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Abstract 

In learner corpus research, it is well known that one should control for genre when collecting 

and analysing written L2 (second language) English data, as genre is one factor that has been 

shown to account for language variation. This article presents a genre typology for annotating 

learner texts from the lower secondary level in Norway (ages 13-15, school years 8-10). The 

data are drawn from TRAWL (Tracking Written Learner Language), a new learner corpus cur-

rently under compilation. As the TRAWL corpus will be openly available for research, it is 

important that the typology is clearly described, which is the primary aim of the present study.  

Little research has been carried out on younger learners, and no detailed genre typology 

exists for classifying learner texts at the lower secondary level. Therefore, a genre typology 

developed by Ørevik (2019) for the upper secondary level was tested on data from TRAWL 

using a functional, social semiotic perspective and a mixed-methods (quantitative and qualita-

tive) approach. The analysis showed that Ørevik’s typology was largely suitable for annotating 

the selected TRAWL data and only had to be slightly modified.  

By highlighting some of the theoretical and methodological challenges with the genre ty-

pology, the analysis may inform discussions about genre in L2 English teaching, which was a 

secondary aim of the present study. Not only do the results mirror the tensions in the interna-

tional debate within genre research, they also mirror the everyday challenges of lower second-

ary school teachers/examiners, who seem to adopt an eclectic approach to genre. 
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1. Introduction 

In learner corpus research (LCR), it is well known that one should control for genre when col-

lecting and analysing written L2 (second language) English data, as genre is one factor that has 

been shown to account for language variation (Ädel, 2006, 2008; Aijmer, 2002; Gilquin & 

Paquot, 2008; Hasselgård, 2009; Hasselgård & Johansson, 2011; Melissourgou & Frantzi, 

2017; Paquot, 2010; Paquot, Hasselgård & Ebeling, 2013; Petch-Tyson, 1998; Recski, 2004; 

Ørevik, 2019). The concept genre1, however, is fuzzy and has been used differently by different 

researchers (see, e.g. Biber, 1988; Halliday & Matthiessen, 2014; Melissourgou & Frantzi, 

2017; Paltridge, 2002; Swales, 1990; cf. also Section 2 below). It is, therefore, necessary that 

genre categories used in LCR are clearly defined and described so that it is possible to compare 

‘like with like’ (Granger, 2012, p. 12). As learner texts usually consist of answers to tasks or 

writing prompts given by instructors (e.g. “Write a personal letter to a friend”), one way of 

identifying genre categories is to study these prompts to find out which – if any – genre expec-

tations are provided. Melissourgou and Frantzi (2017, p. 388) recommend using writing 

prompts to define genre categories in learner corpora, and in a study of published L2 English 

material in Norway, Ørevik (2019) presents a genre typology for the upper secondary level 

which is based on writing prompts. Ørevik’s typology classifies the prompts in terms of indi-

vidual genres and main genres. For example, a learner text answering the prompt “Write a story 

that takes place in a school” would be assigned to the individual genre category story, which is 

part of the main genre narratives (2019, p. 105, p. 316). 

Most research on written learner language, including several of the studies mentioned above, 

explore L2 English corpora from older learners at university and upper secondary levels. How-

ever, few young learner corpora are openly available for research, and little research has been 

done on primary and lower secondary levels (cf. Dirdal, 2021; Dirdal et al., 2022; Hasselgreen 

& Sundet, 2017). The present study contributes to filling this gap by presenting a genre typology 

for L2 English writing at the lower secondary level in Norway (ages 13-15, school years 8-10)2. 

 
1 See Section 2 for a terminological discussion of genre and related concepts such as register and text 
type. 
2 I wish to thank the anonymous reviewers and members of the TRAWL research group for helpful 
feedback on previous drafts of this manuscript. 
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The typology is based on writing prompts from the TRAWL (Tracking Written Learner Lan-

guage) corpus, a new longitudinal learner corpus currently under compilation (cf. Dirdal et al., 

2022). The author of the present study is part of the TRAWL research team and has worked on 

developing a genre typology for annotating one part of the TRAWL corpus, called the genre 

subset. The genre subset comprises all L2 English texts written by one class from Year 8 to 10, 

in total 327 texts (approximately 121,000 words) answering 56 writing prompts in many differ-

ent genres. While the first version of the TRAWL corpus overall is annotated with information 

about learners (e.g. age, gender and language background) and texts (e.g. writing prompt, time 

constraint, test situation, access to aids/reference tools), only the genre subset has information 

about genre also. The reason is that most of the original, authentic TRAWL texts contain an-

swers in more than one genre. For instance, one pupil’s answer to a mock exam, which consti-

tutes one text unit in the corpus, includes answers to three questions in up to three different 

genres. Thus, to create the genre subset, most of the original text units had to be split into smaller 

units, each annotated for genre separately.  

As the TRAWL corpus is openly available for research, it is important that the typology 

forming the basis for the genre subset is made transparent and clearly described, which is what 

the present study primarily aims to do. A secondary aim is to inform discussions about genre in 

L2 English teaching more generally by making explicit the theoretical and methodological con-

siderations made during the research process (cf. Section 5). That genre plays a role in L2 Eng-

lish teaching is evident from the English subject curriculum in Norway, which states that the 

basic skill of writing involves “competence in writing different kinds of generalised, literary 

and technical texts in English using informal and formal language that is suited to the objective 

and recipient” (Ministry of Education and Research, 20133, p. 5). Although the term genre is 

not used in the curriculum4, the notion of adjusting language to purpose, situation, and recipient 

is nevertheless present. 

To the best of my knowledge, no detailed genre typology exists for classifying L2 English 

texts at the Norwegian lower secondary level. The English subject curriculum does state that 

pupils at the lower secondary level should be able to “write different types of texts with structure 

and coherence” (Ministry of Education and Research, 2013, p. 9), but provides no detailed map 

 
3 The data for the present study were collected when the 2013 version of the Knowledge Promotion 
2006 (LK06) curriculum was still in use. 
4 The term genre, which was used in the 2006 version of the English subject curriculum (Norwegian 
Directorate for Education and Training, 2006), was replaced in the 2013 version by text type (and 
kinds of (…) texts as in the above quote). 
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of genres that the pupils should master at this level. Therefore, the above-mentioned typology 

for upper secondary school developed by Ørevik (2019) was considered an appropriate starting 

point (see Section 2 below for Ørevik’s definition of genre and text type) and was tested on the 

56 TRAWL prompts to find out if it could be used to annotate the genre subset. 

Following Ørevik (2019), the present study is theoretically based on a functional and social 

semiotic perspective (Berge, Evensen & Thygesen, 2016; Martin, 2009; Pilegaard & Frandsen, 

1996; Swales, 1990). A mixed-methods (quantitative and qualitative) approach was used to 

analyse the data, which comprised 56 writing prompts from the genre subset. The following 

research question was investigated: 

 

Which individual genres and main genres are found in the TRAWL writing prompts? 

 

The research question was investigated first through a qualitative analysis of all 56 writing 

prompts in the selected TRAWL data to assign one individual and one main genre category to 

each prompt and then by a quantitative analysis to map the overall distribution of individual 

and main genres in the data. 

Section 2 presents the theoretical framework, primarily focusing on Ørevik’s (2019) study 

of genre at the upper secondary level but with reference to international genre research as well. 

Section 3 describes the data and methods used in the present study. Section 4 answers the re-

search question and presents the results from the analysis of the selected TRAWL writing 

prompts. Although the qualitative analysis preceded the quantitative in the research process, the 

quantitative findings will be presented first, in Section 4.1, as they provide an overview of the 

results, followed by a presentation of the more detailed qualitative findings in Section 4.2. Sec-

tion 5 compares the findings from the study of the TRAWL data to those from Ørevik’s study 

and discusses the extent to which Ørevik’s typology could be used to annotate the genre subset; 

it also discusses the findings in light of international genre research. Section 6 concludes and 

outlines some suggestions for future research. 

