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Abstract  
As the world provides a myriad of possibilities in the use of texts in the classroom, studying the 

use of textbooks and other texts in classrooms is both significant and interesting. 

Conceptualizing texts as tools gives an insight into the important contribution of texts in the 

social learning environment of the classroom, and thereby reflects the importance of teachers’ 

text choices. Research has shown that the textbook has historically had a prominent position in 

classrooms in Norway (Blikstad-Balas, 2014; Hansen, 2018; Juuhl et al., 2010; Skjelbred et al., 

2017; Knudsen, 2011). However, recent studies in the subjects English, Norwegian, social 

studies, and history have found that the textbook has lost some of its position and that hybrid 

text practices, where the textbook and other texts are combined, might be more prominent today 

(Aashamar et al., 2021; Rasmussen & Lund, 2015). Based on these prior studies, this MA thesis 

aims to identify What characterizes the use of textbooks and other texts in ten English and 

German classrooms in two lower secondary schools? To answer this overarching research 

question, I have employed four methods of inquiry, using data collected and made accessible 

through the ETOS project: (i) 34 video recorded language lessons, validated by (ii) 11 screen 

recordings of student screens in these language lessons, (iii) four teachers’ responses to a 

questionnaire, and (iv) a teacher focus group involving three teachers.  

My findings unveiled that hybrid practices were used in all ten classrooms in this study. These 

practices were characterized by digital and paper-based texts including the textbook. In 

addition, fiction, non-fiction and informative texts were used across the classrooms. 

Furthermore, the textbook was used at both schools and in both subjects, however, it was almost 

always supplemented with other texts. When comparing the two language subjects, the textbook 

seemed to have stronger position in the German lessons, than in the English lessons.  

Implications involve the acknowledgment that teachers not only benefit from the possibility to 

combine different types of text and text media, but also the importance of having various texts 

available. Another implication concerns the difference between English and German, where it 

seems more important to have access to a textbook in German than in English. The teachers in 

this study appeared autonomous in their choice of texts, and did not seem confined by lesson 

plans or the textbook. These findings suggest that teachers have a substantial responsibility 

regarding the choice of texts. These insights into the textbook’s changed position in language 

classrooms contribute important information in relation to the purchase of new teaching aids in 

regard to the implementation of the new English and German curricula.  
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Sammendrag  

Ettersom dagens samfunn gir utallige muligheter for bruk av tekster i klasserommet, er det både 

viktig og interessant å studere bruk av lærebøker og andre tekster i klasserommet. 

Konseptualisering av tekster som verktøy gir innblikk i teksters posisjon i det sosiale 

læringsmiljøet i klasserommet, og reflekterer dermed betydningen av lærernes valg av tekster. 

Forskning har vist at læreboka historisk sett har hatt en fremtredende posisjon i klasserom i 

Norge (Blikstad-Balas, 2014; Hansen, 2018; Juuhl et al., 2010; Skjelbred et al., 2017; Knudsen, 

2011). Samtidig har nyere studier funnet at læreboka har endret sin posisjon i fagene norsk, 

engelsk, samfunnsfag og historie, ved at hybride tekstpraksiser der læreboka kombineres med 

andre tekster er blitt mer vanlig (Aashamar et al., 2021; Rasmussen & Lund, 2015). Basert på 

denne forskningen, vil denne masteravhandlingen svare på følgende forskningsspørsmål: Hva 

kjennetegner bruk av lærebøker og andre tekster i ti engelsk- og tyskklasserom ved to 

ungdomsskoler? 

For å svare på problemstillingen, har jeg tatt i bruk fire metoder, der jeg benytter data fra ETOS-

prosjektet: (i) 34 videofilmede undervisningstimer, validert ved hjelp av (ii) 11 skjermopptak 

fra elevenes maskiner i de filmede timene, (iii) fire læreres responser på et spørreskjema, og 

(iv) en fokusgruppe med tre lærere.  

Funnene viser at hybride praksiser brukes i alle ti klasserommene i denne studien. Disse 

praksisene var kjennetegnet ved bruk av digitale og papirbaserte tekster, inkludert læreboka. I 

tillegg fant jeg at skjønnlitteratur, sakprosa og fagtekster ble brukt på tvers av klasserommene. 

Læreboka var i bruk på begge skolene og i begge fagene, og nesten alltid supplert med andre 

tekster. Når jeg sammenlignet de to språkfagene, så det ut til at læreboka hadde en sterkere 

posisjon i tysktimene enn i engelsktimene. 

Implikasjoner av denne masteroppgaven handler både om å anerkjenne betydningen av at lærere 

har muligheten til å kombinere ulike typer tekster og medier, og betydningen av å ha tilgang på 

ulike tekster. En annen implikasjon handler om forskjellene mellom engelsk og tysk, der det 

ser ut til at læreboka er viktigere i tysk enn i engelsk.  Lærerne i denne studien ser ut til å være 

autonome i sitt valg av tekster, og ser ikke ut til å være avhengige av ferdige planer eller 

læreboka. Disse funnene indikerer at lærere har et betydelig ansvar for valg av tekster i egen 

undervisning. Videre bidrar denne innsikten i lærebokas endrede posisjon i språkklasserom med 

viktige innspill med tanke på innkjøp av nye læremidler i implementeringen av de nye 

læreplanene i engelsk og tysk. 
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1 Introduction 
 

I have always been interested in texts; literary texts, fictional texts, articles, and texts where I 

can learn something. Texts hold secrets only the reader or listener gets insight into. My interest 

in text continued when I started the Master of Education program at the University of Oslo. I 

understood that as a language teacher I can choose how to introduce my students to the world 

of texts. How frightening, but at the same time very exciting it is to know that as a language 

teacher, I can contribute to the molding of a textual framework, a pool of text references for the 

students even to use later in life. The use of texts in the classroom is especially exhilarating 

with all the resources available today, including textbooks, the internet, and other teaching 

material. There are myriad possibilities for the language teacher. In addition, students are 

exposed to a number of texts in various languages in their spare time through the internet 

(Brevik, 2019; Gee, 2017). I chose to write my MA thesis on the use of texts in the classroom, 

because I find teachers’ text choices fascinating and I wish to study what types of texts that are 

used in the language classroom, and where teachers find these texts. Specifically, I am 

interested in studying how texts are used in the language lessons in lower secondary school.  

Of particular interest to my MA thesis is the comparison between text use in the subjects English 

and German, because of their commonalities as language subjects, although with very different 

statuses in Norwegian schools. Whereas English is a mandatory second language (L2) subject 

taught from 1st grade in all schools, German is a voluntary foreign or third language (L3) subject 

offered from 8th grade in many schools. Furthermore, studying the use of text in both English 

and German lessons contribute to understanding potential differences and similarities between 

language subjects, when working with texts. Studying similarities and differences between the 

text use in these subjects might also contribute to broadening our knowledge of what types of 

texts were used in language classroom during the last school year of the former curriculum, 

specifically during the 2019–20 school year. This insight can form a baseline for later 

comparative analysis of the former curriculum (LK06) and the new one (LK20), which might 

be important in understanding the possibilities of plurilingualism and interdisciplinary 

collaboration among teachers when working with the new curriculum (LK20).  

The process of writing this MA study has been very educational, both professionally as a future 

teacher, and in learning the importance of research. I have enjoyed both the theoretical and 

practical work this MA thesis has offered. Each step in the process has taught me something 
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new and I believe it has made me a better teacher. I especially appreciated the collection and 

analysis of data material due to the extraordinary insight such material provides. Through a 

carefully conducted and time-consuming analysis, I have been given an insight into how texts 

are used in English and German classrooms. Further, I have been given insight into the hybridity 

that characterizes text use in the highly technological time we live in, and how teachers take 

use of the possibilities associated with this. In the future I will pay special attention to the text 

choices I make as a teacher and try to incorporate my students into the process. I will also 

consider the differences and similarities between English and German and try to promote 

interdisciplinary collaboration to profit the students in their work with language.  

1.1 Interdisciplinary research and plurilingualism   
 

As my MA study is interdisciplinary, studying two language subjects, this study can be defined 

as plurilingual. In this respect, it is relevant to refer to the Common European Framework of 

Reference for Languages (CEFR): 

The plurilingual approach emphasises the fact that as an individual person’s experience of language in its 

cultural contexts expands, from the language of the home to that of society at large and then to the 

languages of other peoples (whether learnt at school or college, or by direct experience), he or she does 

not keep these languages and cultures in strictly separated mental compartments, but rather builds up a 

communicative competence to which all knowledge and experience of language contributes and in which 

languages interrelate and interact. (CEFR, 2001 Section 1.3) 

According to the CEFR, plurilingualism involves seeing languages as interrelated and 

understanding language as intersecting in nature. In the plurilingual understanding of language, 

the language learner builds communicative competence based on previous knowledge and 

experience with language(s), where languages are seen as interconnected and mutually 

influencing each other. The idea that languages constantly influence each other is at core for 

my MA thesis. When helping students develop their language competence, it is of importance 

to understand how languages interrelate and interact. The learners are seen as social agents who 

draw on linguistic and cultural experience and knowledge, where the goal is not just mastery of 

one or more languages, but to develop a linguistic repertoire (CEFR, 2020, section 4).  
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Figure 1.1 Plurilingual and pluricultural competence (CEFR, 2020, section 4). 

Figure 1.1 illustrates how plurilingual and pluricultural competence is divided into three 

aspects, where the learner’s achievement of “plurilingual and pluricultural competence” is 

depending on three factors. These are categorized from level Pre-A1 to C2. According to the 

CEFR (2001), such competence can be developed by, (1) building on a pluricultural repertoire 

where the learner needs to have ambiguity when facing different cultures, focusing on 

developing intercultural competence; (2) the learner’s ability to see linguistic differences and 

similarities and being able to see parallels across different languages; and (3) the learner’s 

ability as a social agent to take use of the two already mentioned abilities to effectively 

communicate in multilingual contexts where people do not share a common language, for 

example by adjusting language according to the skills of the interaction partner and 

understanding when to blend or alternate between languages (CEFR 2020, section 4).  

A part of the CEFR’s plurilingual and pluricultural competence aims is also directly connected 

to text use, where a learner should be prepared to make sense of texts in new languages, by 

using strategies developed while working with language subjects in school. According to 

CEFR, students should develop the following: 

Proactive capacity to use knowledge of familiar languages to understand new languages, looking for 

cognates and internationalisms in order to make sense of texts in unknown languages – while being aware 

of the danger of “false friends” (CEFR, 2020, Section 4). 

For students to develop such interconnected understandings of languages, the CEFR 

emphasizes how the use of different languages should be encouraged and learners should get 

help to develop strategies that can be used across languages. In addition, students should get 

Plurilingual and 
pluricultural competence

Building on 

pluricultural
repertoire

Plurilingual 
comprehension

Building on 

plurilingual
repertoire



4 
 

familiar with “transparent words” and “false friends” when working with texts. The operational 

definition of “transparent words” being words with similar spelling and the same meaning, and 

operational definition of “false friends” being words with similar form or sound but with a 

different meaning (CEFR, 2020). Although this master thesis does not directly focus on 

interdisciplinary strategies, it gives an overview of the texts used in the two language subjects 

English and German, which can help promote such interdisciplinary strategies. 

1.2  Teaching aids, textbooks, and texts  
 

For decades, the textbook has been the core structural element of teaching, but recent years 

there has been a change in how teachers use texts (Aashamar et al., 2021; Blikstad-Balas, 2014; 

Hansen, 2018). Skjelbred et al., (2017) write that the LK06 curriculum made room for more 

freedom for teachers to decide texts themselves and with the constant emergence of internet 

resources, the teaching in Norwegian classrooms have changed (Blikstad-Balas, 2014). In 

relation to the new curriculum (LK20) and the purchase of new teaching material, it is important 

to consider how teachers actually use texts and textbooks in language classrooms, and to listen 

to teachers’ opinions concerning what kind of texts they wish to use and their opinions on what 

will benefit their students. In this MA thesis, I will draw on these aspects related to the 

observation of the use of texts and textbooks in English and German lessons during the 2019-

2020 school year, and teachers’ self-reported perspectives on such use.  

1.3  My contribution and research questions  
 

Prior research related to the textbook and textbook use typically rely on content analysis of 

textbooks or on teachers’ self-reports through questionnaires and interviews (e.g., Juuhl et al., 

2010; Rasmussen & Lund, 2015). A recent study by Aashamar et al. (2021) takes a different 

approach by using video data from naturally occurring instruction to observe how texts are used 

in Norwegian, English and social studies lessons in seven lower secondary schools in Norway 

across two school years (9th and 10th grade). This study inspired me to study how texts are used 

in language lessons across the subjects English and German in lower secondary classrooms. I 

found this focus of particular relevance, especially in light of the increased focus on 

interdisciplinarity in LK20 and plurilingual competence in the CEFR. I wished to use video 

observation in my examination, to study how textbooks and other texts were actually used by 

language teachers in the classroom. In addition, I wanted to incorporate teachers’ self-reports, 
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to get a more nuanced picture of text use in these classrooms, by drawing on both researcher 

and teacher perspectives. This mixing of methods also enabled me to build on and extend prior 

research that had studied one of these methods.  

In my study, I examine what types of texts that are used in the two language subjects, 

represented through video observations and self-reports, and to consider if texts are used 

through the textbook or through other media. Building on Aashamar et al. (2020), I also wanted 

to look at the time spent on different text types, specifically fiction, non-fiction, and informative 

texts, and the time spent on texts in the textbook compared to texts in other media. Furthermore, 

I wanted to look at how the teachers in the video-recorded lessons used the texts to structure 

their teaching. Based on these considerations, my overarching research question is:  

What characterizes the use of textbooks and other texts in ten English and German 

classrooms in two lower secondary schools? 

 To answer this overarching research question, I have formulated three sub-questions (RQ): 

RQ1: Which types of texts are used in the observed L2 English and L3 German classrooms? 

RQ2: What similarities and differences in text use are found between the language subjects 

English and German at two lower secondary schools? 

RQ3: To what extent and how do the teachers use texts to design and structure their language 

lessons? 

Hansen (2018) points out that the most appropriate method in textbook studies is a mixed 

methods research design, which is the design I have chosen. The methods I have deployed to 

answer the overarching research question and the three sub-questions are (i) video-recorded 

observation, (ii) screen recordings, (iii) questionnaire, and (iv) a teacher focus group. The first 

two data sources enabled examination of observations from naturally occurring language 

lessons, whereas the two latter data sources enabled examination of teachers’ self-reports.  

1.4 The ETOS project  
 

The choice of topic and participants was informed by the research project Evaluation of 

bilingual Training Opportunities in Schools (ETOS). I was lucky enough to be invited by the 

project leader, Associate professor Lisbeth M. Brevik at the Department of Teacher Education 

and School Research at the University of Oslo, to take part in the ETOS project and to use 
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already collected data material. ETOS is a research and evaluation project that studies bilingual 

instruction at two lower secondary schools. The schools are situated in geographical areas with 

different socio-economic status (SES). The aim of the project is to examine how the schools 

take responsibility for languages across subjects that are taught in a combination of English and 

Norwegian, in addition to foreign language teaching (Brevik & Doetjes, 2020). Among the 

eight subjects evaluated in the ETOS project, English and German are two. This suited my MA 

thesis well, since I wished to compare the use of textbook and other texts across these two 

language subjects.  

1.5 Thesis outline   
 

Following this introductory chapter, Chapter 2 presents the theoretical framing for my MA 

thesis and relevant prior research concerning the use of textbooks and other text media in the 

classroom. In Chapter 3, I give an account of the methods I have used to answer my RQs, 

including the data collection procedures in the ETOS project, the analysis of my data material, 

research credibility and ethical considerations. In Chapter 4, I present my findings, which are 

further discussed in light of relevant theory and prior research in Chapter 5. Chapter 6 contains 

concluding remarks, before I present suggestions for further research. 
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2 Theory and prior research  
 

In this chapter, I present the theoretical framework of my MA study, explaining the perspectives 

I understand to be essential for the role of English and German text use in class. In this study, I 

investigate the use of textbooks and other text media in the classroom, not the content or the 

quality of the texts. Vygotsky’s (1978, 1986) theory on sociocultural learning suits as a 

theoretical framework for my study on two levels; i) the conceptualization of textbooks and 

texts as tools in teaching is in line with Vygotsky’s theory on the role of artefacts in the 

classroom, and ii) the classroom is a social environment and social interactions are key to 

learning (Vygotsky, 1978, 1986).  

First, I present Vygotsky’s sociocultural theory as a theoretical framework (2.1). Secondly, I 

present an operational definition of ‘text’ (2.2), including conceptualizations of text culture, 

literacy, teaching aids and text types. Third, I move on to the textbook’s position in Norwegian 

language classrooms (2.3). When choosing texts, the teacher is important, and therefore I 

introduce the teacher as a designer of language lessons (2.4), including conceptualizations of 

hybrid practices (2.4.1). Next, I offer a review of prior research relevant for this MA study (2.5). 

Finally, I summarize the relevance of the theoretical framing and prior research for my MA 

thesis (2.6).  

2.1 Vygotsky’s sociocultural theory  
 

Learning awakens a variety of internal developmental processes that are able to operate only when the 

child is interacting with people in his environment and in cooperation with his peers. Once these processes 

are internalized, they become part of the child’s independent developmental achievement (Vygotsky, 

1978, p. 90).  

As stated in the above quote, learning happens in social contexts, where students can interact 

with and learn from each other. Vygotsky’s theory on sociocultural learning is highly relevant 

for this MA study, because I examine the use of textbooks and other texts in L2 English and L3 

German lessons in lower secondary classrooms. The classroom is a social environment, where 

students, teachers and artefacts build on each other and help the student in the process of 

development (Vygotsky, 1978). According to Vygotsky (1978), school learning offers a new 

sort of learning to the child in comparison to the learning of language outside school. 

Vygotsky’s (1978) point is that school learning not only brings a systematic approach to 

learning, but simultaneously brings something fundamentally new into the child’s life, defined 
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as The Zone of Proximal Development (ZPD). In the social context, the child can be constantly 

scaffolded in the ZPD by the teacher or other peers (Vygotsky, 1978).  

The classroom is a platform for social interaction, activities, and experiences revolving around 

languages, thereby a possible arena for more advanced learning. Gee (2017) refers to such 

mindful or focused experiences as +experiences. In a +experience it is crucial that the learner 

takes an active part in the experience, that the learner cares about the outcome, and that a tool 

or a peer helps the learner pay attention to the most relevant and important aspects of the 

experience (Gee, 2017). In relation to text use, teachers can design such +experiences to help 

students navigate in the text and pay attention to important aspects. Gee (2003) argues that 

reading a text is a part of a bigger embodied experience. The text is not understood as purely 

verbal where the words in the text and their relationship to each other is the only aspect that 

creates meaning. In contrast, the learner moves back and forth between different texts to create 

an understanding of the particular text or genre by developing an understanding of texts in 

relation to each other (Gee, 2003). By discussing texts in social contexts and engage in 

discussions around text with teachers or peers, learners can develop a deeper and extended 

understanding of the text and its context (Gee, 2017; Vygotsky, 1978).  

