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This paper aims to analyse syllabi written for teachers of English in Sweden from 1962 up 
until 2000. The syllabi are placed into a matrix to provide a lucid view of the 
development. The syllabi used in this study are the documents published in 1962, 1980 
and 2000. 

The paper moves  on to historically acknowledge methods and approaches in language 
teaching serves as the basis  of the division made in the matrix, as well as White’s (1988) 
classification of two types of syllabi.  

The study shows that the syllabi have become more and more communicative and drawn 
from the structural type. The teachers are still the ones in charge, but the syllabus today is 
more open for interpretation than the previous documents.  
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1 Introduction 
A syllabus consists of a set of guiding rules for teachers to follow in their teaching. 

There have been a number of varieties of syllabi in language teaching throughout the 

years and teachers have constantly been encouraged to follow new approaches and 

methods.  

Richards & Rogers (2001) write that there was a growing demand for communication 

between European countries in the mid-nineteenth century. New methods and 

approaches in language teaching associated with individual practitioners emerged in 

response to this situation.  

In this thesis, a short introduction of the more acknowledged methods and approaches 

used in foreign language teaching during the twentieth century will be presented. An 

overview of the Swedish syllabi model in compulsory schools, from 1962 up until 

today, is of importance and will consequently be presented.  

The syllabi mentioned will be arranged in the form of a matrix in order to determine 

whether they are communicative or structural and according to White’s (1988) listings 

of a Type A and Type B syllabus. This scheme will attempt to show the syllabi’s 

development during the past fifty years.  

The overview of the different methods and approaches will hopefully provide an 

understanding of the development of language teaching in Sweden over the past fifty 

years.  

The hypothesis which forms the basis of this study is that the development of the 

syllabi has been in the direction of a more communicative, Type B syllabus. In other 

words, the year 2000 syllabus might be placed in this section of the matrix, while the 

year 1962 syllabus might be placed in the opposite corner. 

 

1.2 Aim 
 

The aim of this thesis is to investigate in what direction the development of the 

English syllabi has been moving in Swedish compulsory schools. The research 

questions examined are: 
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 whether the English compulsory school syllabi in Swedish schools published 

in -62, -80 and 2000 are structural or communicative, as well as Type A or 

Type B syllabi as the two dimensions of the comparative matrix presented.  

 and consequently to investigate whether there has been a clear trend towards 

one or the other direction.  

 

1.3 Language teaching: an historical overview 
In this section, a number of historically acknowledged methods and approaches in 

language teaching will be presented in a chronological order. The elements mentioned 

are the origins, the procedures and, in some cases, the research behind them.  

1.3.1 Grammar-translation method  

According to Howatt (1984), the Grammar-Translation Method originated from 

Germany. Richards & Rogers (2001) write that it was the dominant method of foreign 

language teaching from the 1840s up until the 1940s.  

The introduction of the method at universities was connected to the view of the 

classical languages as having higher status than other modern languages. The English 

language was losing its status since women were more proficient in this than men, 

who dominated the classical, high-status languages. To increase the status of English, 

a more classical approach, used to teach Latin and Greek was introduced in the 

teaching of English (Howatt 1984).  

According to Howatt (1984), a traditional teaching lesson according to the method 

involves texts, which are to be translated either from or into the target language. The 

vocabulary learnt is the one occurring in the chosen texts. Each lesson provides the 

learners with a new set of grammatical rules. The grammar taught was then rehearsed 

in translating sentences. This type of language learning was completely under the 

control of  the teacher in terms of the choice of texts to be translated.  

The sentences chosen for translation were not taken from existing, attested texts, but 

instead specially selected, 'invented' sentences were chosen. These sentences were 

said to, in a more concentrated manner, represent the language (Howatt 1984).  

Rogers & Richards (2001) write that the goal of this method is that the learners will 

be able to benefit from the study of  literature written in the target language. The oral 
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components of the language, such as hearing and speaking were not prioritized. The 

examinations were in writing and the accuracy of the translation was of outmost 

importance.  

Richards & Rogers (2001) write that many former students remember the tediousness 

of these lessons where useless grammatical rules were taught and innumerable 

sentences were translated. For teachers, on the contrary, the method does not demand 

much; there is for instance no demand on speaking knowledge on the teacher’s part.  

The Grammar-Translation method has no real theory to back it up. There is no 

literature on research that can justify this choice of method in teaching foreign 

languages (Richards & Rogers 2001).  

1.3.2 The Direct Method 

At the beginning of the  1900s, the Direct Method emerged in Germany and France. 

According to Richards and Rogers (2001), this was one of the more widely known 

methods in the era of 'natural' methods. 

In contrast to the Grammar Translation Method, spoken language had a much more 

significant role to play in the Direct method. All communication was made in the 

target language, even simple explanations. If there were any problems explaining a 

new word, the teacher used other methods such as demonstrations or pictures. It was 

very important never to use the native language (Richards & Rogers 2001).  

In order to make the learners more proficient in oral communication, oral exercises 

including question-and-answer exchanges between teachers and students were 

organised to create a progression in the order of difficulty. The vocabulary and 

sentences that were taught were those which could be used in be used in an everyday 

communication. Grammar was introduced in a deductive manner and was 

emphasized, as well as pronunciation (Richards & Rogers 2001).  

It is important for the teacher to make sure that the students followed the pace chosen; 

it should not be too slow nor too fast. It was also, as previously mentioned, very 

important to avoid any use of the native language. This is one of the things criticized 

by others in this method. Critics claimed that it might be more efficient to use the 

native language in explanations rather than wasting time demonstrating aspects of 

usage (Richards & Rogers 2001).  
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This is also a method without any real theoretical backbone. It was more popular to 

conduct in private schools where smaller classes were possible. The method required 

a native-speaking teacher to be really successful, which made it hard to find suitable 

teachers. By the 1920s, the method had lost much of its popularity and was replaced 

by other options (Richards & Rogers 2001).  