 

2. Theoretical framework and Ørevik’s (2019) genre typology 

Mapping the text culture of the subject of English is the main title of Ørevik’s (2019) study of 

genres and text types in L2 English material5 published for the first year of upper secondary 

school in Norway (age 16, school year 11). Ørevik’s overarching aim was “to unpack central 

 
5 English as a common core subject only (not as a vocational subject). 
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aspects of the text culture of the subject and thereby provide data which may inform discussions 

concerning L2 English materials for teaching, learning and testing” (p. v). Through a mixed-

methods approach, she studied textbooks, educational websites and national exam papers dur-

ing the two curriculum periods Reform 94 (R94)6 and the Knowledge Promotion 2006 (LK06) 

(Ministry of Education, 2006), from 1995 to 2015. She investigated both texts for reception 

(texts given as reading material, such as introductory texts or short stories) and texts for pro-

duction (the tasks/writing prompts). For the purpose of the present study, I will focus on her 

study of texts for production only, amounting to a total of 1,261 writing prompts from the two 

curriculum periods (Ørevik, 2019, p. 119). 

Ørevik’s study draws on various and sometimes conflicting theories in international genre 

research (see ibid., p. 62 ff.). It is well known that the term genre, and the related terms register 

and text type, have been used differently by different researchers (see, e.g. Bazerman, 1988; 

Biber, 1988; Cope & Kalantzis, 1993; Freedman & Medway, 1994; Halliday & Matthiessen 

2014; Martin, 2009; Martin and Rose 2008; Melissourgou & Frantzi, 2017; Miller, 1984; Pal-

tridge, 2002; Rose, 2009; Swales, 1990). Despite numerous attempts over the past decades to 

clear up terminology, the boundaries between the terms remain blurred and even confusing (see 

Melissourgou & Frantzi, 2017, for a discussion). Ørevik’s analysis of writing prompts is based 

primarily on a functional and social semiotic perspective, drawing on Hallidayan systemic func-

tional linguistics (SFL) and the Sydney School of genre (Halliday & Matthiessen, 2014; Martin 

2009). In addition, Ørevik draws upon insights from English for specific purposes (ESP, cf. 

Swales, 1990), Pilegaard and Frandsen’s (1996) typology of text types, and relevant research 

on writing in Norway, notably the Wheel of writing (Berge et al., 2016). Adopting such an 

eclectic approach to genre presents specific challenges, some of which will be discussed below. 

Ørevik’s mixed-methods approach involved a quantitative and a qualitative part. First, a lon-

gitudinal, quantitative analysis investigated the distribution of genres in the writing prompts 

across the two curriculum periods. The genres that were found to occur most frequently were 

then subjected to an in-depth, qualitative analysis. 

In the quantitative analysis, the writing prompts were first categorised according to individ-

ual genres and then grouped into main genres. The individual genres are determined from “ex-

ternal, context-based criteria” (Ørevik, 2019, p. 51) and refer to genre categories that are “rec-

ognisable within the EFL [English as a foreign language] subject” (ibid., p. 63), such as sum-

mary, expository article, diary entry and letter to the editor. This categorisation is in line with 

 
6 https://www.udir.no/laring-og-trivsel/lareplanverket/utgatt/utgatt-lareplanverk-for-vgo-R94/ 
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ESP and Swales’ (1990) notion of genres being recognised by a discourse community. It also 

draws upon SFL and the Sydney School of genre, which identifies genre based on “typical 

communicative goals, social processes and rhetorical stages” (Martin, 2009, p. 64). The Sydney 

School has developed a detailed map of Australian school genres; this was adapted by Ørevik 

to her Norwegian data. The main genre categories are determined from “typically predominant 

text type” according to “internal textual features, which are similar irrespective of genre” (Ør-

evik, 2019, p. 51, p. 63). This part of the analysis is based on the six text types outlined in the 

Handbook of Pragmatics (Pilegaard and Frandsen, 1996): descriptive, expository, dialogic, ar-

gumentative, narrative and reflective (for a detailed description of each text type, see Ørevik, 

2019, p. 86 ff.). Each text type is linked to a corresponding writing act as outlined in the Wheel 

of writing (Berge et al., 2016), which is a model for writing and assessment across the subjects 

in Norwegian secondary schools. The Wheel of writing resembles the Sydney School in that it 

is based on a social semiotic and functional perspective on language and that it focuses on 

writing in a school context. It differs from the Sydney School, however, in that it does not 

present a detailed map of school genres; in fact, the term genre is not used in the Wheel of 

writing at all. Like the New Rhetoric School of genre7 (Bazerman, 1988; Cope & Kalantzis, 

1993; Freedman & Medway, 1994; Miller, 1984), the research group behind the Wheel of writ-

ing is critical of the Sydney School and ESP, stating that the Wheel of writing is not anchored 

in any form of genre concept, but rather in acts and purposes of writing (Berge et al., 2016, pp. 

184–185). The very idea of a wheel that can be turned emphasises the dynamic and flexible 

relation between writing acts and writing purposes, an understanding which resembles the New 

Rhetoric School’s focus on the development and change of traditional genres in a pedagogical 

context.  

Table 1 summarises Ørevik’s typology with the genre categories and writing acts inferred 

from the 1,261 writing prompts across the two curriculum periods (R94 and LK06). Note the 

use of terminology: The term main genre is used about the six text type categories, i.e. the terms 

main genre and text type overlap. Individual genre is the term used for the context-based cate-

gories, of which there are 34 in Table 1. 

  

 
7 Now referred to as “North American Rhetorical Genre Studies”, cf. Flowerdew, 2015, p 106. 
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Table 1: Genre categories in L2 English writing prompts (Ørevik, 2019)8 

Main genre category  
(predominant text type) 

Typical writing acts  Individual genres included 
in the main category  

Descriptive  Describe, organise, and 
structure content material  

Factual text; summary; re-
port; map/schematic out-
line/chart/table of statistics; 
timeline 

Expository  Explore, investigate, ana-
lyse, compare, discuss, in-
terpret 

Expository article; manu-
script for expository 
talk/presentation; essay ex-
ploring a topic; analysis of 
literature and film; news re-
port; feature article  

Dialogic  Inform, exchange infor-
mation, establish and main-
tain contact  

Formal letter; personal let-
ter; dialogue/interview; in-
structional text  

Argumentative  Explore, discuss, interpret, 
reason, argue, express opin-
ions, influence, persuade, 
give advice 

Argumentative article; man-
uscript for argumentative 
talk/presentation; short opin-
ion statement; persuasive es-
say; letter to the editor; ad-
vertisement; information 
brochure; review of litera-
ture/film  

Narrative/poetic  Construct/create text 
worlds, imagine, narrate  

Story; novel excerpt; biog-
raphy; play/film script; car-
toon/comic strip; poem; 
song lyrics; joke/humorous 
text 

Reflective  Reflect upon own thoughts, 
experiences, feelings and 
work  

Personal text; diary entry; 
blog front page/blog entry  

 

In the quantitative analysis of the writing prompts, Ørevik decided to use the dominance model 

for describing and classifying the texts. Following this model, texts are classified according to 

the most prominent text type, even though there may be traces of other text types as well. An 

alternative model is the insertion model, which refers to texts where different text types alter-

nate in clear sequences, i.e. there is no single dominant text type (Adam, 1997; Pilegaard & 

 
8 Adapted from Ørevik, 2019, pp. 63, 87, 102, 105, 107, 109. 
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Frandsen, 1996, quoted in Ørevik, 2019, p. 83). Regarding Ørevik’s quantitative findings, I will 

focus on the material from the Knowledge Promotion (LK06) curriculum period only (compiled 

2006-2015), as it is from the same curriculum period as the TRAWL material selected for the 

present study. Ørevik’s LK06 material consists of 780 prompts; 66 from exams, 474 from text-

books and 240 from educational websites (ibid., p. 119). In the quantitative part of the study, 

Ørevik found that expository genres constituted the largest proportion of prompts overall, alt-

hough a broad range of genres was represented. Expository genres were followed by argumen-

tative genres in the exams, narrative genres in the textbooks and descriptive genres in the web-

sites (ibid., p. 138, 148, 153).  

