical and ideological. In that case, another set of interviews becomes a viable 

way forward. Naturally, one might conduct classroom observations and attempt to track 

down traces of ideology as they appear in class, a study that could yield results that go 

directly to the core of large parts of sociolinguistics.  

The salient point, for this researcher at least, is that teachers are well aware of 

many of the implications of what they are doing. There is a great social and situational 

awareness that is perhaps not visible until looked for directly. In closing, when plotting 

the course for future research one might do well to remember the opening to Hans 

Sachs’ final monologue: Verachtet mir die Meister nicht, und ehrt mir ihre Kunst!9 

  

                                                 

9 “Scorn not the Masters, I bid you, and honour their art!” from Richard Wagner‘s Die Meistersinger von 

Nürnberg, Act III. 
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Appendices 

Appendix I Interview guide 

Intervjufrågor 

Tänk på att en del följdfrågor utesluter varandra eller kan besvaras i första svaret. Tänk 

också på att lämna pauser, och ge grönt ljus verbalt såväl som ickeverbalt. Försök att 

upprätthålla koppling till undervisningsmetoder, läroplanen, och/eller läroplanens 

prioriteringar. 

Huvudfrågor Följdfrågor 

Kan du beskriva hur en genomsnittlig 

lektion är uppbyggd? 

 

 Vad är målet med den 

uppbyggnaden? 

 Hur väl upplever du att det 

fungerar? 

 Vad grundar uppbyggnaden 

sig på? 

o Erfarenhet? 

Beskriv. 

o Forskning? 

Beskriv. 

o Instinkt? 

Vilken betydelse upplever du att 

läroplanen har för din planering? 
 Kan du beskriva på vilket 

sätt? 

 Vad upplever du att 

läroplanen styr? 

o Varför?  

o Hur (styr den)? 

Vad skulle du säga är viktigt i 

läroplanen? (Specifika 

kunskapsområden; språkliga aspekter, 

etc) 

 Kan du beskriva varför? Hur 

nådde du den insikten? 

 Vilken effekt tror du det har 

på undervisningen? 

 Finns det något du inte håller 

med om? 

o Varför? 

o Hur upplever du 

att du hanterar det i din 

undervisning? 

Ser du några möjliga problem med 

läroplanen? Kan du beskriva dem? 
 Varför? 

 Mål? 

 Metoder? 

 Innehåll? 

o Vilket innehåll 



  

 

II 

är prioriterat? 

o Vilket innehåll 

borde prioriteras? 

  

Kan du beskriva vad du tycker 

läroplanen behöver få av dig? 
 Metodiskt? 

 Som lärare? 

 Innehållsmässigt? 

 Autonomi vs. Styrning? 

Kan du beskriva hur stor praktisk 

användning du har av styrdokumenten 

i din undervisning? 

 Används de aktivt varje 

lektion, t.ex.? 

 Tycker du att läroplanen ger 

praktiskt stöd? 

Kan du beskriva på vilket 

sätt? 

Finns det innehåll som är irrelevant 

eller onödigt i din mening? 
 På vilket sätt? 

 Varför? 

 Varför tror du att det finns 

med i innehållet? 

Om du jämför den nuvarande 

läroplanen med den tidigare, vad är de 

viktigaste skillnaderna? 

 Kan du beskriva varför de är 

viktiga? 

 Finns det skillnader i 

undervisningsmetod? 

o På vilket 

sätt?(Om ja) 

 Vad har de gemensamt?(om 

nej) 

Kan du beskriva en prioritering som 

du tycker tidigare läroplaner gjorde 

bättre? 

 Vad gör att du tycker det? 

Beskriv. 

 På vilket sätt kan det synas i 

din undervisning? 

Finns det något i den nuvarande 

läroplanen du vill stryka? 
 Varför? Vad ledde dig till den 

insikten? 

 Skulle du ersätta det med 

något nytt? Beskriv i så fall vad. 

Kan du beskriva något i tidigare 

läroplaner du hade velat se i den 

nuvarande? 

 Varför? 

 Vilken effekt tror du det hade 

fått? 

  

Om det var upp till dig att skriva en ny 

läroplan, vad skulle du ändra? (Be om 

beskrivning) 

 Varför? 

o Vad har lett dig 

till den slutsatsen? 

 Vad tror du det innebär 

praktiskt? 

o Arbetssätt? 

 Utlärningsmetoder? 

 

Kan du beskriva vad som kräver mest 

av dig i din arbetssituation? 
 På vilket sätt? 

 Tror du att det påverkar din 

undervisning? På vilket sätt? 



  

 

III 

Kan du beskriva en perfekt lektion?  Vad gör den perfekt? 

 Vad gör du för att få den dit? 

o Hur lägger du 

upp den? 

o Vilket innehåll 

behandlar du? 

o Vilka metoder 

använder du? 

 Vad gör eleverna? 

Hur tycker du den ’perfekta lektionen’ 

hänger samman med läroplanen? 

Måste den det? 

 Vilka mål berör den? 

 Skillnader/Likheter i metod? 

Upplever du att läroplanen är flexibel?  På vilket sätt?  

o Innehåll? 

o Metoder? 

o Bedömning? 

o Annat? 

 Hur anpassar du den? 

Hur upplever du ditt jobb, rent 

allmänt? 
 Krav från styrdokument? 

 Krav från skolan? 

 Krav från föräldrar? 

 Personliga krav? 

 Konflikter? 

o Annat? 

 Påverkar någon av de aspekterna ditt 

arbete mer än de andra? 
 Hur? 

 Kan du beskriva varför? 

Kan du beskriva en 

undervisningssituation där en sådan 

”lokal aspekt” styr mer än läroplanen? 

 Hur styr den? (Metoder, 

innehåll, språklig nivå, etc.) 

 Kan du beskriva vilken typ av 

anpassning du tycker är lämplig 

där? 

Avslutningsvis: finns det någon viktig 

aspekt jag inte berört? Kan du 

beskriva den? 

 Varför viktig? 

 På vilket sätt upplever du den 

aspekten? 

 Tror du att det har stor 

påverkan? 

Har du något du vill lägga till eller 

fråga om? 
  

 

  



  

 

IV 

Appendix II: Consent form/Interview contract  

 

Intervjukontrakt 

 

Genom att underteckna detta dokument godkänner jag att Glen Hermansson spelar in 

ljudet från intervjun samt använder inspelat ljud och övrigt intervjumaterial till följande 

syften: 

 Återlyssning, 

 Transkribering, 

 Vetenskaplig analys, 

 Anonymt omnämnande i relevant vetenskaplig text (uppsats, avancerad nivå), 

 Anonymiserat referensmaterial i nämnda text. 

 

Jag har också informerats om att alla ljudfiler och allt intervjumaterial kommer att 

förstöras som senast 2017-07-02. Jag har informerats om att ljudfilerna och/eller 

transkriptionerna kan komma att granskas eller avlyssnas av uppsatsens handledare, och 

att även denna kommer behandla materialet som anonymiserat. Glen Hermansson 

förbinder sig att behandla materialet anonymt, med diskretion, och efter bruklig 

sekretess. 

 

 

Namnteckning: 

 

 

Namnförtydligande: 

 

 

Datum: 
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Appendix III: Jefferson system of transcription (simplified) 

(.) Just noticeable pause 

(.2), (1.1) Timed pause  

((ehh)) Approximation of sound, not quite 

audible word 

 

 