1.3.3 Situational language teaching 

Richards & Rogers (2001) write that in the 1930s up until the 1960s, Palmer and 

Hornby, two applied linguists, tried to develop a more scientific ground for an oral 

approach than was offered in the Direct method. The result was the method known as  

Situational language teaching.  

When teaching vocabulary in English according to the Situational language teaching 

method, one focuses only on the most common words of the language. In 1936, 

Faucette, West, Palmer and Thorndike published a guide on teaching vocabulary 

called Interim Report on Vocabulary Selection. This was later revised by West and 

held the name A General Service List of English Words and was released in 1953. 

These guides contained about two thousand words, which were selected after 

counting the most frequently used words in written texts. When teaching, new 

vocabulary is not introduced by translation since this is said to “waken the impression 

which the word makes on the mind” (Richards & Rogers 2001:41).  

By developing what was known as  Substitutional tables, grammatical structures 

could be analysed into sentence patters. In the syllabus, a list of sentences and 

patterns were introduced according to the order of presentation. “[…] structures are 

always taught within sentences, and vocabulary is chosen according to how well it 

enables sentence patterns to be taught” (Richards & Rogers 2001:41). 

The language the learners used when taught according this method, were encouraged 

to be used out in the real world afterwards and only the more common situations were 

focused on. In the beginning, the learner has a more passive role to play, but 

eventually, he or she is encouraged to use the language more frequently, by asking 

questions for example (Richards & Rogers 2001).  

The teacher is the model of language, which the learners should try to replicate. 

Lessons could consist of dictation, drills and controlled reading and writing tasks 
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based upon oral communication. The teacher should then try to manipulate the 

learners into uttering correct sentences. This occurs in the first part of the lesson. 

Later on, the learners start producing more language. Then it is important for the 

teacher to see if they make any mistakes and correct them (Richards & Rogers 2001).  

The textbook and the vocabulary list are important in teaching in accordance with  the 

Situational language teaching method, but the teacher plays the more significant role 

in the teaching. The teacher should have a good knowledge of the textbook and know 

how and when to use it (Richards & Rogers 2001).  

1.3.4 The Audiolingual Method 

According to Richards & Rogers (2001), Charles Fries who worked at the English 

language institute of the University of Michigan in 1939 developed a method called 

the Aural-oral approach. He rejected the idea that learners should use the language 

without comprehending the grammatical system first. In the Aural-oral approach, 

aural training comes in first place, followed by pronunciation, speaking, reading and 

writing.  

In the 1950s, Fries’ approach, combined with contemporary state-of-the-art 

psychological learning theory turned into the method called Audiolingualism. At that 

time, there was a great need for foreign language learning from a political perspective. 

The Russians launched the first satellite in 1957 and the Americans realized the 

benefits of being able to communicate with people from other countries in order to 

interact and share information. Teachers continued their education to improve their 

language teaching skills. They combined an approach called the Army method with 

the Aural-oral approach and added insight from behaviourist psychology to create the 

tenets of  the Audiolingual Method (Richards & Rogers 2001).  

In Audiolingualism, the language is considered to be made out of building blocks that 

are combined. To learn a language is to manage this assemblage correctly. Because 

incorrect answers may give the learner negative associations to the language, the 

learner should be as passive as possible to avoid errors (Richards & Rogers 2001).  

The language is, in accordance with the principles of  Audioligualism, easier to 

comprehend if instructions are given first orally and then in writing. The grammatical 

rules are not given the learner until he or she is familiar with the grammar in different 
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contexts. By doing this, the learner has a greater chance to acquire a perception of the 

analogies involved (Richards & Rogers 2001).  

Phonology, morphology and syntax are presented in a specific order in syllabi based 

on the Audiolingual Method. A comparison is often made between the native 

language and the target language since this might entail difficulties to the learner 

(Richards & Rogers 2001).  

The learner should be passive in the learning of a language according to this method 

because interaction might entail errors, which are preferably avoided. The teacher 

plays a very dominant part in the language teaching. The interaction that occurs is 

between the learner and the teacher who monitors the performance and errors of the 

learner. The teacher also sets the pace and chooses the exercises (Richards & Rogers 

2001).  

1.3.5 Communicative language teaching 

Brown (2007) writes that Communicative language teaching is more of an approach 

than a method. The approach differs from previous methods in the focus on 

grammatical accuracy and the use of more authentic material in the teaching. In this 

approach, more spontaneous communication is encouraged and learners are more 

likely to use their language to fulfill their communicative needs. There is no real 

practice element in the teaching, and the learners should use their language in 

unrehearsed contexts.  

Chomsky (1957) expresses the view that approaches such as Situational Language 

Teaching based on a structuralist blueprint for language was outdated since one 

cannot predict in what contexts learners will need the language. It is, according to 

Chomsky, in the utterances of the speaker that meaning and intentions are developed. 

In Situational Language Teaching, there is no room for creativity, and that is what 

language is really about. According to Savignon (2002), Hymes reacted to what 

Chomsky had said and coined the expression communicative competence, which 

implies that the learner can use the language in a social context and to take part of the 

sociolinguistic norm, which is a part of a language. Wilkins (1976) his work on 

meaning-based approaches to the language syllabus, which was a great influence on 

the development of Communicative language teaching and it was also used to form a 

first-step-syllabus designed by the Council of Europe.  
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The approach grew from the 1970s and is still used in many languages. One problem 

with this approach, though, is that there is not one single way to conduct the teaching. 

Howatt (1984) writes that there are two versions of Communicative Language 

Teaching – one strong, where language is acquired through communication, to use 

English to learn it, and one weak version which implies that one gives the learners the 

opportunity to use the language and by this learn English to use it.  