In the qualitative part of the study, Ørevik analysed the writing acts and main genres in 

samples of the individual genres found to be most frequent in the quantitative part of the anal-

ysis. For this part of the study, I report her findings from both curriculum periods, R94 and 

LK06, in order to cover all the genres analysed: story (narrative), analysis of literature or film 

and expository article (expository), argumentative article (argumentative) and personal text (re-

flective) (ibid., p. 210). Samples of descriptive and dialogic text types were not analysed, as 

they were found to be less frequent in the material overall. In this part of the study, Ørevik 

discusses some theoretical and methodological challenges with her model, including the chal-

lenges linked to classifying prompts based on elicited writing acts, as some writing acts tended 

to occur across genres. For instance, the writing acts describe, primarily associated with the 

descriptive genre, and reflect, primarily associated with the reflective genre, were found to oc-

cur in other genres as well (ibid., p. 224). Also, the writing acts discuss, interpret and explore 

are associated with both expository and argumentative writing (cf. Table 1). Another challenge 

was determining the degree of complexity and elaboration required from the prompt. Ørevik 

describes narrative, reflective and descriptive genres as characterised by low complexity, i.e. as 

being less demanding (ibid., p. 213, pp. 222–223). Expository and argumentative genres, in 

contrast, are characterised by high complexity, i.e. requiring more advanced, analytic writing 

skills (ibid., p. 221). However, the borders between high and low-complexity prompts may be 

fuzzy; see, for instance, the discussion of expository versus descriptive writing in terms of com-

plexity (ibid., p. 213). It should be noted that dialogic genres are not characterised by Ørevik in 

terms of complexity, possibly because they include both formal and informal letters, which cut 

across the high/low complexity distinction. 
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3. Data and methods  

As mentioned, the data for the present study are drawn from the TRAWL corpus, and consist 

of all writing prompts given to one L2 English class from the beginning to the end of lower 

secondary school. Of the 56 prompts, 36 are from previous exams; these will be referred to as 

mock exam prompts. The remaining 20 prompts are homework or in-school assignments and 

will be referred to as the school prompts. The origin of the school prompts is uncertain; they 

may be taken from previous national exams, in which case they are created by examiners at a 

national level, or they may be made by the teacher. Evidently, using data from just one class is 

a weakness of the data in terms of validity. However, the fact that the majority of the prompts 

are mock exam prompts which have been given nationwide strengthens the validity, as does the 

fact that the teacher is an experienced L2 English teacher at the lower secondary level. 

Regarding methodology, the present study resembles Ørevik’s in that it is based on a func-

tional and social semiotic perspective and uses a mixed-methods (quantitative and qualitative) 

approach (cf. Section 2). It differs primarily in that only texts for production (writing prompts) 

are studied systematically, whereas Ørevik investigated texts for reception as well as produc-

tion. Another difference is that the present study does not exploit the longitudinal nature of the 

TRAWL data to track the distribution of genres over time, an aspect that Ørevik addressed in 

her study. 

The findings are presented in Section 4. As mentioned, although the qualitative analysis pre-

ceded the quantitative in the research process, the quantitative findings will be presented first, 

in Section 4.1, as they provide an overview of the results. Then follows a presentation of the 

more detailed qualitative findings in Section 4.2. While Ørevik, who had a larger dataset, only 

carried out a qualitative analysis of a selected sample of prompts, in the present study, all 56 

prompts were subjected to a qualitative analysis.  

The quantitative part of the study (Section 4.1) answers the research question by mapping 

all genres found in the selected TRAWL data. The results are presented in a table showing the 

overall distribution of main and individual genres (cf. Table 2 below). This is in contrast to 

Ørevik, who mapped the distribution across two curriculum periods and different types of learn-

ing materials. As the main aim of the present study was to develop a genre typology for anno-

tating learner texts in the TRAWL genre subset, I only mapped the overall distribution of the 

genres found at the lower secondary level, not the distribution over time from Year 8 to 10 or 

across the types of learning material (mock exam prompts versus school prompts). 
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The qualitative analysis (Section 4.2) consisted of a close reading of all the writing prompts 

from a social semiotic perspective. Using the genre categories and writing acts listed in Table 

1, I searched the prompts for explicit and implicit expressions of genre requirements and then 

inferred one individual and one main genre for each prompt. Some prompts were straightfor-

ward and could relatively easily be assigned to specific genre categories using the dominance 

model. For other prompts, the process was more difficult as the genre instructions were unclear. 

To strengthen the reliability of the analysis, I discussed these unclear cases with a research 

colleague and then suggested one individual and main genre per prompt where possible. Next, 

two teacher students, who worked as assistants on the TRAWL corpus project, checked the 

suggested classification. The assistants had studied Ørevik’s typology, the classification crite-

ria, and the writing prompts. They were asked to check the classification independently of each 

other and without being informed about which cases had been considered unclear. They re-

ported back individually any cases where they disagreed with my suggested classification or 

cases they found to be unclear. Finally, I discussed the classification with the student assistants 

and my colleague, and we agreed on one option. To ensure a maximum degree of transparency, 

all writing prompts, as well as the final genre classification, are listed in Appendix 1. 

 

4. Analysis 

4.1 Findings from the quantitative analysis 

The aim of the quantitative analysis was to map the overall distribution of individual and main 

genres in the data. Of the 56 prompts, 42 were considered straightforward, while 14 prompts 

were unclear and had to be discussed in the research group, as described in Section 3. For eight 

of the unclear prompts, we reached an agreement on one main and one individual genre cate-

gory. The remaining six unclear prompts either did not specify genre at all or gave more than 

one genre option, and the present study differs from that of Ørevik in how these prompts were 

registered and counted. In Ørevik’s study, each option was counted separately, resulting in a 

higher number of inferred genres than actual prompts. For instance, a prompt asking pupils to 

write “an essay, a poem or an article on the basis of one of the pictures from the text” was 

registered and counted within three individual genre categories: an essay exploring a topic, a 

poem, and an expository article (Ørevik, 2019, p. 113). In the present study, however, a new 

category called Open was created for these prompts, whereby each prompt was only counted 

once so that the number of inferred genres and prompts remained the same. Two reasons for 

creating the Open category emerged from the analysis. One was that the six TRAWL prompts 
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were less specific than Ørevik’s prompts regarding the genre options, so there was a need for a 

more general category. For instance, the TRAWL prompt “write a factual or fictional text” 

(Y10_CIRI_D_Long_answer9; cf. Appendix 1) could not be assigned to any specific genre, so 

the Open category seemed to be a good solution. The other reason for creating the Open cate-

gory was that the primary aim of this study was to develop a genre typology for annotating 

pupil texts in the TRAWL genre subset so that each text could be assigned to a single category. 

