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Abstract: This chapter is based on interviews with fifteen authors whose profes-
sional textbooks in English didactics are currently on the reading lists for the five-
year teacher education programme in Norway called the lektor programme. The 
chapter starts by defining the genre of the professional textbook, and reviewing 
relevant research and terminology, before describing the digital interview and tran-
scription processes. Of the many topics raised in the interviews, the following are 
highlighted in this chapter: the ways in which authors select their writing and pub-
lishing partners; how they address their intended reader; how they relate to per-
ceived conventions about what sort of texts belong in a professional textbook; the 
reasons why student teachers need textbooks; and the varying emphasis placed on 
different kinds of knowledge: research, theory, repertoire and contextualisation in 
relation to the current school curriculum. The chapter ends with a summary of the 
authors’ predictions for the genre, and a discussion of the role that the national 
accreditation system, CRISTIN, should, but does not yet, play in ensuring the vital-
ity and quality of textbooks in both English didactics and other professions. 

Introduction
This chapter reports on a study of textbooks in teacher education. More 
specifically, it investigates authors’ perspectives on professional textbooks 
English didactics. The empirical data comprises interviews with fifteen 
authors, who were chosen because their books were on reading lists in 
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English didactics modules in Norway for the academic year 2021–22. Our 
interest in this topic arose partly in response to the recent flurry of text-
books in English didactics, written and published for teacher education 
in Norway. The range of such textbooks from which teacher educators 
can now choose has led to international textbooks in English didactics all 
but disappearing from reading lists in Norway, where previously they had 
featured prominently (Caspersen et al., 2017; Moi et al., 2014). 

Despite the current dominance of textbooks written for the Norwegian 
context, there is a striking neglect of textbooks of any sort in policy doc-
uments in Norway. For example, a recent White Paper, though it states 
unequivocally that there is too little research in and about teacher edu-
cation (Meld. St. 4. (2018–2019), p. 67), makes no mention of books, let 
alone textbooks. Nor does the 2021 report of the executive agency of the 
Ministry of Education and Research – Diku – make any reference to books 
of any kind. By contrast, there are 129 occurrences of word combinations 
using “digital”, a quantification of the complete lack of policy, reference 
or statistics on syllabus literature and, indeed, other types of dissemina-
tion (see also Vestbø, 2020). In the most recent report from Diku, we see 
the same tendency: two pages are dedicated to the digitalisation of higher 
education, while syllabus literature and dissemination are not mentioned 
at all (Tungesvik, 2021).

The absence of textbooks in official policy documents is not new. 
Writing in 1993, Johnsen saw this omission as explaining why there was 
so little research on textbooks: as an object of study they had “not yet 
been sanctioned” (p. 22). More recently, research in the field of English 
for academic purposes has tended to focus on more prestigious research 
genres at the expense of instructional genres (Bondi, 2016). Digital edu-
cation media receive far more attention in research and policy than do 
textbooks, and here publishers in the private sector are a key stakeholder. 
The development of digital educational media in recent years has led 
to the sale of paper-based and digital learning resources being of about 
equal worth in 2020 (Gilje, 2021). Today, the future of printed textbooks 
in schools is uncertain, and there is widespread concern that funding for 
new educational media may mean that the purchase of textbooks will lose 
out to one-on-one tablets and software licences (Kvinge, 2021).
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Against this backdrop of neglect and the increasing focus on digital 
educational media, we set out to find out more about today’s professional 
textbooks in English didactics for teacher education. We coined the 
term professional textbook to identify textbooks written for profession-
ally-oriented modules in English teaching and learning, distinguishing 
this genre from textbooks written primarily for disciplinary modules, 
on topics such as English literature or English language. We sought out 
the experiences and perspectives of textbook authors, all of whom are 
employed in teacher education, or have been until recently, so that in 
addition to being authors, they are experienced teacher educators. This 
gives them a broad basis from which to discuss professional textbooks in 
English didactics. The overarching research question is:

What characterises the writing of professional textbooks in English 
didactics?

More specifically we ask:

What sort of decisions do authors make in shaping their professional textbook?

What do authors perceive as the need for professional textbooks in English 

didactics?

What importance do authors accord to different types of professional knowl-

edge in their textbooks?

Although this chapter focuses on professional textbooks in English 
didactics, it offers perspectives that are relevant to teacher education in 
other subjects. One such perspective is the perceived value and financ-
ing of textbook writing. While we were initially wary of addressing this 
issue, the topic was repeatedly raised by our interviewees. We have there-
fore chosen to conclude this chapter with a reflection on the position of 
professional textbooks in CRISTIN, the current accreditation system for 
scholarly and scientific production and dissemination in Norway.

The genre of the professional textbook in English 
didactics
A commonly used term in the Scandinavian discourse about textbooks 
is læremidler, where lære denotes both teaching and learning. Læremidler 
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is variously translated into English as “educational media”, “teaching 
resources”, “teaching aids” and “learning resources”. The extensive theo-
retical literature associated with læremidler offers several useful distinc-
tions. Didactic læremidler are those designed for teaching (Hansen, 2006), 
and it is in this category that we find textbooks. A further distinction can 
be made between didactic læremidler and “second order texts” (Selander, 
2013). These latter can be used in an educational setting, though they are 
not designed for this purpose. Literary works are an obvious example in 
the context of teacher education.

Læremidler is not the only central Scandinavian term that does not 
match up readily with an English equivalent. “Textbook” can be trans-
lated by two terms that the Norwegian Publisher’s Association distin-
guishes between, namely lærebok and fagbok. In their yearly statistics 
over book sales, the Norwegian Publisher’s Association describes the 
lærebok as intended for use in tertiary education, whereas the fagbok is 
also intended for a professional market (Den Norske Forleggerforening, 
2020, p. 19). The distinction between these is, arguably, as much an issue 
of academic status and financial incentives as of content (Nylenna, 2017). 
For example, a lærebok allows the publisher to apply for state funding, 
provided the book serves a segment of Norwegian tertiary education 
that might not otherwise have access to relevant literature adapted for 
the Norwegian context (Diku, 2021). To achieve this funding, the book 
must be on the reading list at an institute of higher education. A fagbok 
does not qualify for this type of funding, but can be given accreditation 
in the Current Research Information System in Norway (CRISTIN). Such 
accreditation is important for the authors’ careers and universities’ fund-
ing (Nylenna, 2017).

The term textbook, then, refers to a flora of text types (Johnsen et al., 
1997, p. 31), and defining the term necessarily imposes various degrees 
of restriction (Johnsen, 1993, p. 24). What all textbooks do have in com-
mon, whether designed for primary, secondary or tertiary education, is 
that they are part of an asymmetrical form of communication where the 
author knows and writes for those who know less (Selander & Skjelbred, 
2004). So do what are sometimes termed “academic books”, but these 
fall outside our definition of professional textbooks, since, though “as 



p r o f e s s i o n a l  t e x t b o o k s  i n  e n g l i s h  d i da c t i c s

223

difficult to define as the academic disciplines themselves”, academic 
books are typically a long-form publication that conveys the result of 
in-depth research carried out over a period of years and which makes an 
original contribution to a field of study (Deegan, 2017). Academic books 
seldom need to be positioned in relation to policy documents or curric-
ula. School textbooks, by contrast, must fulfil politically set agendas, as 
these find expression in policy documents and curricula (Skrunes, 2010, 
p. 62). Professional textbooks position themselves more freely between 
the two: they do not need to focus on the curriculum, although, as we 
shall see, some authors choose to do so. Furthermore, textbook authors 
must select, simplify and adapt (Askeland et al., 2017) to a far greater 
extent than must authors of academic books. This is also the case at ter-
tiary level, where students, not least student teachers, have very diverse 
disciplinary knowledge and school experience.