One explanation why Communicative language teaching has become a popular 

teaching approach is presented by Richards & Rogers (2001). It is easily adapted by 

many teachers, originating from different teaching traditions. They can relate to it and 

interpret it in different ways. There is not much written about how to use 

Communicative language teaching in teaching situations, but more about the theories 

behind it. Savignon (2002) writes, though, that it is hard for teachers to teach 

according to this approach since there is an ambiguity about what it means to be 

communicative.  

Savignon (2002) refers to Berns who has listed principals of Communicative 

Language Teaching. According to Berns, language is something used among people 

to communicate meaning and for different purposes. When learners learn a new 

language, both native language and the target language, diversity is accepted in the 

process. The language does not have to be perfect, but rather a variety of language is 

accepted in the learning process. The most important thing is that learners engage in 

using their target language throughout the entire learning process.  

Many people have questioned the grammatical aspect of the approach – or lack 

thereof. Savignon (2002) writes that the impression is that grammatical accuracy is 

not important, but rather that more focus is set on the meaning of the utterances made 

by the learners. However communication needs structure in order to work. In 

Communicative Language Teaching, researchers have found that learners tend to 

focus more on grammar when it relates to their communicative needs.  

Savignon (2002) lists a number of components of Communicative Language 

Teaching, which may be considered in terms of  four competences. Grammatical 

competence means that the learner should be able to recognize the lexical, 

morphological, syntactical and phological features of the target language and to use 

them themselves. Discourse competence implies that the learner should understand 
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the target language, both on word-level and in a wider context. Sociocultural 

competence has to do with the social rules for using the target language, which 

demands an understanding of the language’s social context. Strategic competence has 

to do with the coping of a situation if one is not familiar with the social rules, which is 

a part of the language.  

Brown (2007) writes that in Communicative Language Teaching, fluency and 

accuracy are both important, but sometimes the accuracy of the utterance is less 

important than the fluency, since this keeps the learners engaged.  

1.3.6 The post-methods era 

According to Richards & Rogers (2001), the post-methods era occurred at the end of 

the twentieth century and meant the end of methods and approaches. At that time, 

methods and approaches were not seen as a magic solution anymore.  

When a teacher chooses a method and teaches in accordance with it, the teacher 

pledges to follow the rules of this method. In such cases, the teacher is not the key 

ingredient to successful language teaching, but merely someone who follows the 

rules. Methods are sometimes beneficial for teachers lacking experience and are 

considered easy solutions. However, when working according to an approach, 

teachers might experience frustration since there is no right or wrong (Richards & 

Rogers 2001).  

A teacher can benefit from choosing the parts of different methods and approaches 

suitable. These have been designed once since there was a need for them. By being 

aware of these different methods and approaches, the teachers have a wide range of 

activities to choose from and can choose one method or approach suitable for one 

class in particular (Richards & Rogers 2001).  

 

1.4 What is a syllabus? 
White (1988) has in his studies become acquainted with many forms of syllabi 

throughout the world. White turns to Brumfit to receive a summarized view of what a 

syllabus really is.  
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 A syllabus is the specification of the work of the particular department in a 

school or collage, organised in subsections defining the work of a 

particular group or class; 

 It is often linked to time, and will specify a starting point and ultimate goal; 

 It will specify some kind of sequence based on 

a) sequencing intrinsic to a theory of language learning or to the 

structure of specified material relatable to language acquisition; 

b) sequencing constrained by administrative needs, e.g. materials; 

 It is a document of administrative convenience and will only be partly 

justified on theoretical grounds and so is negotiable and adjustable; 

 It can only specify what is taught; it cannot organize what is learnt; 

 It is a public document and an expression of accountability. 

 

In conclusion, the syllabus acts as a set of guiding rules for the teachers to follow. It 

tells the teacher what is to be done, but cannot predict what will be learnt by the 

student in following these rules. It is a public document which allows everyone to 

observe it.  

1.4.1 The English language in Swedish schools 

According to Malmberg (2000), the first curriculum and syllabus regarding the 

compulsory school system in Sweden was introduced in 1962. By then, it was 

mandatory to study English from forth grade, but the subject could be dropped by 

eighth grade. At seventh grade, the students were to choose one of two directions; 

either general class, which had a more practical aim or special class, which had a 

more theoretical aim. Seventy percent of the student chose the special class, which 

was also needed to get entrance to the following educational level, in Sweden called 

gymnasium.  

In the syllabus presented in 1969, the introduction to English studies was held in third 

grade. Teachers teaching that grade were not qualified to teach English and had to 

continue their education (Malmberg 2000).  

In the 1980 year syllabus, the Swedish municipalities had an option to postpone the 

introduction to the subject until forth grade if there were special reasons. Since there 

were many teachers lacking the certificate to teach English at that level, this was done 

in many areas (Malmberg 2000). 
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There was an inquiry in 1991 regarding how many hours a week were put aside for 

the English subject. When the new syllabus was introduced in 1995, there had not 

been a great deal of change in this area. The same syllabus abolished the division 

between general class and special class that occurred in all the previous versions. In 

1980 syllabus, both general and special class made education at a higher level 

possible. This entailed that many students chose the general class as an 'easy' way in. 

Today, the subject of English may be taught from first grade, depending on the 

organisation at the school (Malmberg 2000).  

1.4.2 The structure of the syllabus 

Malmberg (2000) states that the syllabi published in 1962 and 1969 were divided into 

three parts. One was called Goals and the content described that accomplishments and 

proficiencies one would wish the students to have by acquiring the language. Main 

elements described the areas, the materials and the proficiencies that were essential. 

Directions and comments contained directives regarding methodology.  

The syllabus published in 1980 added an explanation as to  why English teaching is 

important.  