The Open category, which was used for both main and individual genres, signals that the an-

swers to a prompt may be especially varied/heterogeneous, and should be checked manually to 

see which genre each pupil chose. Table 2 shows the distribution of the genres plus the Open 

category in the TRAWL data: 

Table 2: Distribution of genres in the TRAWL genre subset 

Main genre Individual genre Number of prompts n (%) 
Descriptive   5 (9%) 

Factual text 3  
Summary 2  

Expository   18 (32 %) 
Expository article 11  
Essay exploring a topic 2  
Analysis of literature or 
film 

5  

Dialogic   4 (7%) 
Personal letter 4  

Argumentative   13 (23%) 
Argumentative article 3  
Short opinion statement 6  
Persuasive essay 2  
Letter to head of school10 1  
Information brochure 1  

Narrative/poetic   8 (14%) 
Story 8  

Reflective   2 (4%) 
Personal text 2  

Open 
 

  6 (11%) 
Open 6  

Total   56 (100%) 

 
9 Y10: school year. CIRI_D: prompt code. Long _answer: required length (long or short). 
10 This was regarded as a variant of Ørevik’s “letter to the editor” (Ørevik, 2019, p. 109). 
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Table 2 shows that all the six main genres were represented: Expository genres (18) were most 

frequently elicited, followed by argumentative (13), narrative (8), descriptive (5), dialogic (4) 

and reflective (2) genres. Regarding individual genres, only 13 of the 34 genres found in Ør-

evik’s writing prompts were found in the TRAWL data. The highest number of individual gen-

res was found in the argumentative category (5), followed by expository (3); two individual 

genres were found in the descriptive category, and only one in each of the categories dialogic, 

narrative and reflective. As the total number of prompts was highest in the argumentative and 

expository categories, the basis for analysing and interpreting the data was more solid in these 

two main genres. 

 

4.2 Findings from the qualitative analysis 

4.2.1 Introduction 

The results from the qualitative analysis will be presented in two main subsections: Section 

4.2.2 presents a close reading of a selection of prompts that were considered straightforward. I 

chose one example from each of the six main genre categories, representing the most frequent 

individual genre found in each main genre. Section 4.2.3 investigates a selection of the 14 

prompts that were considered unclear. It is structured according to the types of challenges posed 

by the different prompts and explains the choices made in classifying them. 

 

4.2.2 Straightforward prompts 

Main genre: Descriptive  

Five prompts were identified as predominantly descriptive, of which three were classified as 

factual texts and two as summaries. Example 1 below shows a prompt requesting a factual text: 

 
[1] Describe a typical day of a person of your age in any English speaking country. 

You should include references to how their day is effected [sic.] by the lifestyle and 

traditions of the country in which they live. (Y10_ATWE_2C_Long_answer) 

 
The prompt is taken from a mock exam and is accompanied by a booklet with various factual 

and fictional texts. It explicitly elicits describe as the main writing act. According to Ørevik, 

the communicative goal of factual texts is to “give a brief overview of a topic” and “aid the 

acquisition of factual knowledge”, and the rhetorical organisation is characterised by a “presen-

tation of numerous encyclopedic facts” with “limited elaboration” (Ørevik, 2019, p. 106). Alt-

hough the dominant main genre was seen as descriptive, the request to describe “a typical day” 
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requires a chronological structure, so some narrative elements could also be expected. However, 

as the pupil is asked to describe a generic “person of your age” in any English-speaking country 

and to “include references to (…) lifestyle and traditions”, the prompt seems to primarily re-

quest a factual text rather than a fully developed story. Also, even though the prompt requests 

a long answer, content-wise it seems to require limited elaboration. 

 

Main genre: Expository 

Expository texts were by far the most frequently elicited, with 18 prompts. The most frequent 

individual genre found was expository article (11), followed by analysis of literature or film (5) 

and an essay exploring a topic (2). Example 2 illustrates a prompt classified as expository arti-

cle: 

 
[2] The booklet describes places that are Here, There and Everywhere. Compare a 

place from the booklet with a place you have read about or visited. Include in your 

comparison the differences and similarities between the two places. 

(Y9_HERE_3D_Long_answer) 

 
According to Ørevik (2019, p. 107), the social process of the expository article is to “explain 

and elaborate on a topic in terms of cause-effect relations, comparisons, etc.” and “shed light 

on a topic from several angles”, while the communicative goal is to “aid development and ex-

pansion of knowledge and reflection” and “promote in-depth learning”. In Example 2, the writ-

ing act compare is explicitly stated in the prompt. In the comparison, the pupil is asked to refer 

to at least two different sources (the booklet and “a place you have read about or visited”) and 

present differences and similarities, so the writing acts explore, analyse and investigate can be 

seen as implied. Note that the pupil is asked to compare the two places in terms of differences 

and similarities, not to present an opinion or take a stand (as in argumentative writing). Further-

more, this is a long answer prompt, so the genre expository article seemed appropriate. 

 

Main genre: Dialogic 

Four prompts were classified as dialogic, all of which were assigned to the individual genre 

personal letter (one asked for an e-mail to a pen pal)11. This means that all the dialogic prompts 

were found to invite personal and low-complexity writing, as illustrated in Example 3: 

 
11 Ørevik (2019, p. 108) does not mention email in her description of the category personal letter, but 
her analysis includes a personal email as well (p. 318) and so it has been included in the present study. 
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[3] Imagine that you are out travelling to places you have never been before. Write a 

personal letter to a friend telling him or her about the places you visit, the places [sic] 

you meet and things that happen. (Y8_EVPP_1_Long_answer) 

 
The four dialogic prompts were easy to classify in terms of genre. Not only do they all use the 

term letter, they also specify the type of letter, as in Example 3, which asks for a personal letter 

to a friend. Ørevik describes the social process of personal letters as that of “spontaneous lan-

guage production”, where the communicative goal is to “exchange information about everyday 

topics”, “maintain relationship”, and, for the L2 English classroom, to “facilitate language pro-

duction” (ibid., p. 108). The prompt in Example 3 requests a personal letter, which implies the 

writing act interact, and the target reader is specified as a friend, which implies the writing act 

maintain contact and which means the pupil can use everyday, spontaneous language. The letter 

should be about a place the pupil has never been before, so the writing act imagine is also called 

for, and the pupil may very well include narrative elements. From the wording “tell about”, we 

can infer the writing act inform; probably also describe and reflect. Using the dominance model, 

however, there was no doubt that the main genre is dialogic, and the individual genre is the 

personal letter. 

 

Main genre: Argumentative 

Thirteen prompts were classified as argumentative, and the individual genres represented were 

short opinion statement (6), argumentative article (3), persuasive essay (2), letter to head of 

school (1) and information brochure (1). Example 4 shows one of the six prompts classified as 

short opinion statement: 

 
[4] In the booklet you have read many quotes about “What is history?” Which is your 

favourite quote? Explain why. (Y8_STEP_1_Short_answer) 

 
According to Ørevik, the social process of the short opinion statement is to “utter a comment 

or opinion on a matter” in a text that is “short, condensed and pointed” (ibid., p. 109). It presents 

only one side of the argument, with no discussion of opposing views, and can thus be seen as 

the start of argumentative writing. In Example 4, the pupils are asked to choose “your favour-

ite”, which could be seen as requiring a reflective, personal text (cf. Section 4.2.2), but the 

request to use a given source means they must relate to a curricular topic, i.e. more than just 

their own personal thoughts or experiences. Furthermore, the prompt asks the pupils to explain 

their choice of quote. Explain is not on Ørevik’s list of writing acts (cf. Table 1), but it occurs 
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across genres in her prompts, including argumentative genres (ibid., p. 275 ff.) In Example 4, 

explain why can be seen as implying the writing acts reason, argue and express opinion. It is a 

short answer prompt, so the category short opinion statement seemed appropriate. 

 

Main genre: Narrative/poetic 

Eight prompts were classified as narrative/poetic, all of which request stories, as illustrated in 

Example 5: 

 
[5] Write a fairy tale (about an animal). Remember in fairy tales animals can talk. You 

can begin like this: Once upon a time there was a rabbit (or any other animal…) 

named Fluffy (the animal’s name). Make your own title. (Y8_SKES_1_Long_answer) 

 
According to Ørevik, the social process of stories is to “Discuss, interact with and create fic-

tional texts”; the communicative goal is to “foreground sensory and emotional perspectives on 

a topic” and to “evoke interest and empathy” (ibid., p. 110). The genre instruction in Example 

5 is quite specific (“Write a fairy tale”), and all writing acts associated with narrative writing 

(construct text worlds, imagine, narrate) are clearly implied. The prompt even provides some 

details about content (animals that can talk), structure and language (the fairy tale opening), so 

the identification of main and individual genre was easy for this prompt. 

