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Abstract 

This study examines whether there is a de facto canon in the text selection of 27 EFL 

textbooks for grades 8-10. The study also investigates gender representations and examines 

the extent to which both male and female authors are represented. The textbook selection 

consists of nine books for each of the three publishing houses: Aschehoug, Cappelen Damm, 

and Gyldendal. These textbooks are made for three different curriculum periods: 

Læreplanverket 1997 (L97), Kunnskapsløftet 2006 (LK06), and Kunnskapsløftet 2020, 

(LK20). These curriculums all specify the importance of a wide text selection, and that the 

text selection shall contribute to provide students with a broad competence about culture and 

understanding of the society that they live in (Ministry of Education and Research, 2019). 

Even though none of the curriculums specify that students shall read texts from both male and 

female authors, they still argue that students shall be exposed to texts from different 

viewpoints. The study used both quantitative and qualitative approaches through an 

explanatory sequential design. A content analysis was used to both collect and analyze the 

data material that was a convenience sample consisting of 27 textbooks. Findings from the 

study show that male authors are more represented than female authors. In addition, the 

division of male and female author representations in each of the tree publishing houses are 

quite similar. It is also visible that some authors are repeated throughout several textbooks, in 

multiple publishing houses, and in different curriculum periods. The findings at the same time 

show that the textbooks understand the term “text” widely by including a variation of genres. 

In conclusion, the findings in this study show that there are large differences in male and 

female authors’ representations in the textbooks and that there is a need for further research. 
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Abstract in Norwegian 

Denne studien undersøker om det finnes en de facto kanon i tekstutvalget til 27 engelske 

lærebøker for 8. til 10. trinn. Studien undersøker samtidig kjønnsrepresentasjoner og i hvilken 

grad både mannlige og kvinnelige forfattere er representert. Det er valgt ni lærebøker for hvert 

av de tre forlagene: Aschehoug, Cappelen Damm og Gyldendal. Disse lærebøkene er laget for 

tre ulike læreplanperioder: Læreplanverket 1997 (L97), Kunnskapsløftet 2006 (LK06) og 

Kunnskapsløftet 2020 (LK20). Disse læreplanene understreker viktigheten av et bredt 

tekstutvalg og at dette tekstutvalget skal bidra til å gi elever bred kompetanse om kultur og 

forståelse av samfunnet som de lever i (Kunnskapsdepartementet, 2019). Selv om ingen av 

læreplanene spesifiserer at elevene skal lese tekster fra både mannlige og kvinnelige 

forfattere, argumenterer de likevel for at elevene skal eksponeres for tekster fra ulike 

synspunkt. Studien brukte både kvantitative og kvalitative tilnærminger gjennom et 

«explanatory sequential design». En innholdsanalyse ble brukt til å både innhente og tolke 

data materialet som var et bekvemmelighetsutvalg som bestod av 27 lærebøker. Funn fra 

studien viser at mannlige forfattere er oftere representert enn kvinnelige forfattere. I tillegg, er 

denne fordelingen av mannlige og kvinnelige forfatteres representasjon i de tre ulike 

forlagene tilnærmet like. Det er også tydelig at flere forfattere er repetert gjennom flere 

tekstbøker, i flere forlag, og i ulike læreplanperioder. Funnene viser samtidig at lærebøkene 

har en vid forståelse av tekst-begrepet ved å inkludere en mengde sjangre. I sum, viser 

studiens funn at det er store ulikheter i mannlige og kvinnelige forfatteres representasjoner i 

lærebøkene og at det er behov for videre forskning av flere faktorer i engelskfaget.  
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“It is always radical to ask citizens to look searchingly into their own hearts with the 

suspicion that some of their most deeply rooted motivations may be deformed by a legacy of 

injustice.” (Nussbaum, 1997, p. 220) 
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1.0 Introduction  

Teachers of the English subject has the benefit of using literature when teaching students 

about grammar, interpretation, text creation, culture, and diversity. Using literature in the 

English subject can be a way of showing students the world from different viewpoints. 

Literary texts have the opportunity of showing complex societal structures in an 

understandable way for our students. A type of teaching material that provides teachers with 

compendiums of literary texts are textbooks, which holds a firm place in the EFL classroom. 

It is therefore important that the textbooks that are used are fit for their purpose and can 

provide useful and representative content for both students and teachers. Equal gender 

representation in textbooks is important to show students role models that are both men and 

women. Students should have the opportunity to experience that they have equal privilege 

without their gender being a limiting factor. My study, however, shows that this is not the 

case as the textbooks does not include an equal number of male and female authors.  

 

From my own time in school, I can remember often seeing more male authors than female 

authors in the syllabi that we were provided with, and my work in this thesis shows that this is 

still a problem in textbooks. Schools have a responsibility to reflect diversity in smaller and 

larger parts of society. Although this study will focus on gender representation, this also 

applies to minorities of various kinds in society. It is necessary to learn how to understand and 

exist with people different than oneself and school must show students how to have tolerance 

of what they inevitably will meet in their lives. Before initiating my study, I did research in 

the field and found several studies that looked at gender representation and found an 

overrepresentation of male authors. These studies sparked an interest in me, and I wanted to 

conduct a study looking at these issues. Although I looked at many different studies, I did not 

find that any of them researched textbooks made for the English classroom in Norwegian 

schools. The studies that I could find focused on teachers’ beliefs about text selection as well 

as studies looking at syllabi in schools. The previous studies will be further discussed in the 

theory chapter, along with research gaps.  
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1.1 My research questions  

With the previous studies in mind, I wanted to conduct a study which could examine a sample 

of textbooks. The goal for this study is to research the gender representation in textbooks 

made for the EFL classroom in a Norwegian context. I also want to research if there is a de 

facto canon of well-known authors that are repeated throughout these textbooks. As 

mentioned, not any of the studies that I found looked at these aspects in such a material, 

which inspired me to conduct this study. Therefore, my research questions for this study are:  

 

Research question 1  

To what extent does 27 EFL textbooks for grades 8-10 from 1997 to 2021 represent a de facto 

canon through their text selection?  

 

Research question 2 

To what degree does the text selection represent male and female authors equally?  

 

1.2 Structure of the study  

This study contains six chapters. In this chapter I have described the reasons why I chose to 

conduct this study as well as introducing my research questions. In the next chapter, I will 

provide relevant theory for my research. The focus will be on canon formation, gender 

representation, textbooks, and the curriculums Læreplanverket 1997 (hereafter shortened to 

L97), the Knowledge Promotion Reform 2006 (hereafter shortened to LK06) and the 

Knowledge Promotion Reform 2020 (hereafter shortened to LK20). In chapter 3, I will 

describe the mixed methods approach which I used in my study. I will describe both how I 

collected and analyzed the data using different approaches. Chapter 4, Findings, will show the 

outcome of my research before I make discussions about these findings in chapter 5. Lastly, 

chapter 6 includes a conclusion as well as suggestions for further research.  
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2.0 Theory 

In this chapter I discuss canon formation and its implications for textbooks used in EFL 

classrooms in Norway. My focus will be on gender equality and to what degree a de facto 

canon represents male and female authors equally. Firstly, I will look at previous research in 

section 2.1. In section 2.2 I will discuss the term canon. I will at the same time discuss the 

existence of de facto canons in schools. Further on, I will discuss how gender representation is 

related to the discussion of literary canons in section 2.3. In section 2.4 the focus will be on 

textbook use in schools, and how textbook authors might adjust their content to fit their 

audience. Further, section 2.5 looks at curriculums from years 1997, 2006, and 2020 and their 

formulations about the term “text” as well as their descriptions of why reading texts is 

important for students. Lastly, section 2.6 looks at research gaps.  

 

2.1 Previous research 

Prior research in the field both in Norway and internationally shows that men are 

overrepresented in different syllabi and teaching materials that are used in schools. In a study 

titled “Women in or outside of the Canon”, Clemens and Coryat (2017) discovers that their 

own syllabus contains far more men than women. The study is conducted in Pennsylvania in 

USA, and the researchers were at the time of the study teaching seniors about men’s position 

in the literary canon. They had the students study the syllabus that they used in their course 

and the researchers realized that their: “[…] textbook contained works by 75 male authors, 14 

female authors (all white women), and 6 anonymous authors.” (p. 40). The students were also 

given a female author each that they had to find information about and found that this 

information was difficult to track down. Students as well as the researchers were surprised 

about the extensive gap between male and female representation. The students also 

remembered from their own time in high school that there was an imbalance in the gender 

representation in the texts they were exposed to (p. 44). This study describes both how the 

teachers were surprised to find this imbalance in their own syllabus, but also how they worked 

to make their students aware of this division.  

 

Another study was recently conducted in lower secondary EFL classrooms in Norway. The 

study shows the difference of teachers’ use of texts by male and female authors. The 

researcher also studied the duration that was spent working with texts by male and female 

authors. The research question for this part of the study was: “What characterises the choice 
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of texts used in the classrooms, in terms of gender of the authors?” (Aspli, 2022, p. 42). The 

data material for this study consisted of a total of 65 video recordings of classroom sessions. 

Aspli found that “During the 33 lessons in which authentic fictional narratives occurred, 29% 

of the texts are written by women, and 71% of the texts are written by men.” (p. 42). Another 

finding shows that a longer duration was spent on female authors: “[…] 59% of the lessons 

are spent on female authors, while 41% of the lessons was spent on male authors […]” (p. 

42). Although there were more male authors in the data collection, the time spent on female 

authors was longer. This is interesting as it shows that these teachers used different 

approaches when teaching male and female authors.  

 

In a study conducted by Lyngstad (2019) titled “English teachers’ choices and beliefs about 

literature in the Norwegian upper secondary classroom”, she examines the literature choices 

amongst 110 teachers. The study is conducted in a Norwegian context. Lyngstad also studies 

the English teachers’ attitudes towards text selection, and what criteria they use to choose 

literature. In the study she found that: 

 

[…] poetry, short stories, and novels by male authors were mentioned approximately 

three times as often as works by female authors. This difference was even greater 

when looking at the selection of plays, where Shakespeare dominated, and no female 

playwrights were mentioned at all. (Lyngstad, 2019, p. 272) 

 

This finding suggests that even though there are female authors who are well-established in 

literature, there is still an overweight in favor of male authors.  

 

Another study also shows that male authors are also overrepresented in the Norwegian 

subject. Skaug and Blikstad-Balas conducted a study in upper secondary classrooms. The 

participants were “[…] 153 language arts teachers from the last year of upper secondary 

school […]” (2019, p. 85). The study mainly looked at teachers’ attitudes on using texts as a 

whole or excerpts of texts. The researchers simultaneously discuss the existence of a de facto 

canon due to the repeated use of authors such as Henrik Ibsen, for instance: “A key finding is 

that a majority of the teachers report extensive use of literary excerpts, and that some texts 

(mainly from the 1800s) and parts of Henrik Ibsen’s works predominate across classrooms.” 

(p. 85). The study also found that amongst “205 of a total of 272 titles of excerpts and 

complete works that is mentioned, 75% is written by male authors” (my translation) (p. 100). 
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Another interesting finding is that “When it comes to the contemporary, complete texts, a 

little more than half of the works, 57%, are written by a female author” (my translation) (p. 

100). This indicates that the contemporary literature that the teachers use have more female 

representation, compared to the entire data material. The findings of this study might imply 

that more female authors are included in a contemporary literature scope.  

 

2.2 Literary canon 

The term “literary canon” is challenging to define, since academics disagree about what it 

means. Nicol states that: “The term canon is generally used to refer to those texts that are 

traditionally, perhaps even universally, recognized as being worthy of veneration and 

academic study.” (2008, p. 22). Another definition says that canon is “[…] a measuring rod 

and then a rule in law […]” and further explains canon as being “[…] an authoritative list of 

approved books” (Fleming, 2007, p. 1). Even though canon is a term that is often debated, 

there is a consensus that canon refers to literature or authors with great value and respect. The 

meaning of the term “canon” can also vary between different environments and contexts. This 

contributes to make the term hard to define concretely. It is therefore easier to view the canon 

not as an actual list1, but as a spectrum of respected literature or authors through different 

periods of time. A canon is a product of a certain time and place and therefore might change. 

Societies in different time periods might have different attitudes towards literature and 

canons. Furthermore, that can explain why the term canon is something that is problematic to 

define and is changing with the times. Stevenson states that “Canon creation, however, is 

never a simple and uncontroversial matter” (2009, p. 111). It is important to discuss canon 

with caution and nuance because the term brings difficulties when discussing which literature 

is qualified of being exemplified in a canon.  

 

2.2.1 Canon, authority, and status 

Canon is a concept that is defined by those with the authority and knowledge to define which 

literature is deserving of the place and status that inclusion in the canon provides. Fleming 

states that “Few writers now would see the determination of a canon on the basis of simply 

choosing “the best” as being an innocent matter; the implied absolutism has been questioned 

on theoretical, historical and cultural grounds.” (2007, p. 34). Fleming implies that a literary 

 
1 Despite this, the American literary critic Harold Bloom in 1994 announced in his book, The Western Canon, a 

list of 26 authors he considered as part of a western canon (Skaftun and Michelsen, 2017, p. 22). 
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canon is a concept that is and has been questioned. Further on, those with authority within the 

field of literature are also those that are privileged to hold opinions on the matter of a canon 

(Michelsen and Skaftun, 2017, p. 23). In some ways this is a circle of power. Authors with 

influence do not only get the status of being in a canon, but they also receive reinforcement 

through those with authority vouching for their excellence through decades. In some ways, the 

canon can thus contribute to show which parts of society are respected in literature. 

 

A canon is a factor that consciously or unconsciously influence literature choices both private 

and in larger sections of the society, such as publishing houses, libraries, and schools. One can 

assert that texts or authors that are often connected to the canon hold more power and status in 

the society than those who are regularly not associated with canonical literature: “Belonging 

to the canon confers status, social, political, economic, aesthetic, none of which can easily be 

extracted from the others.” (Landow, 1989, as cited in Clemens and Coryat, 2017, p. 41). 

Canon in society in general differs from a canon in school. However, the status that canonical 

literature holds, contributes to them keeping their status in different parts of society, also in 

schools. Schools are expected to follow along and keep up with society. Schools and textbook 

authors might use literature that is often seen in relation to canons because that can legitimize 

their choices. The status that canonical literature provides therefore impacts what is read in 

different institutions connected to schools.  

 

2.2.2 The de facto canon  

The literary canon does not necessarily correspond with which works of literature are taught 

in school. Lyngstad writes that “[…] one does not refer to a canon in the traditional sense 

when discussing prescribed literature in schools, but rather the presence of a syllabus or set 

texts.” (2019, p. 38). Nevertheless, one can observe similarities in established literary canons 

and syllabi in schools due to the status that some texts or authors hold. Fleming states that 

“The official canon in an educational context can be conceptualised in terms of texts which 

are prescribed, recommended or simply suggested.” (2007, p. 31). The curriculum L97 

suggested specific authors, texts, and genres that teachers could teach in the English subject. 

Since there were explicit suggestions, it is reasonable that these authors and texts would be 

included in syllabi. Such texts, genres, and authors would perhaps be chosen to represent the 

different types of linguistic and cultural knowledge that the students were supposed to learn. 

Fleming also argues that “The existence of a de facto canon may indicate that there is natural 

tendency amongst teachers to develop a set of recognized texts irrespective of whether these 
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are dictated externally.” (2007, p. 31). This means that de facto canons in schools can exist 

without a curriculum like L97. The de facto canon in schools are then the texts that are chosen 

repeatedly for use in textbooks, in syllabi and in school libraries. These texts are so 

widespread that one can discuss whether they are part of a hidden canon, or a de facto canon.  

 

The term de facto canon has been criticized by the researchers Grüters and Myren-Svelstad, 

who argue that the term brings negative connotations of hiding one’s text choices (2022, p. 

