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Abstract

This master thesis has conducted a qualitative study of the visual representation of BIPOC people in
English textbooks used in year 6 in Norwegian elementary schools. Four textbooks have been
analyzed in this study from two different publishers based on the previous national curriculum
(LKO06) and the current national curriculum (LK20). As textbooks are essential tools in the
classroom, it is vital to examine how they present BIPOC people. To answer this study’s research
question, critical visual literacy, visual semiotic analysis, and structural visual analysis have been
conducted. Applying these methods allows the researcher to deconstruct the portrayals depicted in

the textbooks.

The findings reveal that there have been noticed some improvements in the representations between
the textbooks based on LK06 and LK20. In these representations, stereotypical and homogenous
portrayals have been replaced with images that the students can relate to. However, the textbooks
have also presented BIPOC as stereotypically and as a homogenous group that belongs to the past.
Such representations of BIPOC reinforces misconception and prejudices. Therefore, the implication
of this study suggests that teachers and students are critical of such representations in textbooks

used in the classroom.
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1 Introduction

1.1 Background of the study

Being one of two students with a minority background in elementary school made me feel very
different from my fellow students. I was both a Muslim and Somali, I also wore a headscarf, which
emphasized the distinction between me and the other students to a greater extent. Fortunately, I was
surrounded by good friends that made me feel included. However, sometimes, some students would
tease me because of my background and how I dressed. At that time, I did not quite understand why

some students would make fun of me and, therefore, did not think much of it.

As I got older, I learned more about my own culture in addition to various cultures worldwide, and I
also became more mindful of stereotypes in certain societies. I noticed how different cultures were
represented stereotypically, especially in media and literature. The representations were not
accurate and were presented differently than “the normal world” as I knew it. Such representations
contributed to constructing an “us” and “them” understanding between the majority and other
minority cultures. Simultaneously, I started to think about why many minority students experience
mocking and bullying in school. One explanation could be the various texts the students encounter
in school or in their spare time that represents other cultures stereotypically. These representations

contribute to create prejudices and discrimination towards people with minority backgrounds.

As a teacher- student, I was introduced to critical visual literacy that addressed the various ideas,
values, and identities presented in images (Skovholt & Veum, 2020, p. 66). Through critical visual
literacy, I became conscious of the images included in textbooks used in schools, which later made
me interested in this topic. Additionally, I began to think about the textbooks I used in elementary
school. Firstly, I remember that most of the characters I encountered were white and that I could not
relate to the various characters as my fellow students were able to. Secondly, I remember that the
few characters I could relate to, e.g., a Black person, had exotic characteristics or were placed in a
negative or unusual context. These representations made me distant from the characters that
resembled me as I associated them with something distinctive from the “normal world”. This did

not establish a better understanding of other cultures but rather represented different cultures as the



“other”. Thus, being a teacher-student and being introduced to various books made me conscious of

stereotypical representations of minority cultures.

1.2 Research question

The purpose of this study is to examine visual representations of BIPOC people in English
textbooks. The acronym BIPOC stands for Black, Indigenous, and People of Color. Therefore, my
research question for this thesis is: How and to what degree are BIPOC people represented in

English textbooks?

The textbooks analyzed in this study are developed for 6" grade, named Explore 6 and Quest 6.
Each textbook series is from the curriculum implemented in 2006 and 2020, which makes them four
textbooks in total. The purpose of choosing textbooks from the previous and current curriculum is
to compare them and to examine similarities and differences concerning the representations of

BIPOC people in the various textbooks.

1.3 Why textbooks matter

In Norway, textbooks are essential tools for students in the classroom and are often used as their
primary source for learning (Thomas, 2017, p. 2). A study from 2015 presents that about 70% of
Norwegian students in elementary schools use textbooks when learning about new topics in the
English subject (Gilje, 2015, p. 56). In most cases, the teacher uses textbooks to convey new
material that the students are supposed to learn. The students can learn new learning material by
reading the written texts in the textbooks, connecting them to images, and doing exercises in their
workbooks. Since many teachers rely on textbooks when teaching in the classroom, the content in
the textbooks determines what the students are going to be presented and the topics that will be

discussed.