 

Main genre: Reflective 

Two prompts were classified as reflective, both representing the individual genre personal text, 

as shown in Example 6: 

 
[6] You have just visited a really interesting place when you went on holiday with 

your family. Describe why the place was so interesting. (Y9_HERE_1_Short_answer) 

 
According to Ørevik, the social process of the personal text is to “take part in or share personal 

thoughts or experiences” (ibid., p. 111). It is a medium to long text characterised by a narrative 

and/or referential style. It is written in a first-person point of view, but may contain  “clarifica-

tions or explanations for the benefit of an audience” (p. 111); the wording Describe why the 

place was so interesting was interpreted as eliciting such explanations. Ørevik explains that the 

personal text has “no constraints in terms of topical knowledge and textual structure” (ibid., p. 

219), and in Example 6, the pupils are not asked to use examples from the booklet or other 

learning material. In short, they need not refer to anything beyond their own thoughts, 
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experiences and feelings, and so the prompt was seen as a request for personal, low-complexity 

writing, eliciting the writing act reflect in addition to describe (cf. ibid., p. 165, 223). To the 

extent the pupils did not have any real place to report from, the writing act imagine can also be 

inferred, and certain narrative elements could be expected. 

  

4.2.3 Unclear prompts 

The dominance model or the insertion model? 

Of the 14 cases that were unclear and discussed in the research group, three prompts consist of 

two apparently equal parts, one descriptive and one argumentative. The discussion revolved 

around whether the dominance model could be applied at all or whether the insertion model 

would be better, where different genres alternate in ‘separate but equal’ sequences (cf. Section 

2). Example 7 shows one of these prompts: 

 
[7] In the booklet you read about Campbell Remess, who has a hobby that helps peo-

ple. Express your opinion about having this type of hobby. Describe any other hobby 

that you have read about or learnt about in your English class that helps people in their 

life. (Y9_HOBB_3C_Long_answer) 

 
The second sentence in Example 7 requests the writing act express opinion, which is clearly 

argumentative. The third sentence asks the pupils to describe a hobby, and the main point of 

discussion revolved around the high versus low complexity issue: Can the describe part be 

regarded as a separate, descriptive part or as an integrated part of the argumentation? If separate, 

the pupil would first express their opinion about Remess’ hobby (argumentative), and then 

move on to simply describe another hobby (descriptive). Although this hobby would be similar 

to Remess’ hobby, it was not clear that the description was building up the argument, being 

placed after the express opinion part. We nevertheless ended up agreeing that it could be seen 

as integrated, i.e. more complex, so argumentative was chosen as the main genre and short 

opinion statement as the individual genre. 

 

Unclear main genre 

For two prompts, there was agreement that the dominance model was applicable, but a discus-

sion regarding which main genre was elicited. One of these prompts is Example 8, which is a 

Year 10 mock exam question about connecting online and offline: 
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[8] In the preparation material you have seen examples of how people connect online 

and offline. Use two examples from the preparation material and explain how they are 

relevant to the way you connect and socialise in your daily life. 

(Y10_ONOF_1A_Short_answer, bold in original) 

 
The first point of discussion was whether the prompt requested a low-complexity or a high-

complexity answer. The fact that it is a short answer question asking the pupils to write about 

their own experiences (note the use of the second person you/your) seems to point in the direc-

tion of a low-complexity, reflective text. On the other hand, the pupils are asked to relate their 

own experiences to a curricular topic, using two examples from the preparation material, which 

contains statistics, pictures, factual (including academic), and fictional texts. This points in the 

direction of a more demanding and complex answer, and we agreed to classify the prompt as 

requesting a high-complexity genre. Of the high-complexity genres, we considered both expos-

itory and argumentative writing due to the verb explain, but ended up interpreting explain how 

as meaning ‘give reasons’, perhaps even ‘express opinion’, i.e. argumentative writing. Ac-

knowledging the sometimes fuzzy borders between expository and argumentative writing, we 

classified Example 8 as argumentative (main genre) and short opinion statement (individual 

genre).  

 

Unclear individual genre  

For four12 prompts, there was a challenge identifying the individual genre. One example is 9, 

which was classified as argumentative for the main genre: 

 
[9] The booklet highlights many different ways of being creative. Look at the texts 

about the 3 young creators; Jack Andraka, Simon Sivertsen and Anne Marie Almdal. 

Compare one of them with another well-known creator that you may know about or 

have read about. Explain why you have chosen the 2 creators to compare and how you 

think they have been creative. What advice would you give to people in general about 

being creative and how to use their creative talent. Write at least three paragraphs. 

(Y8_BECR_3D_Long_answer) 

 
Example 9 is a long answer prompt with three parts. Although the first part can be regarded as 

expository (compare requires some elaboration), it was seen as building up to the explain and 

 
12 One of these was also discussed above under unclear main genre; see Example 7. 
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give advice parts. The give advice part is clearly argumentative; for the explain part, we inter-

preted explain why and explain how to imply the writing acts reason, argue, and express opin-

ion, so there was agreement that the main genre was argumentative. For the individual genre, 

we discussed short opinion statement and persuasive essay, which both ask for the pupils’ opin-

ions without a discussion of different views. In contrast to the short opinion statement, however, 

the persuasive essay aims to build an elaborate argument by stating a claim and procuring sup-

port with the purpose of convincing (Ørevik, 2019, p. 109). We regarded the compare/explain 

parts as asking for the pupils’ opinions without requiring persuasion, which made the short 

opinion statement seem appropriate. The prompt as a whole, however, is too complex for the 

short opinion statement, and it is also a long answer prompt. What made us decide on the per-

suasive essay was the last, give advice, part of the prompt, which explicitly states the writing 

act give advice and also implies the writing acts influence and persuade. With some doubt, we 

decided to regard the compare/explain parts as integrated with and building up to the give ad-

vice part. Thus, the communicative goal of the prompt as a whole seemed to match that of the 

persuasive essay. 

 

Open prompts 

There were no prompts that clearly gave a choice between two or more specific individual gen-

res, e.g. “write a poem or a personal letter”. However, six prompts allowed for more than one 

main genre option; these were classified as Open. Example 10 is a prompt that has a poem as 

model text: 

 
[10] In Appendix 1, you will find the poem Whatif by Shel Silverstein. The poem ex-

plores many whatifs. Read the poem and answer the following: What are the whatifs in 

your own life so far? (Y8_BECR_2_Short_answer) 

 
The poem expresses many fears children may have, and most lines are formulated as what-if 

questions, e.g. What if I start to cry? / What if I get sick and die? / What if I flunk that test? / 

What if green hair grows on my chest? There is no explicitly stated writing act in the prompt; 

the pupils are simply asked to answer the question about what their own what-ifs are. Having 

discussed all options, we did not reach an agreement on any one dominant genre (main or indi-

vidual) but found that at least three individual genres could possibly be inferred: a poem similar 

to the model text, a personal text or short opinion statement. As these individual genres 
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represent three different main genres (narrative/poetic, reflective and argumentative, respec-

tively), we concluded that the best choice was to classify the prompt as Open. 

Four prompts are similar in that they ask the pupils to study a number of images (pictures, 

photographs, works of art), choose one of them, write a text inspired by it and give the text a 

suitable title. Example 11 is one of these prompts: 

 
[11] Look at the artworks in the booklet. They have been made by artists inspired by a 

country they have visited or read about. Pick one of the artworks and write a text in-

spired by it. Choose your own style of writing and give your text a suitable title. 