When the syllabus was published in 1995 there were major changes regarding 

contents. The syllabus began with an account of the purpose of the subject. The 

following section was entitled Goals to reach, which describes what the student 

should aim to accomplish. There are no limitations to these goals and the student 

should try to develop the skills as much a possible. Following this was a description 

of the subject’s structure and character. There were two grading markers in the 1995 

syllabus: Goals the student should reach at fifth grade and Goals the student should 

aim to reach at ninth grade. If the student could reach the goals set in these headings, 

he or she received the grade pass. Finally there was a section describing how to grade 

and assess, followed by the criteria for the grade passing with distinction (Malmberg 

2000).  

In the year 2000s syllabus, not many things were changed. The introductory text’s 

title was changed into The purpose and role of the subject in education. Students 

could now reach the grade pass with distinction (Malmberg 2000). 
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In the syllabi published in 1962 and 1969, the teacher plays a major part and it is the 

teacher’s teaching that should enable the students to reach the goals. In the 1980 

syllabus the students’ studies  should provide the basis for achieving these goals 

(Malmberg 2000).  

The knowledge about the countries where the language is spoken is a part of language 

teaching. In 1962, the students should get in contact with English speaking authors’ 

texts and should be able to talk about Sweden in English. In 1980 the students should 

have knowledge of working life, everyday life, conditions of the society and culture in 

the English speaking countries. This was also a part of the 1995 syllabus where the 

students should acquire general knowledge of the conditions of society, cultural 

traditions and manner of living in English speaking countries. The syllabus published 

in 2000 states that students should acquire knowledge about everyday life, society and 

cultural traditions in some of the English speaking countries (Malmberg 2000).  

The syllabus published in 1962 is based upon the Audiolingual method. Firmly 

controlled exercises constituted the teaching and it was important that the student did 

not make any mistakes. In 1969 the teaching was even stricter. One single answer was 

the correct one, which the teacher knew in advance. In 1980 the function of the 

language was more vital and the things one could do with the language, such as 

asking questions, describe, tell about something, among other things. A major change 

occurred in the 1995 syllabus where neither methods nor organisation were 

established. The teacher now had a great deal of freedom to conduct teaching. This 

was not changed in the 2000 year syllabus (Malmberg 2000).  

1.4.3 Theoretical approaches to the syllabus: White (1988) 

Ronald White (1988) presents a model for two types of syllabi. 

Type A – What is to be learnt? Type B – How is it to be learnt? 

Interventionist  

External to the learner Internal to the learner 

Other directed Inner directed or self fulfilling 

Determined by authority Negotiated between learners and 
teachers.  

Teacher as decision-maker Learner and teacher as joint decision 
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makers.  

Content = what the subject is to the 
expert 

Content = What the subject is to the 
learner 

Content = a gift to the learner from the 
teacher or knower 

Content = what the learner brings and 
wants.  

Objectives defined in advance Objectives described afterwards 

Subject emphasis Process emphasis 

Assessment by achievement or by 
mastery 

Assessment in relationship to learners’ 
criteria of success 

Doing things to the learner Doing things for or with the learner.  

         (White 1988:44) 

The Type A syllabus represents a more traditional type of syllabus where the content 

is decided by the authority and the student is regarded as mere recipients. White 

(1988) writes that this type of syllabus focuses more on the content than on the 

learning process, although the content might differ in different syllabi.  

The Type B syllabus focuses more on the process of learning and collaboration 

between teachers and students. In this syllabus, the content might be more varied 

since it is decided by both teacher and students to satisfy the students’ needs.  

 

2 Method 
This thesis aims to put forward a simple matrix to describe what methods and 

approaches influenced the Swedish syllabi in the subject English over time. This is 

made though textual analysis, which will lead to a division into structural versus 

communicative types and White’s type A and B syllabus (White 1988).  

2.1 Method  
In this paper, a matrix, which aims to be as clear as possible, will be presented. Two 

overlapped lines will divide language-teaching syllabi into four sections. The 

horizontal line has two fields; the structural and the communicative syllabus, and the 

vertical line divides the Type A and Type B syllabus into two sections. In this matrix, 

the syllabi analysed will be placed in one of the four fields. Since the extremes might 
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not be fully fitting to the description of the syllabus, placing can occur in the middle 

of the four sections as well.  

The method used to analyse the syllabi is a qualitative textual analysis. Esaiasson et 

al. (2007) write that this method is preferable when the entirety of the text is being 

analyzed. According to Esaiasson et al. (2007), the details of the texts combined 

cannot give a correct answer to what is the essence of the text. Therefore, the entire 

text should be read several times – both slowly and thoroughly and quickly in a 

cursory manner, to find the essence and main arguments of the text.  

In this essay, a classification of the syllabi will be of the most importance. Esaiasson 

et al. (2007) write that when classifying the text, one should classify the content and 

range it under different generic headlines.  

2.2 Material 
When choosing what material which should be analysed in a thesis, all available 

materials should be analysed (Esaiasson et al. 2007). Since this is a relatively short 

essay, it will not be possible to analyse all the syllabi published since 1962 and 

forward. Instead, three syllabi have been selected for analysis. According to Esaiasson 

et al. (2007), one should consider the consequences of the reduction of materials. The 

authors also state that a more practical consideration of the choice of material is 

essential.  

In this essay, three syllabi have been chosen – the syllabi published in -62, -80 and 

2000. These three syllabi have been chosen in order to shed light on the chronological 

and pedagogical development in syllabi writing in Swedish in the English subject. A 

possible consequence of this choice of decline of syllabi might entail some gaps in 

this development.  