According to Vygotsky (1978), learning does not automatically lead to development, but proper 

organized learning can resolve in deeper mental development. Learning first takes place on a 

social (intermental) level before it takes place on an individual (intramental) level (Vygotsky, 

1978). Neither the student nor the teacher takes on a passive role in teacher-student interaction 

(Vygotsky, 1978). In the learning process, both participants are active, and the student learns 

from the perspective of the more knowledgeable other (Vygotsky, 1978). Especially, the active 

role of the teacher is significant when designing the teaching and choosing texts. According to 

Gee (2017), one of the most crucial jobs of the teacher is to help students understand 

transactions and create connections from real-life experiences and texts from various digital 

and paper-based media. When engaging in talk about texts with student learners, the teacher or 

fellow peers can help scaffold the learner into new understanding of text and help create 

transactions where the student develops a deeper understanding of the text:   

When parents, mentors, and teachers create transactions and connections between real-world experiences 

and talk, text, and various forms of media, they are engaged in one of the most crucial aspects of child 

development. (Gee, 2017, p. 39) 

The teacher […] has to become the director of the social environment which, moreover, is the only 

educational factor. When he acts like a simple pump, filling up the students with knowledge, there he can 
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be replaced with no trouble at all by a textbook, by a dictionary, by a map, by a nature walk [...] When he 

is simply setting forth ready-prepared bits and pieces of knowledge, there he has ceased being a teacher. 

(Vygotsky 1997, p. 339) 

The teacher’s active role as a designer is immensely important because the teacher is 

responsible for choosing the tools – in this study the texts – that the students are exposed to. In 

some cases, students come from backgrounds with little knowledge of texts and the only 

scaffolded meetings with texts are those designed by the teacher (Blikstad-Balas, 2015). As 

described in the two quotes above, the teacher in the Vygotskian classroom is not solely 

responsible for choosing and giving out texts but also for designing activities related to the 

texts, so that students are able to draw important connections between text and context (Gee, 

2017). To help students engage with texts, Edwards’s (2015) Quadrant Model illustrates how 

tasks can be used to promote learning.  

4.  Demonstration of grasp of key 

concepts and ways of enquiring 

through summative assessment 

1. Introduction of key concepts and 

modelling of ways of engaging with 

key concepts 

3. More open tasks which enable 

learners to apply key concepts and 

ways of enquiring 

2. Tightly structured tasks which 

demand engagement with key 

concepts and ways of enquiring 

 

Figure 2.1 The Quadrant Model: task sequencing to promote learning (Edwards, 2015, p. 21) 

In the model, quadrant 1 illustrates how teachers first introduce learners to ways of working 

with the key concepts, which in my study is the text. Next, the learner begins to engage with 

concepts and themes through guided instruction. In quadrant 2, the teacher instruction is in 

focus and the learner is guided towards independence through tightly structured tasks, for 

example by reading a text in a certain way. Quadrant 3 leads the learner to more open tasks, 

where the learner gets to apply key concepts, for example through discussion of a text. Finally, 

the learners demonstrate their knowledge through summative assessment in quadrant 4. 

Edwards’ (2015) Quadrant Model can be used to illustrate how text use in the classroom is often 

carefully planned by the teacher. The text is not just in use when read, it is also in use during 

activities related to text, such as tasks prior, during, or after reading (Brevik, 2019). This process 

consists of interaction on three levels, between the teacher and student, student and text, and 

teacher and text. As Claxton (2007) states, the teacher creates the bond between the student and 

the text:  
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The teacher in the Vygotskian classroom carefully designs a learning environment where students are 

actively involved, enabling them by giving them the tools to use and creating an environment where they 

can use the tools in meaningful ways (Claxton, 2007). 

 

Figure 2.2. Vygotsky's triangular model: The relationship between text, teacher, and student 

(Vygotsky, 1978) 

Figure 2.2 presents the relationship between the text, the teacher, and the student. The text that 

the teacher chooses, which media it is presented through, how it is approached, and how much 

time is spent on the text, depends on the teacher’s understanding of the student group. The 

interaction between the three outer parts in Figure 2.2 is that the teacher uses texts by creating 

teaching and learning situations where students learn from these texts, which again can lead to 

development (Thonhauser, 2020; Vygotsky, 1978). For this to occur, they formulate work 

instructions, select activities from textbooks or customize them, create additional material, and 

assess which teaching and learning goals they want the students to achieve when working with 

the text. The prerequisite for this didactic work is that the teacher knows the linguistic, 

functional, and situational properties of text types (Thonhauser, 2020). As Claxton (2007) 

states, the teacher creates environments where the students can use tools or texts in meaningful 

ways. The learners then engage with the text and the text can help them relate more to their 

external environment. Texts can also function as a way to understand others’ lived realties or 

to draw connections from their own experiences to texts (Gee, 2017).  

Vygotsky points out the importance of tools (here: texts) as follows: 

Learning

(development)

Artefact

(text)

StudentTeacher
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The effect of tool use upon humans is fundamental not only because it has helped them relate more 

effectively to their external environment but also because tool use has had important effects upon internal 

and functional relationships within the human brain. (Vygotsky, 1978, p. 133) 

In line with this quote, Vygotsky’s theory on the conceptualization of technologies and 

materials as artefacts is highly relevant. This conceptualization can be used “to describe how a 

person does not simply create and give a form to things but is also shaped by his or her 

interaction with them” (Hansen, 2018, p. 377). One needs to study the actual use of the textbook 

and other text media in the classroom, to see how this interaction between the teacher, the 

learners and the text plays out. In this MA study, textbooks and texts have been conceptualized 

as mediating artefacts or tools. However, such research requires an operational definition of the 

word ‘text’, which is given in the next section.  

2.2 Text  
 

According to Aamotsbakken (2008), text is a broadly used term with many different meanings. 

Texts can be found in oral or written formats, and they can be found through all sorts of media, 

such as printed books or audiobooks, on the radio, on webpages, commercials, films and so 

forth (Skjelbred, 2019). Skjelbred (2019) defines texts as “part of a communication between a 

sender and a recipient, and they have a purpose”. (p. 13, my translation). In line with this 

definition, this study relies on a wide and dynamic approach to texts, which includes digital, 

paper-based and multimodal texts. Teacher-made material is included. However, Power Points 

made by the teacher is not considered a text in this study, because they count as a part of the 

teacher’s oral instruction unless the text in the Power Point is authentic or used as an object for 

analysis in great parts of the lesson (Aashamar et al., 2021). This broad definition of texts is in 

line with how the LK06 and LK20 curricula define texts. The LK06 English curriculum’s 

purpose states that “language learning occurs while encountering a diversity of texts, where the 

concept of text is used in the broadest sense of the word” (UDIR, 2013).   

2.2.1 Text culture  

 
Literacy is the ability to identify, understand, interpret, create, communicate and compute, using printed 

and written materials associated with varying contexts. Literacy involves a continuum of learning in 

enabling individuals to achieve their goals, to develop their knowledge and potential, and to participate 

fully in their community and society. UNESCO, 2004.) 

Unesco’s (2004) definition is based on literacy as a broad term. Literacy is closely linked to the 

development of students’ text comprehension and according to Skjelbred (2019), the school’s 
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most important task is to make students literate in the broadest sense of the term. Texts give 

meaning both through the actual content of the text and through the given context (Skjelbred, 

2019). The text culture in a classroom is an example of such a context (Skjelbred, 2019). Bakken 

and Andersson-Bakken (2016) write that different ‘text cultures’ exist in teaching materials and 

that they shape our understanding of what a text is. Text cultures can be defined as “a group of 

people who interact through text from a roughly joint set of norms” (Tønnesson, 2012, p. 58, 

my translation). The relevant text culture for this study is the school’s text culture, more 

specifically, the text culture of the language subjects English and German in lower secondary 

schools in Norway. Defining the text culture is necessary because it explains what sort of texts 

one is exploring and which academic field the research is directed towards. In the following 

quote, Aamotsbakken (2008) states that most language subjects are ‘text subjects’ and she 

argues that it is important to study the use of teaching materials in such subjects:  

The classroom as an arena and everyday school life as an existential framework involve continual text 

usage and text formation. Without defining all school activities as texts, we can claim that most school 

subjects are ‘text subjects’, even though the nature and scope of teaching materials might differ greatly 

(Aamotsbakken, 2008, p. 33) 

According to Skjelbred (2019) approximately 800,000 people read textbooks and other school 

texts every day and roughly NOK 700 million are spent on textbooks and other teaching aids 

in Norway. Texts are fundamental in most school subjects. A study from Aashamar et al. (2021) 

found that texts were in use as much as 93% of the time in the English subject. Thonhauser 

(2020) writes that text is a significant part of the foreign language subject and thereby the 

German subject. Since German is a foreign language in Norway, I expect that texts are 

important also in German lessons.  

This study will focus on how texts are used by teachers in lower secondary school in English 

and German lessons. Which texts the teacher chooses to use is essential for the students’ 

learning outcome. For example, the implementation of authentic texts (i.e. texts that are not 

written for educational purposes) on the correct level can contribute with increased intercultural 

competence, because students get insight into authentic situations. The incorporation of 

authentic material can also make students more motivated, and it is important that students 

acquire knowledge and experience in relation to a variety of text categories such as poems, 

songs, recipes, shopping lists, emails and so forth in language subjects (Aladini & Farahbod, 

2020; Thonhauser, 2020).  
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Blikstad-Balas (2015) points out the importance of literacy in school, because students come 

from different homes with different socio-economic backgrounds where parents have dissimilar 

attitudes towards education. This can result in a varying degree of preparation for the text 

culture in school and thereby lead to varying results on tests. Studies have shown that schools 

contribute to the creation of social differences (Bakken & Elstad, 2012). In addition, Blikstad-

Balas (2015) argues that the text practices in schools are changing due to technological 

developments and that this enables more individual text practices. It has become harder to 

define which texts that belong to the text culture in school because the school’s literacy is less 

evident than before, and students have a higher degree of freedom of choice (Blikstad-Balas, 

2015).   

2.2.2. Teaching aids  

 

Several researchers have engaged in a debate where differences between ‘teaching aids’, 

‘learning resources’, ‘pedagogical texts’ and ‘texts in school’ are discussed. Scholars disagree 

on the use of these terms (Blikstad-Balas, 2014; Gilje, 2017; Hansen, 2015; Skjelbred, 2019). 

Gilje (2017) on the one hand, separates between teaching aids, which are meant for teaching, 

and resources for learning, which originally were not meant for teaching. Hansen (2015), on 

the other hand, separates between three categories; i) didactic teaching aids, which are made 

for teaching, ii) Semantic teaching aids, which are texts and other aids that are brought into the 

teaching, and iii) functional teaching aids, which are tools that are made to handle the content 

of the two former categories. Skjelbred (2019) uses the same overarching term as Hansen 

(2015), namely teaching aids, but leans on Skyum-Nielsen’s (1995) separation between primary 

and secondary pedagogical texts. Skyum-Nielsen’s (1995) explains the difference as follows: 

“Primary educational texts are those which were originally intended to function in education 

and teaching. […] In contrast, secondary educational texts are those which can certainly be used 

in education and teaching but were not originally intended for that purpose” (p. 173). 

Skjelbred’s (2019) ‘texts in school’ accommodates both primary and secondary educational 

texts, but her main focus is on the primary educational texts.  

In this MA study, I use the overarching term ‘teaching aids’. However, instead of separating 

texts into primary and secondary texts, this study focuses on authentic vs didactic material (see 

Aashamar et al., 2021). Since I look at authentic and didactic texts both inside and outside of 

the textbook, the focus is on the implementation of such authentic texts and where they come 
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from. What I call authentic material in the textbook would by Skjelbred (2019) be referred to 

as primary material, because it has been adopted to fit the classroom.  

This study aims to see how much time is spent on authentic and didactic material by dividing it 

into three categories: fiction, non-fiction, and informative text, where the two former categories 

fall under the term authentic texts because they are not originally meant for teaching, whilst the 

latter has a didactic purpose and is made for teaching (see Aashamar et al., 2021). This is 

important because even though a teacher might use a lot of authentic fiction, non-fiction might 

be absent, or vice versa. It will be interesting to see the differences and similarities in the use 

of these categories both inside and outside of the textbook in the different language subjects 

and then compare the representation. This analytical lens can reveal important aspects of the 

teachers’ text practice because one gets insight into which text categories that are represented 

at the different schools, in the different language subjects and in the individual classrooms.  

2.2.3 Text types 

 

In English classrooms in Norway, teachers use literature from authentic sources and from 

textbooks (Brevik, 2019; Lyngstad, 2019; Skjelbred et al., 2017). Content analysis of textbooks 

have concluded that textbooks consist of three types of text; fiction, non-fiction and informative 

text (Skjelbred et al., 2017). Aamotsbakken (2008) points out that these text types exist both in 

and outside of textbooks and argues that the “institutional location is an insufficient criterion; 

it is the text’s intention that is essential” (p. 25). In line with this criterion, the operational 

definitions for the categories informative text, fiction, and non-fiction that have been deployed 

builds on Aashamar et al. (2021).  

Fiction  

The LK06 English curriculum states that fiction and informative texts are significant when 

developing knowledge, understanding and respect for other cultures and ways of living (UDIR, 

2013). As stated in the curriculum, fiction is relevant both in English and in German. In this 

study, the term fiction is used when referring to literary texts that are written by other authors 

than the textbook authors and not written for educational purposes (Aashamar et al., 2021; 

Aamotsbakken, 2008; Skjelbred et al., 2017). The purpose of fiction in this sense is as an object 

of analysis, interpretation, discussion, or to be read for the sake of the students’ enjoyment 

(Aashamar et al., 2021; Skjelbred et al., 2017). As such, fiction includes novels, short stories, 

films, music videos, songs, lyrics and illustrations. 
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Non-Fiction 

Job and Coleman (2016) argue that non-fiction is important for students to learn an academic 

language and engage with non-fiction literature to meditate own writing. In this study, the term 

non-fiction will describe authentic texts not written for education, covering facts, as opposed to 

fiction. The term refers to texts written by other authors than the textbook authors 

(Aamotsbakken, 2008; Aashamar et al., 2021; Skjelbred et al., 2017). A non-fiction text is used 

as a basis for analysis, interpretation, discussion or to read for the sake of enjoyment (Aashamar 

et al., 2021; Skjelbred et al., 2017). Examples of such texts can be digital or paper-based 

newspaper articles, pictures, quotes from famous people, the curriculum, documentaries, and 

historical pictures. 

Informative text 

In this study, the term informative text will be deployed on all texts with the sole purpose to 

inform rather than being an object of analysis (Aashamar et al., 2021). According to 

Aamotsbakken (2008), the main difference between non-fiction and informative text is the 

purpose of the text. Informative texts in textbooks are typically written by the textbook authors, 

however, they are also found online, for example on Wikipedia, History.no, Globalis.no, SNL 

or copied from other textbooks (Aashamar et al., 2021). Informative texts can also comprise 

teacher-made material, such as tests and task sheets.  

In this study, I distinguish between fiction, non-fiction, and informative texts found both in the 

textbook and outside – in other sources. This division will potentially provide an overview of 

what types of texts the teachers use from the textbook and what types of texts they access in 

other sources. Distinguishing between the text sources in this way gives an overview of the time 

used on the assigned textbook, which is an important aspect of this study.   

2.3 The textbook  
 

Historically, the textbook has had a prominent position in Norwegian classrooms (Hansen, 

2018; Juuhl et al., 2010; Knudsen, 201; Skjelbred et al., 2017). In foreign language subjects, a 

workbook often supplements the textbook with grammar exercises. In my definition of the 

textbook, I include the workbook. Although teachers may use any resources they wish to meet 

the aims of the curriculum, research shows that textbooks are important in the English and 

German subjects in Norway (Gilje et al., 2016; Haukås et al., 2016; Juuhl et al., 2010; Lyngstad, 

2019). Brevik and Lyngstad (2020) explains how textbooks contain both authentic texts (fiction 

and non-fiction) and texts intended for teaching (informative).  
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Numerous studies indicate that textbooks give the direction for the instructional content, 

planning, and the implementation of the curriculum in language subjects (Guerrettaz & 

Johnston, 2013; Haukås et al., 2016). The textbook’s position may reflect its diversity and many 

purposes, and this, to a certain extent, makes it hard to conceptualize its role in the classroom. 

Nevertheless, the textbook is dynamic and evolves according to the sociocultural practices in 

society (Hansen, 2018). According to Blikstad-Balas (2014), the textbook is the most important 

text in school. However, she points out that research shows that the textbook is challenged and 

has a weakened position due to the increased use of digital resources (Blikstad-Balas, 2014). In 

contrast, Knudsen (2011) emphasizes that due to the technological development, digital 

textbooks, games, and other teaching material are developed both on paper and screen. Knudsen 

(2011) calls attention to the underdeveloped areas of research; specifically, the teaching aid’s 

impact on teaching activities, how teaching aids are used in teaching, and how different teaching 

aids– such as printed and digitalized media – complement each other (Knudsen, 2011). An 

example of a diligently used digital resource in both English and German is NDLA, where 

teachers can find texts, audio versions of texts, videos, exercises and much more.  

Skjelbred et al. (2017) emphasizes that the former national curriculum (LK06) made more room 

for teachers to decide texts for classroom use themselves. This may have resulted in more 

teacher-controlled text use and a greater diversity of texts, but also an insecurity among 

teachers, hence the need for a textbook to lean on and thereby strengthening the textbook’s 

position. Furthermore, a comprehensive report on learning aids used in LK06 concluded that 

the textbook still is of importance as a structuring element, and relevant when planning 

teaching, sometimes at the expense of the curriculum itself. In the same report research on the 

actual texts in the textbook were given little attention (Juuhl et al., 2010). In other countries, 

the textbook has been called the “de facto curriculum” (the real curriculum) (Funk, 2004; 

Rasmussen & Lund, 2015).   

Gee (2017) argues that textbooks often are designed to cover everything instead of focusing on 

deep learning in a few selected areas. He argues that deep understanding is accomplished when 

one stays on one topic for a while, focusing on the students’ needs and +experiences (cf. section 

2.1) rather than “moving ever up a skill tree from lower to higher skills” (Gee, 2017, p. 34). 

Regarding English as a second language textbooks, Huang (2019) writes that “researchers have 

found that many English language textbooks do not meet the needs of learners: they are not 

contextualized and communicative enough, nor are they sufficiently relevant to students' lives” 

(p .87). Funk (2004) has found the same problems in German textbooks, where he points out 
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that many of the textbooks show the same pictures and write about the same topics, which 

commonly illustrate “happy youths”. However, this is unrelatable for adolescents, because 

teenagers experience many challenges and an approach that reflects this variation might be 

more relatable (Funk, 2004). From a didactic perspective, textbooks seem to lack authentic texts 

and have few authentic situations for adolescents’ language use to promote development (Funk, 

2004). Students’ development is the core in sociocultural theory and the use of suitable and 

sufficient teaching aids is highly relevant in the scaffolding of students in language subjects 

into the ZPD (Vygotsky, 1978). As well as good teaching aids or artefacts being crucial in this 

process, so is the teacher in the Vygotskian classroom. 

2.4 The teacher as designer   
 

Gee (2017) points out that a crucial element of teaching with texts is how deeper understanding 

develops and how valuable transactions between what happens in the real world and the text 

world can help children develop. It is therefore necessary to study how texts are used in 

classrooms. According to Rasmussen and Lund (2015), a trend is that the teacher increasingly 

is an independent designer of own instruction and teaching practices. This study relies on data 

collected during the former curriculum (LK06). Whereas the curriculum that preceded the 

former one (L97), had more strictly set content guidelines for the instruction (Skjelbred et al., 

2017), the LK06, mainly states what the students should know, not in the same detail how to 

get there (Skjelbred et al., 2017). Thus, the teacher is responsible for choosing texts for 

instruction and thereby has much influence on how texts are selected and used. In the new 

curriculum (LK20), even fewer restrictions are placed on the selection of texts (UDIR, 2020). 