331). They also argue that teachers’ text choices are well thought out, and that the term de 

facto canon makes it seem like the choices are accidental because of the status that these texts 

hold in schools. An example of this could be that a literary work like Romeo and Juliet by 

William Shakespeare is accidentally chosen because of how famous this work is, and not 

because of teachers’ didactical choices for teaching Shakespeare. The researchers also provide 

readers with a term that they mean better describe the process of teachers’ text choices: Rudi 

Keller’s die Trampelpfadtheorie, or the path theory (my translation) (p.331). Grüters and 

Myren-Svelstad describe that the paths are made from people repeatedly choosing the same 

way. However, they argue that there are several paths that can be walked on in the terrain that 

is teachers’ professional practice (p. 331). In a literary context this refers to the same choices 

being repeated by teachers. A metaphor like this brings nuance because it describes that there 

are several possible paths and that teachers’ didactic choices are the reasons behind choosing 

such paths. The textbooks in my study can show several paths through different choices in the 

chosen dataset. However, I will in my study refer to the literary canon that these textbooks 

collectively show through a collection of text choices. Therefore, I will use the term de facto 

canon in my study and discuss the path theory further in my discussion. 

 

There are several explanations behind a de facto canon existing in schools. One reason is that 

teachers might find inspiration and trust in their colleagues when deciding on syllabi. This can 

lead to the same authors and texts having status in schools due to being chosen repeatedly. 

Another factor is that schools may struggle with their economy and thus have to rely on re-

using teaching material that are already in school libraries over long periods: “Classic texts 

may continue to be read because these are the ones that are readily available to schools 

operating with limited budgets.” (Fleming, 2007, p. 33). The economy of schools can be a 

limiting factor due to class sets of books being expensive teaching materials. The teachers’ 

own education might also be of impact of their text selection. Texts and authors that the 

teachers have read themselves in their own education might shape what they teach to their 
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own students. The same applies for teacher educational programs and what is taught in the 

different institutions that train teachers. Another factor is the time period that the teacher 

started teaching in. A teacher that was introduced to the L97 and its suggestions might choose 

different texts than teachers that started teaching when newer curriculums without suggestions 

were introduced. In addition, personal interests in literature might impact teachers’ view on 

what literature students might benefit from reading. All these factors can impact what a de 

facto canon in school might look like. In my study I am looking at text selection in textbooks 

and not at teachers’ text selection. This could however be interesting for further research as it 

can impact what textbook authors include in their textbooks.  

 

2.3 Gender in the canon  

Imbalanced gender representation is often discussed in relation to canon because female 

authors are often not as represented in literary canons as male authors are. Clemens and 

Coryat argues that “Issues of gender equality seem to go naturally with a discussion of the 

canon” (2017, p. 44). There has been a move to include more female authors in literature. 

Feminism is a movement which has long advocated for women’s rights. Feminism is “belief 

in and advocacy of the political, economic, and social equality of the sexes expressed 

especially through organized activity on behalf of women’s rights and interests.” (Merriam-

Webster, “Feminism”). When second-wave feminism began to appear in the sixties, feminists 

confronted this overrepresentation of male authors in literature (Carr, 2007, p. 120). Female 

authors wrote literature, they were just not as much included as their male colleagues were, 

which created a debate: “At the period only a handful of women writers made it on to 

university English courses.” (Carr, 2007, p. 120). An inequal treatment based on gender often 

arises from: “the belief that the members of one sex are less intelligent, able, skillful, etc. than 

the members of the other sex, especially that women are less able than men” (Cambridge 

Dictionary, “Sexism”). In literary canons this refers to men being overrepresented because 

they might be considered more able than women. As seen in the previous research presented 

in section 2.1, there is still an overrepresentation of male authors, despite of the decades-long 

fight for female author’s place in representative syllabi.  

 

There might be several reasons as to why male authors are given a larger place in canons. 

Aiken suggests that the use of words such as “standards” are one way that women are kept 

outside of the “canon”: “It is no accident that the term “standards”, so often invoked as a 
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rationale for excluding women authors, originally signified the banners used in warfare as 

territorial markers.” (1986, p. 295). It is necessary to reevaluate and create awareness of 

which words are often used connected to the discussion about literature, for example words 

such as valued, quality, standard. These are words that can continue to describe the norm of 

societal constructs such as sexism in literary canons. Another possible reason why female 

authors are repeatedly reduced to a smaller part of canons is that: “[…] female statements are 

considered gendered, while male statements are considered gender neutral.” (my translation). 

(Lande, 2010, p.38). Male authors can therefore reach out to a more universal audience. 

Lande also argues that: “When it is men that through centuries have formulated criteria for 

aesthetic value, it is natural to find most fulfilled criteria in the masculine art […]” (my 

translation). (Lande, 2010, p.125). What Lande suggests is that female authors are 

disadvantaged because men are not only the ones who are most represented, they are also able 

to argue for their supremacy. Factors as these can be seen as explanations of why female 

authors are not as much included in textbooks as their male colleagues are.  

 

2.3.1 Gender representation  

As the presented studies in section 2.1 show, gender imbalance is still an issue. There is 

reason to think that gender imbalance might also be present in textbooks. This study will 

research whether the text selection in 27 textbooks is representing male and female authors 

equally. In this context, representation can be described as: “the fact of including different 

types of people, for example in films, politics, or sport, so that all different groups are 

represented.” (Cambridge Dictionary, “Representation”). Half of the population are women, 

and it is therefore important to see if the text selection in schools represent women and men 

equally. Teachers can contribute to show representation through their choice of teaching 

materials. Other institutions connected to schools, for example publishing houses and libraries 

also have opportunity to show students both male and female role models. It is necessary to 

examine whether both genders are represented with an equal amount of material, or if one 

gender is marginalized.  

 

2.4 Textbooks 

English textbooks are teaching materials that can show students both male and female authors 

through text selection. Textbooks can help facilitate rich learning situations in the EFL 

classroom. While teachers today have great opportunity to use various forms of teaching 
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material, such as digital learning platforms, textbooks are a type of teaching material that are 

still much used in classrooms today. In a study conducted in Norwegian upper secondary 

schools “68% of the teachers reported that most of the literary texts they used in a school year 

were taken from their English subject textbooks.” (Brevik and Lyngstad, 2020, p. 169). Gilje 

et.al also found in their study that in the grades 5-10, a total of 70% of the participants say that 

they primarily use textbooks in their teaching practice (2016, p. 52). Similarly, Summer states 

that textbooks “[…] has, despite the development of electronic media and the Internet, 

remained a significant and influential tool in EFL classrooms today.” (Summer, 2011, as cited 

in Fenner and Ørevik, 2020, p. 338). Even though textbooks might not be able to grasp all of 

what is described in curriculum, they can be helpful for teachers because they provide a set of 

chosen texts for varied topics. This can help to relieve the teachers’ workload (Fenner and 

Ørevik, 2020, p. 339). Textbooks still hold an important position in Norwegian schools, and it 

is therefore important to research the topics and texts included in textbooks.  

 

2.4.1 The audience of textbooks  

The audience of textbooks for grades 8-10 are teenagers who might face different challenges 

that one can meet at that time in life. It is of interest for the textbook authors then to include 

stories of teenagers as role models that may experience the same type of issues as the 

audience reading them (Lund, 2006, p. 327). Textbook authors might try to provide students 

with a text selection that works with the students’ developmental abilities: “First of all, 

students need to be provided with texts and topics that make it possible for them to link up the 

new material with situations and topics that they already know something about.” (Lund, 

2006, p. 107). These different stages of learning can be related to Vygotsky’s theory on 

scaffolding, where: “[…] the scaffolds facilitate a student’s ability to build on prior 

knowledge and internalize new information” (Van der Stuyf, 2002, p. 2). This can imply that 

textbook authors use a text selection with protagonists that are close to the students’ 

developmental stage. It might however be unfortunate if the selection of texts is too narrow 

and made for a stereotypical model reader: “The model reader here seems to be the Western 

teenager who is primarily interested in the private sphere of life.” (Lund, 2006, p. 327). In a 

classroom there is a high likelihood of meeting students other than just the Western teenager 

that Lund speaks of. The entirety of the student group can in some cases be neglected in favor 

of the Western teenager being accommodated by the text selection. It is also unfortunate if the 

textbook authors’ want to adjust the text selection to their readers, leads to less representation 

of female authors.   
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2.5 Curriculums in the English subject 

2.5.1 A new curriculum in 2020 

A new curriculum was introduced in Norwegian schools in 2020. LK20 brought several new 

descriptions of ambitions for the students’ learning. There are visible changes from the 

previous curriculums that have been used in the English subject. Examining these changes 

will be a foundation for this thesis. The focus will be on curriculums L97, LK06 and LK20. 

The emphasis in this section regarding these three curriculums will be on the concept of text, 

as well as their reasons of why reading is a useful skill for the students. I am especially 

interested in the development of the curriculums for learning English in Norwegian schools 

over time. This will later be useful when I look at my findings in light of these curriculums.  

 

2.5.2 Curriculum L97 

In the curriculum of 1997, it is stated in the section “Work methods” that the students are 

supposed to work with authentic texts. (Det kongelige kirke-, utdannings- og 

forskningsdepartementet, 1996, p. 224). The curriculum indicates that the understanding of 

texts can be wide, and both oral and written texts are mentioned (p. 224). The core curriculum 

does not show examples of genres as part of a wide text selection. In the competence aims for 

grades 8-10, however, the curriculum lists suggestions of authors, texts, and genres to use for 

reading in the English subject. In the section “Year 10”, the curriculum suggests that students 

shall “work with authentic texts from different time periods, including short stories, for 

example by John Steinbeck, […] poems, for example by Emily Dickinson, Rupert Brooke, 

and Langston Hughes, songs by for example “The Beatles”, […]” (my translation) (p. 231). 

Other authors that are suggested for reading in “Year 10”, are Charlotte Brönte, Lewis 

Carroll, Sir Arthur Conan Doyle, Agatha Christie, William Shakespeare, and Tennessee 

Williams (p. 231). This is clearly meant as help for teachers to find inspiration regarding both 

authors and genres. Nevertheless, this is also clearly connected to ideas about what should be 

read, as a type of canon.  

 

2.5.3 Curriculum LK06 

A new curriculum was introduced in 2006. This curriculum is also the model for the 

curriculum LK20, as I discuss below. LK06 gives examples of text types including “oral, 

written and digital texts, films, music and other cultural forms of expression […].” (Ministry 
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of Education and Research, 2006). This definition of “text” opens for a broad understanding 

of the term amongst teachers and textbook authors. Further, the main subject area “Written 

communication” states that “Reading different types of texts can lay the foundation for 

personal growth, maturation and creativity and provide the inspiration necessary to create 

texts.” (2006). This indicates not only that reading a variety of texts is useful for gaining 

insight of text understanding and creation, but also that students can gain knowledge about 

themselves through working with texts. The curriculum also states the importance of working 

with a variety of texts as this: “[…] is essential to develop knowledge about, understanding of 

and respect for the lives and cultures of other people.” (2006). The curriculum indicates that a 

diverse text selection is important so that students learn about different peoples, cultures, 

genders, religions etc. The curriculum of 2006 has a total of 30 competence aims, and three of 

these specifically mentions a wide text selection. The competence aims states that the students 

after year 10 shall be able to: “understand the main content and details of texts one has 

chosen”, “read, understand and evaluate different types of texts of varying length about 

different topics.” and “discuss and elaborate on different types of English literature from 

English-speaking countries.” (2006). Additionally, students shall after year 10 be able to 

“discuss and elaborate on different types of English literature from English-speaking 

countries.” (2006). It is through formulations as these that the curriculum describes why it is 

important that students are exposed to a wide text selection. Although LK06 does not have 

specific suggestions, as the previous curriculum does, it provides a more detailed explanation 

of the term “text”. A wide description of the term “text” in the curriculum opens for teachers 

and textbook authors having a broad understanding of texts.  

 

2.5.4. Curriculum LK20 

The curriculum LK20 also lists several reasons why a wide text selection is important. The 

curriculum states that: “The concept of text is used in a broad sense: texts can be spoken and 

written, printed and digital, graphic and artistic, formal and informal, fictional and factual, 

contemporary and historical.” (Ministry of Education and Research, 2019). The newest 

curriculum provides more in-depth descriptions of what texts can be, as opposed to the 

previous curriculums. The curriculum authors also indicate that working with texts is 

important because it can help: “[…] develop the pupils’ knowledge and experience of 

linguistic and cultural diversity, as well as their insight into ways of living, ways of thinking 

and traditions of indigenous peoples.” (2019). Reading is one of the basic skills described in 

the LK20 English curriculum: “Reading in English means understanding and reflecting on the 
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content of various types of texts on paper and on screen and contributing to reading pleasure 

and language acquisition.” (2019). Through reading different types of texts, students are 

expected to experience pleasure when meeting different types of literature. The curriculum 

LK20 contains 19 competence aims for the students after year 10. There are two aims that 

explicitly mentions text and literature. After year 10, students shall be able to “read, discuss 

and present content from various types of texts, including self-chosen texts” and “read, 

interpret and reflect on English-language fiction, including young people’s literature” (2019).  

It is claimed that use of texts in the English language teaching classroom can be an aid for 

gaining significant competence in language, literature, and intercultural relationships.  

 

2.5.5 A literary canon connected to the curriculum? 

In contrast to the newer curriculums LK20 and LK06, curriculum L97 lists suggestions of 

authors that one can teach in the English subject. Discussions about reinstating reading lists 

including canonical texts for schools have later emerged. In the Norwegian subject for 

example, there was a debate in 2017 about canon on Norwegian television. In this debate that 

was streamed at NRK (Sem, 2017), the literary critic Knut Hoem, teacher Turid Svensøy and 

two students, author Unni Lindell, the former Minister of Education Torbjørn Røe Isaksen and 

school researcher Marte Blikstad-Balas discusses whether a school canon could have been 

useful to reinstate in the Norwegian subject. One side argue that students could benefit of 

gaining the same knowledge of the text selections. By being exposed to the same set of texts, 

students gain knowledge about the same topics and authors. This side argues that this could 

create more equal learning outcomes across schools. The other side argues that this shows a 

lack of trust in teachers’ ability to choose what is best for their student group. It also can 

imply that all students have the same needs. Although this discussion was about texts in the 

Norwegian subject, it can be related to a discussion about texts in the EFL classroom. As seen 

in the three curriculums above, texts are understood widely, and such a list of canonical texts 

might contribute to a narrower text selection as only some texts are chosen to be on the list. A 

one-size fits all list might not be as beneficial since classrooms are complex institutions with 

needs for varied texts beyond what might be included in such a list. It would also be difficult 

to decide who should be included in such a list, as discussed in section 2.2.1. The canon 

discussion in the Norwegian subject is also concerned with the Norwegian cultural heritage, a 

topic that is usually not central to the English subject. The English subject is now required to 

reflect the English-speaking world at large, meaning it must move beyond a potentially older 
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canon of British and American authors. A list would need to represent a rapidly changing 

world. The changes in the curriculums of 1997, 2006 and 2020 shows that teaching is 

something that is constantly in change. Although there are similarities in these curriculums, 

they are each formulated differently from each other which shows that the English subject has 

developed.   

 

2.6 Text selection  

As we have seen in the three curriculums, reading is an important skill for students in the 

English subject. The English subject is still significantly based on teaching literature (Brevik 

and Lyngstad, 2020, p. 164). A wide text selection is highlighted because it can teach students 

about language, literature, society, and intercultural relationships. It is therefore important that 

students are given examples of a variety of texts in different genres as well as texts that can 

develop the reader’s abilities. In relation to this, Fleming describes that: “[…] choice of texts 

will be a relevant, if not the only determining the nature of the learning involved” (2007, p. 

35). A wide text selection is necessary then to give students opportunity to develop both 

textual and social skills. Although the curriculums do not specify that students shall read texts 

from both male and female authors, it lists several reasons as to why reading a variety of texts 

from different authors benefits the students. 