According to Imsen (2020), students are presented a variety of cultures that include minority
backgrounds through textbooks (p. 230). There might be that students are familiar with some of the
cultures presented to them, whereas some might seem foreign. Therefore, the content concerning
different cultures must be presented in a natural context and not stereotypically. Skjelbred (2019)
claims that the various texts conveyed in textbooks are not accidentally chosen. However, the

textbooks convey the knowledge, attitudes, and values the society considers as crucial for this



generation and the next (p.142). Students with minority backgrounds that recognize their culture as
represented in textbooks should be able to identify themselves and feel a sense of joy that their
cultural background is implemented in the learning material. Simultaneously, their peers can be
introduced and learn about these cultures. Likewise, learning about various cultures in contrast to
what many consider “ordinary” contributes to increasing respect for what is recognized as different
from oneself (Imsen, 2020, p. 230). Hence, for the students to associate themselves with different

cultures and backgrounds, textbooks must present them in a natural and non-stereotypical context.

1.4 Curricula

In Norway, the curriculum is the most crucial document in education that teachers are obliged to
follow it. The curricula are guidelines for teachers concerning the content of what the students are
supposed to learn and the use of various methods (Imsen, 2020, p.279). It functions as a tool for the
content of the teaching and how it is supposed to function in practice, which will be beneficial for
teachers and students. The content of the curricula may differ throughout the years, but the main

components usually consist of aims, content, methods, and evaluation (Imsen, 2020, p. 303).

Furthermore, Eisner (1994) claims that three curricula are always used in schools: the explicit,
implicit, and the null curriculum. He describes the explicit curriculum as the one that is visible for
all teachers, which they are obliged to follow, for instance, the competence aims in various subjects
(p. 87). The implicit curriculum, also called the hidden curriculum, are messages conveyed
unintentionally to the students from teachers, textbooks, or school structures (p. 73). These elements
are not included in the curriculum but are still taught to the students, such as social expectations of
genders or norms (p. 95). Lastly, the null curriculum is described as what is left out in the school
and is not conveyed to the students (p. 97). This can be what is omitted in the curriculum and by

teachers in the classroom.

In 2020, a new curriculum was implemented in Norwegian schools. The new curriculum,
Kunnskapsleftet 2020 (The Knowledge promotion reform 2020, hereafter shortened to LK20), also
called Fagfornyelsen, is a revised curriculum from the previous curriculum Kunnskapsleftet 2006
(The Knowledge promotion reform 2006, hereafter shortened to LK06). Some of the new elements
in LK20 highlight intercultural competence, in-depth learning, and the interdisciplinary topics
implemented across various school subjects (Imsen, 2020, p. 292). Because of the new curriculum

LK20, schools have implemented revised textbooks that correlate with the new guidelines of the



new current curriculum. Although the textbooks that will be analyzed in this study are based on
both LK06 and LK20, I will in this section present some of the key elements in LK20. This is due
to LK20 being the curriculum currently used in schools, which therefore makes it natural to address

some of its key issues.

There are several key issues in LK20 that relate to the topic in this thesis, and some of them will be
addressed. LK20 states that the school is supposed to “support the development of each person's
identity, make the pupils confident in who they are, and also present common values that are
needed to participate in this diverse society and to open doors to the world and the future” (Ministry
of Education and Research, 2019). This sentence emphasizes the importance of building the
student’s identity to make them confident in themselves. Through inclusion of various cultures and
backgrounds represented in the classroom, LK20 is built on the assumption that it will create
inclusion among students across cultures. The students are supposed to be able to communicate and
relate to others different from themselves, which will contribute to a better understanding of the
world and its inhabitants. This will lead to them developing confidence in their identity and culture
as well as others. Furthermore, in the competence aim after year 7, it is stated that students are
expected to “investigate ways of living and traditions in different societies in the English-speaking
world and in Norway and reflect on identity and cultural belonging” (Ministry of Education and
Research, 2019). In this competence aim, the students are not only encouraged to learn about and
discuss societies in English-speaking countries and in Norway but are also expected to reflect upon
their own identity and background as well as others. In the English classroom, the students should
be encouraged to develop their own identity and background and simultaneously develop respect
and understanding towards people with different backgrounds. Additionally, the students are also
supposed to engage in critical thinking. The curriculum refers to critical thinking as “applying
reason in an inquisitive and systematic way when working with specific practical challenges,
phenomena, expressions and forms of knowledge” (Ministry of Education and Research, 2019).
Therefore, it is crucial that the students develop critical thinking when being represented with visual

representations that are depicted stereotypically in textbooks.
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1.4.1 Intercultural competence in LK20