Therefore, it is of highest importance to study what the teacher values when choosing texts and 

whether these are used as the structuring element for their teaching, since this is linked to 

teaching aids and text use in instruction. According to Rasmussen and Lund (2015) and 

Aashamar et al. (2021), teachers appear as individual designers of own teaching and even 

teachers who use the textbook as structuring element use other texts to compliment the 

textbook. Such practices with a base in different texts are referred to as hybrid practices 

(Rasmussen & Lund, 2015).  

2.4.1. Hybrid practices  

 

Rasmussen and Lund (2015) investigated the relationship between learning resources and the 

teacher’s role. They found that many teachers’ practices are categorized by what they call 
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hybrid practices. They define hybrid practices as “the coherent use of different resources and 

modalities – both analog and digital” (Rasmussen & Lund, 2015, p. 16, my translation). These 

practices are also found in textbooks where the publishers use a variety of tasks on related web 

pages. The notion of hybrid practices is that the textbook is not the sole resource for text use in 

the classroom, but functions as a structuring element in the planning and implementation of 

teaching (Rasmussen & Lund, 2015). Aashamar et al. (2021) builds on and extends the term 

hybrid practices, by developing three sub-categories of hybrid practices:  

 

Figure 2.3. Categories of hybrid practices (Aashamar et al., 2021, my translation) 

Figure 2.3 presents three types of hybrid practices that are found in Norwegian classrooms. 

Hybrid practices are characterized by classroom situations where the textbook is not the sole 

structuring element and teachers are designers of their own teaching, where they freely mix 

texts from different media. Hybrid practices are characterized by a variety of texts and media. 

This study distinguishes between three types, where in a) and b) the common structuring 

element is mainly one text, where the teacher supplements it with other texts. a) Takes base in 

the assigned textbook, and b) is structured by other texts, for example paper copies, the teaching 

platform, or other textbooks. In eclectic teaching on the other hand, the teacher does not lean 

on one form of written text. On the contrary, it is the teacher’s oral communication of the 

teaching that creates structure and coherence, and the teacher uses different texts (Aashamar et 

al., 2021).  
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Since I wish to study possible subject-specific features within and across language subjects, I 

have chosen to compare English and German. The English subject is more common among 

Norwegian students and most Norwegian students are familiar with the language outside 

school, which makes it easier for them to read texts in English than in for example German. I 

therefore expect English teachers to be more autonomous in their text use compared to the 

German teachers.  

2.5 Additional prior research  
 

In this subchapter, I give an account of additional research on the use of textbooks and other 

text media. Most of the studies I found were content analysis of textbooks both in English and 

German (Haukås et al., 2016; Lund, 2007; Simensen, 1988; Skjelbred et al., 2007; Stengrundet, 

2017). According to Funk (2004), content analysis of textbooks is only a part of the versatile 

teaching and learning process, therefore content analysis of textbooks that do not include 

empirical data from the classroom is somehow limited to a purely informative purpose. 

Furthermore, the actual texts in the textbooks have received little attention (Juuhl et al., 2010), 

although some studies of the textbook’s texts have been conducted (Lund, 2007; Maul, 2020; 

Ørevik, 2019). According to Hansen (2018), the most widespread research on textbook use are 

surveys and interviews. Such studies on teacher reports on own text use can be found in Bakken 

(2016), Gilje et al. (2016), Lyngstad (2019), and Rasmussen and Lund (2015). However, such 

reports are somewhat limited because one only collects the teacher’s beliefs about own 

practices. According to Aashamar et al. (2021), only a few studies have been conducted on the 

actual use of the textbook and other texts in the classroom (see Brevik, 2019; Gilje et al., 2016).  

Aashamar et al. (2021) studied the use of the textbook and other texts in three different subjects 

(Norwegian, English, and social studies) in 9th and 10th grade in seven classrooms across seven 

lower secondary schools in Norway. This study is based on data from large-scale video 

recordings in the Linking Instruction and Student Experiences (LISE) project at the University 

of Oslo. They researched the use of different texts in the classroom and categorized them into 

three categories: Informative texts, fiction and non-fiction. They coded the video material 

deductively using six codes, covering the three text categories in the assigned textbook and the 

three categories represented through other texts. Additionally, they researched time spent on 

the different text categories, where the primary focus was the difference in time spent on the 

assigned textbook and other texts. A prominent finding in this study was that that the textbook 

was only found in 19 of the 135 video filmed lessons (2 Norwegian lessons, 6 social studies 
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lessons and 11 English lessons). Furthermore, they found that approximately the same number 

of texts were used across all three subjects. All subjects used digital texts and paper-based texts, 

although social studies used the most digital texts, and English used the most paper-based texts. 

Both Norwegian and English used more paper copies than books. They also found that text had 

a prominent position in all three subjects – they are text subjects – but minimal time was spent 

on the course textbook. Out of the three subjects, the textbook was mostly used in the social 

studies classroom (27%), followed by the English classroom (19%), and lastly the Norwegian 

classroom (1%). Despite minimal time spent on textbooks, they found that it functioned as a 

structuring element in both English and social studies. All three types of hybrid practices were 

found in this study, and all subjects had lessons with eclectic teaching practices. Their 

conclusion was that the text practice depends on the teacher rather than on the subject.  

In her doctoral thesis, Lyngstad (2019) used mixed methods to study English teachers’ beliefs 

and choices regarding literature in upper secondary school in Norway. Her findings were based 

on a survey answered by 110 teachers and interviews with eight teachers. The study revealed 

important insights into how teachers chose literature. She found that the study program, literary 

texts in textbooks, literature used in examinations, earlier curricula, and which countries the 

literary texts originated in seemed to influence the teacher’s choice of texts. However, she found 

that teachers were designers of their own teaching because they chose texts based on all the 

above criteria, not just on the basis of the texts available in the textbook. She also stated that 

there were both advantages and disadvantages to this, and the biggest advantage being that 

teachers can adapt literature to their student’s needs, as well as to what they prefer teaching. 

However, the most evident disadvantage was that students did not get a common reference point 

across classes regarding the literature they read. Furthermore, she stated that teachers could be 

teacher-oriented, student-oriented, or collegially oriented when making decisions about the 

literature their students should work with (Lyngstad, 2019).  

Rasmussen and Lund (2015) looked at the relationship between learning resources and the 

teacher’s role through interviews with teachers and students in the subjects English and history. 

They found the emergence of what they called hybrid practices, where the textbook had lost its 

position as the “de facto curriculum”, and defined hybrid practices as a variety of texts and 

materials from different modalities. They pointed out that the emergence of the internet had led 

to a need to educate students on resources in relation to source criticism and that there was a 

need for diversity in the teacher’s text practices. They also found that teachers responded 

differently to this increased need for source criticism, but a tendency was that teachers 
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developed tailor-made tasks and activities for their students, thus increasingly became designers 

of their own educational activities and less dependent on textbooks. 

Blikstad-Balas and Klette (2020) investigated how teachers used information and 

communications technologies (ICT) in 178 video-recorded lessons from 47 lower secondary 

language arts classrooms with high technological infrastructure in Norway. One key finding 

was that the implementation and uptake of technology was not used to its full potential, even 

though the classrooms had access to technological devises and high ambitions on behalf of the 

students. Technology was mostly used in teacher centered practices with low student 

participation. Such activities were mainly teacher presented instructional information. 

Furthermore, when students used technology, it was mostly used to write digital texts 

individually, and mostly through the software program word. In other words, technology was 

not used much differently than how one would use pen and paper. According to Blikstad-Balas 

and Klette (2020), the use of digital technology in schools requires more work, it requires more 

than an ambitious curriculum and a basic digital infrastructure. There is a need to focus on the 

didactic motivation of teachers to fully take use of the many advantages technology has to offer. 

This study is especially relevant regarding one of the schools in my study. In this school, all 

students and teachers have their own iPads and therefore have easy access to digital texts.  

Haukås et al. (2016) provide important insights into limitations in the content of German 

language textbooks in Norway and Sweden. This is especially important because of the 

textbook’s prominent position in the foreign language subject (Haukås et al., 2016). All six of 

the textbooks that were analyzed aimed at the beginner level. In their study, they compared 

Norwegian and Swedish textbooks’ explicit grammar descriptions and exercises, where they 

found that the Norwegian textbooks had an extensively higher amount of such grammar 

descriptions and exercises. However, they found one exception, Los Geht’s 2015, which is 

produced by Norwegian publishers. This textbook had the least amount of grammar focus which 

might be a sign that the content in textbooks is changing. Their main finding was that textbooks 

to a limited degree contributed to promoting literacy. Haukås et al. (2016) specified the need 

for more research on how textbooks were used in the classroom.  

Stengrundet (2017) conducted a quantitative analysis of grammar exercises in three textbooks 

and their digital resources on the advanced level and a qualitative analysis of the overarching 

characteristics regarding grammar in the textbooks. The MA study showed that the textbooks 

to a limited extent followed the curriculum and relevant theory in the field of grammar in 

foreign language teaching. The study showed similar results as Haukås et al. (2016), namely 
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that there was room for improvement on how Norwegian textbooks created coherence between 

language use and grammar. In addition to this, the quality of the digital resources was 

significantly different between textbooks. This study is important, because research on the 

content of textbooks is a good supplement to my research on how textbooks and texts are used.  

Another MA thesis based on content analysis of textbooks (Maul, 2020), looked for types of 

texts in the textbooks JETZT and LEUTE in Norway. Maul’s (2020) main focus was to study 

how the textbooks presented and aimed for intercultural competence for student readers. She 

found that the textbooks did not meet the need of their target group in developing intercultural 

competence (see also Funk, 2004). In addition, she looked for types of texts in the textbooks 

and divided the texts into six categories: factual text, narration, dialogue, media, literature and 

various, where factual texts were written by a so-called invisible author and with no characters 

in the text. Most of the texts in JETZT and in LEUTE were factual texts. The narration category 

was defined as texts with the experiences of one or more people, where these people get to tell 

their story. Such texts were represented to a small degree in JETZT and to a greater degree in 

LEUTE. Furthermore, a text was considered to be a dialogue if it consisted exclusively of direct 

speech. Both textbooks have representations of such dialogues. The fourth category was named 

media, such texts were: advertisements, newspaper articles, songs, as well as texts that 

represented digital communication such as SMS and chats. Media was represented in both 

textbooks. Under the category literature, all authentic as well as adapted literary texts were 

placed. Especially the textbook JETZT had surprisingly little of the category literature, whereas 

LEUTE had somewhat more. Furthermore, Maul (2020) found little use of literature and some 

use of the media in the German textbooks, which can be related to what I call fiction and non-

fiction, respectively. However, from Maul’s (2020) categories it seems like the factual texts, or 

informative text in relation to this study, is the dominant text category in the two textbooks she 

analyzed. 

2.6 The relevance for my study  
 

Much research on the use of texts seem to rely on content analysis of textbooks and teacher 

self-reports through interviews and surveys, which can contribute to an unbalanced picture of 

how texts are used in the classroom. My study contributes insights into the actual use of 

textbooks, which texts that are used, and the teachers’ text practices in six English and four 

German classrooms in two lower secondary schools in Norway. Such interdisciplinary research 
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can reveal similarities and differences within and across the subjects and promote collaboration 

between language teachers across different language subjects.  

My theoretical framework is Vygotsky’s sociocultural theory. I will look at how texts are used 

in the context of the language classroom, and how the teacher in the Vygotskian classroom 

works with texts as artefacts to help the learner develop literacy. The relationship between 

teacher, student, and artefact is at the core. My MA study takes base in a wide and dynamic 

approach to text. I study texts in the school’s text culture, where my focus is on the language 

classrooms English and German. Based on the reviewed studies, I apply the concept of text to 

three main categories; fiction, non-fiction and informative texts, based on the analytical 

difference between authentic and didactic material. These categories are deployed both for the 

assigned textbook and other texts, to gain insight into how and for how long various texts and 

media re used. Furthermore, I will categorize the teachers’ teaching practices into the different 

types of hybrid practices.  

I am particularly interested in comparing my data to Aashamar et al. (2021) because they have 

examined similar text practices across lower secondary classrooms in three subjects, including 

English. Since I wish to compare, I have used some of the same analytical concepts and codes. 

However, my study also separates itself from Aashamar et al. (2021) in three ways. Firstly, my 

study approaches data from the ETOS project, collected in the school year 2019–20, whereas 

Aashamar et al. (2021) analyzed data collected during 2015–17. Secondly, my study compares 

English and German lessons, whereas Aashamar et al. (2021) compared Norwegian, English, 

and social studies. This comparison enables me to compare the use of text in two language 

subjects, which is seldom done. Third, whereas Aashamar et al. (2021) compared text use in 9th 

and 10th grade, my study also includes 8th grade. Finally, other differences are that I conduct my 

research on bilingual classes, where non-language subjects are taught in both English and 

Norwegian. The two schools in my study differs in that they are located in areas with different 

socioeconomic status, and in one of the schools all students have their own iPad and most of 

the teaching happens on the iPad. These characteristics can contribute to new insight regarding 

the use of textbooks and other texts in ten lower secondary language classrooms.  
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3 Methodology  
 

In this chapter, I present the methods I have used to answer my overarching research question: 

What characterizes the use of textbooks and other texts in ten English and German classrooms 

in two lower secondary schools? This study is part of the research project ETOS, which I 

present first (3.1), followed by an account of my use of secondary data (3.2). Next, my research 

design will be described (3.3), followed by information of the sample for this MA study (3.4). 

Then, I address the data collection procedures and the data material (3.5), before I proceed to 

the analysis of the material (3.6). Finally, I discuss the research credibility by looking at 

reliability, validity, and ethical considerations regarding this MA study (3.7).  

3.1 The ETOS Project 
 

During the spring of 2020, I was invited to participate in the ETOS project through the MA 

course EDID4001 – Quality English Teaching. ETOS is short for ‘Evaluation of bilingual 

Training Opportunities in Schools’ and aims to increase our knowledge of bilingual education, 

where the instruction is given partly in English and partly in Norwegian. The ETOS project is 

funded for the period 2019–22, with the first round of data collection during the school year 

2019–20. It is led by project leader Lisbeth M Brevik and deputy project leader Gerard Doetjes, 

the former being my main supervisor and the latter my co-supervisor. ETOS received approval 

from the Norwegian Centre for Research Data (NSD), and all participants have given their 

written informed consent. Two lower secondary schools in areas with different socioeconomic 

status (SES) participated in the project.  

Due to my interest in classroom observation, I appreciated the opportunity to use naturalistic 

data material from language lessons in ETOS. The project enables me to implement a 

comparison between two schools with dissimilar SES, where both schools have both regular 

classes and bilingual classes. ETOS collected data in eight school subjects. As mentioned, my 

focus will be on the English and German lessons because my didactic competence is linked to 

these school subjects. In addition, there is an increased emphasis on plurilingualism in the new 

educational reform (LK20), both within and across subjects, which mirrors my own interest in 

interdisciplinary comparison.  
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3.2 The use of secondary data material  
 

Secondary data is a term used for data that was originally collected for other research purposes 

(Dalland, 2011), such as the data I used from the ETOS project. According to Dalland (2011) 

all data can be reused, and she especially points out that video recordings are appropriate for 

such a purpose, much due to the quality one can achieve on video recordings and the fact that 

they can be watched and examined repeatedly without being demolished. Three sets of data in 

my study can be categorized as secondary data: i) video recordings, ii) screen recordings, and 

iii) a questionnaire. In addition, I conducted a teacher focus group for the purpose of this MA 

thesis which does not fall into the category of secondary data, even though I collected this for 

the inclusion in the ETOS project.  

One must be aware of certain perspectives when using secondary data material. The usage of 

secondary data can result in data without sufficient information (Dalland, 2011). Further, 

Andersson and Sørvik (2013) emphasized that for video recordings, if the researcher was not 

present in situ when the video data was recorded, the researcher can miss first-hand experiences 

with the context of these video data, because the camera cannot capture everything. However, 

I was present in one of the filmed lessons, which provided valuable insight into the classroom 

context at one of the two schools, and I observed how the recordings were conducted. I have 

some understanding not only of what the camera captures, but also what the camera can miss. 

In addition, I met some of the participants at the other school during additional data collection, 

which means that I have first-hand experience from both research sites. Furthermore, the ETOS 

project builds on previous experience with similar data collection procedures in other research 

projects, which ensures the quality of the collected data.  

Lastly, when using secondary data collected by others, I had to take a number of ethical 

concerns into account. These considerations will be accounted for in section 3.7.3. 

3.3 Research design  
 

For my MA study, I have chosen a mixed methods design, which is a research approach that 

mixes qualitative and quantitative methods (Brevik & Mathé, 2021). In line with Creswell 

(2014), it can be argued that the “mixing” or integration of qualitative and quantitative data 

sources “provides a stronger understanding of the problem or question than either by itself” (p. 
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215). This is the idea that drives mixed methods. By using mixed methods, I will examine 

classroom practices in language classes through the three research questions below:  

RQ1: Which types of texts are used in the observed L2 English and L3 German classrooms? 

RQ2: What similarities and differences in text use are found between the language subjects 

English and German at two lower secondary schools?  

RQ3: To what extent and how do the teachers use texts to design and structure their language 

lessons? 

As mentioned, I examined qualitative data from three different sources collected in the ETOS 

project: i) video observation, ii) screen recordings, and iii) teacher focus group. In addition, my 

study used one quantitative data source from the ETOS material: iv) a questionnaire collected 

from teachers prior to the teacher focus group. The latter was mainly used as a basis for 

triangulation, in order to explain the quantitative data by details from the focus group. The 

purpose for the mixed methods design is complementarity, because I mix qualitative and 

quantitative data to complement the weaknesses of one method by the strength of the other 

(Brevik & Mathé, 2021). As illustrated in Figure 3.1, my study comprised three phases. 

 

 

Figure 3.1. The research design for my MA study 

As illustrated in Figure 3.1, my mixed methods design is sequential because I collected and 

analyzed my data chronologically in three phases and used information from the analysis in one 

phase to plan and conduct further data collection and research analysis in the next phase (Brevik 

& Mathé, 2021). My sequential design is both exploratory and explanatory because the video 

material (phase 1) was explored in more detail by identifying the teachers’ perspectives through 

Phase 1
Qualitative:

Video observation 
and screen 
recordings

Phase 2
Quantitative:

questionnaire

Phase 3
Qualitative:

Teacher focus 

group
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quantitative questionnaires, elaborating on the text use in the observed video recorded lessons. 

Moreover, as I identified a discrepancy between texts used in the lessons and the teachers’ 

explanations, there was a further need to collect explanations on the quantitative teacher reports. 

Phase 2 thus served as a basis for the explanatory phase 3, in the pursuit of explaining the results 

to a greater degree (Brevik & Mathé, 2021).  

According to Alise and Teddlie (2010) and Creamer (2016), mixed methods designs are the 

least used designs compared to qualitative and quantitative designs. However, the approach is 

becoming increasingly popular and is more likely to be utilized in applied fields, such as 

education, where the perspectives of the participants are important (Brevik & Mathé, 2021; 

Creamer, 2018). These views are important in this study because I highly value the participants’ 

perceptions. In addition, the teacher’s self-reports complement the observation data. Although 

this MA study has three qualitative data sources and one quantitative data source, it is the 

mixing of the four which is essential. Mixed methods research is especially well suited for 

research on complex social phenomena such as the observation of teachers and students in a 

classroom setting (Brevik & Mathé, 2021). According to Brevik and Mathé (2021) this is 

especially important in classroom research and in interdisciplinary research because the people 

and the context which are studied are in constant interaction and affect each other. Table 3.1 

gives a brief overview of my overarching research question, points of mixing, the data material, 

analytical concepts and data analysis.  