Finally, Esaiasson et al. (2007) speak of the importance of division between the text’s 

words and the words of the researcher. In the presentation of the analysis, the drafts 

taken from the text, in this case the syllabus concerned, should clearly be marked with 

quotation marks. The researcher will contribute to summaries of what is said in the 

text but the quotations are necessary to show that one has not had a preconceived idea 

about the written text.  
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2.3 Trustworthiness and authenticity 
In the next section, drafts and quotations from the syllabi will be presented to show 

the passages that in accordance with my interpretation, position the syllabi in the 

matrix presented. Since the syllabi are written in Swedish, the author’s English 

translation of the original Swedish text will be quoted, while the Swedish version is 

listed in Appendix 1.  

Originally, research projects are assessed on grounds of validity and reliability. 

Whereas this is hard to do in a qualitative research project, Bryman (2008) suggests 

that these kinds of projects should be assessed according to trustworthiness and 

authenticity.  

Trustworthiness embodies credibility, how well it can be conveyed, dependability and 

the possibility to strengthen and confirm. Credibility has to do with how well the 

researcher conducts the research according to the rules existing, as well as the 

possibility for people concerned to look at the results and confirm them. The ability to 

convey credibility stands for how well the results can be transferred and valid in 

another environment. Dependability is the possibility for people to have an insight in 

the researcher’s work and their chance to see if conclusions are justified. The 

possibility to strengthen and confirm has to do with the objectivity of the researcher. 

There should not be any personal values in the conclusion of the project.  

Since no human beings have been interviewed in this project, the demand for insight 

or confirmation from their part will not be necessary. If the research can be 

transformed into another environment is not possible to answer since this research is 

limited to the syllabi concerned.  

Bryman (2008) writes that the authenticity has to do with whether the research has 

helped the people concerned in the research to see the problems and go forward with 

these. Hopefully, this research will provide a clearer image of how the English subject 

has developed in Sweden and by doing so, also helps the development in the future.  

The criteria of quality in qualitative research projects are sensitivity regarding the 

context, engagement and rigidness, clarity and consistency and effect and meaning. 

Sensitivity regarding the context is achieved by showing sensitivity when it comes to 

people concerned as well as theoretical standpoints and ethical issues. When it comes 
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to engagement and rigidness, this has to do with the commitment put into the project 

by the researcher, for example thorough collection of material for analysis. Clarity 

and consistency are achieved by having a clear method, which should be followed, as 

well as lucid arguments and attitudes. The effect and meaning means that the project 

should have some impact on the field concerned regarding further development.  

Once again, since this is a shorter thesis, an impact on the field concerned is not 

expected. By analyzing the syllabi, one must have in mind the research traditions 

incorporated in these and show sensitivity to this background. The clarity in this 

thesis is shown by following the qualitative textual analysis method presented above 

and the material chosen is also presented previously in this section.  

2.4 Problems and limitations 
When conducting the research, the material used was fairly easily accessible. The 

National agency of education’s website provided the year 2000 syllabus and the local 

library provided the remaining syllabi since these exist only as printed editions. In this 

area, no problems or limitations arose.  

The method used in this research was chosen after discussions with colleagues who 

are experienced in analysing public documents in essays at bachelor level. Since the 

qualitative textual analysis chosen provides much room for interpretation on the 

researcher’s behalf, feelings of doubt arose on more than one occasion.  

In the previous section, different methods and approaches were described. These will 

be taken into account by trying to identify different characteristics of the three syllabi, 

which correspond with the features stated in the different methods and approaches.  

The syllabi will be ranged according to whether the correspond with the type A or 

Type B syllabus model arranged by White (1988). They will also be ranged according 

to their correspondence to a structural or communicative type of syllabi. The division 

of these two types of syllabi is shown below and will be described early on in the 

upcoming section: 
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3 Results and analysis 
In the following section, the syllabi from -62, -80 and 2000 will be analysed and 

quoted to show evidence of why they have been considered to fit into a certain 

position in the scheme shown below. The syllabi will be arranged in the scheme 

according to to what extent they are structural or communicative.  

A structural syllabus is defined in this paper as a syllabus that states different 

structural features necessary in language teaching, such as grammatical features and 

correctness in pronunciation. My definition of a structural syllabus also includes a 

high degree of guidance in what elements should take place in the teaching of the 

language.  

A communicative syllabus states an ability to use the language for communication as 

a goal. This syllabus is also more liberal regarding elements, which should be 

incorporated in the teaching of the language since over-all communication is then the 

most prominent feature.  
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3.1 The 1962 syllabus 

 
This syllabus is divided into different sections according to which grade the teaching 

is aimed at. It goes from fourth grade, to fifth and sixth grade and then a more closely-

surveyed section regarding the senior level of compulsory school.  

The first section of the syllabus is named Goals and includes a description of the 

purpose for the teaching of English.  

i
The teaching of English […] has its purpose to […] make the students familiar 

with a limited, central vocabulary, expressions and grammatical patterns and to 

found a good pronunciation, so that they can apprehend and understand distinct 

speech, read and understand simple texts, express themselves in speech in simple, 

every-day situations and to some extent express themselves in writing. Further, the 

students should be oriented in the culture and ways of living of the foreign people.  

      (Kungl. Skolöverstyrelsen 1962:190) 

As can be seen, this syllabus has a strict structure even in the initial section. There is a 

clear overview of what goals the students should reach after the teaching of English is 

finished. Here, one can also detect a usage of adjectives such as simple texts and 

distinct speech. This might indicate that the students are meant to use the language in 

much specified situations.  
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The teaching is directed by the teacher who, in accordance with what the syllabus 

says, decides what should be done during the lessons. This is the most structural 

syllabus out of the three viewed in this thesis. In fourth grade, practice of vocabulary, 

phrases and grammatical features is a part of the teaching. In fifth grade, correct 

pronunciation regarding intonation and separate speech sounds is an element and 

grammatical features are rehearsed through speech and exercises.  