 

2.7 Benefits of using fictional texts in schools 
As mentioned above, reading texts is still very important in the English subject. Reading 

fictional texts can help students’ imagination and creativity. It is with good reason that 

working with texts is necessary when learning English. Brevik and Lyngstad mentions several 

important reasons, and in this context especially those that might be challenging to measure, 

are useful to discuss. Amongst the arguments for reading are “[…] fostering a reading culture 

in the English classroom (Birketveit et al., 2018), experiencing literature emotionally (Lothe, 

2020; Wiland, 2019), and understanding various cultures (Hoff, 2017)” (2020, p. 166). Even 

though these are learning processes that are challenging to measure as opposed to reading 

efficiency or similar, they are equally, if not more, important for students’ development. 

Reading fiction can be a way for students to read stories from different point of views and 

thus being able to put themselves in the shoes of the protagonist. Nussbaum says that by 

reading literature and “[…] by becoming close to a person of different race or sexual 

orientation, one can imagine what it would be like for someone one loves to have such a life.” 

(Nussbaum, 1997, p. 92). It is particularly important to provide students with literature that 
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can promote processes such as these. This might help students recognize issues related not 

just to their own lives, but larger issues that they should be aware of and cultures other than 

their own. Fenner also argues that “When the literature represents a culture different from 

their own, the scope of the “possible” expands, as does the understanding of the “others’ point 

of view” (2020, p. 251). Reading fictional texts can therefore be a way that students can find 

consolation in reading stories reflecting their own life, as well as expanding their 

understanding of others by reading stories that are unlike their own. These researchers argue 

that reading fictional literature can help foster students’ abilities of understanding the world 

that they live in. Teachers have responsibility in showing texts that can enhance crucial 

knowledge. Nussbaum argues that “If the literary imagination develops compassion, and if 

compassion is essential for civic responsibility, then we have good reason to teach works that 

promotes the types of compassionate understanding we want and need. (Nussbaum, 1997, pp. 

99-100). As Nussbaum argues, it is important to teach texts that makes students feel and learn 

from their emotional responses. Exposing students to texts adapted for their level of 

understanding can help them taking viewpoints of people who are different from themselves. 

This can perhaps increase their understanding of empathy and diversity. Fictional texts can 

therefore help students to show both male and female perspectives.  

 

2.8 Research gaps 

As presented in section 2.1, there have been executed several studies looking at male and 

female author representation. The studies have looked at syllabi and teachers’ choices and 

beliefs on text selection. I find that there are some research gaps that I highly hope to discover 

through my research. I have found research that discusses male and female representation 

through syllabi and teacher attitude. I have yet to find a study that looks at textbook content 

with the broadness of using different publishers and curriculums throughout several years. In 

my study I will examine male and female representation in 27 textbooks connected to the 

curriculums: L97, LK06 and LK20. Lyngstad points on the fact that: 

 

Earlier studies in the Norwegian context have shown that secondary teachers rely on the 

literary texts present in textbooks (Kjelen, 2013; A.S. Bakken, 2018), but there have not 

been any attempts at systematizing the specific texts teachers choose in subject English. 

(2019, p. 271).  
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Through looking at the English subject textbooks from different years, I hope to see change in 

the teaching material. As discussed in section 2.5, the three curriculums shows that a 

widespread text selection is important for the students. Additionally, the new curriculum 

LK20 includes a more widespread discussion of reading texts than what L97 and LK06 do, 

and I therefore hope to see that the newer textbooks perhaps include a more equal gender 

representation. 

 

2.9 Concluding comments 
Through this chapter my goal has been to introduce and discuss terms that will be relevant for 

my MA thesis. The questions related to literary canon, are reason for arduous debates. Some 

literature and authors are more appreciated than others, and this will with great likelihood 

always be a fact. However, there lies concerns in not questioning the imbalance regarding 

female underrepresentation. In schools there are representatives of different genders, and 

teachers and textbook authors have responsibility in creating inclusion for all students in the 

classroom. The curriculums explain the importance of showing diversity for and through 

students. The concern will then be of showing this diversity through teaching material. As the 

previous research have shown, there is a need to shed light on imbalance in literary canons. In 

my thesis, I will aspire to try and fill some of the research gaps for the material that I have 

chosen.  
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3.0 Methods  

In this chapter I will describe the methods that I used in my thesis research. A mixed methods 

approach is the basis for the research in this thesis. More specifically, I have used an 

explanatory sequential design for this study which is a form of mixed methods, featuring both 

quantitative and qualitative approaches to collect and analyze data material. I followed the six 

steps that Cohen et.al (2018, p.675) presents in their book to conduct a content analysis. The 

mixed methods design is the overall approach that I used, and the content analysis is what I 

used to both collect and analyze data. The goal for my research was to find out how many 

male and female authors were represented in the data material, consisting of 27 EFL 

textbooks made for grades 8-10. I also wanted to find out which authors were used and which 

ones of them were appearing more often and therefore might be included in a de facto canon. 

Additionally, I wanted to see if there was a gender dimension to such a de facto canon. I used 

a quantitative approach where I counted the numbers of authors, the numbers of text excerpts 

and the number of gender representations in the data material. I also used qualitative approach 

to interpret the context for the raw data material that I found when collecting the quantitative 

data. The qualitative part of the study enabled me to interpret the quantitative data in light of 

canon theory, the curriculums in the English subject and literary historical work on women’s 

writing. These were the methods I used to answer my research questions below:  

 

Research question 1  

To what extent does 27 ESL textbooks for grades 8-10 from 1997 to 2021 represent a de facto 

canon through their text selection?  

 

Research question 2 

To what degree does the text selection represent male and female authors equally?  

 

3.1 Mixed methods approach 

I chose to use both quantitative and qualitative methods for my study so that these methods 

could complement each other and give a nuanced picture of what the data materials showed. 

A mixed methods approach is defined as “research in which the investigator collects and 

analyzes data, integrates the findings, and draws inferences using both qualitative and 

quantitative approaches in a single study or program of inquiry.” (Tashakorri and Creswell 

2007, as cited in Mackey and Gass, 2015, p. 277). There are mainly two reasons for my 
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choice to use a mixed methods approach. First, one can use mixed methods when the 

quantitative and qualitative data “[…] provide a better understanding of [one’s] research 

problem than either type by itself.” (Creswell and Guetterman, 2019, p. 545). Secondly, one 

can use mixed methods when “[…] you want to provide alternative perspectives in a study” 

(Creswell and Guetterman, 2019, p. 545). A mixed methods approach was the best fit for this 

study because it was helpful to both quantify numbers for each category and later analyze and 

interpret the data qualitatively.  

 

For my research I had a hypothesis that there was an imbalance in gender representation 

between male and female authors in textbooks. I therefore chose to apply a quantitative 

approach so that I could acquire data to see if this was true and to what extent. I first collected 

quantitative data through counting authors and numbers of texts per author, as well as 

determining the gender of the authors where possible, which I will elaborate on later in this 

chapter. Quantitative research is when “[…] the investigator identifies a research problem 

based on trends in the field or on the need to explain why something occurs.” (Creswell and 

Guetterman, 2019, p. 13). Quantitative approach is characterized by being objective and that it 

gives the researcher “hard” data (Mackey and Gass, 2015, p. 4). I found hard data through 

counting how many male and female authors there were. When it comes to doing a qualitative 

data analysis, these often include “techniques used to search and code textual, aural, and 

pictorial data and to explore relationships among the resulting categories.” (Check and Schutt, 

2012, p. 300). I used a qualitative approach to interpret the quantitative data I had acquired. 

Qualitative research is also characterized by being more subjective and including “soft” data. 

(Mackey and Gass, 2015, p. 4). An example of finding soft data in my study was when I 

looked at the curriculum from 1997 and interpreted that in light of the data I had found. 

Although this study encompasses both quantitative and qualitative research, one can look at a 

mixed method approach more as a continuum than two separate types of research. (Mackey 

and Gass, 2015, p.3). Mixed methods were therefore helpful for my study because the 

methods I used served different purposes and together contributed to me having different 

ways of looking at the data material I collected. Where the quantitative approach helped me 

look at a larger sample of data and to gain insight into the numbers of authors and texts which 

the textbooks contain, the qualitative interpretation of the data contributed to a deeper 

understanding of the numbers and created perspective for the quantitative data. At the same 

time, the research enabled me to look at how these findings might be of impact for the English 

learning classroom.  
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3.1.1 Explanatory sequential design 

I have now explained the general method that I used in my study. As previously mentioned, I 

used a mixed method design to collect and analyze the data material. In this section I will 

describe more specifically the mixed methods design that I chose. An explanatory sequential 

design was the design that was the best fit for how I chose to conduct my data collection and 

analysis. An explanatory sequential design “[…] consists of first collecting quantitative data 

and then gathering qualitative data to help explain or elaborate on the quantitative results.” 

(Creswell and Guetterman, 2019, p. 553). These are the steps that best describe the approach I 

used. When I collected my quantitative data, I realized that there was a need of interpreting 

the data, and hence I developed my qualitative approach to the study.  

 

As I collected the data material, I made lists of the most frequently appearing authors. I found 

that several of the authors were appearing frequently and hence I created a list of them so that 

I could see which ones were the most used. I also found that some of the authors were 

appearing quite high up on this list, meaning that they were popular amongst the textbook 

authors. An author which was placed number six on this list, was Paul McCartney. Paul 

McCartney, a famous singer, and songwriter appeared a total of eight times in the total data 

material. However, his original works were only appearing in the textbooks connected to 

Læreplanverket 1997. I also found several examples where this happened and realized that I 

wanted to also use a qualitative approach. This made me aware of the need for creating 

context to have a more nuanced discussion about the statistics in relation to when a text 

appeared in the material. Using a mixed methods approach allowed me to look at different 

authors and see if there were any changes in which authors were used in the books when new 

curriculums were introduced in the schools. I used an explanatory sequential design so that I 

could see if similar authors appeared or disappeared from the material. I also wanted to see if 

this was happening randomly or if there were consequent changes when new curriculums 

were introduced. By doing so, I was also able to better explain what was happening in the 

textbooks in light of the different curriculums, as well as the theory on canon formation and 

the female literary history which I discussed in the previous chapter.  

 

The explanatory sequential design which I chose to use for my study, can come with both 

challenges and advantages. One of the challenges that may come with using explanatory 
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sequential design is that “[…] the researcher needs to determine what aspect of the 

quantitative results to follow up on.” (Creswell and Guetterman, 2019, p. 554). Even though I 

had my research questions in mind, I did find it somewhat challenging to decide what I 

wanted to focus more on when looking at the raw data material. This was because in the 

process I found several interesting aspects which could be subject for further discussion and 

even further research for other studies which I will later present. For example, I found it 

interesting to see that the textbooks made for Læreplanverket 1997 included adaptations for 

different reading abilities. Additionally, it was interesting to see the number of genres that 

were included in the material, because that reveals that the term “text” is understood widely 

by the textbook authors. I will comment on these observations later in this study. Ultimately, I 

found that there was enough in the data to focus on my original research questions. I therefore 

decided to mostly discuss gender representation and the factor of a de facto canon up against 

the theory chapter. On the other hand, this method is helpful because it helped me provide 

more nuance and depth do my discussion of my data material. Creswell and Guetterman states 

that the method is also helpful because it “[…] has the advantage of clearly identified 

quantitative and qualitative parts, an advantage for readers as well as for those designing and 

conducting the study.” (2019, p. 554). It was beneficial for my study to firstly approach the 

data material quantitatively before using a qualitative approach to interpret the data through 

for example first counting texts, male authors, and female authors and then see if there are 

changes when new curriculums are introduced.  

 

I base my research on established fields of work such as feminist literary history and will 

therefore use those kinds of discussions in my study. This could also be seen as fitting into 

framework of social justice design because that is a design which is based on discussing social 

justice matters, such as feminist issues. A social justice design is when “[…] a framework (e.g 

feminist or ethnic) encases the convergent, explanatory, or exploratory sequential basic 

designs.” (Creswell and Guetterman, 2019, p. 558). However, this design can be seen as more 

of an extension of the explanatory sequential design which I already found to fit the best for 

my study. A social justice design is a newer mixed methods design, and I therefore went with 

using one of the basic designs and implementing the subjects such as feminism, canon 

creation and textbook research where I found it useful. For these reasons, an explanatory 

sequential design was the design that best grasped how I chose to approach the collecting and 

analyzing of data.  
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3.2 Data material 

The data material is collected from textbooks published by three different publishing houses: 

Aschehoug, Cappelen Damm and Gyldendal. I studied nine books from different time periods 

stretching from 1997 to 2021, which means that the textbooks are published over a period of 

24 years. The textbooks are for grades 8 through 10, making a total of 27 textbooks. When 

deciding on which publishing houses to use for my data collection, I made sure that they all 

had textbooks made for the three different curriculums I chose to focus on: L97, LK06 and 

LK20. I chose textbooks from these three large publishers in Norway since these presumably 

have been frequently used by many schools. I did not have access to sale numbers, but these 

textbooks are from three large publishers in Norway. I have also seen these textbooks in use 

in my own time in school, in practice periods and from working as a substitute teacher. 

Because I did not have enough time to examine all textbooks produced for the English 

classroom in the period 1997-2021 for grades 8 through 10, I chose a material that could still 

give me a good foundation to answer my research questions. A convenience sample was 

therefore the best fit for the time I had.  

 

I chose to do a convenience sampling which means that I did not research every textbook 

made for the English teaching classroom in this period. A convenience sampling is a “[…] 

non-probability sampling method where units are selected for inclusion in the sample because 

they are the easiest for the researcher to access.” (Nikolopoulou, 2022). There are both 

advantages and disadvantages of using a convenience sample. For instance, it is a low-budget 

sample (Nikolopoulou, 2022), as it was in my case because I had access to textbooks through 

the library of Western Norway University of Applied Sciences. Nikolopoulou also states that 

convenience sampling is helpful when “you want to generate hypotheses that can be tested in 

greater depth in future research.” (2022). Because I use a convenience sample for studying 

gender representation in textbooks made for the English subject, further research could also 

be executed later. For example, one can study textbook authors’, teachers’ and students’ 

attitudes towards text selection, canon formation, and gender representation. This will be 

discussed in the final chapter in this study. A disadvantage of doing a convenience sampling, 

however, is that it is not possible to say something about an entire population (Nikolopoulou, 

2022), as it only includes a unit of the population. In my case that applies to me not using all 

textbooks made for the EFL classroom. I can therefore not say that all textbooks represent 

certain ideas. I can still however say something about the selection of textbooks that I have 
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chosen to study. For this study I can research how the gender representation is in these books 

and compare it to previous studies to see it in a greater context. Even if I did not have the 

sales numbers for textbooks in Norway when choosing the sample, I was aware that I needed 

to choose three large publishing houses in Norway, which indicates that they presumably are 

used by many. Another disadvantage when using convenience sampling is that there is a high 

risk of bias as it “[…] relies on the subjective judgement of the researcher.” (Nikolopoulou, 

2022). In this study, discussions of canon formation and gender representation can cause bias, 

which will be elaborated on in the section 3.6 which describes the reliability and validity of 

this thesis. Although a convenience sample has both advantages and disadvantages, I thread 

carefully when choosing a data material that could be helpful for answering my research 

questions. Even though I had limited time and used a convenience sample, I still looked at 27 

EFL textbooks which gave me a lot of representative information. 

 

For curriculum L97, Aschehoug published the textbook series Catch 8-10. For the 2006 

curriculum, LK06, they offered the series Stages 8-10 which is also the same titles for their 

textbooks made for LK20, the curriculum of 2020. Cappelen Damm published Flight 8-10 for 

L97, the textbook series Connect 8-10 for LK06 and most recently, the series Engelsk 8-10 for 

LK20. Gyldendal published their series Search 8-10 for L97. For LK06, they offered the 

series Enter 8-10 which are also the names for their series for LK20. An overview of each 

book with the respective authors, editors, editions, publishing years and publishing houses can 

be found in the appendix. This is a broad sample even if it is not complete.   

 

3.2.1 Data collection  

Due to the amount of data material and the time available, I limited the data material to best 

fit my research questions. For the collection of data material in each of these books, the main 

goal has been to record fictional texts by authors other than the textbook authors themselves. 