(Y9_HERE_3C_Long_answer) 

 
The prompt asks the pupil to “write a text inspired” by a work of art and adds the instruction 

“choose your own style of writing”. Although we agreed that the images, together with the 

wording inspired by, perhaps would lead the pupils to primarily narrative/poetic genres, we 

discussed other possible options as well. For instance, one of the images in the HERE booklet 

is a painting of the Capitol Building, which could very well be the starting point for a diary 

entry about a journey to Washington D.C. or an expository article about the US political system. 

Therefore, we agreed that all six main genres could be inferred from these prompts and that it 

was difficult to decide on a set of specific individual genres. 

 

5. Discussion: A genre typology for lower secondary level 

This section compares the findings from the TRAWL data to those from Ørevik and discusses 

the extent to which her typology could be used to annotate the TRAWL genre subset; it also 

discusses the results in relation to international genre research. 

The research question, Which individual genres and main genres are found in the TRAWL 

writing prompts?, was answered through a quantitative and a qualitative analysis. The results 

from the quantitative part of the study showed that all the six main genres, determined from 

“typically predominant text type” (Ørevik, 2019, p. 63), were represented in the selected 

TRAWL data, as in Ørevik’s data from the LK06 curriculum period. The distribution of main 

genres was also similar. Expository genres dominated in TRAWL, followed by argumentative, 

narrative and descriptive genres in decreasing order. Ørevik, too, found that expository genres 

dominated the LK06 material overall, followed by argumentative genres in the exams, narrative 

genres in the textbooks and descriptive genres in the websites (cf. Section 2). Dialogic and 

reflective genres were less frequent in both TRAWL and Ørevik’s data.  
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Of the individual genres, determined from “external, context-based criteria” (ibid., p. 51), 

only 13 of Ørevik’s 34 categories were found in the selected TRAWL data. One reason for this 

difference could be that pupils at the lower secondary level are expected to master fewer genres 

than at the upper secondary level and so are given fewer genre options. It is, however, more 

likely that the difference is due to the fact that the dataset from the TRAWL corpus selected for 

the genre subset is much more limited than Ørevik’s dataset. In the descriptive genres, only 

factual text and summary were represented in the genre subset, and the narrative, dialogic and 

reflective genres were represented by just one individual genre each: story, personal letter and 

personal text. The analytic, high-complexity categories had more individual genres represented. 

In the expository category, expository article was the most frequent, followed by analysis of 

literature or film; in the argumentative category, the short opinion statement was the most fre-

quent, followed by argumentative article. The individual genres represented are all typical 

‘school genres’ in Norway, and most of them were also among the most frequent individual 

genres in Ørevik’s data. 

The qualitative part of the study, which analysed the TRAWL prompts in terms of explicit 

and implicit expressions of genre requirements, showed that 42 out of the 56 prompts could 

relatively easily be assigned to one main and one individual genre. It was easiest to classify 

prompts in the narrative and dialogic categories, where most of the prompts specify recognisa-

ble genre names such as story and letter. For instance, one of the TRAWL story prompts re-

quests a “fairy tale (about an animal)” and suggests the opening “Once upon a time there was a 

rabbit (…)”, providing the pupils with some quite specific genre instructions (Example 5, Sec-

tion 4.2.2). Fourteen prompts were not easily categorised; I discussed these with a colleague 

and two student assistants, as described above. Three main issues emerged from these discus-

sions. The first was the challenge of applying the dominance model for three prompts that 

seemed to have two ‘separate but equal’ parts, i.e. as requesting two main genres; see, e.g. the 

analysis of Example 7 (Section 4.2.3), which asks the pupils to describe (descriptive genre) and 

express opinion (argumentative genre). Having discussed whether the insertion model would 

be more fitting for these prompts, we agreed to settle for one dominant main genre, acknowl-

edging that the dominance model does not always capture the complexity of the prompts. 

The second issue was the challenge of placing the prompts along the low versus high com-

plexity distinction, particularly in the expository, argumentative, descriptive and reflective gen-

res, which were sometimes difficult to distinguish between. In Ørevik’s typology, descriptive 

and reflective prompts are characterised as requesting low-complexity texts with limited elab-

oration, while expository and argumentative prompts request high-complexity and more 
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elaborate texts (cf. Section 2). Ørevik does, however, acknowledge that the borders between 

these genres may be fuzzy (ibid., p. 213), and this was the case for some of the selected TRAWL 

prompts as well. In Example 8 (Section 4.2.3), for instance, the pupils are asked to write about 

their own “daily life” experiences (low-complexity) but are also asked to relate their experi-

ences to a curricular topic using sources (high-complexity). 

The third issue to be discussed had to do with the six unclear prompts that either did not 

specify genre at all (e.g. Example 11 “Choose your own style of writing”, cf. Section 4.2.3) or 

gave more than one genre option (e.g. “Write a factual or fictional text”, cf. Appendix 1). For 

these, the Open category was created, which represents an adaptation to Ørevik’s typology. As 

explained in Section 4.1, one reason for creating this more general category was that some of 

the genre options in the TRAWL data were less specific than in Ørevik’s material. Another 

reason was that the primary aim of this study has been to develop a genre typology for assigning 

each text in the TRAWL genre subset to one genre category. For researchers using the genre 

subset, the Open category signals that a text must be checked manually to see which genre 

option the pupil has chosen. Ørevik, in contrast, aimed at tracking the distribution of genres 

across two curriculum periods and wanted to present in as much detail as possible which genre 

options the pupils were presented with. Therefore, she counted each option separately, which 

means she ended up with a higher number of genres than actual prompts. 

Summing up, this section has shown that the findings from the TRAWL data broadly corre-

sponded to those from Ørevik’s (2019) study in terms of the distribution of genres and elicited 

writing acts and that the typology was largely suitable for annotating learner texts in the 

TRAWL genre subset. However, one adaptation had to be made by adding the Open category 

for prompts that could be completed in alternative ways.  

The analysis has highlighted some of the theoretical and methodological challenges with 

Ørevik’s eclectic approach to genre. The results may inform discussions about genre in L2 

English teaching, as they mirror the tensions in the international debate within genre research. 

On the one hand, most of the narrative and dialogic prompts in the selected TRAWL data re-

quest recognisable individual genres, such as story and letter, in line with the stricter and more 

detailed understanding of genre from the Sydney School (Martin, 2009; Martin and Rose 2008; 

Rose, 2009) and ESP (Swales, 1990). On the other hand, the expository, argumentative, de-

scriptive and reflective prompts rarely provide detailed instructions about individual genre, and 

the borders between these main genres may be fuzzy. Together with the Open prompts, which 

ask the pupils to choose the genre themselves, these prompts are more in line with the dynamic 

understanding of text outlined in the Wheel of writing (Berge et al., 2016). The idea of a wheel 
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that can be turned to indicate a flexible relation between writing acts and writing purposes 

(Berge et al., 2016, pp. 184–185) resembles the New Rhetoric School’s approach to genres in 

a pedagogical context (Bazerman, 1988; Cope & Kalantzis, 1993; Freedman & Medway, 1994; 

Miller, 1984). Cope and  Kalantzis (1993), for instance, believe that genre pedagogy should not 

have students reproduce a standard, mainstream form, but encourage them to be more open and 

creative (Cope & Kalantzis, 1993, p. 245). In sum, the findings from the present study indicate 

that the instructors who created the selected TRAWL prompts seem to share Ørevik’s eclectic 

approach, adopting a combination of a strict and a more dynamic understanding of genre. 