Table 3.1. An overview of my mixed methods research design  

Research 

question 

Points of 

mixing 

Data 

material  

Analytical 

concepts 

Data analysis 

What 

characterizes 

the use of 

textbooks and 

other texts in ten 

English and 

German 

classrooms in 

two lower 

secondary 

schools?    

Sequential 

design 

 

Mixing during 

data collection, 

data analysis 

and when 

drawing 

inferences 

i) Video 

recordings  

 

ii) Screen 

recordings  

 

iii) 

Questionnaire  

 

iiii) Teacher 

focus group 

a) Different 

types of text 

media 

 

b) Time 

used 

on texts 

(duration) 

 

c) Teacher 

practices 

Coding of video 

material using 

analytical concepts a), 

b) and c) 

 

Coding of screen 

recordings using 

analytical concept a) 

 

Transcription and 

coding of teacher focus 

group using analytical 

concepts a) and c) 

 

Analysis of 

questionnaire using 
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analytical concepts a) 

and c) 

 

This study aims to reveal such social complexities through the intersection of two language 

subjects: English and German, at two different schools, on three different grades (8th, 9th, and 

10th grade) and with nine different teachers. I wish to study the phenomenon of text use in all 

its nuances, and believe a mixed methods design is useful in this respect. 

3.4 Participants and sample  
 

I decided to include data from all the English and German classes in the ETOS project, to get 

as rich information as possible. I have therefore included 8th, 9th and 10th grade in English and 

German at the two schools. This sample enabled me to compare data across a variety of 

contexts. Table 3.2 offers an overview of the participants and the data material. In line with the 

guidelines for research ethics (NESH, 2016), each teacher chose which data to provide, which 

is why there are fewer participating in the questionnaire and the focus group compared to video 

recorded lessons.  

 

Table 3.2. Overview of data material from 8th, 9th, and 10th grade.   

Method Data Participants Quantity 

Observation  Video recording (English) Teachers (n=6) 20 lessons 

Video recording (German) Teachers (n=3) 14 lessons 

Screen recording (English) Recordings (n=10)1 6 lessons 

Screen recording (German) Recordings (n=1) 1 lesson 

Self-reports Questionnaire (English & German) Teachers (n=4) 4 questionnaires 

Focus group (English & German) Teachers (n=3) 1 focus group 

 

 
1 The screen recordings were collected from students’ PCs or iPads in the classroom. Since my analytical lens is 

not the students, but which texts are in use during the language lessons, I have chosen to give the number of 

recordings and lessons, instead of students. The students have however consented in writing to participate with 

screen recordings from these lessons. 
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Table 3.2 shows that a total of nine teachers are included in my study: six English teachers and 

three German teachers. One English class was filmed on each grade at each school, resulting in 

a total of six English classes. There was one English teacher in each class, however, in two 

lessons substitute teachers were present and distributed texts made by the main English teacher. 

Although the substitute teachers signed written consent forms to allow us to video record the 

lessons, I have not included them as participants since they distributed the texts only. Of note, 

these two lessons are included in the data material and the texts are counted as texts in use, 

since they were created and planned by the main English teacher.  

In German, four classes were filmed, one in 8th grade, one in 9th grade and two 10th grade classes. 

There were three different German teachers, with one teacher teaching two classes.  

Of the four teachers responding to the questionnaire, three are English teachers and one teaches 

German. The focus group consisted of three teachers (one German and two English teachers). 

See Table 3.3 for an overview of teachers. 

Table 3.3 Teacher overview (all names are pseudonyms) 

 8th grade 9th grade 10th grade 

English Emma Gabriel Cato 

Donna Fiona Aron 

German Not filmed  Not filmed Merete 

Camilla Bertine  Camilla 

 

3.5 Data collection and material 
 

In this section, I will account for the standards and procedures the ETOS project deployed in 

the collection of the data I have selected for my MA thesis, including my role in this process. 

Giving the reader this insight contributes to the transparency of my study and increases its 

legitimacy (Befring, 2015).  

3.5.1 Video recording   

 

Video recordings have become increasingly popular in contemporary qualitative research, 

much due to the possibilities for detailed analyses of teaching and learning processes (Blikstad-

Balas, 2017; Klette, 2016). My study focuses on teaching processes; therefore, I chose video 
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recordings to gain insight into naturally occurring classroom situations, focusing especially on 

the teachers’ use of textbooks and other text media. For this purpose, I selected all available 

video recorded lessons in English and German from the ETOS project and screen recordings, 

aiming to answer my RQ1: Which types of texts are used in the observed L2 English and L3 

German classrooms? Furthermore, when answering RQ2: What similarities and differences in 

text use are found between the language subjects English and German at two lower secondary 

schools? video recordings were my main data source for the comparison, and when answering 

RQ3: To what extent and how do the teachers use texts to design and structure their language 

lessons? the video recordings made up one of the data sources used for triangulation with the 

teacher questionnaire and focus group.  

Video recordings enabled me to systematically investigate the use of textbooks and other texts 

in all ten classrooms. I wanted to find out which texts were in use, for how long they were used 

and how different teachers structured their teaching around these texts in these language 

classrooms. According to Cohen et al. (2011) this is the main strength of video observation, 

because “it offers an investigator the opportunity to gather ‘live’ data from naturally occurring 

social situations” (p. 456). In addition, video observations provide a unique opportunity when 

one wants to observe matters from a more objective perspective and simultaneously be able to 

go back to the data, to check one’s own interpretations.  As a video researcher, you can 

systematically look for patterns, go back and forth, and observe situations that would be difficult 

to notice in situ (Blikstad-Balas, 2017). Video recordings provided the opportunity to identify 

patterns and investigate the data across different language classrooms and to find similarities 

and differences in the use of text-based teaching practices. I was also able to pause the video 

recordings to search for information about the textbooks and texts in use and write the 

information in my audit trail (see 3.7.2). Brevik (2019) writes that “video recordings are 

valuable in analyses of classroom instruction, due to the possibility of detailed and systematic 

investigation of complex situations” (p. 2288). Hence, video observation enabled me to observe 

how the teachers actually used texts, in addition to what they said about their text use (see 3.5.3 

and 3.5.4). This was an important contribution in my data analysis, because I was able to mix 

‘objective’ observations and self-reports (see also Brevik & Mathé, 2021).  

During the video observation process, strict ETOS standards and procedures were followed 

(Brevik & Doetjes, 2020). Two cameras were placed in each classroom, one in front of the 

classroom filming the students and one in the back filming the teacher. Two microphones were 

also used, one attached to the teacher and the other one hanging from the ceiling in the middle 
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of the classroom. This data collection method provided high quality videos and sound, with 

different camera angles, which allowed me to study both the teacher’s actions in detail and the 

class as a whole. The data material consists of 34 recorded lessons, of which 20 are from English 

lessons and 14 from German lessons (Brevik & Doetjes, 2020).  

3.5.2 Screen recordings  

 

I also chose to include screen recordings from the ETOS project, because I wanted to triangulate 

the screen recordings with the video recordings in order to increase the validity of the classroom 

observations. Screen recordings were used to complement video recordings to answer RQ1: 

Which types of texts are used in the observed L2 English and L3 German classrooms? 

Screen recordings have proved useful to complement what goes on in the classroom. Wing Yee 

(2019) suggests that “screen-recording could be used as an observation tool to understand the 

goings-on on the screen” (p. 3), and screen recordings are increasingly being used as an 

observation method when there are frequent use of computers and online resources in the 

classroom because it is difficult to capture everything on video recordings from the classroom 

(Beiler et al., 2021; Wing Yee, 2019). In some cases, in the language classrooms in ETOS, the 

computer screens were turned away from the camera when the students were studying 

individually, or it was hard to see the details on the small computer screens. In such cases, 

screen recordings proved helpful to identify the texts and resources used during the English and 

German lessons.  

This method is efficient but needs to be carefully conducted due to the potential insight into the 

participants’ privacy (Wing Yee, 2019). Such precautions were taken when collecting the 

screen recordings. All screen recordings were voluntary, and the students had to turn on the 

recording program themselves for each lesson, which resulted in a varying number of 

recordings from the different lessons. Many students chose not to record, but the screen 

recordings available have been used in this MA study. Unfortunately, there was a limited 

amount of screen recordings from these lessons, especially form the German lessons, although 

this may be explained by little use of computers. Despite few screen recordings, those which 

were recorded proved to be important to confirm my observations from the video recordings, 

thus resulting in a validation of my codes and findings (see also Beiler et al., 2021).  

3.5.3 Teacher questionnaire  

 

After analyzing the video recordings and screen recordings, I chose to include the ETOS teacher 
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questionnaire in my MA study to inform RQ3: To what extent and how do the teachers use texts 

to design and structure their language lessons? Four of the English and German teachers 

responded to the questionnaire. 

I chose to include teachers’ self-reports to complement the video and screen recordings in order 

to explain certain observations. The main reason was because questionnaires are useful for 

collecting information about the participant’s perceptions (Johnson & Christensen, 2017). I 

wanted to identify how the teachers viewed their own practices related to the use of textbooks 

and other text media in their classes, compared to what I had observed in the video and screen 

recordings. The questionnaire was developed by the ETOS project and piloted before it was 

sent to the teachers. It was divided into 9 sections. For this study, I have used questions from 

one of the main sections, relating to teaching material (see Figure 3.2): 

Section 6: Teaching material and planning2  

What teaching material do you use in your teaching in IBC? 

in Norwegian in English 

The class textbook        

Copies from other textbooks (paper)      

Copies from other textbooks (digital)       

Copies from books not made for teaching (paper)     

Copies from books not made for teaching (digital)     

Copies from other sources not made for teaching (paper)    

Copies from other sources not made for teaching (digital)    

Fictional books (paper)        

Fictional books (digital)        

Other paper-based resources        

Other digital resources         

Other          

 

How do you structure your teaching for IBC?  

Do you, for example, use the textbook, a power point presentation, online resources, etc. to 

create structure and coherence in your teaching?  

 

Choose at least one alternative. 

 I use the textbook as basis 

 I use a Power Point presentation as basis   

 

I use online resources as basis 

 
2 Translated from Norwegian by the ETOS project. 
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I structure my teaching in another way 

Figure 3.2. Teacher questionnaire 

This part of the questionnaire used closed questions. Grønmo (2015) argues that closed 

questions are convenient because they make it easy for the participants to select a predefined 

response. However, one might miss nuanced differences if one omits open ended questions 

(Grønmo, 2015). As can be seen in Figure 3.2, although this section of the questionnaire mainly 

relied on closed questions, the participants were also given the opportunity to select “other”, 

which then offered an open box for the respondents to provide additional information. By using 

the questionnaire and integrating the responses with findings from the video and screen 

recordings, I was able to make inferences into the participants’ self-reported perspectives for 

comparison with classroom observations and identify corroboration or dissonance.  

3.5.4 Teacher focus group 

 

Due to an identified dissonance between the video recordings and the questionnaires at one of 

the schools (see Chapter 4), I chose to conduct a teacher focus group to inform RQ3: To what 

extent and how do the teachers use texts to design and structure their language lessons? 

Firebaugh (2008) argues that an essential point during sampling is “the demand placed on data 

by the need to examine alternative explanations” (p. 26). This aligns well with how I wanted to 

examine the contrastive data from the video recordings and the questionnaire through additional 

focus group material.   

Self-reports were chosen because they are suitable for eliciting detailed insight into the 

teachers’ thoughts and beliefs of own teaching practices (Dalen, 2011; Patton, 2015; Richards, 

2015; Seidman, 2013). Creamer (2016) points out that in a mixed methods design, self-reports 

can complement questionnaires, because they often contribute with details and nuances in a 

study. A focus group was chosen over individual interviews for two reasons. Firstly, the focus 

group format allows the participants to interact with each other and not just with the interviewer. 

Such conversations can help the participants to shape opinions and share perceptions of 

common practices at the school. Vaugh et al. (1996) writes that “group interviews can be 

superior to individual interviews for obtaining perceptions and believes” (p. 19). Secondly, 

focus groups are less cumbersome than a series of individual interviews and are useful because 

they can provide a lot of information in a short amount of time (Vaughn et al., 1996).  
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I used information from the video observation and the questionnaire to decide on a focus group 

which could provide the necessary information. One teacher at the school in question was 

contacted via mail and asked the other teachers I wanted to participate if they were willing to 

partake. Three teachers chose to participate in the focus group. Thereafter, an interview guide 

was developed in cooperation with my supervisors and was sent to the teachers one day prior 

to the focus group. This was done to allow the teachers the opportunity to reflect on the 

questions and feel prepared before the focus group. Due to COVID-19, the focus group was 

conducted via the UiO’s secure zoom solution, set up by a chief engineer at the TLVlab. To 

secure the teachers’ privacy, the focus group was conducted at the TLVlab. To follow the 

standards and procedures in the ETOS project, I used a dictaphone app to record the focus group 

and ensure safe transfer and storage on the encrypted hard drive that contains all data material 

in the ETOS project. The focus group lasted for 35 minutes.  

I chose a semi-structured approach to make sure that all my questions would be answered, but 

also to allow for follow-up questions and to make room for contributions from the teachers 

(Dalen, 2011; Kleven, 2014). The teachers were informed that they could answer my questions 

in English, Norwegian or German to make them feel comfortable (Richards, 2015). Two 

teachers chose to speak Norwegian, while the third teacher used both English and Norwegian.  

3.6 Data analysis  
 

In this section, I present the steps taken to analyze the data and answer my research questions. 

I have used a directed content analysis, which builds on existing theoretical concepts because 

my goal is to study the use of existing categories concerning the use of textbooks and other text 

media. This approach is used both in qualitative and mixed methods research (Hsieh & 

Shannon, 2005). Rapley (2016) points out that “analysis is about focusing on ‘similarity and 

difference’” (s. 262). I wish to focus on such similarities and differences; specifically, to build 

on and extend Aashamar et al.’s (2021) study and compare my results to theirs. I have used a 

deductive approach taking base in the same codes as Aashamar et al. (2021). I have conducted 

my analysis in three steps; coding of video and screen recordings (3.6.1), triangulation of 

recordings and questionnaire (3.6.2), and triangulation of recordings, questionnaire and focus 

group (3.6.3).  

3.6.1 Coding 

 

According to Saldaña (2016), codes are invaluable to structuring visual data into manageable 
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portions. Coding is often divided into two methods: deductive coding and inductive coding. 

This study is based on deductive codes, operating within already established systems of codes 

which are applied to the data (Miles et al., 2014). In directed content analysis, which uses 

deductive codes, the main goal is to build on and extend prior research (Fauskanger & Mosvold 

2014; Hsieh & Shannon, 2005).  

I chose to use the same codes as Aashamar et al. (2021), because they suited my purpose of 

mapping out different types of texts in language classrooms. I did not solely wish to look at 

texts in the classroom as pedagogical texts, but rather to include the perspective of authentic vs. 

didactic texts, because this is a central aspect of texts in language classrooms. This is why the 

codes from Aashamar et al. (2021) aligned well with my MA study. However, I wanted to 

thoroughly understand the theoretical concepts behind the codes before applying them to my 

study. Therefore, I contacted Aashamar, the researcher who had conducted the main portion of 

the coding, and I was offered a course to learn how to apply the codes to the video material. In 

addition, a workshop at the TLVlab was arranged for MA students, where I learnt how to code 

using the program InterAct.   

The main distinction in my analysis was between the textbook and other texts. Textbook refers 

to the assigned textbook in the observed language class in question. Other texts refer to all texts 

from other sources than the textbook that the teacher used in the language lessons. Table 3.4 

gives an overview of the codes used during my analysis. All of them are duration codes, which 

means that the code is applied to the data set for the entire period the text is in use in the 

classroom (Aashamar et al., 2021). The duration of a text includes i) activities prior to the use 

of a text, if mentioned and it is evident that the activity is linked to the text, ii) the use of the 

text and direct contact with the text, and iii) activities and conversations linked to the text after 

the text is used (Aashamar et al., 2021). Only one code can be active at a time, which in some 

cases led to conflicting decisions. In such cases, I consulted Aashamar for confirmation and 

validation of the codes.  

Table 3.4 An overview of the codes used in the data analysis with operational definitions for 

texts found in textbooks and in other sources (Aashamar et al., 2021)  

Category (type 

of text) 

Type of 

code* 

Description Text media 
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1. Informative 

text  

 

Duration Its main purpose is didactic (i.e. written for 

teaching) and to feed the students 

information about a given topic. Grammar 

and literary history are included in this 

code.   

 

a) Textbook 

b) Other source 

2. Non-fiction  

 

Duration An object for analysis (i.e. authentic text 

not written for teaching). It is given 

attention as a text, not just a source for 

information by being analyzed, critically 

discussed, or read for enjoyment.  

 

a) Textbook (in the 

textbook but not 

written by the 

textbook authors) 

b) Other source 

3. Fiction  

 

Duration An object for analysis (i.e. authentic text 

not written for teaching). It is given 

attention as a text, not just a source for 

information by being analyzed, critically 

discussed, or read for enjoyment.  

 

a) Textbook (in the 

textbook but not 

written by the 

textbook authors) 

b) Other source 

Note. *Duration means that the codes are applied to the data for the entire duration the text is 

in use. The codes cannot overlap; one code must be chosen.  

Video recordings   

When coding, I transferred the recorded video data to the software program InterAct. All coding 

was conducted at the TLVlab, to ensure data security. The first step in my analysis was to code 

the 34 video recorded lessons by using the codes presented in Table 3.4. I created two versions 

of each code, one for texts found in the textbook (a) and one for other sources (b). The coding 

of video recordings is demanding and requires the full attention of the researcher. During the 

process, I both looked for evidence to support each code and negative evidence to disregard a 

code. I deployed an audit trail to keep track of my coded material and the reasons for choosing 

the specific codes. The audit trail is a valuable tool to increase the credibility of a study 

(Creswell & Miller, 2000; Hsieh & Shannon, 2005). This proved useful, because I was able to 

consult Aashamar, who taught me the codes, with specific details about certain sequences that 

needed validation (Aashamar et al., 2021).  

To activate a code, I had to press a key on the keyboard, one of the codes presented in Table 

3.4 was then applied to a sequence in the video data. The analytical concepts a) and b) presented 

in Table 3.5 were deployed simultaneously, as the duration runs as the code is active. This 

means that by activating a code, I was able to save information both about the type of text that 

was in use and the duration of the sequence. Once the text no longer was in use, I deactivated 

the code. At times, several texts were in use at the same time, and since only one code can be 

active at a time, I was especially careful to locate which text was the main text in focus and 
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additionally, look at the students to see which text they were mainly working with. I also used 

the codes and duration to see what types of text the teacher used the most. Analytical concept 

c) was used to look for structuring practices in the teacher’s instruction.  

Table 3.5 Analytical concepts used in the analysis of video recorded lessons (Aashamar et al., 

2021). 

Analytical concept Explanation 

a) Different types of text  

(codes 1-6 in Table 3.4) 
This concept focuses on which types of texts are present in 

English and German classes and what type of media they are 

presented in. It is based on deductive codes. 

b) Time used on text 

(duration) 

 

This concept mainly focuses on the time spent on each text, to 

locate the different types of texts’ position in the 10 language 

classrooms and how much time was spent on the textbook. It is 

based on deductive codes. 

c) Teacher practices  

 
This analytical concept revolves around the teachers’ practices 

when using various texts. The focus is to find out what the 

structuring element is when the teachers plan their teaching.  