In my thesis, “authors” will refer to authors who are not also the textbook authors, while 

textbook authors are the authors of the textbooks studied. I started collecting data by noting 

all the texts and the author of the text, as well as their gender in Excel-sheets. I did this for 

each textbook and then later counted how many male and female authors that were appearing 

in each of these textbooks. After I had counted the numbers for each textbook, I could make 

new Excel-sheets to systematize, a process which I will describe later in this chapter. The 

genres that are most frequently used throughout the textbooks are novel extracts, poems, song 

lyrics and short stories. Other genres that are also included in the material are play extracts, 
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fairy tales, comic strips, autobiographies, biographies, flash fiction, letters, diary entries, 

scripts, screenplays, comic strips, cartoons, popular science, memoir extracts, folk tales, 

graphic stories, personal recounts, episodic novella, legends, myths, dialogue extract, stories, 

limericks, six-word stories, speeches, and monologues.  

 

3.3 Content analysis  

When collecting and analyzing the data I used content analysis. In my study this was helpful 

because I wanted to see which authors were appearing more often, and whether male or 

female authors were used the most. Cohen et.al states that “Content analysis involves coding, 

categorizing (creating meaningful categories into which the units of analysis – words, phrases, 

sentences etc. – can be placed), comparing (categories and making links between them) and 

concluding – drawing theoretical conclusions from the text.” (2018, p.675).  This was the 

overall method I applied to collect data from the textbooks through recording titles, authors 

names and genders etc. I categorized my data into categories to make systems that could show 

my data and what I found out when analyzing them.  

 

Cohen et.al (2018, p. 675) present a list of six steps that one can follow when conducting a 

content analysis. The first step was to choose an appropriate sample of data, and as mentioned 

above, the data material consisted of 27 textbooks for the English classroom. My sample was 

a convenience sampling, enabling me to use material which was a good representation of 

English textbooks when I did not have time to study all EFL textbooks for grades 8 through 

10. By choosing this data material, I was able to compare the data across publishing houses, 

textbooks, and curriculums.  

 

The second step in the list that Cohen et.al (2018, p.675) present is to break down text into 

smaller component units of analysis. I chose to focus on recording the title of the texts, the 

authors’ names, and gender, as well as the type of text and lastly which year the version of the 

text was written in. This information I either found in the list of contents in the beginning of 

the textbooks, and sometimes in the information connected to the text (for example 

information about the authors and pictures of them), and, lastly, I found some of this 

information online if the textbooks did not have that available. Searching for information 

online was most helpful when trying to identify the gender of the author as it was not always 

easy to obtain that information from only looking at their name. This was also a measure that 
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I took to be more certain that I had correct information about an important aspect of my 

analysis.  

 

The third step is to develop appropriate categories for analyzing the data. I did look through 

some of the textbooks before I started to record data to look for categories which I wanted to 

include. I also knew beforehand that I wanted to record the titles of the texts, the authors, and 

their gender because these were the main criteria that I needed to answer my research 

questions. As I started collecting data, I soon realized that I also wanted to include 

information about where the texts were extracted from as well as the year the texts were 

written. I then was able to make Excel-sheets for the data collecting process with the different 

categories I had chosen, as seen in table 1.  

 

 

Table 1 Outline of the Excel-sheets used for data collection in each textbook 

 

The fourth step was to code the units of data to fit the categories. I did this by skimming 

through each book and noting the titles of the texts. I later filled out the other categories such 

as information about who the author or authors were, and their gender(s). Lastly, I looked at 

the latter part of the book where each book had information about their sources. Most of the 

books also had a category which was called “Acknowledgments” 2 together with the sources. 

Both parts include sources and thus the information I needed to fill out the categories 

“Extracted from” and “Year”. However, the information about which sources each book had 

used was very varying. Some textbooks had very little information which made it hard to fill 

 
2 Although an “Acknowledgments” section often refers to the authors thank you notes in the beginning of the 

book, this is not the case here. “Acknowledgments” in this case is what the authors call the section in the latter 

part of their books where they list the external text excerpts that they have used. 
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in these categories, while other textbooks provided the necessary information, thus making it 

easier to categorize my data. However, this information was not as crucial for me to have 

compared to other categories such as names, titles, and genders. An overview of the data 

material and the different categories can be seen in the appendices.  

 

The fifth step was to conduct frequency counts of the occurrence of texts, authors and how 

many male and female authors there were. After I had collected all the information described 

in the previous step, I then counted the information I had found. For this step I made new 

Excel-sheets where I could take notes of the statistics and calculate my findings in numbers 

and percentages. I made a system of the number of male and female authors for each 

textbook. Table 2 shows how I chose to categorize so that I could count the frequency of male 

authors and female authors in addition to have information about the representation in each of 

the books, the curriculums, for each period, and lastly, the numbers in total. So, for example, I 

found that 26 male authors and 7 female authors appeared in Flight 8 (Bromseth and Wigdahl, 

1997). 

 

 

Table 2 Outline of Excel-sheet used for categorizing male and female authors in each textbook 

 

In addition, I made different lists for each of the curriculums so that I could systematize and 

count the number of times each author was used for each of the curriculum periods. After I 

had summarized the total list of all authors, as well as the numbers for each curriculum, I 

made a new sheet which showed the most used authors and how many times they appeared in 

each curriculum. The different columns are named “Most used authors + curriculum 

abbreviation” referring to the collection of textbooks that is made for the different curriculum 

periods. Table 3 shows the outline of how this information was categorized.  
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Table 3 Outline of Excel-sheet used for categorizing the most used authors for each curriculum period 

 

Lastly, the sixth step was to analyze the content that I had found in the different categories. 

Because I previously had made overviews over the different statistics, I could move on to 

look at the contexts of these and how the interplay was between the numbers of authors in 

various textbooks and the curriculums to which they belonged.  

 

For the qualitative part of my analysis, I looked at the previously collected data material and 

saw those in light of a discussion of a de facto canon, the three curriculums from the theory 

chapter and female literary history. It was important for me to look at the data qualitatively to 

say something about the context of the raw data material that I had previously collected. The 

focus for this part of the analysis was to analyze and interpret the numbers that I found in the 

Excel-sheets that are shown in the different tables. I also interpreted and analyzed the amounts 

to see what they revealed about a de facto canon, gender representation and the impact of 

curriculums on textbooks.  

 

3.4 Limitations  

Due to the large amount of data available in each textbook I made decisions on limitations to 

better fit the scope of my research questions. This has been decided with the intent of how the 

different texts are read and the degree of relevancy for this project. Although the main 

material accords with the genres noted above, there are some limitations which needs 

explanation.  

 

Some of the texts I found in the textbooks may appear to be fiction but did not have an 

external author. In cases where textbooks failed to credit an author or the text appeared likely 

to be written by textbook authors themselves, I did not include these in my analysis. This is 

because they would not impact the numbers either way with regards to gender or canon. For 
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my study I wanted to find out which Anglophone writers were included in the material rather 

than focusing on a specific type of content in the texts. Therefore, the texts written by the 

textbook authors themselves would not impact the study. At the same time, it would be 

challenging to record which texts the textbook authors had written when there are several 

textbook authors writing the textbooks. Another limitation in general is when texts are too 

short to be included. Only texts with a certain length are included. This applies to short quotes 

from famous writers, for example Nelson Mandela’s quote in Stages 10 (Areklett et.al, 2015, 

p. 86), Christina Rosetti’s quote in Search 8 (Fenner and Nordal-Pedersen, 1997, p. 92) and 

Dr. Seuss’ quote in Stages 8 (Areklett et.al, 2013, p. 282). I had to draw the line somewhere to 

keep the amount of data material manageable with the amount of time I had available. I 

therefore decided to focus on actual excerpts from works rather than short quotes. An 

exception of this however, is in chapter 4: “Is reading good for you” in the textbook Search 9 

(Fenner and Nordal-Pedersen, 1998). The chapter includes a longer section of excerpts from a 

selection of novels. This sample is representing for the rest of the sample regarding text 

selection. Although they are shorter excerpts, they are included because this section includes 

several texts excerpts of well-established authors, such as The Old Man and the Sea by Ernest 

Hemingway, Charlotte’s Web by E.B. White and Humbug by Nina Bawden, to mention some. 

The reading situation is also a factor here, as these are fictional texts that students and 

teachers often work with to look for recognizable literary aids.  

 

In general, student texts are avoided, where there is convincing evidence that the texts are 

written by students. The focus is mainly on “established” authors for this material. Established 

meaning that they are authors that have been published by a publishing house or on a well-

known website, for example. Some of the authors are also historical figures and will then be 

included in the material. An issue with student texts is that it is challenging to separate actual 

student texts from texts that appears as student texts but are written by the textbook authors 

themselves. An example is letters or poems that are credited to Bill, 12 years old. Texts like 

these seems to have been made with a different intent than fictional texts by established 

writers. Texts of this nature are hence dismissed from the material.  

 

In the poem category, poems, haiku-poems and six-word stories are all included. Although 

they are short texts, they are nevertheless fictional texts written by authors and therefore 

included. Poems are complete and independent texts and therefore differs from short quotes 

that are included in addition to a text excerpt for example, to show the reader the thoughts of a 
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famous person. They are also made with intention of being read for their own sake often 

bearing messages and themes that one can interpret and analyze in classrooms. Where some 

poems are not included this is due to there not being an author, or poems that are obvious 

examples of student texts. Song lyrics are also included where the author(s) is credited 

(exceptions for this category are traditional songs with no identifiable author). Comic strips 

are generally not included except for in some cases. In several of the 97-books there are many 

examples of comic strips that are thrown in for entertainments sake, showing jokes or other 

humorous features. These often come without a title and explicit credit to the author. 

However, comic strips are included where they are given a title and is of a certain length, or 

the textbook authors intent of including them seems to be more than just for entertainment’s 

sake. An example is in Search 8 where there is devoted an entire chapter for these texts called 

Chapter 7 “Comics and Cartoons”. The same is the case in Search 9 where there is a comic 

strip of “Calvin and Hobbes” by Bill Watterson (Fenner and Nordal-Pedersen, 1998, p. 7). 

This comic strip is included due to its length, its intent of being reading as a fictional text as 

well as the author being credited.  

 

Fairy tales is a genre which is included in cases where they have named authors. Fairy tales 

often lack individual authors as they are stories which are often retold and written down after 

their first oral appearance. Fairy tales of this character are not included in the material since 

they cannot be credited to an author. In Chapter 4 “Story-telling” of the textbook Search 8, 

there are some texts that are included and some that are not. As an example of my process of 

inclusion or exclusion of texts I included those with named authors such as “The Little Girl 

and the Wolf” by James Thurber, and I did not include those that were not credited, such as 

“Cinderella”. The ones that are not credited and where there is severe uncertainty of who the 

author could be, are not included. The same applies for similar genres or stories such as 

nursery rhymes, folk tales, myths, fables, and legends. Those in this group that have authors, 

are included. Examples are an aboriginal myth called “The First Men and Women” by 

Alexander Wyclif Reed and the legend called “The Boy Who Lived with the Bears” by 

Joseph Bruchac. Lastly, texts that are credited as “retold by [Name]” are also included. 

Although the person credited might not be the original “author”, they are the ones that are 

credited as authors in the textbooks, and they therefore impact the results of my analysis of 

the material.  
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Another genre which needs explanation are diary entries. They are included where there is a 

high likelihood of them being written by authors. In many of the textbooks there are diary 

entries as model texts to show students how they themselves might write diary entries. An 

example of this is a collection of diary entries called “From Jim’s Diary” in the textbook 

Flight 8. (Bromseth and Wigdahl, 1997, p. 30-31). This text is a collection of texts from 

“Jim’s” diary. The reason why these are not included in the data material is because they often 

either are genuine student texts or texts with student names that the textbook authors 

themselves have come up with. Examples where diary entries however are included in the 

data material are “Zlata’s Diary” written by Zlata Filipovic in Search 8 (Fenner and Nordal-

Pedersen, 1997, pp. 102-103) and “The Lost Diary of Erik Bloodaxe, Viking Warrior” written 

by Steve Barlow and Steve Skidmore appearing one time in Stages 8 (Areklett et.al, 2013, 

pp.119-125) and one time in Stages 8 (Pettersen and Røkaas, 2020, pp. 144-150). Letters are 

also included if they were written by authors, such as letters by for example Chief Seattle in 

textbook Catch 9 (Jansby et.al, 1998, pp. 195), in Connect 9 (Haegi et.al, 2017, pp. 166-169), 

and lastly, in Engelsk 9 (Haegi et.al, 2020, pp. 192-195).  

 

Another choice for the analysis, is to include non-fictional texts where they are likely to be 

read in the same way one might read fiction. Examples are autobiography and biography 

excerpts. These portray stories of real people’s lives and can be read in the same way as other 

novel excerpts. Although they are not fictional stories, the reading situation might lead to 

them being read in the same way as fictional texts are read. The reading situation is therefore 

taken into consideration regarding this genre. An example of an autobiography from the 

material is an excerpt from “A Street Cat Named Bob” by James Bowen that appears in 

Stages 10 (Areklett et.al, 2015, p. 143) and in Stages 8 (Pettersen and Røkaas, 2020, pp. 106-

109). The story is about James Bowen’s life changing meeting with the cat Bob (Norli, n.d.) 

Although the novel is autobiographic and both James Bowen and the cat are real, the story can 

be read similarly as a fictional novel. Another category that is included despite not being 

fictional, are speeches. The reasoning behind this is that they regularly are strong examples of 

rhetorical choices by the author and might be worked with like poems and song lyrics in how 

they are read, interpreted, and worked with in classrooms. For example, Kevin Rudd’s speech 

“We Say Sorry” in Enter 9 (Diskin and Winswold, 2016, pp. 164-166) or the famous speech 

“I have a Dream” by Martin Luther King Jr. in for example Engelsk 10 (Haegi et.al, 2021, pp. 

28-31) are historically important speeches. These are also texts that are non-fictional, but they 
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might often be a subject for interpretation by students and teachers, similarly to other types of 

lyrics, novel extracts, and short stories, and are therefore included.   

 

In most of the textbooks, people of historical importance are frequently mentioned. Examples 

are Rosa Parks, Mary Shelley, and Queen Victoria. Although Mary Shelley is a famous 

writer, especially known for her novel Frankenstein, she is not included in the data material 

overview of the original works. In cases like these, people of historical importance are 

mentioned without their works being excerpted, such as Mary Shelley. I had to make 

limitations because including all these would lead to a much larger material. In addition, the 

reading situation is important, and I have taken that into consideration. Factual texts about 

famous people are interesting but are most often read as factual texts rather than fiction which 

impacts the way these are worked with in the classroom. Another choice I had to make was to 

record cases where this happened frequently. An example is William Shakespeare who is 

represented through 11 original works as well as being mentioned separately 13 times without 

having larger excerpts from his works. These examples are most often informational texts 

which provides the reader with facts about his life. Texts as these does not count as original 

works and are thus not included. I did however take note of them to see if there is any 

congruency between the number of original works and the number of texts where they are 

mentioned. For example, some authors might be represented still through being mentioned in 

texts about them if not by original works, which is an interesting finding that I will discuss in 

the findings and discussion of this study.  

 

Another aspect that I found when looking at the textbooks was that some of the information 

might not be available for each text. For example, not all texts are extracts from larger texts, 

such as novels, and in those cases these boxes will be left blank. In addition, some of the 

authors’ genders are more challenging to define if they have a gender-neutral name. Other 

authors might not be as established and will probably not have extensive information about 

themselves on the internet, making it hard to determine their gender. Their gender will then be 

marked with “unknown”. They are however still included in the raw data material to show 

their text contributions.  

 

These are the limitations that have been taken account for when collecting and analyzing the 

data material. The reasoning behind these limitations is both due to the size of the data 

material as well as the lack of relevancy of some material for my research questions. Other 
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researchers might have chosen differently regarding the scope of the data material, but I have 

made my limitations with my research questions in mind. I made choices that enabled me to 

study what I am interested in finding out.  