The 1962 year syllabus is divided into General course and Special course at the senior 

level of compulsory school. The Special course allows the students freer activities, 

such as reading on their own, as opposed to the General class where the exercises are 

stricter. In the General class though, the demand for linguistic accuracy in speech 

among student is not as strict as in the Special class. This contradicts what Malmberg 

(2002) writes about the 1962 syllabus – that it is an Audiolingual syllabus and 

mistakes made by the students should be avoided as much as possible. Moreover, 

these parts of the syllabus are also very strict and the teacher is very much guided in 

what should be accomplished by the students. Grammar is taught by exercises to 

practise grammatical features that have been introduced earlier and writing consists of 

translation exercises and reproduction. Hence, there is not much room for creative 

writing and practice in spontaneous utterances.  

In the section of the syllabus called Directions and comments, one can see the 

methodology teachers can use in their teaching. This chapter opens with a section 

called General points of view which stated that the teaching of English, German and 

French should be conducted in the target language since this is a natural way to 

practise hearing and speech. It also states that language should firstly be regarded as a 

means of oral communication and hence this is prioritized during the first years.  

This section also contains guidelines for the specific elements of language teaching 

such as; pronunciation, hearing- and speaking exercises, reading, grammar, writing, 

realia, text processing and other viewpoints – in that order. In addition to this, there is 

also a section especially aimed at the teaching of English which states in which order 

the different elements of language teaching should be introduced, and where oral 

speech comes first which is conducted by hearing and repetition. Following this 

section is a paragraph on suggestions of how to teach grammar divided into word 
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classes and word order – a very detailed list which provides little room for 

interpretation.  

There are similarities between the Audiolingual Method and this syllabus. The 

Audiolingual method was based on the Aural-oral method, which implies that hearing 

and speaking comes first in the teaching and later on comes reading and writing 

(Richards & Rogers 2001). In this method, comparison between the native language 

and the target language was not uncommon and appear in this syllabus as an element 

as well in the form of translation exercises. Another essential part of Audiolingualism 

is the lack of activity from the students’ part since any errors might be considered as a 

setback. Whether the students are active or not is difficult to answer since this might 

depend on the teacher concerned. However, by reading the syllabus, one gets the 

impression that the teaching is very much teacher-directed and that the students create 

utterances when asked.  

This syllabus may be considered as a structural syllabus. Its disposition guides the 

teacher through the different elements of language teaching rather than leaving room 

for interpretation, and accuracy is encouraged rather than spontaneously created 

utterances.  

This syllabus seems to be a full-scale Type A syllabus according to White’s (1988) 

list. The content in language teaching is decided by authority, in this case Kungliga 

skolöverstyrelsen and the teacher teaching. It is also something the teacher gives to 

the learner, without any demands on the learner to bring anything to the table. The 

assessment lies on what the learner knows and how well he or she masters the 

accuracy of the language.  
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3.2 The 1980 syllabus 

 
This syllabus is divided into different main elements of the language teaching 

process; hearing – speaking, reading, writing, usage of aids, and realia. These are 

subdivided into the different levels such as the junior level, the intermediate stage and 

the senior level. In each of these sections, one can see advancement in the students’ 

development. Each of these element chapters begins with an explanation aimed at the 

teacher to inform of what should be taught and how it should be taught.  

The level chapters mentioned also provide the teacher with exercises useful in the 

specific teaching section. These chapters also state at what level the material should 

be at, for instance simple conversations in speech at the junior level, while the degree 

of difficulty rises at the intermediate level where more independent speech among 

students is encouraged.  

In the passage called hearing – speaking, the following quote could be found.  

ii
The teaching of English should firstly make sure that the students acquire oral 

communicative skills. Hearing- and speech exercises must therefore be allowed to 

have a prominent role in the teaching. It is essential that the language in speech 

exercises be as natural and close to reality as possible.  

     (Skolöverstyrelsen, 1980: 77) 
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Here, an evident feature is that oral communication is prioritized and is also given 

more space in the syllabus than the other elements in language teaching. Through 

exercises that imply pronunciation and intonation, the students’ speaking ability will 

increase and different varieties of the English language should be introduced. 

Standard English is brought to the students by the teacher who should work as a role 

model, but different varieties of English will be acceptable.  

The Goals of the teaching in English are enumerated in the initial stage of the 

syllabus.  

iii
Through studies in English, the students shall develop such skills that they 

 can understand spoken English, 

 in speech can make themselves understood in English,  

 can read and understand different kinds of texts,  

 can use the language in writing in simple forms.  

Further, the teaching should result in the students 

 wanting and having the confidence to use English,  

 acquiring knowledge of and an interest in everyday life, working life, 

conditions of the society and culture in English speaking countries,  

 becoming aware of the importance of English in international 

contacts with people in different parts of the world.  

                                                                             (Skolöverstyrelsen, 1980: 77) 

These goals indicate that the goal of the teaching is communicative ability among the 

students. It does not state a certain level of language usage, such as the syllabus from 

1962 where the students should be able to read simple texts and distinct speech.  

The syllabus is a mixture of more independent exercises, such as free writing and 

more controlled exercises such as translation- and spelling exercises. This syllabus 

could be regarded as a mixture between the communicative syllabus, where the free 

and independent procedures are encouraged, and the structural syllabus where the 

teacher decides what should be done and in what order. The fact that this syllabus 

states that oral proficiency should be prioritized, indicating that this is a structural 

syllabus in many ways, since it does not give room for a great deal of interpretation 

on behalf of the teacher. It also mentions different kinds of exercises, perhaps set out 

to function more as an inspiration than direct guidelines. However, while reading the 
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syllabus, one does get the impression that the second alternative mentioned is more 

likely to be the case. This, also, makes it more of a structural kind of syllabus, though 

not as much as the 1962 edition.  