 

Screen recordings  

The screen recordings were coded immediately after the video recordings and based on the 

same codes as presented in Table 3.4. Screen recordings proved especially valuable in 

validating the codes I used on the video recordings. At times, students were asked to perform a 

task on their computers and some students then activated the screen recording software (see 

also Beiler et al., 2021). In such situations, I was able to analyze their use of texts by using 

analytical concept a) in Table 3.5. The analysis of screen recordings was quite similar to that of 

video recordings, the only difference was that some of the texts in use did not fit into the 

predetermined codes. I decided to add another code to place the time unaccounted for into a 

separate category. According to Hsieh and Shannon (2015), this is possible in a directed content 

analysis if the researcher finds it necessary. I chose to call this code: non-academic texts (see 

Table 3.6). This category is deployed on sequences were the students use texts, but the text is 

not related to the task at hand, such as chatting rooms, social media, and YouTube videos 

initiated by the students themselves and not related to classroom activities or the teacher’s text 

use encouragements. 

Table 3.6 Additional code used for screen recordings  
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Category Type of code Description 

4. Non-academic texts Duration The main purpose of this code was to cover texts 

the students used, but that were not part of the 

teacher’s instruction. This code was 

implemented to make sure that these texts were 

not coded as a part of the teacher’s instruction 

and to avoid incorrect coding.  

 

3.6.2 Triangulation I  

 

The second step in my analysis was the triangulation of the video and screen recordings and the 

questionnaire. Creswell and Miller (2000) point out that triangulation is a good method to 

ensure validity, because you rely on multiple data sources. I began examining the two questions 

in the questionnaire from the four teachers who had responded (see 3.5.3). To analyze the 

responses, I first systematically compared what texts the teachers reported that they used with 

the texts identified in the video and screen recordings. For this, I used analytical concept a) in 

Table 3.5. I then compared my analysis of the teachers’ text practices to what they reported to 

be their structuring element in these lessons, using analytical concept c). Surprising evidence 

and dissonance between the results from coded video data and questionnaires resulted in the 

arrangement of the teacher focus group.  

3.6.3 Triangulation II 

 

The third and final step in my analysis was the triangulation of the above-mentioned video and 

screen recordings, and questionnaires, with the teacher focus group. Firstly, the whole audio-

recording of the focus group was transcribed in its entirety. For this, I used the program 

Inqscribe. I was taught transcription during my first semester at my MA specialization by the 

TLVlab. It is difficult to include everything in a transcription, therefore the researcher is 

responsible for deciding which parts of the transcription that should be included (Cohen et al., 

2011; Kvale & Brinkman, 2009). My focus was on the participants’ answers and not how they 

said it, therefore the transcriptions in my study included everything the teachers and the 

interviewer said, whereas laughter, pauses, and speed of talk were omitted.  

After transcribing, the process of analyzing the transcriptions started. I used analytical concept 

c) in Table 3.5 (teacher practices) as analytical lens. I used this analytical concept to identify 

relevant responses in the transcription. In addition, I chose quotes that represented the teachers’ 

self-reports from the transcription to include in my findings (see chapter 4). In the analysis, I 
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focused on one teacher at a time, which allowed me to triangulate the different data sources for 

each participant separately to form a picture of that teacher’s text use and teacher practices. The 

focus group analysis explained the previous dissonance and proved the importance of member 

checking when studying teaching practices, which is further discussed in (3.7.2).   

3.7 Credibility and ethical considerations  
 

In empirical research, the researcher is often in contact with the participants during the data 

collection process and is handling participant information during the analysis. Such 

involvement is unavoidable and has consequences for validity and reliability. In addition, the 

researcher needs to take ethical considerations into account (Beiler et al., 2021; Brevik & 

Mathé, 2021; Creswell, 2014). In the following section, I discuss how this MA study aims to 

strengthen its credibility, trustworthiness, transferability, and ethical aspects of the research. 

Brevik (2015) argues that the difference between validity and reliability can be described as 

“the trustworthiness of the inferences drawn from the data (validity)” and “the accuracy and 

transparency needed to enable replication of the research (reliability)” (p. 46). It is therefore 

important to discuss both validity and reliability in relation to research credibility.  

3.7.1 Reliability  

 

Reliability has to do with a study’s repeatability, in other words if the results are repeatable in 

further research (Johnson & Christensen, 2017). However, repeatability in qualitative research 

can be tricky and Brevik (2015) states that “research where people are involved can never be 

fully replicated; for instance, the atmosphere in a classroom will never be identically recreated 

and identical utterances will not be uttered” (p. 46). Still, this study will be compared to 

Aashamar et al.’s (2021) study and thereby demonstrate whether the methodology is repeatable, 

although the results may vary due to the use of qualitative data.  

I employed interrater agreement procedures, in which two researchers interpreted the same 

material. This procedure was validated on three dimensions (Cohen et al., 2016). First, interrater 

agreement was ensured by a carefully conducted analysis, by keeping an audit trail, and by the 

fact that Aashamar and myself discussed certain sequences of the video data to ensure use of 

the right code. Recorded material such as video, screen recordings, and the focus group 

recording made it possible to watch and listen to sequences several times together. This enabled 

us to go back and forth in the data material to ensure that the right codes and interpretations 

were made. Second, keeping an audit trail made it possible for me to contact Aashamar 
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considering the codes that I was unsure of, and we could then discuss and reach an agreement. 

Third, Aashamar then validated 20% of my analyses, to ensure high levels of interrater 

agreement (≥80% exact-score agreement) (Cohen et al., 2016). The 20% of double-coded 

lessons were randomly selected by the TLVlab. The double coding resulted in 93,4% 

agreement. For the remaining 6,6%, I went back to my audit trail and checked the results from 

my coding yet again. Most of the time that we did not agree consisted of shorter instances of 

text use, which I had included but not Aashamar. Since these instances were thoroughly thought 

through and not a question of “wrong” codes on the same segments of text use, I decided to 

keep the codes as they were.  

3.7.2 Validity or trustworthiness  

 

According to Creswell and Miller (2000) “there is a general consensus that qualitative inquirers 

need to demonstrate that their studies are credible” (p. 124). Adding to this, Johnson (2013) 

states that when qualitative researchers use the term validity, they mean how “plausible, 

credible, trustworthy, and therefore defensible” the research is (p. 299). Validity - also referred 

to as trustworthiness - does not relate to the data itself, but rather to how thorough and 

transparent the researcher conducts the research and if the conclusions drawn are trustworthy 

and defensible (Brevik, 2015). This study has taken several measures and relies on multiple 

strategies to ensure the validity of the study.  

First, recommended as a general strategy to strengthen validity in qualitative research, as 

mentioned, this study relies on triangulation of multiple methods (Creswell & Miller, 2000; 

Johnson & Christensen, 2017; Patton, 1999), which is efficient as the findings rely on several 

sources rather than one. Two or more methods are triangulated for all three research questions. 

To study RQ1, I triangulated video recordings and screen recordings to ensure the validity of 

the codes and to see if the codes matched. The same two methods were triangulated to study 

RQ2, to ensure that the duration set on each code matched in the video recorded lessons and in 

the screen recordings. For RQ3 I used triangulation across three data sources due to the 

conflicting evidence. This method showed that triangulation of data sources could explain 

conflicting evidence and strengthen the validity of the study.  

The triangulation strategy gave me the opportunity to i) triangulate my observations from video 

data with observations from screen recordings. ii) triangulate my observations with teacher self-

reports.  
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Member checking is another measure to ensure validity (Creswell, 2014; Johnson & 

Christensen, 2017). As mentioned, the teacher focus group was conducted to check the accuracy 

of the conflicting data and resulting in an explanation of the contradicting evidence. This 

procedure indicated that the questionnaire portrayed intended teaching practices, whereas the 

coded lessons showed actual teaching practices. Member checking therefore contributed with 

evidence that both validated the coded video data and gave insight into valuable information 

from the participants’ self-reports. This help strengthened the validity of my study, because my 

interpretations were brought back to the participants, giving them the opportunity to correct 

possible misinterpretations.   

All methods have strengths and weaknesses, and it is therefore of highest importance to dwell 

on limitations as well (Brevik & Mathé, 2021). Blikstad-Balas (2017) posed three challenges 

to video recordings. One challenge is to get close enough to details without losing context. To 

ensure both enough detail and context, I added screen recordings from students’ computers to 

the video recordings. Moreover, width and context were provided for by the focus group, where 

differences between the questionnaire and video observations were checked with the teachers 

themselves, through member-checking (Creswell & Miller, 2000; Hsieh & Shannon 2005). 

Another challenge is that many studies based on video data choose to examine short sequences, 

maybe as small as five minutes, and although such research can contribute with indispensable 

insight, it can also result in ‘death by data’ where one loses sight of the larger pattern of events 

(Blikstad-Balas, 2017). Therefore, my study is based on all recorded lessons from the ETOS 

project that were available, resulting in the analyses of longer periods of time. In addition, the 

potential magnification of certain findings was discussed with the focus group to ensure valid 

portrayals. 

3.7.3 Ethical considerations  

 

The process of collecting, analyzing, and writing this MA thesis is based on principles for 

research ethics. This is in line with Befring (2015), Beiler et al. (2021) and Ryen (2016), who 

claim that research should be anchored in research ethics principles. This section will mainly 

be based on what Ryen (2016) classified as the three most frequently raised question 

considering research ethics: i) Codes and consent, ii) confidentiality, and iii) trust.   

Codes and consent primarily refer to the participants’ informed consent, which implies that the 

participants have the right to know that they are being studied. They also have the right to know 

the nature of the research and the right to withdraw at any time (Ryen, 2016). Since my MA 
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study is part of the ETOS project, informed written consent had been collected before I took 

part in the research process and the participants agreed to the data being used in MA theses 

(Brevik & Doetjes, 2020). ETOS was granted permission from the Norwegian Centre for 

Research Data (NSD). Although the teacher focus group was conducted by me, it was collected 

through the ETOS project and granted permission from NSD on the same basis as the previously 

collected material.    

Confidentiality is Ryen’s (2016) second ethical consideration. Confidentiality mainly involves 

protecting the participants’ identity (Ryen, 2016). Such measures are important in the ETOS 

project and have been deployed at the same rate in my study. The ETOS project follows the 

guidelines from the General Data Protection Regulation (GDPR), which is an EU regulation on 

data protection and privacy. All participants and both schools have been anonymized by codes 

and pseudonyms in the ETOS project. I have also ensured that no private information which 

can reveal the participants’ identity has been used in my MA thesis. The ETOS project has 

ensured the safety of the data in all parts of the data collection and analysis processes and the 

data are stored on encrypted password-protected devices at the TLVlab (Brevik & Doetjes, 

2020).  

Trust is the third concern in Ryen (2016). It can seem obvious that the researcher should be 

honest, but it is of the highest importance of any study that this is emphasized. At the core of 

this concern is the relationship between the researcher and the participants (Ryen, 2016).  This 

is especially important since I handle secondary data. I wish to maintain the teacher’s integrity 

and self-image – as far as possible – simultaneously as I will strive to depict an accurate picture 

of the teachers’ teaching practices.  
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4 Findings  
 

In this chapter, I present my three main findings based on the data material. My first main 

finding, presented in section 4.1, pertains to RQ1, where I identified that although the textbook 

was used at both schools and in both subjects, it was used markedly less often than other texts. 

In section 4.2, I present my second main finding, which relates to RQ2. Here I identified a main 

difference between the use of texts in the two subjects related to the textbook; specifically, 

infrequent use of the textbook in English lessons but frequent use in German lessons. My third 

main finding, presented in section 4.3, pertains to RQ3, indicates that the teachers used hybrid 

practices, where they combined the textbook with other types of texts. Whereas the first two 

findings are based on video and screen recordings from language lessons, the third finding was 

a result of triangulating the video and screen recordings with teachers’ self-reports in the 

questionnaire and focus group interview. 

4.1 The use of textbooks and other texts 
 

This section pertains to RQ1: Which types of texts are used in the observed L2 English and L3 

German classrooms? It is based on the analysis of the video recordings and validated by screen 

recordings. The two focus points are what types of texts are used and through which media they 

are displayed.  

During the 34 video recorded language lessons at the two schools, a total of 101 texts were 

used. Textbooks were used in 14 of the 34 lessons, at both schools and in both subjects. In total, 

textbooks were used in six of the ten classrooms. Still, it was used less often than other types 

of texts and almost always used together with other texts. There were no remarkable differences 

in the number of texts used at each school (53 texts at School 1 and 48 texts at School 2), 

however, the difference between the language subjects was greater. Table 4.1 provides an 

overview of the texts that were observed in all language lessons.  
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Table 4.1 An overview of texts in use 

 Total Paper Digital Types of text 

  books copies smartboard students’ 

screens 

informative fiction non-

fiction 

English 

(8th–

10th 

grade)  

72 9(6*)  

12,5% 

9 

12,5% 

49 

68% 

5 

7% 

23(3*) 

32% 

13(2*) 

18% 

36(1*) 

50% 

Germa

n 

(8th–

10th 

grade) 

29 12(12*)  

42% 

5 

16% 

12 

42% 

0 22(8*) 

76% 

7(4*) 

24% 

0 

 101 21** 14 61 5 45(11*) 20(6*) 36(1*) 

*Number of texts found in the textbook. **Three of these are novels, and 18 are textbooks.  

In the observed English lessons, 72 texts were used, whereas 29 texts were used in the observed 

German lessons. Of the texts used in the English lessons, most were digital (75%) compared to 

paper-based (25%) and few were from the textbook (8%). Conversely, in the German lessons 

fewer were digital (42%) while most were paper based (58%), with a large proportion from 

textbooks (42%). Despite these differences, three common features were identified. First, both 

in English and in German, the digital texts were used mainly on the classroom screen. Second, 

both subjects used few fictional texts (18% in English and 24% in German) and a large 

proportion of informative texts (76% in German and 32% in English). Third, not only were a 

large number of informative texts used, but more time was also spent on these texts than on the 

other types of texts.  

4.1.1 Mainly digital texts 

 

Table 4.1 illustrates how most of the texts in both subjects were used through the classroom 

screen (61 texts). Such texts included a variety of videos, pictures, tweets, and quotes, 

presentations of work sheets, vocabulary lists, and grammar tables in power points or on the 

school’s learning platform. The teachers often used the classroom screen to start the lesson and 

to inspire the students’ creativity in further work on work sheets, writing or reading 

assignments. In addition to this, a few texts were used through the students’ own screens in the 

English subject.  

4.1.2 Many informative texts 

 

The division of texts into the categories fiction, non-fiction, and informative text revealed 
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differences in the use of authentic and didactic material, where fiction and non-fiction fall under 

the category of authentic material, and informative texts comprise didactic material. As 

presented in Table 4.1, a total of 45 informative texts were used across the subjects. Most of 

these were found outside the textbook. They were typically teacher-made sheets (task sheets, 

tests, grammar sheets), and lists (check lists, glossary lists). The informative texts in textbooks 

were typically grammar tables, tasks, glossary, and texts made by the textbook authors to inform 

students about a topic.  

Of note, although almost an equal number of informative texts were used in English and 

German, the proportion of informative texts were twice as large in German (76%) compared to 

English (33%). However, if we consider non-fiction texts, the picture changes. In German, no 

such texts were observed, whereas 36 were observed in English (50%). Although I have 

separated informative texts (didactic) and non-fiction texts (authentic) into two categories for 

the purpose of analysis, the two categories are similar in many respects, one of them being that 

they concern factual information as opposed to fiction. By merging these two categories, almost 

the same proportion of informative and non-fiction texts were identified in the two subjects; 

specifically, 76% in German and 82% in English. The remaining 20 texts are authentic, fictional 

texts, which were also used across the subjects, and found both in textbooks and in other 

sources. 

4.1.3 Most time spent on informative texts 

 

As much as 84% of the recorded time across English and German lessons was spent on texts 

and text-related activities. Most of the time was spent on informative texts, which aligns with 

the large number of texts in this category. Figure 4.1 shows that in total, 55.5% of the time in 

the recorded English and German lessons was spent on informative texts.  
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Figure 4.1 Time spent on texts in both language subjects (English and German) 

For the authentic texts, 20.6% of the time was spent on fiction in English and German, whereas 

7.4% of the time was spent on non-fiction, but these texts were only used in English lessons. 

Because there was a higher number of non-fiction texts (n=36) in English compared to fiction 

texts (n=13), Figure 4.1 indicates that when non-fiction texts were used, they were used for a 

shorter amount of time than when fiction texts were used. Moreover, very little time (0.4%) 

was spent on non-fiction texts in the textbook, compared to other non-fiction texts (7%). 

Finally, when textbooks were used in English and German, they were almost always used 

together with other texts. In the following section, I delve into more details about the texts used 

in each subject.  

4.2 Text use in English compared to German  
 

This section will address RQ2: What similarities and differences in text use are found between 

the language subjects English and German at two lower secondary schools? I will present 

findings based on the analysis of video recordings from the classrooms in my study and validate 

these by referring to screen recordings from students’ screens in these lessons.  

As shown in Table 4.1, the recordings showed a total of 101 texts used in the two subjects, and 

my findings revealed both differences and similarities across subjects. Of note, the five texts 

identified through student screens (see Table 4.1) were initially observed through the cameras 

in the classroom, and I validated the use of these texts by observing students’ screen recordings 

11,5% 8,3%
0,4%

44%

12,3%

7%

I N F O R M A T I V E F I C T I O N N O N - F I C T I O N

TEXTS IN USE: 84% OF THE TIME
textbook other texts
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during these lessons and by listening to teacher–student dialogues during these lessons. In the 

analyses, the screen recordings confirmed how several students used texts already identified in 

the classroom recordings. I chose not to count these texts twice and therefore excluded one of 

these texts from the number of texts identified in the classroom recordings, because the teacher 

only referred to it briefly, whereas the students used it for a longer time in individual work. 

Another text was identified in both types of recordings, and I excluded it from the number of 

texts identified in the student screen recordings because the teacher spent more time on the text 

in plenary before the students worked with it on their own. This way, I captured the time spent 

on these texts more accurately. Consequently, observing the same text through more than one 

data source validated the use of these texts and contributed information that texts used by the 

teacher in whole-class situations were also accessed by individual students on their own screens. 

Table 4.1 further shows that in both language subjects, the teachers and the students used a 

large number of digital texts projected on the classroom screen (Smartboard or TV screen); 

specifically, 68% of all texts used in the English lessons and 42% of the texts used in the 

German lessons. Indeed, the digital texts shown on the classroom screen in the English lessons 

(n = 49) accounted for half of the texts in the data material (n = 101). This emphasis on digital 

texts in English might be explained by a high number of pictures used for a short amount of 

time to inspire students in their subsequent work in the classroom. Although textbooks, paper 

copies, and the smartboard were used in both subjects, the textbook was used more often in the 

German lessons. In English lessons, paper copies and digital texts shown through the 

smartboard screen dominated. Finally, novels and digital texts on the students’ screens were 

also identified in English lessons, but not in German lessons.  

In short, Table 4.1 shows that a higher number of texts were used in the English lessons 

compared to the German lessons. This difference was mainly caused by the frequent use of 

pictures projected on the smartboard in the English lessons, in addition to the fact that no digital 

texts on student screens were found in German lessons, compared to five texts in English 

lessons. These texts increased the total number of digital texts in English and also indicated that 

the German lessons seemed far more reliant on paper-based texts.  

In sum, my analysis showed that in English lessons, all types of texts and media were identified 

in the video and screen recordings, whereas in German, the texts used mainly comprised 

textbooks, in addition to paper copies and some digital texts on the smartboard. Overall, the 

most significant difference concerned the use of textbooks. In the 20 video recorded English 

lessons, only 6 textbook texts were identified, compared to 12 textbook texts identified across 
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the 14 video recorded German lessons. In the following, I provide more detailed findings related 

to the use of textbooks in these subjects.  