 

3.5 About collecting data 

The collecting of data has been guided by my criteria discussed above. Every textbook has 

been gone through several times to check frequently that the results correspond with what is 

included in them. Not every textbook has extensive information about their sources, but I 

have found information about certain texts and authors online where possible. I have done this 

mostly to check where some texts are extracted from, check who the authors are if that 

information is left out, and to research the authors. Not every book provides the readers with 

sources of which works they have used. 

 

In some of the textbooks there are different versions of text excerpts to adapt to different 

reading abilities. In the Gyldendal books Search 8, Search 9 and Search 10 which are made 

for the curriculum of 1997, there is a section called “Individual Reading” in the latter part of 

the book. In this section, the textbook authors provide students with additional texts to read. 

These texts are sometimes new texts that are not previously introduced in the textbook, and 

sometimes they are versions of some texts that are already used, adapted to various reading 

abilities. In those cases where the text is already used previously in the book, I have not 

included the adapted versions of them in the Excel-sheet under “Individual reading”. This is 

done as not to cause errors in the results. If these adapted texts were to be included, it would 

look like the author of that text were represented distinctively several times, when it is the 

same text that is adapted by the textbook authors. A good example of this kind of adaptation 

is in the textbook Catch 8 (Jansby et.al, 1997, pp. 16-32), where there are three different 

versions of an excerpt from Matilda by Roald Dahl. In my data material from this book, 

Roald Dahl is then only represented through Matilda once, even though the textbook authors 

provide their learners with three versions. This could be an interesting topic for further 

research. It could be interesting to see how these versions are adapted and in which cases it 

happens. In addition, these adaptations are only found in the textbooks made for L97 and not 

in the textbooks made for LK06 and LK20. It could then be discussed in relation to how the 

curriculums are formulated and compare where this happens. One could assume that the 

different reading abilities would be an effort to suit the students’ needs better and it is then 
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interesting that this appears in the later curriculums rather than the newer ones. This is outside 

the scope of my research questions, but it could be interesting for another research.  

 

3.6 Reliability and validity  

The reliability of a study refers to the consistency of a study (Punch and Oancea, 2014, p. 

295) and to what extent the results aligns if other researchers were to conduct the same study. 

The quantitative part of my study could be conducted again if another researcher were to use 

the same criteria that I used. The qualitative part, on the other hand, leaves more freedom for 

the researcher and what each researcher chooses to focus on.  

 

The data material for this study is large and there is always a chance that I might have missed 

including a text. However, I have gone through the data materials several times. I should 

mention that the only person collecting the data material is myself. However, that is also the 

reason for the limitations that I have outlined. Because of the limitations I made, the data 

material was more manageable, and I was able to get a clear overview over my findings. Each 

book has also been analyzed numerous times to check if the material that is collected is 

correct and portrays the text selections correctly. Furthermore, as mentioned, not all the 

textbooks include as much information about the texts they have included and who the author 

is. Therefore, it has sometimes been challenging to find the information needed. However, I 

have noted the information available, and searched online to find additional information 

where that has been needed.  

 

Validity is the “extent to which an instrument measures what it is claimed to measure” (Punch 

and Oancea, 2014, p. 297). I made the choice of using a data material that looked at different 

time periods, curriculums, and textbooks so that I could discuss the changes as well as the 

overall picture. The choice of using a data material of this size strengthens my validity 

because I can discuss the canon formation and gender representation for the chosen data set. 

The chosen data material enables me to say something about the tendencies over time and 

between different publishing houses. This made it easier for me to see how authors are used 

and which authors are used several times. It was also helpful for me to create a larger context 

to answer my research questions. These choices helped make a stronger foundation for 

discussing canon formation and gender representation in the textbooks, as well as 

strengthening the overall validity in my thesis.  
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A possible weakness in this study is the bias that can occur when doing a convenience sample, 

as mentioned in section 3.3. However, as previously discussed, the data material consists of a 

broad sample, even if it is not complete. Furthermore, my personal interest in canon formation 

and gender representation might also be seen as a bias in this study. My motivation for doing 

this study is that I remembered seeing fewer female authors from my own time in school. I 

therefore experienced that the female role models I knew and read perhaps was not as 

appreciated literature for use in school. I chose to conduct this study to see if this is still an 

issue that occurs in textbooks. A measure I took to strengthen my study was to compare my 

findings to previous research both in Norway and internationally. I also base my study on 

established literature in the field. Another measure I took to make the discussion of gender 

representation more nuanced was to look at each curriculum period to which the textbooks 

belonged. Lastly, I have interpreted these findings out from my experience of being a woman. 

Although this can be seen as a potential bias, my experience of being a woman can 

nonetheless contribute to my understanding and repercussions of underrepresenting female 

authors.  
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4.0 Findings 

In this chapter I present the most prominent findings from my data material. Through working 

with the data material, I have made several discoveries about text selection. I have observed 

that female authors are used less than male authors and that male authors are also repeated 

more frequently. In addition, I have discovered that some authors can be said to belong in a de 

facto canon due to the frequent appearances in the data material. The difference in frequency 

of the textbooks’ use of male and female authors will be discussed in this chapter. Firstly, I 

will look at the frequency of male and female authors overall in the data material, before 

narrowing it down to look at whether there are differences in the different curriculums or 

publishing houses. These findings will be looked at in relation to my research questions: 

 

Research question 1  

To what extent does 27 EFL textbooks for grades 8-10 from 1997 to 2021 represent a de facto 

canon through their text selection?  

 

Research question 2 

To what degree does the text selection represent male and female authors equally?   

 

As the data material are textbooks that are made for three different curriculums: 

Læreplanverket 1997 (L97), Kunnskapsløftet 2006 (LK06) and Kunnskapsløftet 2020 

(LK20), I will in this section onwards refer to these specific groups of textbooks as the L97 

books, the LK06 books and the LK20 books. Even though some of the books made for the 

LK06 curriculum are published in, for example, 2016, they are still made for that very 

curriculum, and hence I will refer to them in this way for the simplicity’s sake. Due to the 

large amount of data material and the limited time available there are several factors in this 

data material that is interesting for further research, which I will describe in the final chapter.  

 

4.1 Text numbers and gender representation 

The data material shows that in general, there are larger numbers of literary texts used in the 

textbooks for L97, than there is in the textbooks for the newer curriculums, LK06 and LK20. 

In the textbooks made for L97 there are 331 literary texts, while there are 230 texts in the 

LK06 textbooks and 201 in the textbooks connected to LK20. The use of literary texts 

decreases for each curriculum period, with the biggest change being from textbooks for L97 
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and to the textbooks for LK06. There are 101 more texts in textbooks for L97 compared to 

textbooks for LK06, but only 29 fewer texts in LK20 compared to LK06. The difference 

between the number of literary texts is apparent and shows that there is a tendency of 

decreasing the number of texts from 1997 to 2021.    

 

The collected data material consists of a total of 850 texts chosen according to the selection 

criteria described in my methods chapter. The texts in this section are primarily original works 

and in a few cases adaptations of original texts. An example of adaptations of original works 

are works of William Shakespeare, such as Romeo and Juliet that appears through adapted 

versions of his original play but are still credited to Shakespeare. The data material shows a 

considerable difference between the representation of male and female authors. Within the 

850 texts surveyed selection, 595 texts are written by a male author and 255 texts are written 

by a female author. The percentage is 70% male authors versus 30% female authors. These 

are the numbers and percentages for all the literary texts that were included in the data 

collection. Table 4 shows the numbers for texts, male and female authors in the entire data 

material.  

 

 

 In total Male Authors Female Authors 

Number of texts 850 595 255 

In Percentage 100% 70% 30% 

Table 4 Overview of the number of texts, male authors, and female authors in the entire data material 

 

There are three different publishing houses represented, and these are Aschehoug, Cappelen 

Damm and Gyldendal. Another finding shows that although the three different publishing 

houses use a different number of texts in their textbooks, with some featuring more authors 

and texts than others, the overall difference in gender representation is minor. Gyldendal has 

the highest number of texts with 363 texts in total. They use male authors 256 times and 

female authors 107 times. In percentage this becomes 70,52% male authors and 29,48% 

female authors. Second comes Aschehoug, which uses a total of 269 texts. Male authors have 

written 189 of these and female authors have written 80 of these texts. Their percentage is 

70,26% male authors and 29,74% female authors. Lastly, Cappelen Damm has a total of 218 

texts, where 150 of these have a male author and 68 of these have a female author. This 
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makes 68,81 % male authors and 31,19% female authors. This shows that the gender 

representation in this sample is quite consistent even though the textbook authors take 

different approaches to how many texts they include. Below is a table that shows the total 

number of texts in each of the textbooks and the appearances of texts by male and female 

authors.  

 

 

Table 5 Overview of male authors and female authors in each textbook  

 

4.2 The most frequently used authors and texts  

In this section, I will show which authors appear most frequently in the data material. The 

three most used authors in the collected material from the entire period are Roald Dahl who is 

used 19 times, Langston Hughes who is used 13 times and William Shakespeare who is used 

11 times.  

 

4.2.1 Roald Dahl 

Roald Dahl’s texts are used 19 times in 27 textbooks, and he is therefore the author which is 

used the most across all three curriculums. His texts represent the genres of novel extracts, 

fairytales, poems, and short stories. The most frequently used genre is the novel: extracts from 

Dahl’s novels appear 13 times in the data materials. Roald Dahl’s autobiographic novel Boy – 

Tales of Childhood is used four times. Charlie and the Chocolate Factory, The Twits, 

Matilda, and the Big Friendly Giant are all used two times each, while The Witches appear 

one time. The short story “Genesis and Catastrophe” is used two times, while the short story 

“Lamb to the slaughter” is used one time. In the fairytale genre, “Little Red Riding Hood and 

the Wolf” is used two times. Lastly, the poem “The Three Little Pigs” is used once. In the L97 
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textbooks he is used eight times, in the LK06 books five times, and in the LK20 books six 

times. My data thus show that he is not only the most used author in general, but also the most 

used author in textbooks for each of the curriculums.  

 

4.2.2 Langston Hughes  

The second most frequently appearing author is Langston Hughes, whose texts are used 

thirteen times. While Dahl’s works are primarily novel excerpts, Hughes’ poems are most 

frequently used in the data material. This is natural as Langston Hughes is a major poet of the 

20th century. Hughes’ poems appear a total of eleven times in the data materials. The poem “I, 

too” is used four times, “Harlem” is used three times, “Mother to son” is used two times, and 

the poems “Negro” and “One-Way Ticket” are each used one time. In addition to this, 

Langston Hughes’ short story “Thank you Ma’am” is used two times. Hughes is used in a 

similar number of times in each of the curriculums. In L97 he is used five times, while in 

LK06 and LK20 he is used four times in each. He is one of the most popular authors across all 

three curriculums.  

 

4.2.3 William Shakespeare  

William Shakespeare is the third most used author in these textbooks. What separates 

Shakespeare from Roald Dahl’s and Langston Hughes’ representation in these textbooks is 

that he is more often mentioned in separate texts written by the textbook authors in addition to 

his original works. Roald Dahl and Langston Hughes are more often written about solely in 

relation to one of their text examples as an introduction to their original works. This finding 

shows that Shakespeare holds a firm position in both the English subject and in the 

curriculum. His biography and works are discussed separately from any text sample 13 times. 

These kinds of texts appear twice in Cappelen’s textbooks, four times in Aschehoug’s 

textbooks and seven times in Gyldendal’s textbooks. By adding Shakespeare’s original works 

to the number of times he is written about, the total number of texts is 24. These appearances 

make it visible that Shakespeare is mentioned frequently both with his original works and in 

texts written about him. Table 6 shows an overview of where Shakespeare is mentioned.  
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Gyldendal Aschehoug Cappelen Damm 

“Calvin & Hobbes” 

Search 8 

(Fenner and Nordal-Pedersen, 

1997, p. 140) 

 

“Shakespeare’s theatre” 

Search 10 

(Fenner and Nordal-Pedersen, 

p. 94) 

 

“Young Shakespeare” 

Enter 8 

(Diskin et.al, 2015, p. 30) 

 

“Love and Heartache”,  

Enter 10  

(Diskin and Winswold, 2016, 

p. 32)  

 

“Romiette and Julio” 

Enter 10 

(Diskin and Winswold, 2017, 

p. 88) 

 

“Young Shakespeare” 

Enter 8 

(Diskin et.al, 2020, p. 28)  

 

“Love and heartache” 

Enter 10  

(Diskin and Winswold, 2021, 

p. 32) 

“Love and Friendship”  

Catch 10  

(Jansby et.al, 1999, p. 130) 

  

“One Nation, Four Countries” 

Stages 8 

(Areklett et.al, 2013, p. 76) 

 

“William Shakespeare”, 

Stages 10  

(Areklett, 2015, p. 29) 

 

“William Shakespeare”, 

Stages 9  

(Pettersen and Røkaas, 2021, 

p. 295) 

 

“The last British colonies – 

exciting islands” 

Flight 10 

(Bromseth and Wigdahl, 

1999, p. 188) 

 

“Introducing Shakespeare – 

England’s most celebrated 

playwright and poet” 

Connect 10 

(Haegi et.al, 2018, p. 158) 
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Table 6 Overview of where Shakespeare is written about 

 

In total, Shakespeare’s original works are used eleven times. One of these is a comic that 

bases itself on the play Romeo and Juliet. Another is also categorized as an adapted script 

from Romeo and Juliet. The remaining nine texts are play extracts. Macbeth is used four 

times, Romeo and Juliet three times, and lastly, A Midsummer Night’s Dream is used two 

times. Shakespeare’s plays are used five times in the L97 books, three times in the LK06 

books and three times in the LK20 books. Although Shakespeare is quite known for his 

sonnets, none of these are found in any of the textbooks even though there is quite a bit of 

poetry used in the data materials. That might indicate that the language is considered too 

difficult for the age group that these textbooks are made for.  

 

4.3 Gender representation across curriculums and textbooks   

Table 8 lists authors that have been used a total of three times or more across textbooks. The 

list consists of 65 authors altogether, where 52 of these are male and 13 of these are female.  

On the list of authors represented three or more times, they are together represented with a 

total of 299 texts. Of these texts, 249 are written by a male author and 50 of these are written 

by a female author. Percentagewise, 83,28% of these texts are by male authors and 16,72% 

texts by female authors. The list shows not only that there is a larger number of texts by male 

authors used in the textbooks, but also that in cases where texts are used several times, male 

authors are used more frequently. This refers to the collection of texts for each author. Table 7 

shows the difference between male and female authors representation, both in numbers and by 

percentage. 
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 In total Male authors Female authors 

Authors 65 52 13 

In percentage 100% 80% 20% 

Texts 299 249 50 

In percentage 100% 83,28% 16,72% 

Table 7 Overview of the statistics for authors that appear three times or more often.  
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Table 8 List of the most used authors in the entire data material: authors that are repeated three times or more 
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4.4 Introduction of and removal of authors across time 

As the data material covers a long period of time, it is necessary to look at whether the 

selection of authors change with the introduction of each new curriculum. This adds nuance 

since we see that some authors are in all three curriculums, whereas some are introduced or 

removed with the introduction of new curriculums. The data material shows more significant 

changes between L97 and LK06. Some of the authors are only used in the L97 books and do 

not occur in the LK06 books and LK20 books. The same applies for authors that are not used 

in the L97 books but are later introduced in the newer books for LK06 and LK20. For 

example, authors that appear only in the L97 textbooks and not in the textbooks following 

newer curriculums, are among others Paul McCartney, Michael Rosen, Gareth Owen, 

Jonathan Swift, Sue Townsend, Oscar Wilde, and Agatha Christie. This is only a selection of 

cases where this happens, and all of these are examples of authors that are used three times or 

more, as shown in table 8. This is interesting as they are used a significant number of times in 

total, but at the same time only appear in the L97 books. That indicates that they are 

frequently appearing in the L97 textbooks.  