All textbooks can be described in terms of their content, their pur-
pose and their audience (Hyland, 1999), and the primary audience for 
a professional textbook of English didactics is student teachers, as well 
as in-service teachers interested in continued professional development. 
Professional textbooks present the knowledge and values that a student 
must master in order to successfully practise that profession. Hyland 
(1999) describes textbooks for undergraduates as “one of the primary 
means by which the concepts and analytical methods of a discipline 
are acquired”, as well as conveying “the norms, values and ideological 
assumptions of a particular academic culture” (p. 3). In teacher education 
they are therefore texts that “suggest and legitimise content, rules, norms, 
ideals, and discourses related to teaching” (de Cássia Fernandes Hegeto, 
2021, p. 195).

We understand professional textbooks to have four main compo-
nents related to the teaching and learning of English. They typically 
include theory related to English as a second or foreign language; con-
textualisation in relation to the national curriculum, learner diversity 
and other educational issues; and repertoire, by which term we refer to 
learning and assessment activities that teachers can use in the class-
room. Finally, textbooks include research that sheds light on these three 
components.
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Approaches to the study of textbooks 
One of the most influential textbook researchers in Norway, Egil B. 
Johnsen (1993), once asked why the study of textbooks had never been 
established as a separate college or university discipline (p. 21). He 
offered as a partial explanation an observation by Hacker (1980), that 
research tends to focus on what is new and to steer clear of what is per-
ceived to be on its way out. We will consider the demise or survival of 
textbooks towards the end of this chapter. But since Johnsen bemoaned 
the status of textbook research in 1993, the field has benefited from a 
period of intense activity at the Norwegian National Centre for Teaching 
Aids (1993–2000), including the work of Staffan Selander and Dagrun 
Skjelbred, amongst others. In more recent years research has tended to 
focus on digital educational media, with almost no interest in the ways 
that textbooks and digital learning resources are used in combination 
(Gilje, 2017).

Textbook theory and research have been heavily oriented towards 
primary and secondary school (Knudsen et al., 2011), and tertiary-level 
textbooks are a marginalised field of study (de Cássia Fernandes Hegeto, 
2021, p. 195). Yet one can explore the relevance of studies of primary and 
secondary school textbooks for the professional textbooks in our study. 
For example, as just mentioned, school textbooks are usually written to 
meet the requirements of a particular curriculum (Tønnesen, 2013, p. 149),  
and so we can ask professional textbook authors to what extent they too 
write to accommodate the most recent school curriculum. Similarly, 
Selander (2013) defines an educational text as one that is “produced for a 
particular institutionalised use, an educational system with its own space, 
time and social organisation” (p. 31, our translation), and so we can ask 
in what ways the authors in the present study intend their books for par-
ticular institutionalised uses. A final example is the claim that “textbooks 
have the distinct advantage of having a relatively homogenous institu-
tionalised function across diverse social, political and cultural spaces and 
time” (Christophe et al., 2018, p. 415). We asked authors to speculate on 
the institutionalised functions that professional textbooks may be called 
on to fulfil in 20 years’ time. Will these, as Christophe et al. claim, be 
much the same as today?
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Despite these points of contact with existing textbook research, we, like 
Askerøi and Høie (1999) in their study of textbooks for vocational sub-
jects, have had to draw on studies with limited application to our own. To 
illustrate this challenge, we may consider Gilje’s categorisation of the four 
main areas of textbook research (2017). These are 1) the representation of 
ideology and history; 2) the analysis of multimodal texts; 3) investigations 
by educational stakeholders into the extent and use of learning resources 
and ICT in the classroom; and 4) observational studies of learning 
resources and social interaction in the classroom. Our study is not easily 
accommodated within this classification. It is better accommodated in an 
earlier categorisation on which Gilje drew. Johnsen (1993) distinguished 
between 1) historical investigations; 2) ideological research, a form of 
content analysis typically concerned with discrimination, ideology and 
democracy; 3) the use of textbooks in terms of accessibility, effectiveness 
and classroom practices; and 4) what Johnsen (1993) described as a less 
researched field: the study of authors, publishers, approval mechanisms, 
curricula, political approaches and user approaches (p. 311). It is in this 
last category that the present study belongs. It furthermore contributes to 
a current trend in textbook research that Fuchs and Bock (2018) describe 
as “a coming of age” in textbook research (p. 7). This trend is marked 
by the diversification from content analysis to the study of contexts and 
practices, which in our case entails the study of authors’ perceptions of 
the multiple contexts of textbook production and use.

Methods
The authors who participated in this study were identified from the read-
ing lists for the academic year 2021–2022 in English didactics modules 
at the seven universities in Norway that offered the lektor programme in 
English. This five-year teacher education programme was chosen because 
didactics is taught in separate modules, unlike programmes of initial 
teacher education in years 1–7 and 5–10, where didactics is integrated into 
the subjects (Nasjonalt råd for lærerutdanning, 2017, 2018a, 2018b). With 
the exception of one university, students in this education programme 
are required to take more than one didactics module, and reading lists 
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from all the didactics modules were therefore collected. We identified ten 
professional textbooks within English didactics that featured either in 
part or in whole on those reading lists, and whose authors were asked to 
participate in this study.

An interview guide was piloted with the two authors of a professional 
textbook in Norwegian didactics, and slightly re-written as a result. The 
guide included questions relating to

•	 their academic background and professional experience
•	 their motivation for writing the professional textbook/s 
•	 the choice of co-author and publisher
•	 the editorial and publishing process and the book’s reception
•	 the book’s intended user and the inscription of this user in the text
•	 the role of different text types, such as case studies, questions and 

tasks 

More generally, interviewees were asked to reflect on 

•	 the balance between a “ready digested” professional textbook and 
the focus in teacher education on source criticism

•	 the status and challenges of writing professional textbooks in an 
academic institution

•	 the future of professional textbooks in English didactics

Interviewees were also invited to comment on any other aspects of text-
book writing that they wished to address.

The interview guide served as a set of prompts in a conversation that 
was sometimes quite strongly interviewee-led, placing the interviews on 
a continuum between semi-structured and unstructured (Cohen et al., 
2018, p. 511). Authors of the same textbook were interviewed together: 
seven interviews with a total of fifteen authors. Some authors had col-
laborated on more than one book. Each interview lasted about an hour 
and was carried out and recorded in Zoom, with both researchers pres-
ent. The video and sound files were stored in the data collection tool 
Nettskjema. They were transcribed by the researchers using the Microsoft 
Word online transcription tool. 
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As there were always at least four people present, the interviews were 
not only data collection events, but also social occasions. This was in part 
because the first author of this chapter had met many of the authors in 
other professional contexts, but also because several of the authors, after 
having worked intensely together while writing their textbooks, had not 
met up for some time.

The transcription process followed the reflective practice advocated 
by Oliver, Serovich and Mason (2005), where transcription decisions are 
based on the purpose the interviews are to serve. In the present case 
the purpose was to gather information about the interviewees’ perspec-
tives. The transcription was therefore somewhat denaturalised, remov-
ing most hesitations, false starts and encouragements, and nearly all 
stammering. We have, moreover, standardised the grammar in direct 
quotations. What remained were those features of oral speech that we 
deemed to contribute to the informational or attitudinal content of the 
interviews.