To decide whether this is a Type A or Type B syllabus according to White’s (1988) 

list is not an easy task. The teacher is guided by the syllabus and the content is 

absolutely determined by authority, in this case Skolöverstyrelsen and the teacher who 

is teaching according to the syllabus. The syllabus has a very detailed list of exercises 

that will be beneficial for the learner’s development, which can be seen as the teacher 

doing things to the learner, rather than with the learner. Some independent work is 

encouraged, though. The teaching seems to aim at a more independent usage of the 

language, where the process was emphasized in the teaching. However, at the same 

time, structural emphasis is a significant part of teaching since vocabulary, 

pronunciation and other structural features occur.. 

One suggestion might be to interpret the 1980 syllabus as a more structural than 

communicative syllabus - though, not as structural as the 1962 syllabus. It should also 

be interpreted as a type A syllabus, but not entirely. It should be positioned more 

towards the Type B syllabus without crossing the line.  
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3.3 The 2000 syllabus 

 
This is the most communicative syllabus of the three reviewed. Structural accuracy is 

mentioned only once in this syllabus. In the passage called The subject’s character 

and structure, the following sentences are found.  

iv
The different competences, which are included in an all-round and 

communicative ability, have their correspondence in the structure of the subject. 

Among these are the ability to master the form of the language, i.e. vocabulary, 

phraseology, pronunciation, spelling and grammar.  

                     (The National Agency for Education, 2000) 

Nowhere else are any demands of structural accuracy stated and the syllabus states 

more demands on the students’ communicative ability.  

In the introductory passage of the syllabus, called The purpose and role of the subject 

in education, the purpose of the teaching of English is: 

v
 […] to develop an all-round communicative ability and such knowledge of the 

language which are necessary in international contacts, in a more and more 

internationalized labour market and to take part in the rapid development which is 

occurring by information- and communication techniques and in future studies.  

                     (The National Agency for Education, 2000) 
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This quotation is a good indicator of what is prioritized in the rest of the syllabus. The 

ability to comprehend written and spoken English as well as producing English in 

written and oral varieties so that the receiver can understand the utterance is highly 

prioritized. 

In the section called Goals to aim for, which is the section telling the teacher what 

knowledge and skills the student should aim to develop and which is also in agreement 

with what the students should master to reach the different grades, the following aims 

are enumerated:  

vi
The school shall in its teaching of English aim to ensure that pupils 

 develop their ability to use English to communicate in speech and writing, 

 deepen their understanding of spoken English in different situations and 

contexts, […] 

 develop their ability to use English orally in different contexts to tell, 

describe and explain and motivate their opinions, […] 

 develop their ability to express themselves in a varied and confident 

manner in writing to tell, describe and explain and motivate their 

opinions, […] 

 develops their ability to reflect on and take responsibility for their own 

language learning and to consciously use methods which will promote  

learning, 

          (The National Agency for Education, 2000) 

These aims talk only of the different knowledge and skills which the student should 

aim to master, but nothing of how this should be done. This syllabus offers room for 

much interpretation from the teacher’s side when it comes to the different elements of 

language teaching. The first quotation from this syllabus shown above is also an 

example of how little the syllabus directs the teacher in language teaching. It says what 

elements are implied in communicative competence, but not how this should be done. 

This is, to a great degree, a communicative syllabus with no focus on the structure of 

the language, but rather the students’ ability to use the language to communicate and 

cooperate with others. In the section called The aim and direction of grading, the 

syllabus states that:  
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vii
In an all-round communicative ability, mastering receptive, interactive and 

productive skills, on which different grading aspects may be set upon, are 

included.  

         (The National Agency for Education, 2000) 

In the grading of the subject, the communicative ability as well is the more prominent 

aspect, which the students are graded according to. In concordance with what Brown 

(2007) writes about Communicative language teaching, this syllabus states that the 

goal is for students to use the language in order to communicate. The accuracy of the 

language produced does not seem to have a priority, even though it is mentioned. This 

might be in line with Savignon’s (2002) idea that accuracy in the utterances might 

have to take a step back in order to maintain the students’ motivation. Whether this is 

what Howatt (1984) describes as a weak or strong version of Communicative language 

teaching is hard to say since this is much up to the teacher concerned.  

This is a Type A syllabus in printed edition, according to the interpretation of White’s 

model (1988), but it has the potential of being a Type B syllabus. It has potential of 

being this since there are no real instructions as to how the teaching should be 

conducted. The teacher has an option to let the student be co-decision makers in how 

the teaching should be organized. This fact puts the syllabus published in 2000 in the 

middle of the chart, but might be moved towards a more Type A syllabus since the 

content in the syllabus is determined by the decision makers – in this case the National 

agency for education.  

 

4 Discussion 
In this chapter, the study will be target for critical analysis, which will look at the 

choice of syllabi and the analysis method used. A brief section will then also look at 

possible developments in the area and questions that might be of interest in further 

studies.  

4.1 Trustworthiness and authenticity 
The division between a structural or communicative syllabus could be regarded as 

somewhat arbitrary. This division is made from my interpretation of what a structural 

and communicative syllabus might imply and it was made in collaboration with my 
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supervisor. At first, the structural and communicative syllabus would only imply to 

what degree the syllabi are structured in terms of exercises. However later the question 

of the teacher’s prospect of interpretation arose. The more structural syllabus 

traditionally leaves little room for interpretation, while the communicative syllabus 

leaves more room – as Richards & Rogers (2001) imply in their description of the 

different methods and approaches.  

This study is my attempt to analyse the syllabi according to existing methods and 

approaches, as well as White’s (1988) division between a Type A and Type B 

syllabus. The study cannot argue to be totally fair in its image of the syllabi, but rather 

one possible aspect of the situation. This is my interpretation and if someone else 

made a similar kind of study, it might show different results. However, the 

interpretations are made from an objective point of view and do not reflect my 

personal opinions in the matter. The analysis is done according to Esaisasson et al. 

(2007) 's qualitative textual analysis and all the aspects have been taken into 

consideration when analyzing the syllabi.  