 

Examples of authors who are used in the LK06 books and not in the previous books of the 

L97 curriculum, are Benjamin Zephaniah, R.J. Palacio, Hal Sirowitz, Sherman Alexie, John 

Green, Angie Thomas, Dan Freedman, Randa Abdel-Fattah, and Marcia Williams. These are 

all authors who are used two times or more in LK06. As mentioned above, this also shows 

that there is a greater difference between L97 and LK06 textbooks. As the most recent 

curriculum was introduced in 2020, textbook authors did not have much time to alter their text 

selection, which will be further discussed below. It is therefore not that many examples of 

authors that are new and only used in the newest curriculum. Examples of some authors that 

are used only in the books following the newest curriculum from 2020 are Thanhha Lai, 

Francesca Cavallo and Elena Favilli, Catherine Forde, Trevor Noah, and Louis Untermeyer. 

Opposite to the authors that were used solely in L97 books or LK06 books, the authors that 

are introduced for the LK20 books are not repeated as much. This can be due to the 

curriculum being new, and therefore less canonized regarding which authors are seen as 

worthy of repeating. Some of the literary works that are used in the LK20 books are also new 

themselves and might therefore not had a chance of being as much read as older works. Table 

9 lists the most used authors of all three curriculums and the number of times these are used. 

Another finding in table 9 is that the highest number of repeated authors are in the L97 books. 
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If I were to only list authors that were used three times or more for each curriculum, the lists 

for LK06 and LK20 books would be considerably shorter.  

 

 

Table 9 The most used authors for each curriculum period  

 

4.5 Female canonical authors and their place in the data materials 

In a data material that stretches for more than twenty years, one could expect to find canonical 

female authors. Examples of female authors who could reasonably be described as canonical 

are the Brönte sisters, Jane Austen, Emily Dickinson, Agatha Christie, Virginia Woolf, Mary 

Shelley, Christina Rosetti and Louisa May Alcott. However, these women are not represented 

much in the data materials. Mary Shelley, Louisa May Alcott, and Virginia Woolf are not 

used in the textbooks at all. Only one of the Brönte-sisters, Charlotte Brönte, appears once in 

the data material. In addition, Anne Brönte and Emily Brönte are mentioned in the 

information about the text. The text excerpt that is used is called “The Lowood Institution” 

and is an excerpt from Charlotte’s novel Jane Eyre which can be found in Flight 10 

(Bromseth and Wigdahl, 1999, pp.166-168) which was published by Cappelen Damm. 

Authors that are used one time each are Jane Austen and Christina Rosetti. The author Agatha 

Christie is used a total of three times, all of which appear in the L97 books. Emily Dickinson 
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appears two times in the L97 books, once in the LK06 books and two times in the LK20 

books.  

 

4.6 Texts and author suggestions in L97  

As mentioned in the theory chapter, the curriculum L97 offers explicit suggestions of texts, 

genres, and authors that one can choose to teach students about in the English classroom. 

These are also listed under each grade which means that there is an apparent development in 

which texts the curriculum offers and their degree of difficulty. In the section for eighth grade, 

suggestions are Robin Hood (comics), Gulliver’s Travels, and novel excerpts from, for 

example, Mark Twain, Roald Dahl, and Nina Bawden. (Det kongelige kirke-, utdannings- og 

forskningsdepartementet, 1996, p. 230). In the 9th grade section, it is suggested that students 

can work with texts in several genres and written by authors such as Ernest Hemingway, 

William Somerset Maugham, Charles Dickens, J.R.R. Tolkien, William Blake, William 

Carlos Williams, Chief Seattle, Winston Churchill, Martin Luther King. The only explicit text 

suggestion is the play Pygmalion written by George Bernard Shaw. The other authors are 

named in relation with suggestions of genres. This means that in the suggestions for 9th grade, 

no female authors are mentioned (p.231). In the 10th grade section, author suggestions are 

John Steinbeck, Charlotte Brönte, Lewis Carroll, Sir Arthur Conan Doyle, Agatha Christie, 

Emily Dickinson, Rupert Brooke, Langston Hughes, The Beatles, William Shakespeare, and 

Tennessee Williams. There are no suggestions of literary works, but rather suggestions of 

genres in connection with the different authors that are suggested. As for gender 

representation, there are eight of these suggestions that are male authors (counting The 

Beatles as one group of males) and three suggestions of female authors. (p.231).  

 

Through reading the specific parts for each of the grades it is visible that the focus was on 

including several different genres and opening for the English subject’s opportunity of 

introducing the students of a wide understanding of what text can be. In L97 there are 24 

author suggestions, where 20 of these are male authors and four of these are female authors. 

This shows that in connection to the data materials that I have collected, there is also a large 

overrepresentation of male authors in these suggestions. Percentagewise there is 83,33% male 

author suggestions and 16,67% female author suggestions. This shows that these numbers for 

suggested authors are quite similar percentagewise as the numbers I found when analyzing the 

textbooks. 
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The four female authors that are suggested for grades 8-10 are Nina Bawden, Charlotte 

Brönte, Agatha Christie and Emily Dickinson. The well-established children’s author Nina 

Bawden is on the twelfth place in the list of the most used authors. This makes her the most 

used female author in the entire data material. She appears six times in the data, where five of 

these appearances happens in the textbooks for L97 together with one appearance in LK06. 

The next author that is suggested is Charlotte Brönte which appears only once in the data 

material, and this appearance is in textbooks made for L97. Agatha Christie appears a total of 

three times, and all these appearances are in the textbooks connected to L97. Lastly, Emily 

Dickinson, the famous poet, appears five times in the data. Dickinson appears two times in the 

textbooks for L97, one time in textbooks connected to LK06, and two times for the LK20 

textbooks. Of the suggestions that are made in L97, Emily Dickinson is the only author that 

appears in the textbooks made for the newest curriculum of 2020. The table below shows 

Nina Bawden’s place on the list of the 15 most used authors.  

 

 

Table 10 The 15 most used authors in the entire data material 
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4.7 Similarities in text selection between LK06 and LK20 textbooks 

Another finding shows that there is a tendency in the LK20 edition of the textbooks to reuse a 

large amount of the texts from the LK06 editions. Below is an example from Connect 10 

(2018) which is the previous version of Engelsk 10 (2021). The text selection is highly 

similar, even though they are adjusted to two different curriculums, LK06 and LK20. This 

happens in several of the books. For example, Dan Freedman appears four times in the data 

materials with his novel The Kick Off, where two of the times are in Enter 8 (LK06) and two 

times in Enter 8 (LK20). This finding can be an explanation as to why there is a larger 

difference between L97 and LK06 than it is between LK06 and LK20. This finding also 

shows that some authors are repeated more in the data material because publishers choose to 

use the same authors twice. Finally, this shows that there is limited change even as LK20 has 

new curriculum aims.  

 

 

Table 11 Overview of all texts and authors used in Connect 10 
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Table 12 Overview of all texts and authors used in Engelsk 10 

 

4.8 Development in gender representation  

The data material is collected from 27 textbooks that were produced over a period of more 

than 20 years. In this section I will show how the numbers of texts by male and female 

authors change over this period. While there is a slight increase in the numbers of texts by 

female authors, texts by male authors still dominate the data materials even in 2020. In the 

L97 textbooks there are 73,30% male authors and 26,70% female authors. In the LK06 

textbooks the difference is 68,26% male authors and 31,74% female authors. In the textbooks 

for LK20, there are 64,18% male authors and 35,82% female authors. In the time period that 

is nearly two and a half decade long, the difference in percentage decreases with 9,12%.  

 

4.9 The L97 books and how they adapt for different reading abilities 

Another interesting finding shows that the textbooks for L97 in general include more texts 

and longer extracts from those texts. The texts in the LK06 textbooks and LK20 textbooks 

tend to be of shorter length. The different versions that the 97 books provide the reader with 

are written with different degree of difficulty and are therefore customized to different reading 

abilities. Relatedly, another finding is that where this kind of differentiation occurs, the 

adapted text extracts often cover many pages. An example of this is in Catch 8 (Jansby et.al, 

1997, p.16-32). Including pre-reading- and after-reading activities, the full excerpt of Matilda 

by Roald Dahl goes from pages 16 through 32. Pre-reading activities begin on page 16. Page 

18 provides students with a section called “The easiest version”. The next version is on pages 

19 through 20 and is called “The more difficult version”. The last version that is included is 

called “The original version” which goes from page 21 to page 30. In addition to pre-reading 
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activities, the textbook authors have also included a section called after-reading activities on 

pages 31 to 32. There is a high likelihood that the textbook authors have created abridgements 

and adaptations of the original works to adapt to different reading abilities. The publisher 

Gyldendal has additionally included a section called “individual reading” in the books Search 

8, Search 9 and Search 10, all of them which were made for L97. This section provides 

students with more texts. Some of the texts are different versions of texts that are already used 

previously in the book. In other examples, the texts are completely new texts for additional 

reading. Including different versions of the same text suggest that the entirety of the student 

group shall be exposed to texts as these. The textbook authors presumably find that these texts 

are especially important to include, and that they are good examples of model texts.  

 

4.10 Summary of findings 

To summarize my findings regarding research question 1, there are some authors that appear 

to form a de facto canon when looking at the text selections in the textbooks. My criterion of 

whether an author was de facto canonical, was if they appeared three times or more. Although 

there are different interpretations of what being canonical means, I use the frequency factor as 

a criterion in this thesis. If an author appears two times, it can be more of a coincidence as 

opposed to an author appearing three times in the data material. I also had to decide on a 

number, and the number of authors that appeared three times had lesser occurrences than 

authors that appeared two times. I therefore decided that three appearances or more was my 

criterion of an author being canonical in this study.  

 

For authors that are used three times or more, the list consists of 65 authors. The three most 

used authors are Roald Dahl, Langston Hughes, and William Shakespeare. They are the 

authors which are repeated the most throughout the years and across the different textbooks. 

Roald Dahl is used 19 times, Langston Hughes 13 times and William Shakespeare 11 times. 

My findings therefore show that some authors are more used than others, and some authors 

are used repeatedly despite changes in curriculums and textbook authors. This shows that they 

have a de facto canonical status in the textbooks in these EFL textbooks.  

 

With regards to research question 2, the findings conclusively show that 70% of the authors 

that are used are male gendered, and 30% are of the female gender. This indicates that the de 

facto canon in the textbooks does not represent male and female authors equally. These 
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numbers represent the whole sample, and there are changes over time in the data materials. 

Nevertheless, texts by male authors are to a much larger degree represented in these textbooks 

even over time. Another interesting finding is that not only are texts by men more represented, 

but their works are also used more frequently. From the material collected from 27 textbooks, 

65 authors are used three times or more, where 52 of these authors are male and 13 of these 

are female. These authors are represented through a collection of 299 texts. Male authors have 

written 83,28% of these texts, and female authors have written 16,72% of these texts. This 

means that male authors are used more, suggesting that their works are more appreciated than 

the works by female authors. Although the different publishing houses uses different amounts 

of texts excerpts, the gender differences are minor, where Gyldendal have 70,52% male 

author representations, Aschehoug uses male authors 70,26% of the time, and Cappelen 

Damm uses 68,81% male authors. The findings also show that the use of male authors 

descend with the years. While there in 1997 is 73% male authors, there is 68 % in 2006 and 

64% in 2020. This shows that the textbooks, while still male-dominated, are moving towards 

more gender equality as there has been a decrease in texts by male authors of 9% in a period 

of nearly 25 years. It is not only the textbooks that use more male authors than female authors. 

The curriculum L97 include 24 author suggestions for 8th to 10th grade, where 20 of the 

suggestions are male authors and 4 of the suggestions are female authors. In percentage that is 

83,3% male authors and 16,67% female authors.  

 

In conclusion, one can say that there is a de facto canon in the textbooks across the period I 

have studied, because some of the texts by authors are repeated across curriculums and time 

periods. This is of course a tendency, and where frequency has been a deciding criterion. I 

argue that these authors can be referred to as canonical due to their continued representation 

in a high number of different textbooks over time. They are not only found frequently overall, 

but also used in different years, by different publishers and in different textbooks. The three 

most used authors, Roald Dahl, Langston Hughes, and William Shakespeare are particularly 

popular no matter the publishing house, curriculum periods, or authors. Additionally, the 

gender representation is in favor of male authors, both in the textbooks I have looked at in 

addition to the author suggestions in L97.   
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5.0 Discussion  

The goal for this study was to find out whether there was a de facto canon present in the 

literary text selection. Another goal was to find out how many male authors and how many 

female authors were used in a convenience sample consisting of 27 textbooks. Additionally, I 

wanted to find out who the most represented authors were and their place in the data 

materials. The two different factors canon and gender are closely related, which I also 

discovered when conducting the research. I will therefore discuss them in light of each other 

in this chapter. My research questions were:  

 

Research question 1  

To what extent does 27 EFL textbooks for grades 8-10 from 1997 to 2021 represent a de facto 

canon through their text selection?  

 

Research question 2 

To what degree does the text selection represent male and female authors equally?  

 

In this chapter I will discuss my findings from the previous chapter. I found that the three 

most used authors were Roald Dahl which was used 19 times, Langston Hughes which was 

used 13 times and William Shakespeare that was used 11 times. I also found that in a total of 

850 texts, 595 were written by male authors and 255 were written by female authors. In 

percentage, male authors were used 70% of the time and female authors were used 30% of the 

time in the entire data material. In the list of authors whose texts were used three times or 

more, the total number of authors were 65, where 52 of these were male and 13 of these were 

female. Of the collection of texts that were written by these authors, 83,28% were written by a 

male author and 16,72% were written by a female author. This indicates that not only were 

the male authors’ texts used more, but they were also repeated more throughout the data 

material. Additionally, the 24 author suggestions in L97 for grades 8-10 consisted of 20 male 

authors and four female authors, which is a division of 83,3% male authors and 16,67% 

female authors. In this chapter I will discuss these findings with the focus being on the 

existence of a de facto canon and gender difference in the textbooks. I will additionally 

discuss these findings in light of the prior research on canon, gender, textbooks, and 

curriculums from the theory chapter. 
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5.1 De facto canon 

Before initiating my study, I was expecting to find that some authors were appearing quite 

frequently because of their established cultural status. As expected, some of the authors were 

represented many times. It was however somewhat surprising to see how many male authors 

were repeated throughout the data materials compared to the female authors. Roald Dahl, 

Langston Hughes, and William Shakespeare appear so often in the data material that they 

arguably are part of a de facto canon in the textbooks. In addition, there are also other authors 

that appear several times and who can be seen as part of this de facto canon. The number of 

authors that appear three times or more, is 65. On this list one can find, among others, Martin 

Luther King Jr. (nine times), Shel Silverstein (nine times), Paul McCartney (eight times), 

Allan Ahlberg (seven times) and Charles Dickens (seven times). Belonging to such a 

canonical list provides the authors with status that those outside of the canon does not have. 

As discussed in the theory chapter: “Belonging to the canon confers status, political, 

economic, aesthetic, none of which can easily be extracted from the others.” (Landow, 1989, 

as cited in Clemens and Coryat, 2017, p. 41). This status shows itself through the same 

authors being repeatedly chosen in different textbooks. It is also visible that male authors have 

more status amongst the textbook authors than what female authors do. The textbook authors’ 

reasons for choosing these authors might not be to contribute to a continuation of literary 

canons. Nevertheless, some authors have status amongst several textbook authors, and are part 

of a de facto canon independent of the textbook authors’ intentions of including them. 

 

As discussed in the theory chapter, the researchers Grüters and Myren-Svelstad argue that the 

path theory is a more fitting term than de facto canon when discussing teachers text choices. 

They describe that the individual choices that teachers take together can contribute to paths 

being made (Grüters and Myren-Svelstad, 2022, p. 332). In this study, it is not prominent that 

authors of one textbook choose to include texts by Roald Dahl, for example. However, it 

becomes visible and prominent when the same choice is repeated 18 times. Grüters and 

Myren-Svelstad (2022) argue that teachers text choices are didactic and pragmatic, and that 

they do not choose a text just because of its status. It is however natural to think that the 

candidates for this study, the teachers, would not want their answers to be seen as non-

didactic choices because that perhaps would weaken the reputation of the teacher profession. 