In LK20, intercultural competence is highlighted as an essential element in reinforcing
understanding across cultures. However, the term does not address race and racism, such as racial
differences and racial discrimination. The core elements in the English subject states that “working
with texts in English helps to develop the pupils’ knowledge and experience of linguistic and
cultural diversity, as well as their insight into ways of living, ways of thinking and traditions of
indigenous peoples” (Ministry of Education and Research, 2019). This core element emphasizes the
importance of the student's spoken languages and different cultures through working with various
texts. In addition, it indicates that languages make the students communicate and establish
relationships with people across cultures different from themselves. This core element explicitly
mentions indigenous people as one of the cultures the students are expected to learn about.
Although this sentence includes how the students can develop intercultural competence by working
with diverse texts and learning about the culture and traditions of indigenous people, the students
are not being taught how to deal with and challenge race and racism. Further in the paragraph in the
curriculum, it is stated that the students are supposed to “build the foundation for seeing their own
identity and others’ identities in a multilingual and multicultural context” (Ministry of Education
and Research, 2019). Although students are supposed to develop an understanding of other cultures
and include them in a diverse classroom, it does not mean that the problem of race is solved. Thus,
although intercultural competence highlights the importance of language being vital to affiliation
and the development of cultural awareness, it does not imply the racial inequalities and

discrimination that affect indigenous people and others with minority backgrounds.

1.5 Previous Research

As previously introduced, textbooks are the primary source in Norwegian schools and represent
various cultures. Therefore, this section will present some of the studies that previously have been

conducted regarding the representation of BIPOC people in school textbooks.

Cecilie Brown and Jena Habegger-Conti’s (2017) study examined how four different English
textbooks used in the lower secondary Norwegian schools visually presented indigenous cultures.
Using both quantitative and qualitative methods, over 800 texts in textbooks were analyzed to
classify how frequently and how indigenous people were represented and compared to the

representations of white people. The findings of this study were that four textbooks presented
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indigenous people stereotypically and mainly associated them with wearing traditional clothing.
Additionally, the textbooks presented indigenous culture as excluded from the modern world and
instead belonging to the past (p. 23). The finding of this study indicates that the images analyzed of
indigenous people did not contribute to cultural understanding but instead created an “us” and

“them” understanding between white and indigenous people.

Furthermore Paul Thomas (2017) analyzed the portrayal of non-westerners in four different EFL
textbooks used in the upper secondary schools in Norway. His findings from the eight short stories
analyzed were that people with non-western backgrounds were represented as the “racialized other”
(p.1). These characters were portrayed as distant from the “normal world” and contrasting to what
many people associate with the western world. These representations of non-westerns may make

the reader identify with white participants that are presented as “ordinary” in the textbooks.

Similarly, another study conducted by Ragnhild Lund (2006) analyzed four EFL textbooks in lower
secondary grades based on the curriculum from 1997 (L97). Her study aimed to describe and
discuss how the combination of culture and context were represented in the textbooks based on L97
(p.16). Some of her findings were that the textbooks presented people from various countries in
negative contexts that contributed to reinforcing prejudices towards these cultures (p.281).
Additionally, the textbooks presented foreign cultures as exotic and as the “other” without including
the relevant texts for the students. An example from one of the textbooks is how Aboriginal people
and Native Americans were presented when the main focus was Zimbabwe and Australia as tourist

places and not places where ordinary people live (2006, p. 282).

Poulsen (2013) has written an article examining whether history textbooks used in Denmark,
England, Germany, and Norway represent globalization and international challenges or if the
emphasis was on the nation-state. This study indicates that these four textbooks mainly presented
national and Western content. The very few topics regarding non-Europeans were represented from
a European perspective (p. 409). Also, the curriculum in these four countries focuses primarily on
the nation-state, which will result in a lack of historical consciousness that concerns themes from

world history.
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Norwegian scholarship reflects international trends. The book 7he New Politics of the Textbook:
Problematizing the Portrayal of marginalized groups in textbooks (Hickman & Profilio, 2012)
examines how textbooks used in public schools in the US promote stereotypical views of the
“other”. One example from this study is ten high school geography textbooks that were analyzed.
One of the findings was that all textbooks had a false representation between tradition and
modernity (Zagumny & Richey, 2012, p.205). Another example is ten history and social studies
textbooks that were analyzed, and only one textbook represented indigenous people as still being

alive and belonging to current history (Cummings, 2012, p. 264).