 

6. Conclusion and suggestions for future research 

The primary aim of the present study was to present a genre-based typology for annotating 

learner texts in the TRAWL genre subset. The typology is a slightly modified version of Ør-

evik’s (2019) model for the upper secondary level. It is based on a classification of writing 

prompts, and all writing prompts in the TRAWL genre subset (n = 56) were analysed. A total 

of 13 individual genres were found (e.g. story, personal letter, short opinion statement); these 

were grouped into six main genre categories (argumentative, descriptive, dialogic, expository, 

narrative and reflective). An additional category labelled Open was created for prompts that 

invite different genres (as in “write a fictional or factual text”). As the genre subset is openly 

accessible for learner corpus research, it is important that the typology is clearly described so 

that researchers are aware of its strengths and weaknesses. Together with Ørevik’s (2019) study, 

the present study paves the way for more genre-based studies of L2 English writing across lower 

and upper secondary school.   

A limitation of the study is that the selected material is small, as the actual TRAWL genre 

subset comprises L2 English texts from one class only. However, the fact that the majority of 

the prompts are based on exam questions, which have been given nationwide, strengthens the 

validity. The validity is furthermore strengthened by the fact that all six main genres were rep-

resented in the data and that no individual genres were found that were not listed in Ørevik’s 

model. Still, more research is needed to give a broader picture of which genre categories are 

used in lower versus upper secondary school. Furthermore, in a future version of the TRAWL 

corpus, the genre subset could be expanded with L2 English material from more schools and 

classes in the corpus. 

The present study has not exploited the longitudinal nature of the TRAWL data, as the main 

aim was to explore the genre categories themselves rather than tracking how the distribution of 



264       INGRID KRISTINE HASUND 
 

genres develops as the pupils progress through secondary school. A longitudinal perspective is 

adopted in Hasund and Hasselgård (2022) and Hasselgård (2022), two studies which are both 

based on the genre subset, but more longitudinal studies are needed. Furthermore, as the 

TRAWL corpus includes teachers’ written feedback on learner texts, another area of research 

could be to explore the extent to which teachers focus on genre in their feedback, as part of their 

L2 English writing instruction.  

By highlighting some of the theoretical and methodological challenges with Ørevik’s eclec-

tic approach to genre, the analysis may inform discussions about genre in L2 English teaching, 

which was a secondary aim of the present study. Not only do the results mirror the tensions in 

the international debate within genre research (cf. Section 5), they also reflect the situation of 

teachers and examiners in lower secondary school, who seem to live by an eclectic approach 

themselves: While some of the selected TRAWL prompts give precise genre instructions, other 

prompts are much vaguer, especially in terms of the distinction between high and low-complex-

ity writing. This may undoubtedly be positive in terms of motivation for the pupils, in that they 

are given much freedom in terms of stylistic choices. However, it does have the consequence 

that the distinction between high and low-complexity writing becomes blurred (cf. Hasund & 

Hasselgård, 2022). This could have some negative effects, one of which being that pupils be-

come less well prepared for academic, high-complexity writing at upper secondary and tertiary 

levels of education. 
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Appendix 1 

The appendix lists all 56 writing prompts in the TRAWL genre subcorpus, sorted firstly by 
main genre, then by individual genre and lastly by school year. 
 

Main genre Individual genre Prompt 

Descriptive Factual text Y8 BECR 3B Long answer13. Ann Mitchell Lovell has 
her very own Banana Museum for her collection of banana 
things. You may know someone who is a collector or you 
may collect a specific thing yourself. Write about either 
someone’s collection or your own collection. Include 
details of how the collection began, why that thing was 
important to collect and the long term plan for such a 
collection. Write at least three paragraphs. Give your 
answer a suitable title! 

Y8 STEP 3B Long answer. Ann Mitchell Lovell has her 
very own Banana Museum for her collection of banana 
things. You may know someone who is a collector or you 
may collect a specific thing yourself. Write about either 
someone’s collection or your own collection. Include 
details of how the collection began, why that thing was 
important to collect and the long term plan for such a 
collection. Write at least three paragraphs. Give your 
answer a suitable title! 

Y10 ATWE 2C Long answer. Describe a typical day of a 
person of your age in any English speaking country. You 
should include references to how their day is effected by 
the lifestyle and traditions of the country in which they live. 

Summary Y9 HERE 2 Short answer. In Appendix 1, you will find a 
travel poster on Costa Rica. Write a short summary in your 
own words of the main points in the poster.  

Y9 HOBB 2 Short answer. In appendix 1, you will find 
information on being interviewed about your hobbies. In 
your own words, write a short summary of what you think 
are the most important points in the text. 

Expository Analysis of  

literature or film 

Y8 BECR 1 Short answer. In the booklet there are three 
folktales. Choose ONE of the folktales. Write a short text 
about what you think is the moral of the folktale you have 
chosen. 

Y8 STEP 2 Short answer. In Appendix 1, you will find 
the words to the song “We are the world”. Read the words 
and answer the following: In your opinion what message is 
in the words of the song? 

Y10 ATWE 1B Short answer. Read appendix 1 on page 6 
- 7 and write a short text explaining what you feel the writer 
thinks about helping others. Use specific words from the 
text to support your reasons. 

Y10 ATWE 2A Long answer. In the·preparation material 
in A Fine Balance you have read about Dina who lives with 
her brother Nusswan. Create a text in which you reflect on 
Dina's situation and her relationship with her brother 
Nusswan with regard to Dina getting married. 

 
13 Y8: school year (8, 9 or 10). BECR 3B: prompt code. Long answer: required length (long or short). 
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Y10 ONOF 1B Short answer. Read appendix 1 
“Epiphany” on page 7 and describe what happens in the 
text. Then explain what you think the change in the 
relationship between the girls says about the relationship 
between blacks and whites in the USA today. 

Essay exploring a 
topic 

Y8 SKES 3 Long answer. What is a friend? When you 
were younger you made friends with other children you 
played with. Later in life friends become more important in 
other ways. What is a friend to you? 

Y9 EEFO 3 Long answer. People around the world are 
starving. In the US, one in six people struggles with hunger. 
How can future foods solve this problem? Discuss. 
Remember title. 

Expository article Y8 STEP 3D Long answer. The booklet highlights some 
animals that helped change history. Compare one of them 
with another animal that you may know about or have read 
about. Explain why you have chosen the two animals to 
compare. What are some differences and similarities 
between the two. 

Y9 EEFO 1 Long answer. Discuss the way people live 
and what they eat. Remember title. 

Y9 EEFO 2 Long answer. Write a text and talk about table 
manners in your family and your culture. Remember title. 

Y9 HERE 3D Long answer. The booklet describes places 
that are Here, There and Everywhere. Compare a place 
from the booklet with a place you have read about or 
visited. Include in your comparison the differences and 
similarities between the two places. 

Y9 HOBB 3D Long answer. Compare a hobby from the 
booklet with any other hobby you have read or heard about. 
Include in your comparison the differences and similarities 
between the two hobbies. 

Y9 WRST 3 Long answer. Discuss the relationship 
between teenagers and parents today. Choose your own 
title. 

Y10 ARES 3 Long answer. Write a text about people’s 
desire for fame and popularity. Use examples from the 
various contests and reality programs on TV. Remember 
title. 

Y10 ATWE 2B Long answer. In your preparation material 
there is an article on Jamaican culture. Write about how the 
lifestyle of this country is similar and different to another 
English speaking country either described in the 
preparation material or an English speaking country you 
have studied in your English class. 

Y10 CIRI A Long answer. Essay. Write a text about (…) 
the following: “What have you learned about the US from 
the texts in this chapter.” Remember to give your text a 
suitable title. 

Y10 CIRI B Long answer. Essay. Write a text about (…) 
the following: “How African Americans and Native 
Americans have been treated in the US.” Remember to give 
your text a suitable title. 
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Y10 CIRI C Long answer. Essay. Write a text about (…) 
the following: “A person who has been important for 
American history.” Remember to give your text a suitable 
title. 