4.2.1 The use of textbooks  

 

When comparing the number of texts used in English and German lessons across the ten 

classrooms to the amount of time spent reading and working with texts, the results become 

clearer. Figure 4.2 shows that a clear majority of the time in both language subjects was text-

based, with 82% of the time in English and 84% of the time in German relating to the use of 

texts. This finding indicates that less than one fifth of the time in both language subjects was 

spent on activities where texts were not at the core of the instruction.  

 

Figure 4.2 Overview of time spent on texts in English and German lessons at both schools 

The textbook was present in three out of six classrooms in the recorded English lessons and in 

three out of four classrooms in the recorded German lessons. Findings from the duration codes 

thus showed great differences between the subjects concerning the time spent on the textbook. 

Figure 4.2 illustrates that in the German lessons, almost half the time (40%) was related to 

textbooks, compared to almost no time (5%) spent on textbooks during English lessons. 

Consequently, it is clear that the students spent most of the time on other types of text in their 

English lessons. Moreover, in the few instances where the textbook was used in English, it was 

always supplemented or used in combination with other texts. In comparison, in the German 

lessons, the textbook was used more frequently, although it was almost always supplemented 

5 %

40 %

77 %

44 %

E N G L I S H G E R M A N

Textbbok Other texts
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with other texts as well. One exception was a German lesson, where the students worked with 

the textbook only. Another exception was when the students prepared for a test, here other texts 

were used more often than in other situations, and more frequently than the German textbook.  

The category “other texts” consisted mainly of teacher-made material, such as task sheets, 

achievement sheets and grammar tasks, but the category did not solely consist of such material. 

In English, these texts comprised a blank map of the USA where the students were supposed to 

fill in the states, task sheets, project descriptions, videos, music videos, pictures, quotes, tweets, 

the curriculum, official definitions, original (authentic) novels, a bingo sheet, a glossary test, 

and informative web pages. In German, these texts comprised an achievement sheet, task sheets, 

glossary tests, grammar tests, a music video, an additional version of a fairy tale on the school’s 

learning platform, an illustration, grammar sheets, and sheets with writing support for students 

in the form of words, sentences, or grammar structures made by the teacher.  

4.2.2 Authentic and didactic texts 

 

In line with the notion that three types of text exist in the school’s text culture (Skjelbred et al., 

2017); fiction and non-fiction, which is commonly categorized as authentic texts, and 

informative texts, which typically comprise didactic material.  I have chosen to zoom in on the 

differences between the two language subjects regarding the use of such texts. Both language 

subjects demonstrated a relatively high variety among these categories, from different media. 

Table 4.1 shows that in the English lessons, the proportion of non-fiction texts was the largest 

(50%), whereas in the German lessons, informative texts dominated (76%). However, if one 

compares the number of such texts to the time spent on theses texts, the picture is somewhat 

different.  
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Figure 4.3 An overview of time spent on text categories in English and German lessons  

As presented in Figure 4.3 most of the time spent on texts in the English lessons (48% of the 

time) and the German lessons (65% of the time) was linked to informative texts. These texts 

were mainly task sheets made by the teacher, paper copies with information written by the 

teacher and informative texts in the textbook written by the textbook authors. The data analysis 

showed that when task sheets were used, they were often used over long periods of time, 

resulting in much time spent on informative texts, in all three grades and in both subjects.  

Figure 4.3 further shows that fictional texts were used in both subjects, and for almost the same 

amount of time in the English lessons (21%) and the German lessons (19%). However, non-

fiction texts were not identified in the German lessons at all, compared to 36 non-fiction texts 

in the English lessons (13% of the time). In the following, I will delve into more details about 

these texts. 

4.2.3 Characteristics of text-based English lessons   

 

In the English lessons, four classes focused on fiction. Two classes had comprehensive reading 

projects; one class read one of J. K. Rowling’s Harry Potter novels and the other class read The 

Hate U Give by Angie Thomas. Two other classes read excerpts; one class read the short story 

The Starfish by Loren Eiseley as part of a larger project and the other class read an excerpt from 

the novel Beatles by Lars Saabye Christensen, translated into English. The two remaining 
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classes focused on culture and society and used both non-fiction and informative texts; one 

class worked with the USA, whereas the other class focused on sustainability. 

In 8th grade, one English class used the textbook supplemented by teacher-made material. The 

informative texts in this class were mainly teacher-made texts with the purpose to inform the 

students about the USA, in addition to a task sheet about US states. The teacher mainly 

supplemented the informative text with non-fiction texts through pictures and a map in the 

textbook. In the other 8th grade English class, they only read fiction. In the first lesson, the 

students read Harry Potter and the philosopher's stone by J. K. Rowling, while listening to an 

audio version on the teacher’s iPad. In the following lesson, they worked with formal and 

informal speech from the novel. No observations of the textbook were noticed in the video or 

screen recordings.  

In 9th grade, one class worked on a large project called “making a difference”. The project 

ended in a written assignment and much time was spent on the task sheet (informative text) 

related to this project. The teacher supplemented the task sheet with fictional videos, quotes and 

a short story in the textbook called The Starfish. This was an authentic short story by Loren 

Eiseley. The teacher supplemented these texts with non-fiction pictures. Both the fiction and 

non-fiction texts were intended as inspiration for the students before they started working with 

the task sheet. Also in this class, the textbook was used as a supplement to the teacher-made 

material. In the other 9th grade class, the students worked with the topic “sustainability and the 

environment”. In relation to this topic, the teacher used a variety of activities and both non-

fiction and informative texts. The students were exposed to non-fiction through pictures of kelp 

forests, a film documentary, a short video of Greta Thunberg and news articles from the British 

newspaper The Guardian. They worked with informative texts through a vocabulary sheet, as 

well as bingo and quiz activities. In this class, I identified no use of the textbook.  

In 10th grade, the students in one of the classes worked with different topics each lesson. The 

lessons were characterized by a variety of texts both from the textbook and other types of text. 

The main focus was on fiction and informative texts, through the use of videos and music 

videos, texts in the textbook and teacher-made task sheets. In this class, the main focus was on 

the textbook, but it was always supplemented with other texts. One example was when they 

read a text about Beatlemania in the textbook, supplemented by watching an authentic 

documentary of Beatles fans, before they read an excerpt from the Norwegian novel Beatles by 

Lars Saabye Christensen, translated into English. In the other 10th grade class, the students 

worked with all text types, but mainly fiction. They read The Hate U Give by Angie Thomas 
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and worked with tasks related to this novel in the first two video recorded lessons. The third 

lesson was filmed on Valentine’s Day and the teacher talked about the term “empathy”, before 

the students were asked to make their own Valentines’ Day cards. Non-fiction texts were 

represented through tweets relevant to the topic of violence and gun violence as a preparation 

to reading The Hate U Give, and in addition they read an excerpt from the English subject 

curriculum (LK06), and official definitions of the terms “empathy” and “compassion”. Lastly, 

the teacher presented three informative texts; one in the form of a list of words to the students 

related to the Hate U Give, a sheet with “topics to write about” to inspire creative writing and 

a teacher-made sheet with words concerning Valentine’s Day. I found no use of the textbook in 

this class.  

These English classrooms represented great variety concerning the use of texts. As illustrated 

in Figure 4.3, the time spent working with texts in these English lessons concerned all three text 

types. Rather than relying on the textbook, the teachers seemed to combine it with other texts 

and sources.  

4.2.4 Characteristics of text-based German lessons 

 

In the video recorded German lessons, two classes focused on fiction. One class read Frau 

Holle by the Brothers Grimm and the other class read both Hansel und Gretel by the Brothers 

Grimm and Der Besuch der alten Dame by Friedrich Dürrenmatt. The two remaining classes 

focused on informative texts as preparations for grammar tests.  

In the 8th grade German class, the teacher prepared the students for an upcoming test, in which 

most of the tasks were grammar related. In these lessons, there was no use of the textbook, and 

most of the time was spent on informative texts made by the teacher; specifically, a sheet with 

criteria for the upcoming test, a glossary test, a worksheet related to the clock, and the test itself. 

The students spent two whole lessons working on the achievement sheet. One lesson was spent 

on the test itself, which was made by the teacher. As preparation for the test, they also watched 

a German music video “Grün, grün, grün sind alle meine Kleider”, which was used to help the 

students revise their knowledge of colors. The video was categorized as fiction.   

In the 9th grade German class, preparing for a grammar test was also the main focus. In the 

lessons, the students worked with texts 92% of the time, where the majority of the time was 

spent on informative texts (82%). Some of these texts were in the textbook; specifically, 

grammar tables and a text called “In der Kunsthalle” that the teacher read aloud to the students, 
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in order to work with adjectives. The teacher also used informative texts; respectively, an 

achievement sheet, help sheets for the dative form, useful words when describing pictures, and 

a preposition task sheet. The rest of the preparation time was spent on a picture (fiction), which 

the students were asked to describe to practice the use of German adjectives. In the last recorded 

lesson in this class, the students took the test. 

In one 10th grade German class, texts were used 85% of the time. The students worked with the 

play Der Besuch der alten Dame by Friedrich Dürrenmatt for two lessons, before moving on to 

the topic of fairy tales. They read a simplified version of Hansel und Gretel, and the teacher 

also offered the students the original version, which was read outside the textbook.  The 

remaining time was spent on informative texts both in the textbook and as other texts, typically 

grammar tables and vocabulary sheets.  

In the other 10th grade German class, the lessons were mainly based on informative texts in the 

textbook, in addition to two teacher-made task sheets. Finally, 4% of the time was spent reading 

a fictional text in the textbook, called Frau Holle by the Brothers Grimm.   

4.2.5 Comparison between English and German lessons 

 

In sum, although the textbook was present in most of the video recorded German lessons, it was 

almost always supplemented by other texts. In contrast to the English lessons, where other texts 

dominated their work and was supplemented infrequently by the textbook, the German lessons 

were textbook dominated. The textbook seemed to have a stronger position in the video 

recorded German lessons at the two schools in my study, compared to the video recorded 

English lessons, even though the textbooks and other texts were used in both language subjects. 

Of note, there were some classes where the textbook was not in use at all and other lessons 

where only the textbook was used. In the following section, I address the teacher’s practices in 

these language lessons.  

4.3 Teacher practices  
 

This section pertains to the findings regarding RQ3: To what extent and how do the teachers 

use texts to design and structure their language lessons? Here, I have used video recordings 

from English and German lessons as the main data material, in addition to a teacher 

questionnaire and focus group interview. Triangulating the observed teaching practices (video 
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recordings) with teachers’ self-reports (questionnaire and focus group) strengthened my 

findings.  

When analyzing the 10 video recorded classrooms to identify not only the teachers’ use of 

textbooks and other texts, but also how these were used to structure the lessons, I found four 

classrooms where various texts were used except the textbook (Donna, Fiona, Aron and 

Camilla), and six English and German classrooms where the textbook and other texts were 

combined (Emma, Gabriel, Cato, Camilla, Bertine and Merete), see Table 4.2. This finding 

indicated that none of the teachers based their teaching on the textbook only, and that all 

practices could be described as some sort of hybrid practice (see Aashamar et al., 2021; 

Rasmussen & Lund, 2015). Next, I triangulated the video recordings with the teachers’ 

questionnaire responses, to better understand what type of hybrid practice characterized each 

language teacher’s instruction in the observed lessons (see Table 4.2). Of the nine language 

teachers, four participated in the questionnaire.   

Table 4.2 Overview of the triangulation of data sources to identify teacher practices 

Subject Teacher 

(pseudonym) 

Grade Video 

recording 

Questionnaire 

responses 

Triangulation Focus group 

interview 

E
n

g
li

sh
 

Emma 8th   X    

Donna 8th  X X Validation  

Gabriel 9th X    

Fiona 9th X X Dissonance X 

Cato 10th X    

Aron 10th X X Dissonance X 

G
er

m
a
n

 Camilla 8th, 10th X  Variation 

across classes 

X 

Bertine 9th X    

Merete 10th X X Validation  

 

Table 4.2 shows that the two data sources validated the findings for two of the teachers, one in 

English (Donna) and one in German (Merete). In addition, for two teachers of English (Fiona 

and Aron) there was dissonance between the information in the video recordings and in the 

questionnaire. Specifically, Fiona and Aron reported that they usually structured their English 

teaching with the textbook as a starting point, in addition to other texts, although they taught in 

two of the classrooms where no textbook was identified in the video recordings. Based on this 

dissonance, I chose to address the two teachers’ practices by inviting them to a focus group 

interview. I also invited Camilla, because she taught two classes, one where the textbook was 

used together with other texts and one where the textbook was not present, and I found it 
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intriguing to understand the variation in her hybrid practices. All three teachers agreed to 

participate in the focus group.   

In the following, I present the language teachers’ hybrid practices, based on the triangulation 

of the video recordings and the questionnaire (4.3.1). Next, I present the practices among the 

three teachers I invited to a focus group interview (4.3.2). Finally, I summarize the patterns in 

teacher practices identified across the language classrooms (4.3.3). 

4.3.1 The language teachers’ hybrid practices 

 

The teachers in this study used a variety of texts from different media in their teaching, as shown 

in Table 4.1. The question was whether these hybrid practices aligned with text-based practices 

where a) the textbook or b) other texts were used as the structuring element, or whether they 

aligned with c) eclectic practices, where the teacher’s oral communication created structure and 

coherence in the language lessons (see Aashamar et al., 2021; Rasmussen & Lund, 2015). These 

practices will be elaborated below. 

Emma taught 8th grade English (see Table 4.2). Her teaching was characterized by a variety of 

texts that she and the students used through the classroom screen, student screens, paper copies 

and the textbook. The textbook was almost always on the students’ desks and the classroom 

screen was only used briefly in these lessons, seemingly to inspire the students when working 

on a project about the USA. Since the textbook was always on the students’ desks and observing 

that the topic “USA” was indeed in the textbook might indicate that Emma based her teaching 

on the textbook as the main structuring element and that she added paper copies to provide the 

students with more information. In this classroom, Emma used both non-fiction and informative 

texts. Based on the video recorded lessons, I would characterize Emma’s practices as text-based 

with the textbook as structuring element. 

Donna taught the other 8th grade English class. In her lessons, I observed no textbook. She only 

used fiction as the students spent much time reading the novel Harry Potter and the 

philosopher's stone by J.K. Rowling while simultaneously listening to it through her iPad; using 

multiple media for the same text. After reading, the students worked with informal and formal 

speech and were asked to find examples in the novel. Based on the video recorded lessons, her 

teaching seemed to be driven by her oral instruction rather than by the novel as such. In the 

questionnaire, her response validated the observation, as she wrote: “I structure my teaching in 

different ways. It varies, but I mainly use the competence aims to structure my teaching” (my 
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translation). When asked to report which texts she used in her teaching, she selected the 

following: the class textbook, copies from other textbooks (paper and digital), copies from 

authentic and didactic sources (paper and digital), fiction (paper and digital) and other sources 

(paper and digital). Based on the triangulation of these data sources, I have characterized her 

hybrid practice as eclectic.  

Gabriel taught 9th grade English. He used a manifold of texts through the classroom screen, to 

inspire the students when working with the project “Making a difference”. This topic was taken 

from the assigned textbook Stages. The classroom screen seemed to be the meeting point in 

Gabriel’s classroom. He brought up texts on the classroom screen, he asked the students to 

access texts on their screens, and he presented texts to them from the textbook. When working 

on their own screens, the students mainly used a project description made by the teacher and 

different informative texts online to gather information. An example of Gabriel’s text practices 

was well represented through the introduction of the project “Making a difference”. Before the 

students were given time to work on their own, Gabriel used the classroom screen to inspire 

them through a variety of texts. First, he presented pictures of people who have made a 

difference. Next, he played a YouTube video called “Make a difference”, before moving on to 

quotes made by people who have made a difference. After this, the whole class read and worked 

with tasks to a short story in the textbook Stages called the Starfish by Loren Eisley, which also 

had making a difference as the main theme. Lastly, Gabriel presented a personal story, written 

on a PowerPoint slide, from a time when someone made a difference to him. After being 

presented with all these texts, the students got to work with the teacher-made task sheet called 

“Making a difference”. In Gabriel’s lessons, all three types of texts were represented; fiction, 

non-fiction and informative texts. Based on the video recorded lessons, I would characterize 

Gabriel’s practices as text-based with the textbook as structuring element. To elaborate on 

Gabriel’s hybrid practice design, I present his design in terms of Edward’s Quadrant Model 

(see chapter 2): 

 

4. Lastly, Gabriel explains that the 

task in quadrant 3 is going to be 

assessed. Here the students get to 

demonstrate how they grasp key 

concepts and ways of enquiring 

through summative assessment 

 

 1. Gabriel using pictures, quotes, 

and a video to model ways to engage 

with the new topic “Making a 

Difference”. In addition, telling a 

story from his own life 
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3. Gabriel then introduces a longer 

task which enable the students to 

apply key concepts and ways of 

enquiring individually, without as 

much help from him.  

 

2. Gabriel then makes the student 

read the textbook text the Starfish 

and answer tightly structures tasks 

which demand engagement with key 

concepts and ways of enquiring from 

the students.  

Figure 4.4 The Quadrant model: Gabriel’s text practices  

Gabriel first introduced key concepts related to the topic “Making a Difference” through a 

variety of pictures, quotes, and a video to inspire the students. This aligns with quadrant 1 in 

Edward’s (2015) model: through teacher instruction, Gabriel engaged the students with new 

concepts and themes through guided instruction through the classroom screen. After pictures 

and quotes, Gabriel asked the students to read the Starfish in the textbook and answer a few 

tightly structured tasks. This phase aligns with quadrant 2, where the students were in focus and 

the teacher was guiding them to gradually manage to use the key concepts introduced in 

quadrant 1 independently. Gabriel then modelled a story from his life when someone had made 

a difference to him. After this, the students were given an open task which enabled them to 

apply key concepts from what they had learned in their own work. This aligns with quadrant 3, 

when the students worked with “making a difference” and a few links online. Quadrant 4 was 

represented in the video recorded material at the same time as quadrant 3, since Gabriel said 

that the task the students were working with was going to be assessed. Gabriel created a bond 

between the text and the students to create understanding and inspire them. However, he did 

not just do this by giving them one text, he used many texts to give meaning to those already 

given. Gabriel’s text practice is a good example of how hybrid practices can function in the 

sociocultural context and gradually contribute to understanding, learning, and possibly 

development for students, especially how the use of texts in the classroom is an intertwined 

relationship between teacher, student, and the texts at hand.  

Cato taught English in 10th grade. He accessed a number of texts through the classroom screen 

to teach and inspire the students, and also asked the students to access texts on their own screens. 

In addition, he provided the students with paper copies and he used a novel, as well as the 

textbook. Cato’s practices were hybrid in all aspects. While working with a text in the textbook 

Stages called “Beatlemania”, an informative text written by the textbook authors, one student 

was asked to take the book Beatles written by Lars Saabye Christensen and translate one 
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paragraph. This student was later asked to read this paragraph aloud. Cato also supplemented 

the text in the textbook with a real-life footage from a Beatles concert and a trailer for the film 

Beatles, both accessed through YouTube. Such use of different texts through different mediums 

characterized Cato’s teaching in the video recorded lessons. All three text categories were 

represented in his teaching; fiction, non-fiction and informative texts. Based on the video 

recordings, I would characterize Cato’s practices as text-based with the textbook as structuring 

element. 