Considering the previous research conducted in Norway and internationally, my contribution is to
analyze the representation of BIPOC people in English textbooks used in Norwegian elementary
schools today. This study aims to examine the various contexts BIPOC people are depicted and how
they are presented compared to white people. In addition, the study aims to compare the visual

representations of BIPOC people in the textbooks based on the two curricula, LK06 and LK20.

1.6 Thesis Overview

To answer my research question, I have introduced the topic and background of this study in this
chapter. Chapter 2 will present relevant theories, such as BIPOC, CRT, and education research,
followed by the methods applied in this study: critical visual literacy, visual semiotic analysis, and
structural visual analysis. This chapter will also present the materials used in this study and explain
how these materials have been collected, followed by ethical considerations. Furthermore, in
chapter 3, the selected material will be presented and discussed in relation to the research question
and theoretical background. Lastly, chapter 4 will present the main findings of this study, its

implications, and further research.
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2 Theory and Method

2.1 CRT

Critical Race Theory (hereafter shortened to CRT) is a valuable framework for discussing issues
regarding race, racism, and power in society. The movement was first developed in the 1970s by
scholars in America that were interested in the relationship between race, racism, and power
(Delgado et al., 2017, p. 3). They realized that new theories and approaches were necessary to end
the different forms of racism that existed in the system organized on the perceptions of a person’s
skin color or race (Delgado et al., 2017, p. 4). CRT asserts that race and racism are social constructs
and defines racism as systems organized by what people presume regarding “race” (Delgado et al.,
2017, p. 9). The scholars argue that race is a concept developed by people with no real biological
foundation. Although individuals with common origins have some similar physical traits, does not
signify that they have similar attributes, such as personality, intelligence, and behavior (Delgado et
al., 2017, p. 9). Furthermore, individuals can declare belonging to various categories in society
despite their identity. However, society determines to ignore these scientific facts about race and

instead racialize minority groups into different categories according to their origins.

Furthermore, CRT argues that racism is conceptualized in the system through a colorblind ideology.
People do not have to be deliberately racist in practice for something to be racist. Bonilla-Silva
(2017) asserts that the colorblind ideology is constructed into four central frames in society (p. 54).
Firstly, abstract liberalism claims that people use ideas associated with political liberalism, such as
the idea of equal opportunity for everyone, and political liberalism, such as individualism (p.56). He
asserts that the white society’s excuse for inequalities between white and minorities in for instance
education, wealth, and overrepresentation in the criminal justice system, is because of the
minority’s lack of hard work (p. 240). Such a colorblind ideology emphasizes that all people have
similar opportunities in society and contributes to deny the discrimination minorities encounter
based on their race and skin color (p. 56). He also argues that white people avoid discussing racism
and race by suggesting excuses for the distinctions between white and black people to justify racial
inequalities in society (p. 94). Secondly, the frame of naturalization allows white people to explain
racial inequality as a natural process (p.56). An example is how segregation is excused as
reasonable because individuals with different backgrounds “gravitate towards likeness” (p. 56).

Thirdly, cultural racism relies on stereotyping racialized groups to explain minorities position in
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society. For example, that “Mexicans do not put much emphasis on education” or that “Blacks have
too many babies” (p. 56). Lastly, the Minimization of racism focus on how discrimination is no

longer a central factor for minorities (p.57). These frames highlight the dominant society’s tendency
to normalize white privilege and ignore the experiences of BIPOC people. Their perception of racial
discrimination belonging to the past makes them ignore the various discrimination they encounter in

society and thus continue with their colorblind ideology (Bonilla-Silva, 2017, p. 142).