The guidelines on informed consent, privacy and data storage from the 
Norwegian Centre for Research Data were followed throughout, and the 
authors’ permission to use their full names was sought both before and 
after the interviews, and addressed at the start of each interview. This 
means that the respondents were prepared to be quoted by name, a prem-
ise that may well have affected their responses. We have since decided 
against naming the authors, because some of them reported being dis-
concerted when they saw in writing the hesitations and disfluencies of 
their oral communication. Another argument for anonymising the mate-
rial is that our discussion of the academic accreditation system CRISTIN 
addresses themes raised by the authors, including guidelines for publica-
tion points, that could have an impact on their future publications.

While each textbook was formed by the authors’ attitudes, values and 
understanding of English didactics, they also seemed to represent a “col-
lective awareness, an understanding that is valid for the society and the 
time of which the author is a part” (Johnsen et al., 1997, p. 34, our trans-
lation). We came to see the seven interviews as a set, a shared conversa-
tion. They generated a wide-ranging and rich data, with the concomitant 
challenge of thematic analysis across 120 pages of dense transcription. It 
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is a challenge that the representation of a qualitative study must balance a 
holistic interpretation of the interviews with the fragmentation that nec-
essarily results from categorisation (Cohen et al., 2018, p. 524). After each 
interview we identified possible themes and patterns of response. We dis-
cussed the interviews more systematically once they were all completed. 
Throughout the writing process we reviewed our perception of the inter-
relationship of the various themes and how different ways of organising 
the findings could throw light on our research questions. We have chosen 
to present our findings under three headings: Shaping a professional text-
book; Why students need professional textbooks; and The relative impor-
tance accorded to research, theory and repertoire.

Findings
Shaping a professional textbook
In this section we consider how author partnerships were initiated and 
how the quality of professional textbooks was addressed. We also report 
on the authors’ intended audience, the types of text they thought it appro-
priate to include, and whether or not they contextualised their textbook 
in relation to the current school curriculum.

When asked how author partnerships were initiated, interviewees 
reported that it was often one person who had an idea for a professional 
textbook who then invited another person to participate. Several authors 
said that their idea would not have become a book were it not for their 
writing partner. The choice of whom to collaborate with was usually 
based on existing or previous professional relationships. One author, 
for example, said that they knew “that we can work well together, that 
it’s a productive partnership”. Other factors that influenced the choice 
of co-author included shared professional interests or a shared place of 
employment. Another partnership experienced that the publisher already 
had a book in mind, so that “they asked us more to do than we asked 
them to be allowed to do this”. In the case of edited books, interviewees 
explained that they went in search of contributors with an expertise that 
they themselves lacked. There was also one example of the publisher ini-
tiating the textbook and writing partnership:
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It was the editor who reached out to me and asked if I would be interested […] 

and then I think that you […] also came over, joined us and this is when she 

suggested […] as the third author, so that’s – she basically hooked us up.

Some author partnerships reported that the choice of publisher was 
straightforward since they already had a well-established relationship 
with a publishing house with which they had previously collaborated. 
Some even referred to their confidence in a particular editor at that pub-
lishing house. Others, however, experienced a more challenging process 
in finding a suitable publisher. One author partnership recalled that before 
the publication of the first edition of their book, they had had to argue for 
the need for textbooks in English didactics written for the Norwegian 
context. They recalled some colleagues being sceptical of their ambition 
to compete with international publications, remembering an attitude 
of “why are you writing this book, because there are so many books on 
English teaching methodology. Not written in Norway, but written for 
the world market, so you know, who do you think you are, really?” They 
were also met with resistance from the publisher they approached, who 
initially believed that there wasn’t a market for this type of book. More 
recently, a few authors described as drawn-out or problematic the process 
of finding a publisher who was committed to meeting their aspirations, 
or who shared their understanding of the amount of work involved in 
creating a revised edition.

Authors typically reported that although they were themselves 
entrusted with the main responsibility for ensuring the quality of their 
text, the publisher was in most cases involved in recruiting an external 
reader before the book went to print. Whether the external reader was 
designated “peer reviewer” or “consultant” seemed to depend on the con-
ceptualisation of the book rather than the rigour of the review process 
itself. While authors generally expressed satisfaction with this situation, 
several authors pointed out that co-authorship in itself provides an ongo-
ing process of revision and peer review.

Turning now to the authors’ intended audience, we found them to be 
in agreement that their books were written to cater for a diverse group 
that includes both initial teacher education and in-service teachers. Since 
lektor courses qualify students to teach in secondary school, some of the 
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textbooks focused on secondary school only, whilst others also saw pri-
mary school student teachers as their intended audience. Some authors 
also discussed whether targeting a broad readership was a possible weak-
ness of their textbooks. Firstly, as one author explained, there is little indi-
cation that most in-service teachers read research. And secondly, several 
authors made the point that students who train to become teachers have 
many different knowledge bases and textual experiences, which means 
that it is challenging to write textbooks that both include everyone and 
captivate a diverse group of readers. It was our observation that authors 
from the same institution tended to have a shared understanding of their 
students’ abilities, and that this may have influenced their understanding 
of their intended audience. Some spoke of their students being “at a very 
high level”, while others were concerned to cater to the needs of their 
“C-students”.

When it came to what types of text it is appropriate to include in a 
professional textbook, opinions differed as to how the genre should be 
understood. This was significant, since the categorisation of the text-
book itself was in part determined by the types of texts the authors 
included. One author, for example, distinguished their textbook from 
what they called “plain textbooks”, a genre which they characterised by 
its inclusion of text types such as tasks and questions. Another negoti-
ated the same issue by saying that their textbook was “not a textbook as 
such, but fagbok […]. So it’s important to use those words if you have 
peer reviewed, done those things”. Several authors expressed a dislike of 
conventions that in their perception unreasonably restricted what they 
could include in their professional textbook, although for pragmatic rea-
sons they abided by these conventions. For example, in one case both 
authors were very much in favour of “reflection questions and tasks and 
what have you”, but knew from experience that these text types would 
trigger a fight for publication points “and the quarrelling and the argu-
ments and all the emails”. Other authors, however, not only expressed 
dissatisfaction with the expectation that they should not include cer-
tain text types, but successfully flouted these expectations by deliber-
ately including reflection questions and making sure that they otherwise 
documented that they had fulfilled the requirements of a fagbok. They 
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described the convention that tasks be excluded from textbooks at ter-
tiary level as “strange” and out of line with comparable international 
research-oriented publications.  

For some authors it was important that their textbook was conceived 
or revised in order to respond to new topics and priorities in the national 
school curriculum of 2020. For one author partnership “a close and con-
sistent engagement with the curriculum” was central to the second edi-
tion of their book. For others it was not, because, as they explained, a 
book tailored to the current curriculum would soon become outdated. 
They did not wish to be forced to rewrite their books with every new 
curriculum revision. One author partnership explained that they saw the 
purpose of their book as equipping student teachers to think critically 
and constructively about central didactic issues so that they would be 
able to implement and adapt their teaching to any curriculum.

The need for professional textbooks
We turn now to the reasons our interviewees gave for why student teach-
ers need professional textbooks. These included the need for a text that 
provides the basic information a student needs, that a book is a handy 
format, that textbook authors are better equipped to select and sum-
marise theory and research than are most students, and that textbooks 
initiate students into the discourses of language didactics and a holistic 
academic tradition.

Authors were usually motivated by their perception of what was lack-
ing, either in the courses they taught or in the market in general. One 
respondent spoke of their “driving force” being that “most people prob-
ably didn’t know that they needed this book. So it was more a question 
of putting this on the agenda”. Most frequently mentioned, however, was 
the need to provide students with an introductory text. The value of an 
introductory book as an overview and guide to English didactics was 
expressed through a range of spatial metaphors. Professional textbooks 
were described as providing “a starting point”, “a basic level introduction” 
and “the foundation that helps them make sure that they’ve covered all 
the ground”. One interviewee used navigational metaphors, describing 
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professional textbooks as “a good map and a guide” that showed the 
reader “the path”. 