Bertine taught a 9th grade German class. She used a variety of texts, mostly through the 

classroom screen and by using the textbook. At times, the students accessed the same texts on 

their own iPads while the text was up on the classroom screen. She mostly used informative 

texts, but she also used a fictional illustration as a starting point for a picture description in one 

of her lessons. Considering teaching practice, her oral instruction aided by the classroom screen 

seemed to structure her instruction and I therefore characterized her teaching as eclectic.  

Merete taught a 10th grade German class. Her classroom was dominated by hybrid practices in 

which she used the assigned textbook supplemented by paper copies. In her lessons, she mainly 

used texts in the textbook, while task sheets and project descriptions were teacher made. In 

these German lessons there was no use of screens, either on the classroom board or on student 

machines. In the video recordings, I identified both informative and fictional texts in her 

lessons, which aligns well with her self-report in the questionnaire. When asked to report which 

texts she used in her teaching, Merete selected the following alternatives: the class textbook, 

copies from other textbooks (paper and digital), copies from didactic sources (paper) and other 

sources (paper and digital). She elaborated: “I structure my teaching in different ways. I take 

my starting point in our topic and make games, assignments, find films and read pieces of text 

on the topic together with the students” (my translation). In the questionnaire, she reported some 

use of digital sources, which does not align with my observations from the video recordings. 

She did, however, not report any use of fictional books, which aligns with the video recordings, 

where I observed no books except the textbook. Based on the triangulation of the data sources, 

I have characterized her hybrid practice as text-based with the textbook as structuring element. 

In sum, all the above-mentioned teachers used hybrid practices in their teaching. Four of them 

used the textbook as structuring element; Emma, Gabriel and Cato in English lessons, and 

Merete in German lessons). Although the textbook was the structuring element, these teachers 

all supplemented the textbook with other texts.  The remaining two teachers’ practices were 
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characterized by their oral instruction – and therefore eclectic practices; Donna in English 

lessons and Bertine in German lessons.  

4.3.2 Teacher practices – exploring dissonance 

 

As mentioned, there was dissonance between what I identified in the video recordings among 

three of the teachers’ practices; Fiona, and Aron, and variation across Camilla’s classes. In the 

following, I address these three teachers’ practices based on triangulation of the video 

recordings, their self-reports in the questionnaire and in a focus group interview.  

Fiona taught 9th grade English. She accessed many texts through the classroom screen, but she 

also asked the students to access texts through their screens and she provided paper copies of 

texts. No use of the textbook was observed. An example of her hybrid practice was when she 

showed a video from The Guardian by George Monbiot and Greta Thunberg, on the classroom 

screen. This video caught the students’ attention. Afterwards, they were asked to continue 

working on the same topic through a teacher-made task sheet called “A better world, a warmer 

Norway” as a paper copy. Based on the video recorded lessons, her teaching seemed eclectic 

and structured through her oral instruction, as no specific text seemed to be at the core of the 

lesson design. In the recordings, Fiona used both non-fictional and informative texts, but no 

fictional texts. However, in the questionnaire, Fiona wrote that, “I use the textbook as basis” 

(my translation), which was not observed in the videos at all. When asked to report which texts 

she used in her teaching, Fiona selected the following: the class textbook, copies from other 

textbooks (digital) and from authentic sources (paper and digital), fiction (paper and digital) 

and other digital sources. This reported practice aligned with my observation except for the 

textbook. In the focus group interview, she offered some explanations on this dissonance. 

Excerpt 13 Fiona’s self-reported teaching structure 

Interviewer:  When you, when you plan your teaching, which teaching material do you use? Do you 

use textbooks (in paper or digital), the curriculum, other books, digital sources, films, novels, short 

stories, and so on? 

Fiona: Eh, I believe we also use the syllabus, because we collaborate as a disciplinary group [in 

English] and plan a syllabus at the beginning of the year, which is a “working document”. It is altered 

during the year, but then we communicate as a group about different resources we can use in relation to 

 
3 This excerpt is translated from Norwegian by the ETOS project team, including myself. 
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the topics we decide on. So, it is really the syllabus that structures the school year for us, and the 

syllabus is then made from the [national] curriculum. 

[…] 

Interviewer: How much would you say that you usually use the textbook?  

Fiona: Not at all, I have not used the textbook, I don’t think I have used the textbook at all. But yes, 

excerpts from textbooks and other books, but not the textbook we have available. 

Interviewer: No, mhm, well yes, and which textbook do you have available? 

Fiona: Key English 

[…] 

Interviewer: What is your view on the textbook in general? As teaching material? 

Fiona: If the textbook is of good quality and it is made in such a way that we find what we need, then I 

find it invaluable. […] In that sense, I think the textbook can, if it is good, create a good structure on the 

teaching, both for teachers and for students. 

In excerpt 1, Fiona explained that the main structuring element for her English teaching as well 

as her colleagues’ teaching is the local syllabus created collaboratively at the school. This 

information explains my observations form the video material, in terms of being planned in 

advance and involving a range of texts to offer various perspectives on the topic. This way of 

planning collaboratively might also explain why Fiona in the questionnaire included the 

textbook as one of several sources, but not necessarily why she reported the textbook as 

structuring element. She clearly expressed a wish to follow a textbook, if the textbook was well 

made and had a clear structure where one could find what one was looking for.  

Still, the textbook might be used as a structuring element for some topics although it was not 

identified in the video recordings and although she herself was quite explicit in the interview 

that she had not used the textbook at all. Based on triangulation of the three data sources, I 

decided that as long as the syllabus was the main structuring element, an eclectic practice might 

be the best categorization for Fiona’s teaching practices.  

Aron also taught English, but in 10th grade. His teaching was also characterized by hybrid 

practices, specifically using digital texts on the classroom screen as a starting point for 

discussions and assignments in his English lessons. One example was how he inspired the 

students and got them to reflect on the themes in the novel The Hate U Give by Angie Thomas. 

Aron used a teacher-made paper sheet with words related to the novel, and two tweets posted 

by Clint Smith about violence in general and gun violence in particular to make the students 
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reflect upon the themes of the novel. After presenting these texts, the students were asked to 

continue reading the novel individually. The students were also asked to access texts on their 

screens, but only after they were introduced by Aron. All three text categories were represented 

in Aron’s classroom; fiction, non-fiction and informative texts. Since Aron seemed to structure 

his teaching based on the novel, I considered whether text-based teaching practice with other 

texts as structuring element would be the most suitable for Aron’s English lessons, but based 

on the video recorded lessons, I decided that Aron’s teaching is instead eclectic and mainly 

structured by his oral instruction aided by the classroom screen and the school’s learning 

platform.  

However, in the questionnaire, Aron selected the alternative, “I use the textbook as basis” (my 

translation), which created dissonance compared to my observations. When asked to report in 

the questionnaire which texts he used in his lessons, Aron selected the following: the class 

textbook, copies from other textbooks (paper and digital), copies from authentic and didactic 

sources (paper), fiction (paper and digital) and other sources (paper and digital). As with Fiona, 

I asked Aron to elaborate on this dissonance in the focus group interview. In excerpt 2, Aron 

explained that he also used other textbooks than the assigned textbook, such as the textbook 

Stages in his teaching, but he did not use the class textbook Key English. This self-report aligns 

with my observations from the video recordings, where I observed no textbook.  

Excerpt 24: Aron’s self-reported teaching structure  

Interviewer:  But do you use the textbook that you have at school or do you use other textbooks? 

Aron: I use many different [ones], but I have been using for example Stages this year. I have been using 

Stages quite a bit. Eh, so I have been using that one, not much, I’ve been using very little digital books 

in English this year, very little. 

[…] 

Aron:  I have been using, I like using a teaching book, but I do not use [it] through a whole unit, since 

the students do not have access to the teaching book that I use, I use parts from the lærebok I have 

access to. That is why I do not use it maybe theme for theme because the students do not have access to 

it. Eh, and I haven’t used the Key English, I think we have Key English, I haven’t used that. I haven't 

used that actually at my years at [the school].  

[…] 

 
4 This dialogue was in English in the interview. 
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Aron: I have just been given some feedback [from the students]: “Where do you learn the most 

English?”, a lot of them learn on YouTube and films and things, right? So those are some things that the 

textbook cannot offer, they don't offer those things, so if it is kind of, I don't know if it is the best thing 

to do if we are not actually listening to that, that they actually learn a lot by watching a film or 

whatever, so those are some things to keep in mind. 

In excerpt 2, Aron explained that he used excerpts and copies from other textbooks, but not 

from the assigned textbook Key English. He reported that he used other textbooks as a 

supplement to his teaching, but he did not follow any textbook thematically, instead he used 

texts from other textbooks as it suited his teaching. However, Aron also reported that there are 

things the textbook cannot offer, such as insights into the student’s use of English outside of 

school, and in such cases Aron stated that the teacher should “follow the mountains and 

walleyes of the lower secondary school life by supplementing with other music and videos” to 

support the students’ language learning outside school. Aron’s infrequent use of textbooks 

aligns with my observations from his English lessons. Based on triangulation of these three data 

sources, I have categorized his hybrid practice as eclectic.  

Camilla was the third teacher who participated in the focus group interview. She taught two 

German classes, one in 8th grade and one in 10th grade and the video recordings showed that 

she used a variety of texts in both classes. However, in the 8th grade class, she mostly used 

teacher-made material that was projected on the classroom screen and distributed as paper 

copies for tests (a glossary test and a longer more comprehensive test). Conversely, in 10th 

grade, Camilla mostly used texts from the textbook and in this class, her teaching seemed to be 

structured by the themes in the textbook. These textbook texts were supplemented with texts 

accessed through the classroom screen. The one lesson where only the textbook was represented 

occurred in Camilla’s 10th grade class. Here the students translated a text from German to 

Norwegian. The text is called “Der Besuch der alten Dame” and is written by Friedrich 

Dürrenmatt. After translating, the students worked with tasks in the textbook related to the text.  

An example of a textbook text which she supplemented by other texts, was a simplified version 

of Hansel und Gretel in the textbook Los Geht’s, where this text was supplemented by the 

original version through the learning platform and used as differentiated material for students 

at different levels. Camilla also supplemented the textbook with a grammar table of the past 

tense structure shown on the classroom screen. She found this grammatical structure to be well 

suited when working with fairy tales, since they often are written in past tense. Camilla did not 

use any non-fiction texts, but she used both fiction and informative texts in her lessons.  
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In the focus group interview, Camilla elaborated on the dissonance between her 8th grade 

practice and her 10th grade practice concerning the frequent use of the textbook (10th grade) and 

the apparent lack of the textbook (8th grade): 

Excerpt 35. Camilla’s self-reported teaching structure 

Interviewer:  When you, when you plan your teaching, which teaching material do you use? Do you 

use textbooks (in paper or digital), the curriculum, other books, digital sources, films, novels, short 

stories and so on? 

Camilla: Yes, we do [use a syllabus] in German as well. When you filmed us last year, we had old 

textbooks, they were seventeen years old those textbooks, so we used them very seldom actually, but 

now we have new textbooks in 8th and 9th grade, digital textbooks, so it really depends on which 

resources we have available, ehm and what we can use. 

[…] Interviewer: Eh, from my observations, the textbook was used quite differently in the different 

grades in German, and well you taught 8th and 10th grade, when we filmed, is this representative for 

your teaching in general? Do you work a lot with the textbook? 

Camilla: Yes, that we use it differently is probably right, for example, the textbook we had last year, 

had no grammar tasks, the students did not have access to any grammar tasks, so I made all the 

grammar tasks myself, ehm. And then we did not use the textbook that much either in 8 th or 10th grade, 

because it was simply old. Seventeen or eighteen years old and outdated, but this year we have, as I 

said, new textbooks in 8th and 9th grade and now we use them almost every lesson. So, when you filmed, 

the teaching was probably dominated by the whiteboard and tasks that I had made, simply because the 

[text]book was useless. This shows that we use the [text]book if we can use it and if we do not have 

[one], we make our own plans. That's probably how it is.  

Interviewer: What is your view of the textbook as a teaching aid? 

Camilla: I believe that all teachers in all subjects would like a textbook that they can follow from start 

to finish, which the students can rely on, and that you can rely on when teaching. If you have it. 

Interviewer: But since you lack a good textbook as you say, where do you get inspiration to design 

your own teaching? 

[…] 

Camilla: Yes, in German we have tried to follow the topics in the textbook as best we can. I have 

skipped the chapters that I think were completely useless, also to make it as clear as possible for the 

students. Also, it is a completely different thing to talk about German in relation to English, because 

they learn German from the beginning of secondary school, and then the chapters are often like “who 

am I?” and then [the chapters] build on each other, and in German it is more natural to follow the 

 
5 This excerpt is translated from Norwegian by the ETOS project team, including myself. 
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textbook, which has been problematic when we had a useless textbook. But I see that in eighth and 

ninth grade, now that we have new digital textbooks, then we follow the textbook all the way. And that 

makes the teaching much easier both for teachers, students, and parents. […] It's a completely different 

world, it almost feels like I'm cheating, because I've never had a textbook I could use before. […] It is 

amazing. 

As shown in excerpt 3, Camilla emphasized the importance of the textbook being updated if it 

were to be used. The apparent dissonance between her text-based practices in the two different 

classes seemed related to the perceived outdatedness of the class textbook, which explaines the 

infrequent use of the textbook when the lessons were filmed. However, based on her expressed 

wish to use the textbook, as referred to in her recent practices, and the frequent use of the 

textbook in the recorded 10th grade class, made me categorize her hybrid practice as text-based 

with the textbook as the structuring element.  

4.3.3 Teacher practices – summarized   

 

In sum, the teacher practices in this study appeared to be dominated by hybrid practices; based 

on my identification of the main structure in these language lessons. A combination of paper-

based and digital texts, including textbooks and other texts, and a variation of text types such 

as fiction, non-fiction and informative texts were both observed and reported. As suggested in 

Figure 4.4, all ten language teachers demonstrated hybrid practices, with five of these teachers’ 

practices being identified as text-based with the textbook as structuring element (a) and four 

teachers are identified as having an eclectic teaching practice (c). None of the teachers seemed 

to apply other texts as structuring element (b).   
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Figure 4.5 A categorization of teaching practices (based on Aashamar et al., 2021, my 

translation). Note. Blue indicates an English teacher. Orange indicates a German teacher. 

As illustrated by Figure 4.4, my findings suggest that in general, rather than the school or the 

language subject being the decisive factor, the teacher in each class seemed to decide which 

texts to use and how to use the texts. However, the interview also pointed to the textbook being 

chosen when it is new and perceived as relevant, and otherwise it was disregarded. As 

illustrated, both the English lessons and the German lessons were identified with text-based and 

eclectic teaching practices, but with English lessons typically characterized by much use of the 

classroom screen, whereas the German lessons were characterized by more use of the textbook 

as structuring element, nonetheless almost always supplemented with other texts.   

4.4 Summary of main findings  
 

In this chapter, I have presented three main findings. The first finding relates to the use of 

textbooks and other text use across the data material. Despite different socio-economic status 

(SES) for the two schools, I found that the greatest differences in the use of textbooks and other 

texts was not between schools, but between subjects. I found that overall, 101 texts were in use 

and that only 18 of these came from the class’ textbook. Although the textbook was used at 

both schools and in both subjects, it was used markedly less than other texts and almost always 

together with other texts, except in one German lesson where only the textbook was in use. 

Furthermore, 84% of the time in the video recorded material, was used on texts and of the three 

Hybrid practice

Text-based teaching practice

a) Textbook as structuring element

b) Other texts as structuring element

Eclectic teaching practice

c) The teacher's oral communication 
creates structure and coherence
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text categories fiction, non-fiction, and informative texts, the latter was used the most both in 

time and number.  

My second main finding focused on the differences and similarities between the school subjects 

English and German. The greatest difference was in the use of textbooks. In the English lessons, 

almost no time (5%) was spent on textbooks, compared to almost half the time (40%) in the 

German lessons. A large number of digital texts were projected on the classroom screen 

(Smartboard or TV screen); specifically, 68% of all texts used in the English lessons and 42% 

of the texts used in the German lessons. Novels and student screens were used in the English 

subject, but not in the German subject. Regarding the text categories, informative texts 

dominated in both subjects and fiction was also present in both English and German. The 

greatest difference was that 36 non-fiction texts were used in the English classroom, whereas 

no non-fiction texts were found in the German classroom.  

The third main finding is in regard to the teachers’ text practices. I found that all the classrooms 

in this study were dominated by hybrid practices, where different types of texts were combined. 

However, I found four classrooms where the textbook was not present at all. The type of hybrid 

practice differed between the teachers. I therefore decided to triangulate the teachers’ self-

reports from a questionnaire with the data from the video recorded lessons. The data aligned in 

two classrooms, whilst there was a dissonance between the questionnaire and the video 

recordings in two classrooms. I therefore chose to take a closer look at these classrooms. These 

two teachers were from the same school; therefore, I also invited a teacher who did not 

participate in the questionnaire but who varied her practice by using the textbook in one of her 

classes and not at all in another. In the focus interview, the three teachers reported that they 

sometimes used the textbook as a structuring element in their teaching, which might explain 

why I could not find the textbook in their lessons in the video recorded material. The teachers 

explained that the lack of textbook use was due to an old textbook, and that they all wished to 

have a good textbook to rely on. One teacher clearly said that she would prefer a paper-based 

textbook, however the other two saw pros and cons with both digital and paper-based textbooks. 

It seemed like the most important aspect for these teachers was not whether the textbook was 

digital or paper-based, but that it is updated and perceived as relevant for the students. 
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5 Discussion 
 

In this chapter, I discuss my three main findings towards theory and prior research presented in 

chapter 2. In the previous chapter, I found that the textbook was used at both schools and in 

both subjects. However, it was used remarkably less often than other texts, and when it was in 

use it was almost always in combination with other texts. Additionally, I found that the main 

difference in text use was between subjects and not between schools; particularly, infrequent 

use of the textbook in English and frequent use of the textbook in German. Lastly, I found that 

the teachers in my study mostly combined the textbook with other teaching material and 

therefore appeared to be free designers of own teaching with frequent use of hybrid practices. 

5.1 The textbook: not the “de facto curriculum” 
 

Research has shown that the textbook has historically had a prominent position in Norwegian 

classrooms (Hansen, 2018; Juuhl et al., 2010; Knudsen, 2011; Skjelbred et al., 2017). However, 

recent research shows that it has lost its position as the “de facto curriculum” (Funk, 2004; 

Rasmussen & Lund, 2015), especially due to emergence of new technologies and more frequent 

use of digital texts, both inside and outside school (Blikstad-Balas, 2014; Gee, 2017). 

Furthermore, new digital practices and more use of digital tools do not necessarily lead to better 

or improved practices. Blikstad-Balas and Klette (2020) investigated how teachers used 

information and communication technologies (ICT) in 178 video-recorded lessons from 47 

lower secondary classrooms and argued that the implementation and uptake of technology was 

not used to its full potential. The classrooms in their study had access to technological devises 

and high ambitions on behalf of the students, however digital tools were mostly used for 

instructional purposes by the teacher (Blikstad-Balas & Klette, 2020). In regard to the use of 

texts through digital tools, it can be hard for teachers to follow the digital turn in society and 

educate students on how to navigate in the sea of information and texts online without 

something to lean on. The question is if textbooks alone can support teachers in the highly 

technological society we live in today.    