2.1.1 Criticism of CRT

CRT has received external criticism from critics such as Randall Kennedy, Daniel Farber, and
Suzanna Sherry, and internal criticism based on self-criticism. One of the external critics, Randall
Kennedy, claims that CRT accuses “mainstream scholars of ignoring the contributions of writers of
color” (Delgado et al., 2017, p.102). Kennedy, however, argues the fact that some texts have not
acquired similar recognition does not necessarily relate to discrimination and racism (p.103).
Additionally, Daniel Farber and Suzanna Sherry argued that CRT scholars were rejecting truths and
merits by arguing that for example, Jews and Asians achieved a high level of success due to
conventional standards. Therefore, Farber and Sherry questioned their statements by questioning the
explanation of the success of these two minority groups in the unfair system (p. 103). In addition to
the external criticism, CRT scholars have questioned its practical worth concerning problems due to

race and racism in society, such as domestic violence, the school system, and police brutality

(p.105).

CRT has also been criticized in American schools for being blamed for causing harmful outcomes
(Morgan, 2022, p.35). This is due to many Americans receiving incorrect information from critics
distorting the concept of CRT to ban it in schools, although students in K-12 are usually not taught
this theory. In addition, some Americans are against this movement because they believe that it will
make white children guilty and cause them discomfort (Morgan, 2022, p. 37). They are also
concerned that CRT will blame white people for being oppressors and view Black people as the
victims (Morgan, 2022, p.38). However, Morgan states that the movement does not blame white
people for racism but rather how the institutions and society create inequalities. Thus, many
Americans feel threatened because they fear the growing focus on racism and social justice in

America (p. 38).
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In Norway, religious studies scholar Torkel Brekke claims that the discussion of CRT excludes
curiosity among people and observation of the world that provides unexpected answers (Brekke,
2018). He further argues that discussing race and racism in society through a CRT approach
dismisses dialog and the opportunity to aim toward similar goals (Brekke, 2020). Additionally, he
asserts that if CRT perspectives are implemented in Norwegian schools, they will confuse rather

than enlighten students (Brekke, 2018).

2.2 CRT and Education Research

CRT scholars assert that ideas of race may be reproduced through narratives, stories, and images
(Zamudio et al., 2010, p. 125). These are represented in textbooks as shared experiences for
students and teachers in schools. CRT also emphasizes deconstructing the master narrative, which
relates to how the dominant society has created a framework by determining what can be viewed as
reality regarding the collection of different concepts (Zamudio et al., 2010, p. 123). In Norway,
Norwegian exceptionalism can be interpreted as the master narrative, which according to Eriksen
(2020), focuses on the absence of race and racism through nation-branding and protection of the
Norwegian self-image (p. 4). Such focus is recognized in education, where Norwegian colonialism
and discrimination towards national minorities are absent from the teaching material. The master
narrative and the Norwegian exceptionalism in Norway reject having diverse perspectives in
perceiving reality. Therefore, scholars emphasize the counter-narratives to challenge the ideas of
the master narrative and encourage minority voices to share their narratives. For example, Delgado
(1989) claims that counter-narratives “open new windows into reality, showing us that there are
possibilities for life other than the ones we live” (cited in Zamudio et al., 2010, p. 125). In addition,
a CRT approach to literature consists of more than only recognizing race and racism in the texts.
Instead, it considers the significance of examining and understanding the various factors

determining how people recognize, encounter, and respond to racism.

Eriksen (2020) claims that the discussion of race has been one of the unpleasant topics among
educators and students in the Norwegian classroom. She asserts how this can be explained due to
Norwegian exceptionalism, which focuses on protecting the Norwegian self-image (p.4). When
mentioning racism from the historical aspect, Norwegians often refer to Holocaust, slavery in the

US, or other global horrific events (p.4). Norwegian exceptionalism has resulted in the Danish-
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Norwegian involvement in the maritime slave trade between the 1600s and 1800s being ignored.
Additionally, it has also resulted in the neglecting of the colonization of the Sami ancestral
homeland, Sampi, and the discrimination against the Kvens, Jews, Roma, Romani/tater, and Forest
Finn that were national minorities in Norway during the 18" and 19" centuries (Eriksen, 2020, 4.).
The colonial history of Norway has also been ignored in the education field, where the students
only are exposed to some of the colonial histories of other nations. A survey Eriksen (2020)
conducted in six Norwegian elementary schools about race and racism conveys that students
downplay the possibilities that racism exists in Norway (p. 8). In the discussion regarding race and
racism, the students become uncomfortable and consider such themes inappropriate to discuss in the
classroom. Eriksen claims that the discussion of these topics makes the students “contradict the
internalization of attitudes towards racism as morally wrong and is inconsistent with the Norwegian

self-image as inherently anti-racist” (p.8).