The need for a path was explained by another author: “The more com-
plex the field of English didactics becomes, the more need there is, and 
will be, for books that give a good basic overview over complex topics”. 
As well as being an increasingly complex field of study, it is also relatively 
new, and for this reason, too, it requires a careful introduction: 

The students struggled to really see: What is English didactics? What is this 

field all about and how does it differ from pedagogy? And they needed a book 

because it was easier for them then to sit down and leaf through the book and 

see: what can English didactics mean? What kind of topics are relevant and how 

does this differ from a book in pedagogy, for instance? So we really felt this need 

for a book.

Several authors raised a more pragmatic argument for a one-volume 
introductory text: that it is easy to use. They reported that students had 
previously appreciated compendia for this same reason. In fact, one 
author partnership had formed to write the first edition of their book in 
order to gather into one place the resources they had developed in their 
courses for initial and in-service teachers. Yet although authors talked of 
the advantages of having one book, their own teaching practices tended 
towards picking out individual chapters on the same topic from more 
than one book for students to read on the same topic. It was in fact seen 
as an advantage of a one-volume book that it facilitated such selection: 
“Take it or leave it. Take parts of it, leave parts of it. You know, it’s a handy 
format”.

Another frequently mentioned argument for the professional textbook 
in English didactics was the need to make research accessible: “If nobody 
creates that material, then the students would be left with reading 50 
research articles in their first year, and that’s just not going to happen”, 
one author commented. Accessibility has to do with selecting relevant 
sources and highlighting what is most important, but it also has to do with 
writing with a clear reader-orientation, because, as one writer remarked, 
“You’re not fooling anyone if you’re using simple language”. The process 
of digesting large amounts of research and theory and making them 
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accessible to students at bachelor level was described by several authors 
as a demanding form of self-education.

We challenged authors to reflect on whether their selecting and sum-
marising of research and theory could undermine the development of 
critical reading and the students’ ability to find and assess sources in 
connection with their assignments and research projects. This criticism 
of textbooks was consistently rejected by the authors in our study. They 
typically argued that “in order to be able to reflect on something and 
make your own choices, you need some input, some basic input to what 
is this all about, before you can go to the next stage”. Another described 
the textbook as “a basis for proceeding with further individual research 
and more specialised articles”. Several authors mentioned that textbooks 
can help students become independent readers because they suggest fur-
ther reading at the end of each chapter, and because they are thoroughly 
referenced, thus providing students with opportunities to pursue more 
independent learning. 

There were a couple of instances when authors explained alternative 
ways in which they conceived of critical thinking. Students are develop-
ing their critical thinking, said one respondent, when they develop and 
adapt the repertoire suggested in the textbook. Another made the case 
that their book develops critical thinking by broadening students’ aware-
ness, in that it offers them “a diverse range of literary titles related to a 
variety of topics such as multilingualism, identity struggles, LGBTQ+, et 
cetera”. This argumentation can be seen as an example of the importance 
attributed to literature in English didactics, and its potential to develop  
the whole student. For one author, developing the whole student – Bildung –  
was nothing new but integral to the university at which they worked. It 
has, they explained:

a tradition which is worth taking care of, and which you do not find in inter-

national books at all. And I mean this distinction between methodology 

and didactics has been quite important for us. And I think also some of the 

Norwegian books in didactics have less focus on this than what we wanted.

Their co-author concurred: “Bildung is central in everything that we 
do”. Similarly, another respondent said that without textbooks “what 
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you might miss then is sort of the holistic passing on of an attitude”. 
Textbooks, in other words, were seen as providing a site for shared learn-
ing experiences and shared values.

We had ourselves wondered about the resilience of textbooks as a 
shared learning experience, given student teachers’ exposure to a digi-
tal landscape that offers them so many choices and possibilities. When 
we asked the interviewees what role they foresaw for the shared learning 
experiences that a printed textbook offers, most, though by no means 
all, shared our concern. As one concerned author said, “Everything is 
a click away, but that’s everything. And you don’t want everything, you 
want what you need […]. It’s the relevance and the focus, which you don’t 
get if you just Google something”. Other respondents expressed similar 
concerns about the limitations to the types of knowledge students tend to 
acquire using online resources as their primary learning texts in English 
didactics. They worried that these resources were not yet able to replace 
the systematic and research-based presentation of what is and is not 
important that professional textbooks offer the student teacher.

When it comes to whether students will need professional textbooks 
in years to come, authors found it challenging to predict with any cer-
tainty whether professional textbooks in English didactics would be part 
of moving language teaching forward in the long term. One foresaw that 
the combination of paper and digital resources that is typical for today’s 
school practices is a trend that universities would come to adopt, just as 
they tended to lag behind but finally adopt other school practices. What 
the professional textbook will look like in twenty years’ time entails ques-
tioning what a book is, said another author, who pointed out that “read-
ing a book” is already a much more diverse activity than it was before 
audio and digital books came along. The future of the professional text-
book might be as an open access resource or a digital document where 
individual chapters are available for purchase, suggested an interviewee, 
while another was confident of the need for something that served the 
purposes of today’s professional textbook, although it might not go by 
that name:

I can’t imagine that there will be no need for a textbook. Maybe the word “text” 

will be gone. Maybe the word “book” will be gone. But something that shares 



p r o f e s s i o n a l  t e x t b o o k s  i n  e n g l i s h  d i da c t i c s

235

not only content, not only ideas, but also what works in the classroom or what 

works in the learning environment. 

All in all, although most of the respondents found it challenging to envis-
age the future of professional textbooks in teacher education, they shared 
the hope that there would be a continued need for an introductory text 
that developed a common understanding of what English didactics is, 
and of what it means to teach English in Norwegian schools.

The relative importance accorded to research, 
theory and repertoire
In this section we look at how authors try to define and structure the field 
of English didactics through their emphasis on and positioning of three 
kinds or domains of knowledge: research, theory and repertoire. One 
can see the authors’ differing perspectives as part of an argument about 
whose knowledge is of most worth. It is even played out on the covers of 
their books: a sober cover underpinning the weightiness and seriousness 
of the academic field; pictures of engaged students signalling a focus on 
the active and collaborative learner.

The authors typically focused on what they identified as central and 
underrepresented aspects of the field, and varied considerably, not 
least in the extent to which they viewed repertoire as a central kind 
of knowledge. Using repertoire was by many considered necessary to 
help prospective teachers expand their practices. Authors sometimes 
describe their textbooks as addressing student and teacher weaknesses. 
By contrast, other authors wrote in the tradition of a university dis-
cipline, seeking to improve on previous textbooks that they felt to be 
insufficiently theoretical or research-oriented. These authors were 
also concerned to clear up misconceptions, such as the deficit view of 
multilingualism, or inadequate conceptualisations of communicative 
competence.

Changes made in the few years between the first and second (and in 
one case third) editions of the textbooks in this study indicate which 
kinds of knowledge are most valued. Authors reported that in their later 
editions they had typically included more theoretical perspectives and 
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added recent research. For one pair of authors, the centrality of research 
was self-evident, and the reason for writing their book in the first place. 
“Because we started teaching from that principle from research to prac-
tice […] before we wrote the book”. They explained that it is a guiding 
principle for the five-year education programmes that they are research 
based”, and that this had determined the structure of the chapters in their 
textbook, and to some extent which topics they had chosen to include. In 
their view, “We cannot make sure that our teacher education is research 
based unless we make sure that they use research in their education”.