This study has identified some powerful practices confirming the textbook’s challenged and 

weakened position in language classrooms in Norway, where teachers mainly used texts from 

other sources than the textbook. My analysis showed that among the 101 texts that were in use, 

only 18 came from the assigned textbook, whilst the other 83 texts came from a variety of 
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media, both digital and paper based. Overall, the textbook was present in 14 of the 34 video 

recorded lessons. In comparison to Aashamar et al. (2021), where the textbook was used in only 

19 of 135 video recorded lessons, the textbook was used more often in my material. Although 

some teachers structured their teaching based on the textbook, it was almost always 

supplemented with other texts. Identifying the textbook’s position in language lessons is 

important because it simultaneously displays the importance of other texts. Decreasing the 

textbooks’ influence in the classroom’s text culture simultaneously increases the importance of 

other texts, which might further lead to a need for improvement in how future teachers are 

educated in the use of texts. On the one hand, finding that the textbook often needs to be 

supplemented by other texts can be challenging, given that the teacher alone must make these 

choices in regard to text use, especially, when time is limited, and one must navigate online or 

make tailor-made task sheets. Furthermore, research has shown that students’ motivation is 

linked to a feeling of mastery in line with the Zone of Proximal development, because some 

texts might simply be out of some students’ reach (Brevik, 2019; Vygotsky, 1978). On the other 

hand, given that teachers often know their students, this can also have a positive impact on 

differentiation and customization for different student groups. In line with Rasmussen and Lund 

(2015) the teachers in my study seemed to adapt the teaching with tailor-made task sheets and 

project descriptions. My findings showed much use of informative texts both in number and 

time and many of these informative texts were such teacher-made sheets. This finding might 

point in the direction that teachers actively interpret the competence aims on their own instead 

of leaning on the assigned textbook. However, the teachers in the focus group did express the 

challenge of having to make tailor-made tasks when not having a good textbook to lean on.  

Based on the above, the textbook’s position indeed seems to be weakened as the “de facto 

curriculum”, however, my findings still imply that the textbook is important for the teachers in 

this study. As Fiona expressed in the focus group: “If the textbook is of good quality and it is 

made in such a way that we find what we need, then I find it invaluable”. Fiona added that the 

textbook can be especially invaluable in regard to how teachers structure their teaching. These 

statements are supported by Camilla’s view on the textbook and how she thinks all teachers 

would like to have a textbook to lean on. These findings are in line with prior research which 

show that outdatedness regarding information might be an issue with textbooks (Aashamar et 

al., 2021; Funk, 2004; Gee, 2017; Huang, 2019; Rasmussen & Lund, 2015). An important 

contribution of my MA study is the confirmation in my analysis that teachers often find the 

assigned textbooks to be outdated. Nevertheless, the three focus teachers in my study clearly 
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expressed that if the textbook was good and updated, it was an invaluable teaching aid. It is 

therefore evident that it is important for some teachers to be able to have a textbook to lean on, 

however, it is also crucial that this textbook is updated and catches the students’ attention.  

Additionally, texts used through the classrooms screen dominated both the English and the 

German lessons in this study. My findings point in the same direction as Blikstad-Balas and 

Klette’s (2020) findings related to the use of digital technologies in lower-secondary schools. 

One key finding from their study was that the implementation and uptake of technology was 

not used to its full potential. They found that technology was mostly used in teacher centered 

practices with low student participation. In their material, such activities were mainly teacher 

presented instructional information. This aligns with my findings in regard to a high number of 

texts used through the classroom screen (n=61) across subjects. Since these texts were mainly 

used to inspire students in their further work, or as a base for further writing or discussion tasks. 

Furthermore, Blikstad-Balas and Klette (2020) found that when students used technology, it 

was mostly used to write digital texts individually, and mainly through the software program 

Word. In other words, technology was not used much different than one would use pen and 

paper. This is also evident in my material. The five texts accessed through student screens were 

mainly informative texts given by the teacher for students to write assignments in Word or make 

PowerPoint presentations. One exception was during one of Fiona’s English lessons where the 

students were asked to read news articles. Furthermore, the three English teachers from one of 

the schools in my study reported extensive use of digital resources, which might be explained 

by the school’s regulations for iPads to all students and teachers. However, my analysis of the 

video recorded lessons did not show more frequent use of student screens in the lessons 

recorded at this school. This finding aligns with the findings by Blikstad-Balas and Klette 

(2020), where they reported that even though schools have access to a variety of digital aids, 

there is still room for improvement on how these digital aids are used. Having technological 

tools and aids provides myriad possibilities for more interactive work with texts and tasks. 

However, teachers might need more competence in how to use digital texts. Therefore, the use 

of digital texts and digital text-related tasks should be emphasized in teacher education – to 

ensure professional digital competence among future teachers.  

These findings in regard to textbooks and other texts – both digital and paper-based – can 

contribute important insight regarding the purchase of new teaching aids for schools in relation 

to LK20. In addition, publishers might get insight into the types of text practices among 

language teachers and what types of texts they might appreciate information about. 
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5.2 Classrooms dominated by hybrid practices  
 

Another key finding of this study is that hybrid practices were the dominating text practice 

across classrooms. All nine teachers at both schools and in both subjects seemed to use hybrid 

practices and most of them used teacher-made tasks. All types of media, both digital and paper-

based, were used and all three text categories were found across the material: fiction, non-fiction 

and informative texts. These findings are in line with theory and recent research, where the 

teacher’s decisions regarding text practices stand out as important. The curriculum (LK06) 

made more room for teachers to decide the texts themselves (Skjelbred et al., 2017), and this 

trend is continued in the new curriculum (LK20). The teachers in my material appeared as 

designers of own teaching where they made choices regarding text use. This was evident 

through their frequent use of hybrid practices, in line with Rasmussen and Lund (2015). They 

found the teachers in their study to be free designers of own teaching, where the decisions of 

the teachers seemed to be directly linked to the competence aims instead of the textbook. The 

aim of the practices was also to educate students on the emergence of new technologies. 

Additionally, they saw a trend in more teacher-made tasks and a less textbook dependent 

teaching. This study is supported by findings in Aashamar et al. (2021), where they found that 

hybrid practices dominated a total of 31 Norwegian language arts, English, and social studies 

classrooms. Evidently, their study also confirmed prior research on hybrid practices being 

frequently used in the English subject. Additionally, through the analysis of the material used 

in this MA study, I have found these hybrid practices in the German subject as well. 

Furthermore, I found that at one of the schools the teachers worked together in subject groups 

to create a syllabus for the upcoming semester. As Fiona stated in the focus group, this syllabus 

was based on the national curriculum (LK20). This might indicate that the responsibility of the 

individual teacher linked to text choice might vary across schools, where teachers decide texts 

together instead of giving the sole responsibility to individual teachers, however, this needs to 

be researched further.   

Although all nine teachers in this study used hybrid practices, the type and degree of hybrid 

practice varied from classroom to classroom and from teacher to teacher. Figure 4.5 in the 

previous chapter gives an overview of the different teachers’ text practices. The English 

teachers at the same schools seemed to use the same type of hybrid practice. For instance, at 

one of the schools, Emma, Gabriel, and Cato used text-based teaching practices with the 

textbook as structuring element, whereas Donna, Fiona, and Aron, at the other school, used 
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eclectic teaching practices, where their oral instruction was the main structural element. 

Another explanation might be the outdated textbook at one of the schools, as the teachers 

expressed that they did not want to use what they found to be an outdated textbook, which might 

be the explanation for the eclectic teaching practices at this school. Furthermore, although the 

English teachers at the other school were not represented in the focus group, all of them used 

the textbook as structuring element, and they followed it thematically. However, these English 

teachers mainly used the textbook as structuring element, and they always supplemented the 

textbook with other texts. This might indicate that the English teachers at this school valued the 

textbook as a teaching aid, at the same time, the teachers might feel the need to supplement it 

with other resources and texts to update the texts and information in the textbooks. Indeed, the 

time used on the actual textbook was only 5% of the teaching time in the English lessons, which 

suggests that the teachers followed the themes in the textbook, that the textbook is more 

important in the planning phase in these classrooms. In line with Aashamar et al., (2021) these 

findings call for more research on how teachers plan their teaching outside the classroom.  

In German, two of the three teachers (Camilla and Merete) used hybrid text-based teaching 

practices with the textbook as structuring element, whereas Bertine’s teaching was structured 

by her oral instruction – being eclectic. When the German teachers used the textbook, they 

almost always supplemented it with other material, except in one of Camilla’s lessons. 

However, more time was spent on the textbook during German lessons in comparison to the 

English lessons (see Table 4.1 and Figure 4.2). This might suggest a more textbook reliant 

practice in German than in English. Interestingly, if we compare Bertine’s eclectic teaching 

practices to the English teachers’ eclectic teaching practices, we find that the textbook 

sometimes is one of the sources (i.e. Bertine’s lessons) and other times not (i.e. the English 

lessons). If we consider Camilla’s reports in the focus group (see excerpt 3), she clearly 

expressed that the textbook was of importance and that it made her teaching easier. If one 

compares this finding to findings from Aashamar et al. (2021), where they found the use of the 

textbook in Norwegian lessons to be only 1%, and 19% in English lessons, this might indicate 

a pattern. Seeing that the textbook was used 1% of the time in video-recorded Norwegian 

lessons (Aashamar et al., 2021), 5%–19% of the time in English lessons (Aashamar et al., 2021; 

this MA study), and 40% of the time in German lessons (this MA study), it would be interesting 

if further research delved more into whether the teacher relies more on the textbook when the 

students are less skilled in the language. This is also important when considering the need for 

textbooks in the individual subjects.  
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Finally, the dissonance identified through the triangulation of my video observations and  

teachers’ self-reports in the questionnaires indicate that reported text use and actual text use 

might be different. The two English teachers Fiona and Aron did not use the textbook during 

my observations, however, they both reported to use the textbook as the structuring element in 

their language lessons. The dissonance between the observed and reported perspectives aligns 

with prior research that has shown how outdatedness and unsuited information is an issue with 

textbooks, and that this might influence teachers’ decisions (Aashamar et al., 2021; Funk, 2004; 

Gee, 2017; Huang, 2019; Rasmussen & Lund, 2015). The triangulation of different perspectives 

is therefore an empirical and methodological contribution of my study.  

5.1.1 Hybrid practices – Vygotskyan text practices?   

 

Key in the use of hybrid practices is the consistent combination of different texts and how the 

teachers design their use of these texts. Importantly, how the teacher designs the whole text-

based experience for the students is a part of the text-based instruction. The teacher in the 

Vygotskian classroom is not only responsible for choosing texts, but also for designing 

activities related to the texts, so that students are able to draw connections between text and 

context (see Brevik, 2015; Gee, 2017). 

As Gee (2017) states, teachers are important in helping students understand text. The teachers 

in my material used texts in combination to help students create valuable transactions between 

what happens in the real-world and in the texts. According to Vygotsky (1997), a person is 

shaped by his or her interaction with texts: the person does not just give meaning to the text, 

the text also shapes that person. This relationship between the teacher, student, and text is 

evident in my material. The teachers in my study were designers in true Vygotskian style, as 

they carefully designed a learning environment where students were actively involved with 

texts, by giving them texts to use and by creating an environment where they could use these 

texts in meaningful ways (Claxton, 2007). My analysis showed in line with Claxton (2007) and 

Rasmussen and Lund (2015) that the teachers were the glue between the texts and the students’ 

meetings with texts in the classroom. This is immensely important to be aware of because the 

students may come from very different backgrounds, some with little knowledge of texts, and 

the only scaffolded meetings with texts might be those designed by the teacher (Blikstad-Balas, 

2015). Given that we live in a highly technological society, students’ literacy is dependent on 

the teacher to make choices regarding text to educate them on a variety of modalities and text 

types (Blikstad-Balas, 2015; Gee, 2017; Rasmussen & Lund, 2015).  
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In this MA study, texts were used for longer and shorter periods of time, both to support other 

texts, to inform, and to be the main object for analysis. The teachers often used texts in different 

phases, which aligns well with the quadrant model (Edwards, 2015). Especially, Gabriel’s use 

of text during the recorded English lessons is a good example of how texts and text-related tasks 

were designed and used to promote learning (see section 4.3.1).  

5.3 Similarities and differences across language 

subjects 
 

The most transparent insight in my study concerns the varying degree of textbook use across 

language subjects. In English lessons, the teachers mostly used texts other than the textbook, 

both when the text was used to convey subject-related information (informative texts) and when 

the text was an object of analysis (fiction and non-fiction). In English, fiction was used 21% of 

the time. Previous studies have shown that these often come from the assigned textbook 

(Bakken, 2016; Brevik, 2019; Lyngstad, 2019). However, in my study this seems to be true 

only for the German lessons, where four out of seven fictional texts came from the textbook, 

unlike the English lessons, where only two out of thirteen fictional texts were from the textbook. 

Lyngstad (2019) found teachers to choose literature themselves. In her doctoral thesis, she 

found both advantages and disadvantages related to this practice, with the biggest advantage 

being that teachers can adapt literature to their student’s needs, as well as to what they prefer 

teaching. However, the most evident disadvantage was that students did not get a common 

reference point within classes regarding the literature they read (Lyngstad, 2019). My findings 

point in the same direction as Lyngstad (2019). Through systematic investigation of 34 lessons 

in L2 English and L3 German in ten classrooms, an important finding was that rather than the 

school or the language subject being the decisive factor, the teacher in each class seemed to 

decide which texts to use and how the texts should be used.  Even though there were both 

similarities and differences between the two language subjects, this seems to be the most 

decisive factor. First and foremost, this hybrid practice can lead to more adapted teaching in 

relation to the highly technological world we live in today and a more student-oriented teaching, 

where students’ texts choices also can be incorporated. However, this can also lead to great 

differences in the students’ text repertoire. 

In German lessons, a great deal of texts came from both the textbook and other sources when 

the purpose was informative, and most texts were used from the textbook when the text was an 

object of analysis. In the German lessons, these texts were only fiction, since non-fiction was 
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not found in these lessons. Such texts can according to Thonhauser (2020) create more 

motivation for student learners, and can for example be incorporated through emails, recipes, 

and shopping list, in addition to fictional texts which were present in the video recorded German 

lessons. From Maul’s (2020) text categories it seems like what she called factual texts, which 

would align well with my informative text category (Aashamar et al., 2021), was the dominating 

text category in the two textbooks she analyzed. These factual texts were written by an invisible 

author and with no characters in the text. If this is the trend in German textbooks this might 

explain why there was no use of non-fiction in the German lessons. Additionally, the German 

teacher in the focus group interview expressed that the informative text was the most important 

text type in German, and that non-fiction can be too difficult for students, since they are 

authentic. Even though such texts can be difficult, it is also of importance that students get 

insight into authentic texts from the German-speaking world.  

5.4 Didactic implications  
 

The main contribution of this MA study lies in the systematic and detailed exploration of 

textbooks and other texts in the two language subjects English and German. Through analysis 

and triangulation of three data sources, I have found that hybrid practices were used in all ten 

classrooms in this study, and that these frequent uses of hybrid practices align with results from 

Aashamar et al. (2021) and Rasmussen and Lund (2015). The nine teachers in my material 

appear as designers of their own teaching and use a variety of texts through different media, 

both digital and paper-based. In addition, all three text types (fiction, non-fiction, informative) 

were identified across the data material. Viewed from an English didactic perspective, this is 

an important finding because it shows that rather than the school or the subject being the 

decisive factor for text choice, the teacher seems to matter. This finding indicates the 

importance of teacher education and the importance of developing text-related competence both 

for the opportunity to choose texts and to design texts. In the process of implementing the new 

curriculum (LK20), teachers are given the opportunity to choose their classroom text culture.   

Furthermore, this study shows that the textbook no longer is the “de facto curriculum”, which 

aligns with previous textbook studies (Aashamar et al., 2021; Blikstad-Balas, 2014; Rasmussen 

& Lund, 2015). Across the material, 101 texts were in use and only 18 of these came from the 

textbook. When the textbook was in use, it was almost always supplemented with other texts. 

Although both subjects spent much time on texts and text-related activities (82% of the time in 

English and 84% of the time in German), the time spent on the textbook differed greatly 



75 
 

between the two language subjects, with only 5% of the time in English lessons and 40% of the 

time in German lessons. Based on my analysis, I found that the textbooks position seems to be 

stronger in the German subject than in the English subject, suggesting that although teachers 

appear as designers of their language instruction, the textbook is more important when students 

are new to the language.  

Lastly, my study contributes with insights in relation to which texts that are used in the English 

and German lessons, and hopefully this can spark interdisciplinary cooperation between 

language teachers, especially related to the increased focus on interdisciplinary research in 

LK20 and plurilingual competence in the CEFR. My study has offered important insights into 

similarities and differences between the two language subjects. Hopefully, it promotes more 

collaboration between language teachers across different language subjects to help the students 

develop their language proficiency. Collaboration between language teachers might help 

students in their meetings with texts.  
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6 Conclusion  
 

In this MA study, I have aimed to answer the overarching research question: What characterizes 

the use of textbooks and other texts in ten English and German classrooms in two lower 

secondary schools? I have used four different data sets to answer my research question (video 

recordings of English and German lessons, student screen recordings, a teacher questionnaire, 

and a teacher focus group). My main methodological contribution is the triangulation of these 

data sources to capture various perspectives and voices in my data analysis. According to 

Hansen (2018) the most appropriate method in textbook studies is a mixed methods research 

design. In this study, I have answered the research questions with both qualitative and 

quantitative data.  

The first main finding identified that the types of texts in the observed L2 English and L3 

German lessons varied in both type and form. The textbook was present at both schools and in 

both subjects, however, it was almost always supplemented by other texts. Most texts were 

accessed through the classroom screen and the most used text category was informative texts. 

Of the texts used in the English lessons, most were digital, and few were from the textbook. In 

contrast, most texts used in the German lessons were paper based with a large proportion from 

the textbook.  

The second main finding identified that both language subjects spent much time on texts. In 

both subjects, the most dominant text category was informative texts, both considering time 

spent and number of texts. However, no non-fiction was found in the German lessons, in 

contrast to 36 non-fiction texts in the English lessons. The textbook dominated the German 

lessons, although it was supplemented by other texts, in contrast to the English lessons, where 

other texts dominated their work with texts and was supplemented infrequently by the textbook. 

Thus, the textbook seemed to have a stronger position in the German lessons in this study, 

compared to the English lessons, even though both textbooks and other texts were used in both 

language subjects.  

The third main finding identified hybrid practices as characteristic of the nine teachers’ use of 

textbooks and other texts across the ten English and German classrooms in two lower secondary 

schools. Five teachers used text-based hybrid practices that were based on the textbook, 

whereas four teachers used eclectic hybrid practices. The teachers in my study appear as 

designers of own teaching and they did not seem to lean on finished lesson plans in the textbook.  
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6.1 Suggestions for further research   

 
The teachers’ influence on the texts used in language lessons has been evident in this study. 

Since the teachers’ choices have gotten a lot of attention in this study, it would be interesting 

to study student participation in regard to text choice to see if this is incorporated in teachers’ 

practices and if so, how student participation in regard to text choice is performed.  

Second, this study examines texts used in the actual classroom. However, it would be interesting 

to see which texts the teachers use to prepare and plan their lessons. Since the teachers in this 

study seemed to value the textbook as a structuring element, even when it was not used in the 

classroom, it might indicate that the textbook’s position is stronger as a planning aid than a 

teaching aid. Such insight might give a wider perspective on text use in the text culture of the 

school.  

Last, this study has contributed insights into text practices in the English and the German 

subject, where I found hybrid practices in all 10 classrooms observed. In addition, Aashamar et 

al. (2021) found such practices in Norwegian, English, and social studies and Rasmussen and 

Lund (2015) found them in the subjects history and English. Further, it would be interesting to 

see if such hybrid practices are found in other foreign language subjects such as Spanish and 

French and compare text use across all language subjects in one study, especially after the 

implementation of the new curriculum (LK20).  
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