Dyer (1997) states that the assumptions of how white people do not consider themselves as “raced”
but rather as “only human”, and that the concept of “race” is just something given to non-white
people (p.1-2). Such understanding of race is also depicted in the representations that emphasize the
distinction between white and non-white people. Furthermore, Dyer (1997) refers to Toni
Morrison’s study, Playing in the Dark (1992), regarding whiteness in American literature. Her
study focused on the contrast in representation between Black and white individuals. For example,
the study presented that the non-white subject was not allowed space, autonomy, recognition, or
acceptance compared to the white subject in the texts (p.13). Such distinction between white and

non-white people can also be recognized in textbooks used in schools.

The denial of racism occurring in society by not viewing it as a serious matter when discussing it is
also connected to colorblindness. This also leads to an absence of recognizing the importance of
understanding intersectionality, which refers to how different factors such as race, class, and gender
combined affects the individual concerning discrimination and privilege in society (Orupabo, 2014,
p- 331). A part of understanding racism is that it also recognizes it as a combination of various
categories that can affect the individual’s living conditions (Orupabo, 2014, p.331). However,
Delgado, Stefancic, and Harris (2017) state that every individual has “overlapping identities,
loyalties and allegiances” (p.11). Therefore, it is vital to understand that a person can claim to
belong to various categories regardless of their race, gender, or religion that are visible to others

from the outside.
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2.2.1 Representations and Stereotypes

Through representations, people can be presented in various and meaningful ways. Because of the
distinction between how white and BIPOC people are presented in texts, diverse representations
and challenging stereotypes are crucial. In defining representation, Stuart Hall (1997) states that it
implies “using language to say something meaningful about, or to represent, the world
meaningfully, to other people” (p.15). Therefore, representation becomes crucial in exchanging
different meanings and understandings across cultures. Diverse representation is a way to move
away from essentializing individuals based on their race. Delgado, Stefancic, and Harris (2017)
argue that “everyone has potentially conflicting, overlapping identities, loyalties, and allegiances”
(p. 11). In addition, it is a way to present the world from a perspective to others, which are different
and include various interpretations. According to Hall (1997), the matter of representation is
complex concerning the engagement with “difference” and “it engages feelings, attitudes and
emotions and it mobilizes fears and anxieties in the viewer, at deeper levels than we can explain in a
simple, common-sense way”’ (p. 226). Furthermore, he claims that instead of discussing what is
right or wrong in representations, the individual should consider the aspect of the several meanings
in the image that is supposed to represent privilege (p. 228). There are also binary oppositions that
highlight the difference between the two aspects relevant to representations. Derrida (1974) asserts
that “there is always a relation of power between the poles of binary opposition”. Examples of
representation are “white/Black, men/women, masculine/feminine, upper class/lower class,
British/alien” (as cited in Hall, 1997, p. 235). The two binary oppositions have different power in
society, where the first has a privileged and dominant role. Up to the present time, representations
of binary oppositions still exist, such as the difference in depiction between white and Black
characters in texts. Such representations in texts contribute to prejudice towards cultures distinctive

from the dominant white culture.

Moreover, such representation of Black people or others with minority backgrounds creates
stereotypes. Beeghly (2015) defines stereotype as something that is “characterized as a subclass of
genetics that makes claims, especially about social kinds” (p. 676). Later, he states that “stereotypes
play a special role in categorizing individuals and forming expectations above them” (p.680). These
statements are related to what was previously written about race as a “social construct”, where
people place individuals into specific categories or “units” and expect them to act accordingly. In
addition, Hall (1997) describes stereotype as a “symbolic frontier” between “us”, the normal, and

“them”, the abnormal (p.258).
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2.2.2 Different approaches to culture