The term de facto canon is perhaps not as descriptive as the path theory term, as the latter 

includes the possibility of several paths being made. However, as my findings show, there is a 
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de facto canon in these textbooks. Several authors are repeatedly used across publishing 

houses, by several textbook authors, and in different curriculum periods. Perhaps the text 

choices are done with a singular topic or a certain reading skill in mind, rather than that the 

texts together shall show an equal gender representation, per se. As my findings show, being 

in a canon gives status. Some of the authors are perhaps chosen because of their status, their 

availability, and their long history of being a subject for teaching in the English subject. 

Despite textbook authors making didactic choices of which texts to include, this selection 

forms a de facto canon. This selection also favors male authors to a large degree. 

 

5.1.1 The three most used authors  

The findings show that the authors Roald Dahl, Langston Hughes, and William Shakespeare 

arguably are part of the de facto canon in the textbooks. Roald Dahl is a best-selling author of 

children’s literature and was therefore expected to be represented in these textbooks. He is 

also an Anglophone author with roots in Norway which may strengthen the position he has 

not only in an English context, but also in a Norwegian context. He is also a very famous 

children’s literature writer and thus has many texts suitable for children in school. His 

writings include children’s stories, and often stories about scary adults, as in his novel The 

Twits, for example. His literature can be entertaining both for for adults and children, meaning 

that he is a popular author both for students, teachers and textbook authors when choosing 

texts. Dahl’s literature is also accompanied by Quentin Blake’s amusing drawings of a 

variation of characters which presumably is attractive entertainment for children in schools. 

These factors contribute to Roald Dahls’ firm position in the English subject, which can also 

be seen in the dataset.  

 

Langston Hughes is a major poet of the 20th century, and it is therefore no surprise that his 

poems are represented in the sample. Moreover, the genre poem is very often used in these 

textbooks.3 Langston Hughes was also an African American man who wrote poems about 

racism and the African American experience. Hughes’ poems are therefore valuable when 

learning about culture. LK20 states that, after year 10, students shall “explore and describe 

ways of living, ways of thinking, communication patterns and diversity in the English-

speaking world” as well as “explore and present the content of cultural forms of expression 

 
3 For example, Stages 8 (Areklett et.al, 2013) has 30 texts in the data material, where 14 of these are poems. 

Another example is in Flight 8 (Bromseth and Wigdahl, 1997) that has 27 texts in the data material, including 10 

poems. A full overview of each textbook can be found in the appendices.  
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from various media in the English-speaking world that are related to one’s own interests” 

(Ministry of Education and Research). The English subject is thus a subject meant to teach 

cultural awareness. It is also important that textbooks include topics such as awareness around 

racism. The curriculum argues that “The subject shall develop the pupils’ understanding that 

their views of the world are culture-dependent. This can open for new ways to interpret the 

world, promote curiosity and engagement and help to prevent prejudice” (Ministry of 

Education and Research, 2019). Textbooks should include topics as this both for historical 

purposes but also to show that it very much still exists, and that literature can be a way of 

discussing such topics. Langston Hughes’ poems “I Too”, and “Harlem”, for example, can be 

a way of initiating conversation about racism, US history and African American history. It is 

therefore understandable that his poems are included so often in the textbooks. 

  

William Shakespeare’s works is the third most used in the data material, showing that he 

holds a firm position in these textbooks. Excerpts from his works appears eleven times, in 

addition to him being written about in informational texts about his life independently from 

his original works. This is different from Roald Dahl and Langston Hughes who are normally 

only mentioned in relation to examples of their original works. An explanation of this can be 

of Shakespeare’s firm position in the English subject, but also in global culture. Dickson says 

the following about Shakespeare’s global status: “Run your fingers over many world cultures 

and, sooner or later, you will touch something that feels Shakespearean.” (2016). He is 

because of this often considered to be the greatest English writer and is especially known for 

his plays such as Romeo and Juliet, Macbeth, A Midsummer Night’s Dream, and Hamlet. It 

was therefore not a surprise, but rather an expectation to find his name occurring often in the 

data. He is a major part of English-language literary history and has had a privileged place in 

school as well. When adding together his original works and the texts about him, he is the 

most represented author in the sample, with a total of 24 texts. It might be that his plays and 

especially their original language have been considered too challenging for the age group the 

textbooks are written for. Similarly, Shakespearean sonnets do not appear in these samples, 

which was surprising because of the high number of poems that are included in the textbooks. 

However, these might also be considered too challenging to be included. Nevertheless, the 

frequent references to Shakespeare in the whole material shows his continued central place, in 

the textbooks.  
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There can be several reasons for the same authors being used repeatedly. One of the reasons 

might be that they are quite established and part of a canon outside of school. Authors 

considered to be canonical can thus be much used in institutions connected to schools as well. 

A factor is that textbook authors might be or have been teachers themselves. Their reasons for 

choosing content can thus be based on their experience of which texts are typically used in 

EFL classrooms. Textbook authors interest in literature can also be a reason for some authors 

being favored over others. Textbook authors might want to use well-known authors to give 

students opportunities to learn about these authors that are considered important. Well-known 

authors are often also assumed to be creators of quality literature. The firm position of well-

known authors both inside and outside of school can thus legitimize textbook authors’ 

choices. Although this sample focuses on textbooks and the authors place in the textbooks, 

their positions or lack of positions can also imply something about their position in the rest of 

the society such as in libraries and book shops, and amongst teachers, students, and literary 

critics.  

 

5.2 Gender representation in the canon  

This study shows that the two factors de facto canon and gender representation are strongly 

connected. The de facto canon in these textbooks shows that male authors are 

overrepresented, which indicates that gender representation must be seen in light of canon 

formation. As discussed above, being in a canon gives status. It is visible in the dataset that 

the male authors have a high status amongst the textbook authors. Male authors are not only 

overrepresented in each of the 27 textbooks studied, but also in the curriculum of L97. The 

author suggestions in L97 are meant as a help for teachers and functions as a type of canon. 

As discussed in chapter two, Aiken suggests that the use of words such as “standard” can 

contribute to further underrepresentation of female authors. When the connotation to the word 

is male supremacy, we must evaluate what words we use to discuss literature. The curriculum 

can be seen as a description of what is “normally” or “standard” to use in the English subject.  

When a guiding document such as L97 overrepresents male authors, it sends a message to 

students, teachers, textbook authors of which gender representations are preferred in the 

classroom. It is highly unfortunate then, that 83% of author suggestions are male. As Lande 

also argues, female authors are less privileged in literature because their works are often 

looked at as gendered (Lande, 2010, p. 38). Perhaps that is an explanation of why male 

authors are overrepresented both in the textbooks and in L97. Works by male are viewed as 
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more gender neutral, thus universal, and suitable for the entire student group. The curriculum 

L97 neglects female authors to a large degree though their suggestions and indicates that male 

texts are more fitting to fulfill the curriculum aims. Working with this study made me aware 

that questions of gender go hand in hand with the discussion of canon formation. Robinson 

states that “[…] it may seem somewhat of an exaggeration to speak of “the literary canon”, 

almost paranoid to call it an institution, downright hysterical to characterize that institution as 

restrictive.” (1983, p. 84). Nevertheless, the material in this study, shows both that there is a 

de facto canon, and that it is restrictive towards female authors.  

 

5.2.1 Female canonical authors appearing in L97 and disappearing in newer 

curriculums 

I expected to see some female canonical authors in the data material as it stretches over 24 

years and represents three separate publishing houses. In addition, some of them are 

mentioned as author suggestions in L97. However, I could not remember seeing many female 

canonical authors from my own time in school. As presented in the last chapter, few female 

canonical authors were represented in the data material. I also found that the few that were 

appearing, were often disappearing in the newer curriculums. This shows that the already 

small space they were given, were further reduced in the newer textbooks.  

 

Very few of these well-established female authors were given the same space as their male 

colleagues, but that makes sense as relatively few women in general are given a voice in these 

textbooks. The curriculum LK06 argue that students after year 10 shall be able to “discuss and 

elaborate on different types of English literature from English-speaking countries.” (Ministry 

of Education and Research, 2006). If an argument for text selection is to include established 

English-language authors, textbook authors have not gone out of their way to include those of 

the female gender. Underrepresentation of female authors might affect students of both 

genders. A pitfall of minor female representation is that women rarely see themselves 

reflected in texts, and men not getting any alternative perspectives: “White males are thereby 

encouraged to be solipsistic, and the rest of us to feel uncertain that we truly exist.” (Style, 

1988, p. 4). It is unfortunate if men are not given opportunity to see female perspectives, as 

well as female not seeing female author role models. It is important to include male and 

female authors equally in syllabi to provide students with the opportunity of seeing the world 

from both male and female perspectives.  
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5.2.2 Women’s place in the canon over time 

As discussed in the theory chapter, female writers’ place in literature and literary history has 

long been discussed and advocated for. The findings in the previous chapter are particularly 

interesting with this history in mind. Presently, any female writers are already well established 

and are represented by many institutions in society. It is therefore more surprising that even 

the newest textbooks do not show more equal representation. Despite the long fight for equal 

rights and privileges, female writers are given a little space in most of these textbooks. It is 

visible that equal gender representation has not been the focus for textbook authors when the 

results are so consistent between the three publishing houses. The findings do not imply that 

one publisher is worse than the others, because they are all averaging on a division of 70% 

male authors and 30% female authors, where Gyldendal uses 70,52% male authors, 

Aschehoug uses 70,26% male authors and Cappelen Damm uses 68,81% male authors. In 27 

textbooks from a period of 24 years, not one textbook has more male authors than female 

authors. The textbook that comes closest to equal gender representation is Engelsk 10 (Haegi 

et.al, 2021) which provides the audience with nine male authors and eight female authors. 

When the data material consists of 27 textbooks and 850 texts, one would perhaps think that 

there would be a more similar gender representation. The fact that the findings are so 

consistent between different factors such as publishing houses and curriculum periods it 

shows that the issue of gender imbalance is consistent.  

 

Although the imbalance changes through the different curriculum periods, the change is rather 

smaller than one might expect it to be when the collection of data stretches from 1997 to 

2021. The time period is 24 years, but the imbalance in gender representation only decreases 

with 9,12% overall. In the textbooks connected to the newest curriculum, LK20, 65,18% of 

the texts are written by male authors, while 35,82% of the texts are written by female authors. 

The textbook authors thus still have a way to go with respect to gender equality in their text 

selection even though there is a decrease. Underrepresentation of female writers is often seen 

as in the past, but underrepresentation still exists. While women’s rights and opportunities 

have increased, underrepresentation of female writers is not merely a historical phenomenon. 

It is interesting that Aiken wrote in 1986 that:  

 

“Anyone who examines representative syllabi […], will discover that for many, perhaps 

most, of the profession, the last two decades of feminist criticism - not to mention those 
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critiques advanced by its potential allies, racial and ethnic studies - might well never 

have happened.” (p. 290) 

 

Aiken writes in the mid-eighties that the fight for female writers’ place in syllabi seems to 

have not happened. Remarkably, what Aiken says here seems to still apply in the syllabi for 

the textbooks I studied. The change in the syllabi is surprisingly small, and that is concerning 

because textbooks are so important for students’ impressions of the field of literature as well 

as the Anglophone culture in general.  

 

5.3 Textbooks and textbook authors’ responsibility  

Textbooks are helpful aids for teachers as they provide a collection of teaching materials that 

are made to fit the curriculum’s aims for the education that students receive. The teaching 

profession is a complex one and one with many tasks and responsibilities. Textbooks that 

contain content that is based on current curricula is then helpful in a busy everyday life: “A lot 

of work is saved by not having to select texts, pictures or soundtracks and designing tasks.” 

(Fenner and Ørevik, 2020, p. 339). It is therefore with good reason textbooks are given a large 

place in classrooms. Textbooks are helpful for several reasons, but the fact that they include 

text selections fulfilling curriculum aims is a strong reason as to why they have a long history 

in Norwegian classrooms. It is therefore crucial that these textbooks are challenged regarding 

their narrow female representation.  

 

The text excerpts that students encounter in textbooks might be for many students the only 

literature they read in their formative years. Carlsen states that “The most recent PISA tests, 

from 2019, showed that half of the participating students in Norway do not read in their spare 

time.” (2020, p. 211). It is then important that the textbooks provide students with content that 

can help promote students’ understanding of both them and others. It is also crucial that the 

literature is representative and diverse and that students see both male and female 

perspectives. The three curriculums that I have looked at in this thesis discuss different 

aspects of the diversity term. For example, L97 suggests that  

 

By learning a foreign language, the students have opportunity to get to know other 

cultures. Such insight lay the foundation for respect and increased tolerance and 

contributes to new ways of thinking and expands the students understanding of their 
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own cultural belonging. Through this, the student’s own identity is strengthened. (My 

translation) (Det kongelige- kirke- utdannings-, og forskningsdepartementet, 1996, p. 

223). 

 

The curriculum LK06 suggests that “Reading different types of texts can lay the foundation 

for personal growth, maturation and creativity and provide the inspiration necessary to create 

texts.” (Ministry of Education and Research, 2006). The latest curriculum, LK20, states that 

“Knowledge of and an exploratory approach to language, communication patterns, lifestyles, 

ways of thinking and social conditions open for new perspectives on the world and 

ourselves.” (Ministry of Education and Research, 2019). The curriculums discuss different 

aspects of diversity, but they all agree that the English subject shall open for students gaining 

understanding both of themselves and of other people. Not one of the curriculums indicate 

that students must read texts of both male and female authors. The two newest curriculums, 

LK06 and LK20, do however argue to a larger degree that students shall experience different 

viewpoints through reading texts. The collection of textbooks which I studied do not represent 

this diversity that the curriculums argue for when it comes to gender. When female authors 

are represented 30% of the time, and male authors are represented 70% of the time, there is 

little ambiguity that there is an inequal representation. The textbook is a teaching material that 

is still highly used in EFL classrooms today. It is necessary that the textbooks represent the 

diversity that the curriculums describe.  

 

Textbook authors have a lot of freedom when making textbooks, which makes it worth 

discussing their choices and failures to achieve gender balance. Textbook authors’ views on 

the curriculum will inevitably be part of their text selection. The textbooks are products of the 

textbook authors’ understanding of the curriculum: “[…] any textbook represents the author’s 

subjective interpretation of the curriculum, especially in Norway where the curriculum does 

not contain detailed lists of content or working methods.” (2020, p. 339). Note that there is no 

certainty that textbooks will fit all the curriculum aims (Fenner and Ørevik, 2020, p.358; 

Lund, 2006, p.45). However, it is astonishing that all the textbook authors to various extent 

neglect female authors. Every textbook I have studied contain more male authors than female 

authors. This does not necessarily mean that it is a conscious choice from the textbook authors 

to overrepresent male authors. It might instead imply that male authors are more established 

in the general culture, which affect textbook authors when they choose their text selection. As 

mentioned in chapter 2, textbook authors might choose to use literature or authors that is often 
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mentioned in relation to literary canons. The cultural status that some authors hold can 

contribute to legitimize textbook authors’ choice of including them. This can also further 

strengthen the status of these authors or literary works due to being included in textbooks. 

That way, the literary works are read by many students and teachers over several years. 

Textbook authors have authority to decide which literature to include, which can contribute to 

the circle of power continuing, as discussed in section 2.2.1. The freedom that textbook 

authors have, can therefore be of strong impact of which gender is represented the most in 

their textbooks, and in EFL classrooms.   