Dialogic Personal letter Y8 EVPP 1 Long answer. Imagine that you are out 
travelling to places you have never been before. Write a 
personal letter to a friend telling him or her about the places 
you visit, the places [sic] you meet and things that happen. 

Y8 EVPP 3 Long answer. Imagine that you have a pen pal 
in another country. Write him or her an e-mail about your 
school. 

Y8 STEP 3C Long answer. Who is your favourite 
character in history? In the booklet you read about some 
characters and you probably also know about others. Write 
a letter to your favourite historical character explaining why 
this character is your favourite and how he or she has 
influenced you. 

Y9 HERE 3B Long answer. In the letters Ask Alvin you 
read about some different places. Imagine you are going to 
spend your summer vacation at home. Write a letter to a 
friend explaining what you could do to make sure you have 
a holiday that includes doing things indoors as well as 
outdoors. 

Argumentative Argumentative  

article 

Y10 ARES 1 Long answer. You are going to explain/talk 
about the British colonization of the world to a friend of 
yours. Include two advantages and two disadvantages due 
to the British colonization. Remember title. 

Y10 ARES 2 Long answer. Choose one of the tasks below 
and discuss arguments for and against. Remember title. (A 
It is wrong to kill animals for food; B It is ok to keep 
animals in zoos; C Lower secondary school should be a 
grade-free zone; D It is ok to put nine-year olds in prison if 
they break the law; E 16-year-olds should be allowed to 
drive cars; F Schools ought to buy a laptop for all students). 

Y10 ONOF 2D Long answer. Create a text in which you 
describe and reflect on the advantages and disadvantages of 
online and offline connections. Use one or more examples 
from the preparation material. Give your text a suitable 
title. 

Information 
brochure 

Y9 HERE 3A Long answer. In the booklet you read about 
Dublin’s top five for teens. Decide on a place of your 
choice and suggest your top five for teenagers. Give each of 
your paragraphs a suitable title. 

Letter to head of 
school 

Y8 BECR 3C Long answer. Inspiring interior. Imagine 
that you have been put in-charge of a group of students at 
your school who are focusing on improving your school 
building and/or your classroom so that it betters inspires 
creativity. You have met a few times to talk about how you 
would like your school to look. Write a letter to your head 
of school asking him or her to consider 4 points your group 
thinks are important when rebuilding your school. Write at 
least 3 paragraphs. Write your letter in the 3rd person point 
of view. 

Persuasive essay Y8 BECR 3D Long answer. The booklet highlights many 
different ways of being creative. Look at the texts about the 
3 young creators; Jack Andraka, Simon Sivertsen and Anne 
Marie Almdal. Compare one of them with another well-
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know creator that you may know about or have read about. 
Explain why you have chosen the 2 creators to compare and 
how you think they have been creative. What advice would 
you give to people in general about being creative and how 
to use their creative talent. Write at least three paragraphs. 

Y9 HOBB 3A Long answer. In the booklet you read about 
several different hobbies. Explain what you think would be 
the top 3 hobbies for people of your age. Give at least 2 rea-
sons why you think each hobby is in your top 3 list. 

Short opinion  

statement 

Y8 STEP 1 Short answer. In the booklet you have read 
many quotes about “What is history?” Which is your fa-
vourite quote? Explain why. 

Y9 HOBB 1 Short answer. You have just read about dif-
ferent hobbies. Describe a hobby you have or would like to 
have. Give two reasons for your choice. 

Y9 HOBB 3C Long answer. In the booklet you read about 
Campbell Remess, who has a hobby that helps people. Ex-
press your opinion about having this type of hobby. De-
scribe any other hobby that you have read about or learnt 
about in your English class that helps people in their life. 

Y10 ATWE 1A Short answer. Choose any English speak-
ing country either from the preparation material or from 
materials you have used in your English class. Describe 
ONE tradition your country of choice celebrates AND ex-
plain why this particular tradition interests you. 

Y10 ATWE 2D Long answer. Of the traditions and life-
styles described in the reference material or that you have 
studied in your English class, explain which country you 
would like to live in if you could choose. Give specific rea-
sons as to what traditions in the country you would like to 
experience and why. 

Y10 ONOF 1A Short answer. In the preparation material 
you have seen examples of how people connect online and 
offline. Use two examples from the preparation material 
and explain how they are relevant to the way you connect 
and socialise in your daily life. 

Narrative/ 
poetic 

Story Y8 EVPP 2 Long answer. “Anything that can go wrong 
will go wrong, and at the worst possible moment.” This law 
was formulated by Edward Murphy in 1948. Write a story 
about a vacation that went wrong. 

Y8 SKES 1 Long answer. Write a fairy tale (about an ani-
mal). Remember in fairy tales animals can talk. You can 
begin like this: Once upon a time there was a rabbit (or any 
other animal…) named Fluffy (the animal’s name. Make 
your own title. 

Y9 EEFO 4 Long answer. Write your own fantasy story 
involving: animals and future foods. Remember title. 

Y9 HOBB 3B Long answer. Write a creative text about a 
person who has a hobby that has played an important part 
in their life, either in a positive or negative way.  

Y9 WRST 1 Long answer. Expand the moment in one of 
these excerpts (remember title) [1a-1c: tree short excerpts 
from novels/stories] 

Y9 WRST 2 Long answer. Write a story with the follow-
ing title: “Sorry” 
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Y10 ONOF 2B Long answer. You have read about the 
two American teenagers Simon and Wade in the prepara-
tion material. They both have online relationships with peo-
ple they have never met in real life. Create a text in which 
you imagine how one of these relationships will develop. 
Give your text a suitable title. 

Y10 ONOF 2C Long answer. Choose one of the charac-
ters from the preparation material and a character or real-
life person you have read about in your English class. Cre-
ate a text in which the two connect online or offline. Give 
your text a suitable title. 

Reflective Personal text Y9 HERE 1 Short answer. You have just visited a really 
interesting place when you went on holiday with your fam-
ily. Describe why the place was so interesting. 

Y10 ONOF 2A Long answer. The English language con-
nects people in today's globalised world. Create a text in 
which you reflect on your own experience of using and 
learning English when connecting online and offline. Use 
one or more examples from the preparation material. Give 
your text a suitable title. 

Open Open Y8 BECR 2 Short answer. In Appendix 1, you will find 
the poem Whatif by Shel Silverstein. The poem explores 
many whatifs. Read the poem and answer the following: 
What are the whatifs in your own life so far? 

Y8 BECR 3A Long answer. Pictures speak louder than 
words. Look at the photographs on the page “Pictures speak 
louder than words”. Choose one of the photographs and 
write a text inspired by it. Write at least three paragraphs. 
Give your text a suitable title. 

Y8 SKES 2. Long answer. Write a story about the fears 
that people have. How do you think these fears can be 
cured? Find your own title for this essay. Are you afraid of 
going to the dentist? Are you afraid of the dark? Are you 
afraid of spiders? What are you afraid of? People are afraid 
of the dark, exams etcetera. Find your own title for this es-
say. 

Y8 STEP 3A Long answer. Pictures speak louder than 
words. Look at the photographs on the page “Pictures speak 
louder than words”. Choose one of the photographs and 
write a text inspired by it. Write at least three paragraphs. 
Give your text a suitable title. 

Y9 HERE 3C Long answer.  Look at the artworks in the 
booklet. They have been made by artists inspired by a 
country they have visited or read about. Pick one of the art-
works and write a text inspired by it. Choose your own 
style of writing and give your text a suitable title. 

Y10 CIRI D Long answer. Essay. Choose one of the pic-
tures from this chapter and write a text about the US in-
spired by this picture. You can choose whether to write a 
factual or fictional text. Remember to give your text a suita-
ble title. 

 