No matter the relative emphasis placed on repertoire, theory and 
research, all the authors expressed the need to link different kinds of 
knowledge, rather than seeing them as “distinct domains”. For most 
authors this linking should be done in the textbook, but for the author 
partnerships at two universities, repertoire belonged not in the textbook, 
but in seminars and school placements/practicum. There is perhaps an 
issue of authority and tradition here, an issue of what types of knowledge 
are considered to be of most worth. One writer had been criticised for 
“not being research-based enough”, despite having more than 30 years’ 
experience as a teacher educator. They and their co-author explained that 
their practical experience was just one of several sources of knowledge 
in their book, which was “developed out of […] own experiences, knowl-
edge, background, reading and research”.

Discussion
It has been said that “Until recently, very little was known about which 
actors have taken the initiative in order to shape what is included and 
excluded from textbooks” (Christophe et al., 2018, p. 418). Our findings 
indicate that whether or not it is the publisher or the prospective authors 
who initiate contact, it is still the case, as Caspersen et al. (2017) reported, 
that authors tend to have their contacts in various publishing houses, 
developed over time in various projects. While there was one example of 
an editor putting together an author partnership, most authors teamed 
up with a familiar colleague. The interview situation, in which co-writ-
ers were interviewed together, as well as the fact that at the time of the 
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interview both the respondents and the researchers believed that all 
participants would be named in the presentation of findings, mean that 
the interviewees were not likely to speak poorly of their co-author, other 
textbook authors, their publisher or the quality control to which their 
texts were submitted. On the contrary, the respondents tended to report 
positively on most aspects of the process of shaping their textbook, or at 
least of the completed process.

The question of peer review is worth commenting on here. The text-
book authors in Caspersen et al.’s (2017) study reported, as did the 
authors in the present study, that peer review and quality control were 
strict and thorough (p. 80). However, since each textbook in the present 
study had apparently just one reviewer, it is a reasonable assumption that 
the reviewer was not a specialist in all aspects of English didactics that 
the textbook addressed. That the review process was applauded by the 
authors should therefore be interpreted in light of the unlikelihood that 
they would wish to publicly question or undermine a review process on 
which the academic accreditation of their textbook depends.

In explaining the need for professional textbooks in English didactics, 
our interviewees participated in a bigger conversation that goes beyond 
the concerns of teacher educators or even textbook writers for the differ-
ent professions. As one university teacher and author put it, textbooks 
introduce people to the bigger picture by creating knowledge structures 
and presenting a range of perspectives (Storø, 2016). Similarly, in defence 
of both professional and disciplinary textbooks, Vestbø (2020) writes that 
“[…] the medium of the book is unparalleled when it comes to providing 
students and the general public with in-depth knowledge in an accessible 
form” (our translation). We find similar arguments raised by the authors 
in the present study. Firstly, students need textbooks to introduce them to 
the field of English didactics. Secondly, and related to the first argument, 
the delimiting function of textbooks allows students to focus on what 
is central to each topic rather than navigating the vast resources avail-
able online. Thirdly, textbooks can initiate students into the discourse 
the authors deem most desirable, whether it is that multilingualism is 
a resource or Bildung is the foundation on which all education should 
build.
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Our respondents saw the textbooks as providing an entry to the field 
of didactics, and their decisions on what to include and exclude are based 
on their own perceptions of what students need to know. This means that 
students are dependent on textbooks authors, at least initially, as mod-
els for how to write about didactic topics. Hyland (1999) addresses this 
dilemma in his study of tertiary textbooks, concluding that they did not 
equip students to read or write research articles independently. “The pri-
mary goal of textbooks authors”, he said, “is to make intellectual con-
tent accessible rather than to provide undergraduates with the means to 
interact effectively with other community members” (p. 21). Similarly, 
Bondi (2016) writes that textbooks are poor models for student writing 
and research because they “seem to conceal the argumentative nature of 
disciplinary knowledge, by presenting a well-established set of facts and 
theories” (p. 325). However, as our respondents made very clear, students 
need to build up their skills through a process of academic socialisa-
tion, where professional textbooks have an essential role to play in the 
early stages of their education. As Bondi (2016) acknowledges, textbooks 
“are key to the process of acculturating novices into the epistemology of 
the discipline” (p. 328). Without professional textbooks that select and 
delimit content, students might look online to find immediate answers to 
questions that come up. This is a concern, considering that a study in the 
field of nursing education found “many students are too uncritical when 
they search online, especially in the first part of their education” (Poulsen 
& Brodersen, 2011, our translation). Our interviewees express these same 
concerns, based on their experience as teacher educators as much as on 
their being writers. Unlike a textbook, the internet has “no beginning and 
no end, everything is equally important/unimportant, and the user is his 
or her own doorkeeper who finds out, rejects, and chooses through infor-
mational channels, and keeps up to date with the possibilities” (Askerøi 
& Høie, 1999, pp. 24–25, our translation).

Textbook authors take on the responsibility for assuring that the con-
tent they present allows students access to the field, and some authors 
explicitly spoke of a holistic approach to language and language learners 
as being central to their understanding of the field. In so saying they cor-
roborate the view that “educational texts are always produced in a context 
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that can be political, moral, economic, as well as related to the subject 
itself or more general educational contexts. Their purpose has always 
been to contribute to the education of citizens” (Johnsen et al., 1997, p. 17, 
our translation). Similarly, Skrunes (2010) talks of all textbooks develop-
ing the whole learner, of their being part of educational practices where 
certain values are more or less promoted.

As well as promoting values, textbooks can be understood as promoting 
different types of knowledge to varying extents. More than thirty years ago, 
Christian-Smith (1991) claimed that questions and arguments about whose 
knowledge is of most worth were prominent in textbook research (p. 7). His 
claim provides an insightful approach to our consideration of today’s pro-
fessional textbooks. We identified types of knowledge under the headings 
of repertoire, contextualisation, theory and research. For some authors, 
an emphasis on repertoire was central, inasmuch as it promoted engaging 
lessons, something that both they and their students saw as pivotal to suc-
cessful language learning. For others, the knowledge most important to 
grounding English didactics was theoretical or research based.

Though it would be incorrect to suggest that our data identified an out-
right contradiction between these positions, we did find that the authors 
sympathised to differing extents with questions and arguments about 
whose knowledge is of most worth in defining what English didactics 
should be in teacher education. The question of whose knowledge is of 
most worth is by no means unique to Norway or even Europe. In her 
diachronic review, de Cássia Fernandes Hegeto (2021) identified what she 
termed “axes of development” had led to changes that she found across 
pedagogical textbooks in teacher education in Brazil. These included a less 
instrumental perspective, meaning less repertoire, and a greater focus on 
reflection and research (p. 199). The authors in this study acknowledged 
the importance of research, thus aligning their textbooks with key policy 
documents in Norway, including White Paper 4 (2018–2019), which states 
that higher education is to be research based. Particularly pertinent to 
the present study is the national curriculum for the five-year lektor pro-
grammes, which specifies that students have to “actively and critically 
relate to research, and learn to question the contributions and uses of 
research” (Nasjonalt råd for lærerutdanning, 2017, p. 5, our translation). 
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Textbook authors must position their books in alignment with these 
policy documents, and in so doing they may find that there is a slight 
disconnect between themselves and some other teacher educators. In a 
recent study, for example, most teacher educators reported that although 
they wanted to be closely linked to school practice, they experienced that 
“abstract knowledge” was accorded more status at their teaching insti-
tutions than the competence gained through years of school experience 
(Ulvik & Smith, 2018).