 

The similarities between the textbooks made for LK06 and LK20 show that the textbook 

authors have not made too drastic changes in the newest versions. Some of the textbooks are 

so similar that it appears as if the changes that are done is more regarding pictures, headlines, 

font etc. rather than text selection. When so many texts are reused, this is of impact of the 

number of overall texts and authors used. Additionally, when males are overrepresented in 

LK06 textbooks and a very similar selection is used for LK20 textbooks, male authors are 

used more overall in the dataset. The versions are published not many years apart, and that 

might be the reason why they are so similar. However, the textbook authors write in their 

acknowledgments that the editions are customized for the different curriculums. It is 

surprising that the textbooks barely change with the introduction of a new curriculum. If 

textbook authors have received good reviews on their textbooks that they published a couple 

of years prior, they might not see any reason to change it, despite there being new guidelines 

in the curriculum. This can however weaken the textbooks credibility of being able to choose 

fitting content. Schools and teachers might also not want to buy the newer textbooks when it 

is only slightly changed. The similarities show that textbooks are not necessarily as reflective 

of new curricula as they perhaps ought to be.  

 

5.4 The curriculums and text selection  

In this study I have looked at the curriculums L97, LK06 and LK20. As discussed in chapter 

two, these curriculums include several formulations describing the importance of using a 

variation of texts in the EFL classroom. Note that they describe different aspects of this 

variation, but they all discuss it in varying degrees. What is in common for the three is that the 

understanding of the term text must be wide and not necessarily that the group of authors 

must be varied, as not one of them says that students shall read texts from both male and 
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female authors. In my study it was visible that there has been strong focus on including 

several text types, also texts that are multimodal. This impacts the teachers and students 

because they get textbooks that includes many types of texts which opens for a wide 

understanding of the term “text”. This can also increase students’ visual interpretation skills, 

which is necessary when they live in an increasingly digital world. Students benefit from 

seeing that texts are understood widely, and that for example multimodal texts such as 

advertising, news articles and the videos in social media also have meaning. They can also 

then learn that the texts that they create themselves has meaning and can be interpreted by the 

reader. All text has a purpose and shows the author’s interpretations of the world they live in 

(Janks et.al., 2013, p. 2). LK20 states that after year 10 students shall be able to “read, discuss 

and present content from various types of texts, including self-chosen texts.” (Ministry of 

Education and Research, 2019). It is visible in the data material that the textbook authors have 

also understood the term “text” widely because they include many different genres. Perhaps 

their focus has been on including many genres rather than including a similar representation 

of male and female authors. Although a wide variation of genres is included, the collection of 

these also show an overrepresentation of male authors.  

 

5.5 Implications for the English classroom 

The textbooks studied show a visible imbalance in gender representation. Additionally, there 

are some authors that are appearing quite frequently in the data material, becoming part of a 

de facto canon in the sampled textbooks. It is unfortunate for both male and female students 

that there is an overrepresentation of male authors. Firstly, this sends a message to all students 

that male authors are more appreciated in syllabi in schools. Secondly, male students are not 

able to see enough female viewpoints. As discussed before, using literature can be a way of 

enhancing empathy and understanding of others than yourself, and it is therefore unfortunate 

that female viewpoints are not included as much as male viewpoints. Thirdly, female 

adolescents are not as able to see role models are female authors. Half of the population are 

women, and half of the students in EFL classrooms are women. When the texts in textbooks 

made for 8th to 10th grade in English classrooms shows a division of 70% male authors and 

30% female authors, it sends a message to the students of which gender is most appreciated in 

the literature that they are exposed to. Læreplanverket 1997 also suggests 83% male authors 

and nearly 17% female authors which indicates what gender should be more represented in 

schools. Regarding the gender aspect it is crucial that the students understand that there is still 
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difference in privilege and that inclusion is something to continue to strive for. The English 

classroom is an arena in which students can learn how to both read, analyze, and interpret 

texts as well as use these knowledges to create own texts. It is then important that the texts 

that students are exposed to are representative for the world they live in. Fictional texts can, as 

previously argued, enhance empathy and understanding when reading about other people’s 

stories. Fictional texts can also help students understand themselves. However, if the text 

selection is narrow, students are robbed for opportunities of expanding their understanding of 

both male and female viewpoints. A narrow text selection can perhaps also consciously or 

unconsciously show students that only certain viewpoints are legitimate and acceptable. If we 

are not aware of this division, we can also not do something to alter it. The findings shows 

that although female literary history is something that has been subject for a long discussion, 

there is still imbalance which needs addressing. If teachers want to provide students with a 

similar representation of male and female authors, they will have to use additional teaching 

material to most of the surveyed textbooks. School and institutions around school must show 

students that one should not settle with such a large imbalance in representation and privilege.  

 

5.6 My findings compared to previous research  

The findings in my study are in line with previous classroom research both in Norway and 

abroad. Additional studies have looked at gender representation and found quite similar 

percentagewise difference between male and female authors. Aspli (2022) found that in 65 

video recorded lessons in Norwegian EFL classrooms, 71% of the texts that were used were 

written by male authors, and the remaining 29% of the texts were written by female authors. 

Similarly, Lyngstad found in her study of EFL teachers’ text selection in upper secondary 

school that “[…] poetry, short stories, and novels by male authors were mentioned 

approximately three times as often as works by female authors […]” (2019, p. 272). Clemens 

and Coryat which executed a study in Pennsylvania, USA, found in their syllabi that male 

authors were overrepresented in the sample with 75 occurrences, while they only found 14 

female authors (2017, p. 40). The English subject seems to follow a similar trend to the 

Norwegian subject as well, showing that this is a persistent problem in school. Skaug and 

Blikstad-Balas and Skaug found that in the upper-secondary grade in the Norwegian subject 

there was used 75% male authors (2019, p. 100). When male authors are repeatedly favored 

and overrepresented in comparison to female authors, students can begin to think that maybe 

few women write or that women perhaps should not write. The issue is not that few women 
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write. The issue is rather that they are just not appearing as often as their male colleagues. 

Neglecting to include authors of a gender can result in students being robbed for the 

opportunity of seeing both male and female perspectives on the world.  
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6.0 Conclusion  

In this chapter I will summarize my findings in this thesis. I will also discuss shortly some 

possible implications for the English learning classroom. Lastly, I will provide some ideas for 

further research.  

 

6.1 Summary of findings  

I started this project with the impression of there being an imbalance in gender representation 

in textbooks made for the ESL classroom. I also remembered from my own time in school 

that several of the authors we encountered were canonical authors, such as William 

Shakespeare and Roald Dahl, that held a firm place both in school and in society in general. 

Textbooks strongly impact what is being taught in schools. Regarding research question 1, 

one can see a de facto canon in the surveyed selection of textbooks. The three most used 

authors were Roald Dahl whose literary works appeared 19 times, Langston Hughes who was 

represented 13 times and William Shakespeare whose works appeared 11 times. Regarding 

the de facto canon, several authors can be said to be included in this. My criterion for an 

author being canonical, was it they appeared three times or more, and the number of authors 

on this list was 65. De facto canons however change over the years and in different 

environments and this sample shows only the de facto canon in the surveyed selection of 

textbooks based on my chosen criteria.  

 

Regarding research question 2, the de facto canon also shows an overrepresentation of male 

authors, who appears 70% of the time. I also found that in cases where texts by certain authors 

were repeated three times or more, 83% of these texts were written by male authors, while 

nearly 17% were written by female authors. Additionally, the author suggestions in L97 were 

83% male authors and nearly 17 % female authors. On the list of the most used authors not 

one female author is on the top 10 list. Nina Bawden is the author that is most used and is the 

twelfth most used author in total with her literary works appearing six times in the data 

materials. The data materials also include few female canonical authors and if they are 

included, this is mostly in the textbooks made for L97. 

 

The representation of male and female authors in these textbooks is imbalanced and in need of 

a revision so students can get a realistic impression of the English-speaking world. The three 

curriculums used in this study describe in different aspects that students shall meet diversity 
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through reading texts. The students shall also learn about themselves and about others. 

Textbook authors have a responsibility to strive for such diversity. In the surveyed selection, 

the gender aspect of diversity is not met. Today, if teachers and professors want to teach an 

equal number of male and female authors to their pupils, they will need to find additional 

materials on other types of platforms than textbooks.  

 

6.2 Further research  

In this study I have focused on text selection and gender representation in textbooks. There 

are, however, several interesting avenues for further research in the field that my data open 

up. For example, due to time limitations I did not have the opportunity to research how many 

times each genre was used in this sample. This could be interesting to research further, in 

particular to look at gender connected to genre and research whether there is any congruency 

between the two factors. One could look at which gender is represented more in one genre 

than another and if there are any circumstances in which there is large differences in gender 

representation in different genres. Something that also could be interesting to research is 

textbook authors’ attitudes towards gender representation and the importance of that in their 

textbooks. One could simultaneously look at teachers’ awareness towards gender 

representation in the text selections that they use. Another interesting area that could be 

interesting for further research are teacher educational programs and to study both students’ 

and professors’ attitudes to canon and gender representation as well as researching the actual 

syllabi that are used in higher education. Teacher education programs likely impact what 

future generations of teachers use in their teaching practice. Additionally, it could be 

interesting to research teachers’, students’ and textbook authors’ sources of information when 

finding teaching literature. One could also look at presentations of authors in textbooks and 

see if either the numbers or content in these differs for male and female authors. This study 

looked at English textbooks for grades 8-10, and further research could be done on textbooks 

for other grades. It could also be beneficial to research to what degree English textbooks 

include different types of marginalized groups. 

 

Finally, as shown in section 4.9, the textbooks for L97 have several adaptations for different 

reading abilities. The newer textbooks do not have this included in their textbooks. This could 

be interesting for another research. The textbook authors choice of adapting some texts show 

that these are viewed as good examples of model texts. It can also indicate that these texts are 
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so important to read, that they are adapted to fit students with different reading abilities, 

suggesting that every student should be exposed to them. It would be interesting to research 

this further. One could conduct research about the reasons behind such adaptations. In 

general, the data material used in this study was large enough to open up several possible 

avenues for additional research.  

 

Although this was not initially in my research questions, I think it is interesting to look at the 

reasons behind this disappearing in the newer versions. When it comes to the additional 

adapted versions of original texts, this can show that there is more trust that the teacher 

themselves adapt for the students reading abilities. Additionally, textbooks are probably not as 

heavily relied upon as in 1997 because of the resources that also exist online. Although this 

was a very interesting finding, this was not something that I had the time and resources to 

study in-depth. However, this is something that could be interesting as a subject for further 

research.  

 

6.3 Concluding remarks  

The curriculums in Norway are documents provided by government and hence include 

descriptions of the purpose of education. They also provide textbook authors and teachers 

guidelines of what students shall acquire specifically in the different grades. Textbooks 

provide suggestions and hence guidelines for the teachers’ professional practice. Further on, 

teachers decide what knowledge the students have access to learn. These factors are of impact 

to each other and works in a continuing circle. It is therefore important to research what type 

of content is used in classrooms and why they are used. De facto canons represent the texts 

and authors that are canonical in the sense that they are often repeated and survives in 

teaching materials despite changing curriculum periods. The textbooks that I have studied as 

well as the previous studies show that the representation of female authors is still narrower 

than it is for their male colleagues. By giving female authors a smaller place in school, those 

that do get represented, carry a larger burden than male authors. The pressure is on these 

female authors to represent all female authors, limiting the pupils’ ability to encounter a larger 

variety of female experience and points of view. It is also important to remember that 

although we have come a long way towards gender inclusion, there is still a long way to go. 

Leading students into thinking that gender inequality is merely a historical phenomenon, and 
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is no longer existent today, is an injustice to those that have fought against this inequality, to 

this generation, and to future generations.  
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Appendices 

 

Appendix 1 Information about Aschehoug’s textbooks  

Title of 

Textbook 

Edition and 

Publishing Year 

Authors Editor(s) 

Catch 8 2nd ed. (1997) Berit Jansby, Anne-Karin 

Korsvold, Wendy Scott 

Anne Helene Aarflot 

Catch 9 2nd ed. (1998) Berit Jansby, Anne-Karin 

Korsvold, Wendy Scott 

Anne Helene Aarflot 

Catch 10 2nd ed. (1999) Berit Jansby, Anne-Karin 

Korsvold, Wendy Scott 

Anne Helene Aarflot  

Stages 8 1st ed. (2013) Kristin Måge Areklett, 

Synnøve Pettersen, Felicia 

Røkaas, Hilde Tørnby  

Siri Daasvand og 

Margareth Reiersen 

Stages 9 1st ed. (2014) Kristin Måge Areklett, 

Synnøve Pettersen, Felicia 

Røkaas, Hilde Tørnby 

Siri Daasvand, 

Margareth Reiersen 

og Bjørg Brauteset 

Stages 10 1st ed. (2015) Kristin Måge Areklett, 

Synnøve Pettersen, Felicia 

Røkaas, Hilde Tørnby 

Siri Daasvand og 

Bjørg Brauteset 

Stages 8 2nd ed. (2020) Synnøve Pettersen and Felicia 

Røkaas 

Siri Daasvand 

Stages 9 1st ed. (2021)  Synnøve Pettersen and Felicia 

Røkaas 

Siri Daasvand 

Stages 10 1st ed. (2021) Synnøve Pettersen and Felicia 

Røkaas 

Siri Daasvand 
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Appendix 2 Information about Cappelen Damm’s textbooks  

Title of 

Textbook 

Edition and 

Publishing Year 

Authors Editor(s) 

Flight 8 1st ed. (1997) Berit Haugnes Bromseth and 

Lisbeth Wigdahl 

Arne Øgård 

Flight 9 1st ed. (1998) Berit Haugnes Bromseth and 

Lisbeth Wigdahl 

Arne Øgård 

Flight 10 1st ed. (1999) Berit Haugnes Bromseth and 

Lisbeth Wigdahl 

Ingar Ebbestad 

Connect 8 1st ed. (2016) Tone Madsen and Siri 

Mohammad-Roe 

Cecilie Cathrine 

Mileman 

Connect 9 

 

1st ed. (2017) Emily Haegi, Tone Madsen, 

Siri Mohammad-Roe 

Cecilie Cathrine 

Mileman 

Connect 10 1st ed. (2018) Emily Haegi, Tone Madsen, 

Siri Mohammad-Roe 

Cecilie Cathrine 

Mileman 

Engelsk 8 1st ed. (2020) Tone Madsen and Siri 

Mohammad-Roe 

Cecilie Cathrine 

Mileman and Dyveke 

H. Eriksen 

Engelsk 9 1st ed. (2020) Emily Haegi, Tone Madsen, 

Siri Mohammad-Roe 

Cecilie Cathrine 

Mileman 

Engelsk 10 1st ed. (2021) Emily Haegi, Tone Madsen, 

Siri Mohammad-Roe 

Cecilie Cathrine 

Mileman 
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Appendix 3 Information about Gyldendal’s textbooks  

Title of 

Textbook 

 

Edition and 

Publishing Year 

Authors Editor(s) 

Search 8 

 

1st ed. (1997) Anne-Brit Naustdal Fenner 

and Geir Nordal-Pedersen 

Elizabeth Reizer 

Search 9 

 

1st ed. (1998) Anne-Brit Naustdal Fenner 

and Geir Nordal-Pedersen 

Elizabeth Reizer 

Search 10  

 

1st ed. (1999) Anne-Brit Naustdal Fenner 

and Geir Nordal-Pedersen 

Elizabeth Reizer 

Enter 8 1st ed. (2015) Elizabeth Diskin, Kirsti Grana 

Winswold, Knut Kasbo 

Kristine Uldal 

Enter 9 1st ed. (2016) Elizabeth Diskin and Kirsti 

Grana Winswold 

Kristine Uldal 

Enter 10 1st ed. (2017) Elizabeth Diskin and Kirsti 

Grana Winswold 

Kristine Uldal 

Enter 8 2nd ed. (2020) Elizabeth Diskin, Kirsti Grana 

Winswold, Knut Kasbo 

Kristine Uldal 

Enter 9 2nd ed. (2020) Elizabeth Diskin and Kirsti 

Grana Winswold 

Kristine Uldal 

Enter 10 2nd ed. (2021) Elizabeth Diskin and Kirsti 

Grana Winswold 

Kristine Uldal 
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Appendix 4: Data material Aschehoug  
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Appendix 5: Data material Cappelen Damm 
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Appendix 6: Data material Gyldendal  
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