4.2 The material 
The choice of syllabi to participate in this thesis was made with the view to provide a 

clear overview of the development in syllabi in Swedish schools during the past fifty 

years. This has, in my opinion, been successfully done and the result is satisfactory 

considering the aim of this thesis. The reduction of syllabi among the ones available 

was a necessity since this thesis is of a smaller extent and three was considered to be a 

suitable number of syllabi undergoing analysis. The upcoming syllabus which is 

published in 2011 has not been taken into consideration since the final draft was not 

published when this research project began.  

 

5 Conclusion  
The aim of this thesis was to investigate whether the English syllabi in Swedish 

schools are moving towards one tradition more than another. The hypothesis adopted 

at the beginning of the study was that the 2000 year syllabus would be placed in the 

upper right corner of the schema, the 1980 year syllabus in the middle and the 1962 

syllabus in the left down corner.  
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As one can see now, the result is somewhat different. The 2000 year syllabus did not 

turn out to be as much of a Type B syllabus as expected before the analysis. The 

question is if there will ever be a 'pure' Type B syllabus in the Swedish school system. 

The type B syllabus provides much independence for the students and lets them act as 

co-decision makers. Since the school system, and hence the syllabi, are supervised and 

produced by the state in Sweden, there will probably never be a complete Type A 

version of the syllabus. This supervision provides an equivalent education for all 

students, which is beneficial since the individual schools are governed by the 

municipalities.  

This research shows that the Swedish syllabi in English are strongly moving towards a 

more communicative approach on language teaching and that it becomes more and 

more open  for interpretation among teachers.  

Whether this freedom of interpretation is beneficial or not is hard to say. Savignon 

(2002) writes that it might be hard to teach according to since there is no real guidance 

and the question of what it means to be communicative. Should the progress in 

upcoming syllabi move towards a more Type B syllabus as well, the equality could 

become a problem since it would be harder to survey. 

5.3 Further studies 
In 2011, a new syllabus has been published and will be adopted by schools from the 

Autumn 2011 semester onwards. Whether it follows the same trend as this research 

shows would be an interesting aim for further studies in the subject. A more detailed 

survey of the syllabi published from 1962 up until today would also be of interest.  

This analysis surveys the entire syllabi and not one single element of them. This might 

be of interest in further studies. As an example, one could analyse how realia has been 

taught over the years, or how much room a specific skill such as writing has been 

given. The possibilities are endless when it comes to syllabi since they are 

multidimensional and influenced by the age.  

Language syllabi follows different traditions in different part of the world, hence a 

comparison between the Swedish syllabi and a foreign syllabi would be of great value. 

Also, this study taken as a whole could be compared to the development of language 

syllabi in other countries.  
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Appendix 1 
This index contains the original quotes in Swedish chosen from the three syllabi in a 

chronological order.  

 

                                                        

 
Lgr 62 
i Undervisningen i engelska […] har till uppgift att […] göra eleverna förtrogna med 

ett begränsat, centralt förråd av ord, uttryck och grammatiska mönster samt att 

grundlägga ett gott uttal, så att de kan uppfatta och förstå tydligt tal, läsa och förstå 

lätt text, uttrycka sig i tal i enkla, vardagliga situationer och i någon mån uttrycka sig i 

skrift. Eleverna skall vidare orienteras on det främmande folkets kultur och 

levnadsförhållanden. 

 
Lgr80 
ii Undervisningen i engelska syftar i första hand till att eleverna skall tillägna sig 

muntlig färdighet. Hör- och talövningar måste därför få en framträdande plats i 

undervisningen. Det är väsentligt att språket i talövningarna är naturligt och 

verklighetsnära. 

 

iii Genom studierna i engelska skall eleverna utveckla sådana färdigheter att de  

 kan förstå talad engelska, 

 i tal kan göra sig förstådda på engelska, 

 kan läsa och förstå texter av olika slag, 

 kan använda språket i skrift i enkla former. 

Undervisningen bör vidare leda till att eleverna 

 vill och vågar använda engelska, 

 får kännedom om och intresse för vardagsliv, arbetsliv, samhällsförhållanden 

och kultur i främst engelsktalande länder,  
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 blir medvetna om den betydelse engelska har för kontakter med människor i 

olika delar av världen. 

 
Kursplan 2000 
 

iv De olika kompetenser som ingår i en allsidig och kommunikativ förmåga har sin 

motsvarighet i ämnets struktur. Till dessa hör förmåga att behärska språkets form dvs. 

vokabulär, fraseologi, uttal, stavning och grammatik. 

v Utbildningen i engelska syftar till att utveckla en allsidig kommunikativ förmåga 

och sådana språkkunskaper som är nödvändiga för internationella kontakter, för en 

alltmer internationaliserad arbetsmarknad och för att kunna ta del av den snabba 

utveckling som sker genom informations- och kommunikationsteknik samt för 

framtida studier.  

 

vi Skolan skall i sin undervisning i engelska sträva efter att eleven 

 utvecklar sin förmåga att använda engelska för att kommunicera i tal och 

skrift,  

 fördjupar sin förståelse av talad engelska i olika situationer och sammanhang, 

[…] 

 utvecklar sin förmåga att använda engelska muntligt i olika sammanhang för 

att berätta, beskriva och förklara samt motivera sina åsikter, […] 

 utvecklar sin förmåga att uttrycka sig varierat och säkert i skrift för att berätta, 

beskriva och förklara samt motivera sina åsikter, […] 

 utvecklar sin förmåga att reflektera över och ta ansvar för sin egen 

språkinlärning och att medvetet använda arbetssätt som främjar den egna 

inlärningen, 

 

vii I en allsidig kommunikativ förmåga ingår att behärska receptiva, interaktiva och 

produktiva färdigheter, på vilka olika bedömningsaspekter kan läggas.  

 