Despite the different ways in which the authors conceived of English 
didactics, and the differing weighting they gave to its components, they 
shared an understanding of their role as contributing to moving the field 
forward. They believed that their books could make a significant differ-
ence in the lives of both student teachers and the pupils that the students 
would themselves go on to teach. It is therefore far from adequate to 
describe a professional textbook in English didactics simply as one “that 
informs, explains, discusses and rounds up: this, and only this, is what 
we know” (Johnsen, 2010, p. 14). Taken as a whole, the interviews show 
that professional textbook authors see themselves as contributing to an 
ongoing definition of the field of English didactics in Norway. A text-
book, they said, should equip students with a theoretical grounding and 
an understanding of research that will enable them to respond critically 
and appropriately to what we do not yet know.

Implications
We start this section with some as yet unfulfilled predictions about the 
demise of the school textbook. This possibility was raised already in the 
1920s by teachers in the Reform Movement, both in the US and in Europe. 
School textbooks were considered to be under threat when cheap paper-
backs came on the market (Purves, 1993, p. 14), and again when audio-vi-
sual technology was heralded as the scientific way forward for language 
learning after World War 2. A survey published in 1998 found that almost 
half of the head teachers in upper secondary school predicted, prema-
turely as we now know, that the internet would be as important as text-
books in education by 2003 (Askerøi & Høie, 1999).
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So what about the professional textbook? Does it have a future? It 
is hardly surprising that many of the respondents struggled to answer 
this question, given that embedded within it are many other uncer-
tainties, including uncertainty about the development of digital educa-
tional media, the capacity for sustained reading of coming generations 
of screen-oriented students, uncertainties relating to the organisation of 
higher education and teacher educations in particular, and indeed uncer-
tainty about the future of the world itself. It was, nonetheless, one of the 
central questions that prompted the present study.

More prosaically, the study was prompted by the number and diversity 
of professional textbooks in English didactics written for the Norwegian 
context. It is surprising, perhaps, that there are so many, given that in 
Caspersen et al.’s (2017) finding that the development of læremidler was 
mentioned as requiring “a special inner motivation” (p. 83). A recurring 
theme in the interviews was just that, the authors’ motivation, their desire 
to make a difference by defining the field and influencing how English 
didactics is taught and understood, “a feeling of wanting to be one of 
the voices, perhaps turn it in a certain direction”. Several authors clearly 
expressed how important they felt it was to write a professional text-
book because of the role it could play in teachers’ and pupils’ lives. The 
interviewees acknowledged, and indeed emphasised, that more students 
would read a professional textbook than research articles by the same 
author. Comparing their more prestigious academic publications with 
their textbook, one author declared:

I mean, we have hundreds and literally thousands of students in Norway each 

year reading our books and the impact is just immense compared to this publi-

cation points article somewhere. So it doesn’t make any sense. 

In addition to wanting to define the field and reach as many readers as 
possible, authors reported that textbook writing made sense to them on 
both a personal and a professional level, notwithstanding that it some-
times came at the expense of more prestigious academic activities. They 
said, for example, “Institutions want us to write textbooks and I’ve been 
surprised by how many people mentioned the book, know the book, seem 
to, you know, respect the fact that I’ve been involved in this book”. They 
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said, “You see there’s a need. And then the privilege of being able to do 
something about it. It’s meaningful. It gives me a good feeling profession-
ally”. And one of the authors was gratified to find that researchers at an 
international conference were referencing their book.

Whether there will ever be a new batch of professional textbooks in 
English didactics of comparable breadth will depend in part on whether 
and for how long the authors of the present batch continue to revise their 
textbooks to meet changing educational discourses, policies and research 
developments. In a larger perspective it will depend on the survival of the 
genre of the professional textbook in teacher education. The authors in 
this study are unanimous in seeing a central role for something, in what-
ever format, with the functions that are now fulfilled by professional text-
books. But there are many factors at play: the complex interrelationship of 
private and public sector publication policies; local and national teacher 
education policies; students’ willingness to obtain and read books; and 
the quality and accessibility of digital alternatives.

One factor that will continue to play a part in determining the quality 
and vitality of professional textbooks is academic publication policy. As 
previously mentioned, we did not initially intend to write about national 
and institutional policies relating to the accreditation and status of pro-
fessional textbook writing, but in light of the strong opinions that were 
expressed in most of the interviews, we came to regard this as a central 
component of the authors’ shared conversation. Just as almost all the 
respondents in Caspersen et al.’s (2017) report mentioned the pressure to 
produce publication points as a challenge for the development of text-
books for teacher education (p. 74), nearly all of our authors expressed 
dissatisfaction with what they perceived as the limitations and inconsis-
tencies of the current accreditation practices.

To illustrate the vagaries of the system, we can take the case of Textbook 
X, which was motivated by the authors’ conviction that their textbook 
addressed an important and underrepresented aspect of the field of 
English didactics. Textbook X is research-based, the authors explained, 
but it does not present new research, and the book was not conceived with 
a view to receiving publication points. Instead the authors found them-
selves rewarded in other ways.
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In Norway, academic productivity is measured in the Current Research 
Information System in Norway (CRISTIN) which requires the fulfilment 
of four criteria. By far the most problematic for professional textbooks is 
the criterion that it be a scientific publication, defined as one that presents 
new insights: 

[…] While an academic text disseminates existing knowledge and is primar-

ily aimed at students, professionals and the general public, a scientific publica-

tion will expand or challenge the status of knowledge in the academic field of 

research. (Høyskolen Kristiania, 2022)

As this quotation implies, professional textbooks are not the obvious place 
to publish new research or theoretical perspectives because they are not 
where fellow academics in the field would expect to find them. The exam-
ple of Textbook X illustrates something of the complexity of determining 
whether a publication expands or challenges the status of knowledge. It is 
arguably one of the more ground-breaking of the professional textbooks 
in this study. Although it does not present new research, it is research-ori-
ented, as are they all, to varying degrees. And yet, unlike most of them, it 
neither aspired to nor received accreditation.

The fifteen authors in our study adduced strong arguments for the con-
tinued centrality of professional textbooks in teacher education. In the 
autumn of 2021, however, CRISTIN was widely criticised as an imped-
iment to the writing of good textbooks for tertiary education. In our 
opinion, what is needed is an accreditation system and a process of peer 
review that can properly assess whether a professional textbook makes a 
significant contribution to the nationally identified ambitions for teacher 
education. The same conclusion was drawn by Moi et al. (2014). Better 
recognition in CRISTIN, they said, and criteria that are more related to 
teacher education, would motivate research and development linked to 
the professionalisation of the teaching profession and the integration of 
theory, practice, disciplinary studies and didactics (2014, p. 27). Such a 
system would also, in our opinion, make possible a more open debate 
about the relative importance to be accorded to different kinds of knowl-
edge in professional textbooks. It would be fairer, more rigorous, more 
transparent and more reliable than the negotiations and compromises 
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that some authors reported. Most importantly, a fairer accreditation sys-
tem would contribute to the quality and even the survival of professional 
textbooks in teacher education.

References
Apple, M. W., & Christian-Smith, L. K. (1991). The politics of the textbook. In The 

politics of the textbook (pp. 1–21). Routledge.
Askeland, N., Skjelbred, D., Aamotsbakken, B., & Maagerø, E. (2017). Norsk 

lærebokhistorie: Allmueskolen – folkeskolen grunnskolen 1739–2013 [Norwegian 
textbook history: Public school – elementary school – primary – lower secondary 
school 1739–2013]. Universitetsforlaget.

Askerøi, E., & Høie, M. (1999). Les og Lær?- lærebokas rolle i yrkesfag [Read and 
learn? – Textbooks’ role in vocational education]. Tano Aschehoug. 

Bondi, M. (2016). Textbooks. In K. Hyland & P. Shaw, (Eds.), The Routledge 
handbook of English for academic purposes (pp. 323– 334). Routledge.

Caspersen, J., Bugge, H., & Oppegaard, S. M. N. (2017). Humanister i 
lærerutdanningene: Valg og bruk av pensum, kompetanse og rekruttering, faglig 
identitet og tilknytning [Humanists in teacher education programmes: Choosing and 
using curriculum, competence and recruiting, professional identity and association]. 
https://skriftserien.oslomet.no/index.php/skriftserien/article/view/77

Christophe, B., Bock, A., Fuchs, E., Macgilchrist, F., Otto, M., & Sammler, S. (2018). 
New Directions. In E. Fuchs & A. Bock (Eds.), The Palgrave Handbook of Textbook 
Studies (413–421). Palgrave Macmillan.

CRISTIN. (2021, Januar 21). Hvilken kategori skal jeg velge? [Which category shall I 
choose?]. CRISTIN. https://www.cristin.no/ressurser/sporsmal-og-svar/registrere/
hvilken-kategori-skal-jeg-velge.html#toc5

Cohen, L., Manion, L., & Morrison, K. (2018). Research methods in education (8th ed.). 
Routledge.

de Cássia Fernandes Hegeto, L. (2021). Didactics as a School Discipline: A Study of 
General Didactics Textbooks. In P. Bagoly-Simó & Z. Sikorová (Eds.), Textbooks 
and Educational Media: Perspectives from Subject Education (pp. 193–201). 
Springer International Publishing. https://doi.org/10.1007/978-3-030-80346-9_15

Deegan, M. (2017). The Academic Book and the Future Project Report: A Report 
to the AHRC and the British Library, London. https://academicbookfuture.files.
wordpress.com/2017/06/project-report_academic-book-of-the-future_deegan2.
pdf

Den Norske Forleggerforening. (2020). Bokmarkedet 2020. Forleggerforeningens 
bransjestatistikk. Statistikk [The book market 2020. Publishers’ Association’s branch 
statistics]. https://forleggerforeningen.no/bransjefakta/statistikk/

https://skriftserien.oslomet.no/index.php/skriftserien/article/view/77
https://www.cristin.no/ressurser/sporsmal-og-svar/registrere/hvilken-kategori-skal-jeg-velge.html#toc5
https://www.cristin.no/ressurser/sporsmal-og-svar/registrere/hvilken-kategori-skal-jeg-velge.html#toc5
https://doi.org/10.1007/978-3-030-80346-9_15
https://academicbookfuture.files.wordpress.com/2017/06/project-report_academic-book-of-the-future_deegan2.pdf
https://academicbookfuture.files.wordpress.com/2017/06/project-report_academic-book-of-the-future_deegan2.pdf
https://academicbookfuture.files.wordpress.com/2017/06/project-report_academic-book-of-the-future_deegan2.pdf
https://forleggerforeningen.no/bransjefakta/statistikk/


p r o f e s s i o n a l  t e x t b o o k s  i n  e n g l i s h  d i da c t i c s

245

Direktoratet for internasjonalisering og kvalitetsutvikling i høyere utdanning [Diku]. 
(2021). Lærebokordningen for høyere utdanning [Textbook scheme for higher 
education]. Diku. https://diku.no/programmer/laerebokordningen-for-hoeyere-
utdanning#

Fuchs, E., & Bock, A. (2018). Introduction. In The Palgrave handbook of textbook 
studies (p. 1–9). Palgrave Macmillan.

Gilje, Ø. (2017). Læremidler og arbeidsformer i den digitale skolen [Teaching aids and 
working methods in the digital school]. Fagbokforlaget.

Gilje, Ø. (2021). På nye veier: Læremidler og digitale verktøy fra kunnskapsløftet 
til fagfornyelsen [On new paths: Teaching aids and digital tools from Knowlege 
Promotion to subject renewal]. Norsk Pedagogisk Tidsskrift, 105(2), 227–241. 
https://doi.org/10.18261/issn.1504-2987-2021-02-10

Hacker, H. (1980). Didaktische funktionen des mediums Schulbuch [Didactic 
functions of the textbook as medium]. In H. Hacker (Ed.), Das schulbuch: 
Funktion und verwendung im unterricht (p. 7–30). Klinkhardt.

Hansen, J. J. (2006). Mellem design og didaktik: Om digitale læremidler i skolen [Between 
design and didactics: On digital teaching aids in school]. Syddansk Universitet.

Høyskolen Kristiania. (2022). Cristin registration. https://www.kristiania.no/en/
research/forskningsstotte/cristin-registration/

Hyland, K. (1999). Talking to students: Meta-discourse in introductory  
coursebooks. English for Specific Purposes, 18(1), 3–26. https://doi.org/10.1016/
S0889-4906(97)00025-2

Johnsen, E. B. (1993). Textbooks in the kaleidoscope: A critical survey of literature and 
research on educational texts. Scandinavian University Press.

Johnsen, E. B., Lorentzen, S., Selander, S., & Skyum-Nielsen, P. (1997). Kunnskapens 
tekster: Jakten på den gode lærebok [Texts of knowledge: The search for the good 
textbook]. Universitetsforlaget. 

Johnsen, E. B. (2010). Hvem skal hjelpe fremtiden? [Who will help the future?]. 
Aschehoug forlag.

Knudsen, S. V., Hansen, T. I., Slot, M. F., Haugen, L. I., Insulander, E., Maagerø, 
L. H., Olsen, H. K., Selander, S., Runestad, A. K. S., & Wahlmann, L. (2011). 
Internasjonal forskning på læremidler – en kunnskapsstatus [International research 
on teaching aids – a status of knowledge]. Høgskolen i Vestfold, Senter for 
pedagogisk tekstforskning og læreprosesser.

Kvinge, S. E. (2021). Uvitenhet og usaklighet i læremiddeldebatten [Ignorance and 
irrationaliy in the debate on teaching aids]. Fabelaktig Formidling. https://www.
fabelaktigformidling.no/artikkel/uvitenhet-og-usaklighet-i-laeremiddeldebatten

Meld. St. 4 (2018–2019) Langtidsplan for forskning og høyere utdanning 
2019–2028 [Long-term plan for research and higher education 2019–2028]. 
Kunnskapsdepartementet. https://www.regjeringen.no/no/dokumenter/meld.-
st.-4-20182019/id2614131/

https://diku.no/programmer/laerebokordningen-for-hoeyere-utdanning#
https://diku.no/programmer/laerebokordningen-for-hoeyere-utdanning#
https://doi.org/10.18261/issn.1504-2987-2021-02-10
https://www.kristiania.no/en/research/forskningsstotte/cristin-registration/
https://www.kristiania.no/en/research/forskningsstotte/cristin-registration/
https://doi.org/10.1016/S0889-4906(97)00025-2
https://doi.org/10.1016/S0889-4906(97)00025-2
https://www.fabelaktigformidling.no/artikkel/uvitenhet-og-usaklighet-i-laeremiddeldebatten
https://www.fabelaktigformidling.no/artikkel/uvitenhet-og-usaklighet-i-laeremiddeldebatten
https://www.regjeringen.no/no/dokumenter/meld.-st.-4-20182019/id2614131/
https://www.regjeringen.no/no/dokumenter/meld.-st.-4-20182019/id2614131/


c h a p t e r  10

246

Moi, R., Bjørhovde, G., Brox Larsen, A., & Guldahl, T. M. (2014). Evaluering 
av engelskfaget i GLU 1–7 og GLU 5–10 [Evaluation of English as a subject 
in GLU 1–7 and GLU 5–10]. Følgegruppen for lærerutdanningsreformen, 
Lærerutdanningsfagene norsk, engelsk, naturfag og kroppsøving (pp. 21–29, 
Delrapport 1– 2014). Følgegruppen for lærerutdanningsreformen. https://www.
uis.no/sites/default/files/2021-02/FFL%20Delrapport%201%202014%20fra%20
F%C3%B8lgegruppen.pdf

Nasjonalt råd for lærerutdanning.(2017). Nasjonale retningslinjer for lektorutdanning 
for trinn 8–13 [National guidelines for lektor education for grades 8–13]. 
Universitets- og høgskolerådet. https://www.uhr.no/temasider/nasjonale-
retningslinjer/nasjonale-retningslinjer-for-larerutdanningene/

Nasjonalt råd for lærerutdanning. (2018a). Nasjonale retningslinjer for 
grunnskolelærerutdanning trinn 1–7 [National guidelines for primary school  
teacher education programme grades 1–7]. Universitets- og høgskolerådet. https://
www.uhr.no/temasider/nasjonale-retningslinjer/nasjonale-retningslinjer-for-
larerutdanningene/

Nasjonalt råd for lærerutdanning. (2018b). Nasjonale retningslinjer for 
grunnskolelærerutdanning 5–10 [National guidelines for primary school teacher 
education programme grades 5–10]. Universitets- og høgskolerådet. https://
www.uhr.no/temasider/nasjonale-retningslinjer/nasjonale-retningslinjer-for-
larerutdanningene/

Nylenna, M. (2017). Er den tradisjonelle læreboken avleggs? [Is the traditional 
textbook outdated?]. Michael Publication Series of The Norwegian Medical 
Society, 2. https://www.michaeljournal.no/article/2017/03/Er-den-tradisjonelle-
l%C3%A6reboken-avleggs-

Oliver, D. G., Serovich, J. M., & Mason, T. L. (2005). Constraints and Opportunities 
with Interview Transcription: Towards Reflection in Qualitative Research. Social 
Forces, 84(2), 1273–1289. https://doi.org/10.1353/sof.2006.0023

Poulsen, J. A., & Brodersen, P. (2011). Anvendelse af læremidler i 
professionsuddannelserne – Om udbredelse, begrundelse og virkning, især ved 
brug af cases [Application of teaching aids in professional education – On prevalence, 
pretext and effect, especially when using cases]. Læremiddeldidaktik, 5, 25–39.

Purves, A. (1993). Introduction. In E. B. Johnsen, Textbooks in the kaleidoscope. 
Scandinavian University Press.

Selander, S., & Skjelbred, D. (2004). Pedagogiske tekster for kommunikasjon og læring 
[Pedgagocial texts for communication and learning]. Universitetsforlaget.

Selander, S. (2013). Design av pedagogiska texter: Representationer av medeltiden 
[Design of pedagogical texts: Representations of the Middle Ages]. In N. 
Askeland, E. Maagerø, & B. Aamotsbakken (Eds.), Læreboka: Studier i ulike 
læreboktekster (p. 165–187). Tapir Akademika forlag.

https://www.uis.no/sites/default/files/2021-02/FFL Delrapport 1 2014 fra F%C3%B8lgegruppen.pdf
https://www.uis.no/sites/default/files/2021-02/FFL Delrapport 1 2014 fra F%C3%B8lgegruppen.pdf
https://www.uis.no/sites/default/files/2021-02/FFL Delrapport 1 2014 fra F%C3%B8lgegruppen.pdf
https://www.uhr.no/temasider/nasjonale-retningslinjer/nasjonale-retningslinjer-for-larerutdanningene/
https://www.uhr.no/temasider/nasjonale-retningslinjer/nasjonale-retningslinjer-for-larerutdanningene/
https://www.uhr.no/temasider/nasjonale-retningslinjer/nasjonale-retningslinjer-for-larerutdanningene/
https://www.uhr.no/temasider/nasjonale-retningslinjer/nasjonale-retningslinjer-for-larerutdanningene/
https://www.uhr.no/temasider/nasjonale-retningslinjer/nasjonale-retningslinjer-for-larerutdanningene/
https://www.uhr.no/temasider/nasjonale-retningslinjer/nasjonale-retningslinjer-for-larerutdanningene/
https://www.uhr.no/temasider/nasjonale-retningslinjer/nasjonale-retningslinjer-for-larerutdanningene/
https://www.uhr.no/temasider/nasjonale-retningslinjer/nasjonale-retningslinjer-for-larerutdanningene/
https://www.michaeljournal.no/article/2017/03/Er-den-tradisjonelle-l%C3%A6reboken-avleggs-
https://www.michaeljournal.no/article/2017/03/Er-den-tradisjonelle-l%C3%A6reboken-avleggs-
https://doi.org/10.1353/sof.2006.0023


p r o f e s s i o n a l  t e x t b o o k s  i n  e n g l i s h  d i da c t i c s

247

Skrunes, N. (2010). Lærebokforskning – en eksplorerende presentasjon med særlig 
fokus på Kristendomskunnskap, KRL og Religion og etikk [Textbook research – an 
exploratory presentation with a special focus on Christian knowledge, KRL and 
religion and ethics]. Abstrakt forlag.

Storø, J. (2016, February 18). Et universitet trenger bøker [A university needs books]. 
Forskning.no https://forskning.no/skole-og-utdanning-kronikk-kunst-og-
litteratur/kronikk-et-universitet-trenger-boker/1169050

Tungesvik, R. (2021). Tilstandsrapport for høyere utdanning 2021 [Status report for 
higher education 2021]. (07/21 Dikus Rapportserie). https://diku.no/rapporter/
dikus-rapportserie-07-2021-tilstandsrapport-for-hoeyere-utdanning-2021

Tønnesen, E. S. (2013). Læreboka som kunnskapsdesign [The textbook as knowledge 
design]. In E. Maagerø, B. Aamotsbakken, & N. Askeland (Eds.), Læreboka: 
Studier i ulike læreboktekster (pp. 147–163). Tapir Akademika forlag. 

Ulvik, M., & Smith, K. (2018). Lærerutdanneres profesjonelle utvikling  
[Teacher educators’ professional development]. Uniped, 41(4), 425–440.  
https://doi.org/10.18261/issn.1893-8981-2018-04-05

Vestbø, A. (2020). – DIKUs tilstandsrapport er språkblind [DIKU’s status report  
is blind to language]. Norsk faglitterær forfatter- og oversetterforening.  
https://nffo.no/aktuelt/nyheter/dikus-tilstandsrapport-er-sprakblind

https://forskning.no/skole-og-utdanning-kronikk-kunst-og-litteratur/kronikk-et-universitet-trenger-boker/1169050
https://forskning.no/skole-og-utdanning-kronikk-kunst-og-litteratur/kronikk-et-universitet-trenger-boker/1169050
https://diku.no/rapporter/dikus-rapportserie-07-2021-tilstandsrapport-for-hoeyere-utdanning-2021
https://diku.no/rapporter/dikus-rapportserie-07-2021-tilstandsrapport-for-hoeyere-utdanning-2021
https://doi.org/10.18261/issn.1893-8981-2018-04-05
https://nffo.no/aktuelt/nyheter/dikus-tilstandsrapport-er-sprakblind