The British scholar Michael Byram has developed a model of intercultural competence in the
foreign language classroom. Byram argues that intercultural competence consists of five “saviors™:
attitudes, knowledge, skills of interpreting and relating, skills of discovery and interaction, and
critical cultural awareness (Dypedahl & Lund, 2020, p. 20). He claims that the students need to
develop these components to become interculturally competent. Furthermore, according to Stuart
Hall (1997), culture is a complex term with various definitions (p. 2). In the previous years and
through a social science context, culture is defined as “the way of life of a people, community,
nation or social groups” (p.2). In addition, another definition of the term is to define it as “shared
values” between people in a community (p.2). Dahl’s book (2013) distinguishes between
descriptive and dynamic culture. He defines descriptive culture as something historically, such as
ideas, norms, and rules adapted from previous generations and is forwarded to the next generation
(p-35). These can be seen as “codes” that people often do not consider when implementing in their
lives (p. 35). Here, people’s cultures play an essential role in their various decisions in life. It is
assumed that people who belong to the same culture have similar understandings and reasons for
their doings, where people are defined by their culture. Such an approach to culture is referred to as
essentializing, a term used to describe what is typical for specific cultures and, therefore, divide
them into various “units” (Dahl, 2013, p. 40). However, dynamic culture rejects the concept of
culture as something people have but instead describes it as being established when encountering
other people in different contexts (p.40). This implies that people are not categorized based on their
culture but rather on their various interactions with others. Lustig and Koester (1999) define culture
as something that “involve values, attitudes, beliefs, norms, and practices that people acquire as
members of society” (cited in Dypedahl & Lund, 2020, p. 17). Such a definition of culture
highlights the importance of defining when and how people’s culture develops instead of others

determining for them.

Considering that textbooks in schools present various cultures, these definitions of culture are
crucial to consider. For example, when a culture is presented through a descriptive culture, the
viewer may believe that all people that belong to this culture are homogenous and have a similar
understanding of the world. Such representations become problematic since it defines individuals
from the same culture as one “unit”. However, the viewer recognizes that culture develops through

dynamic representations of culture in textbooks.

19



Intercultural competence today reflects on Margaret Mead who were anthropologist that developed
pedagogy approaches to how race and culture should be implemented in American schools in the
early 1940s. Mead wanted schools to promote equality and undermine racism by supporting racial
differences and encouraging teachers to celebrate cultural diversity. Her approach was to bring
together people from different backgrounds and share meals. She claimed that this could be
implemented by sharing various cultural traditions through food and songs (Burkholder, 2011,
p-13). Mead supported the view that gatherings should promote healthy eating and minimize
prejudices and misunderstandings between races (Burkholder, 2011, p. 88). Through these
experiences, people from different backgrounds would encounter real-life experiences that she
stated could be an effective strategy to eliminate racism. Mead argued that implementing such an
approach would be more effective for others than teaching them explicit scientific facts about race
(Burkholder, 2011, p.88). In addition, she supported implementing intercultural education in
schools where teachers celebrated racial differences and stated that the most effective way to
minimize racism in the classroom was through racial integration (Burkholder, 2011, p. 12). Such an
approach supports a colorblind education and only highlights the positive attributes of minority
cultures. Additionally, it involved that race had nothing to do with social relations. Instead, other
approaches were implemented to end racial discrimination by white people, such as sharing

different cultures with others to better understand each other (Burkholder, 2011, p.65).

Today’s version of this pedagogy in Norwegian schools is “intercultural competence”. As
previously discussed, this concept has been emphasized in the English subject in LK20. Dypedahl
(2019) defines intercultural competence as “the ability to relate constructively to people who have
mindsets and/or communication styles that are different from one’s own” (cited in Dypedahl &
Lund, 2020, p.19). This implies that the students develop intercultural competence through
understanding other individuals different from themselves by being open-minded to other cultures.
In the English classroom, scholars like Heggernes (2019) argue that reading literature may help the
students engage with conflicting perspectives (p. 39). Through being exposed to various texts,
readers encounter various stories and cultures that engage with their own culture. As a result, they
can relate to other individual’s stories and learn about different cultures, which may contribute to
the development of respect and tolerance. However, the concept of intercultural competence stated
in LK20 does not mention race and racism. Instead, it highlights how the students can develop

knowledge and understanding of different cultures through engaging in various texts.
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2.3 Methodology

Considering that this study has analyzed textbooks, it can be referred to as document analysis. The
term document has a broad meaning and can be referred to in most written sources such as
newspaper articles, internet sites, written feedback, curricula, and textbooks (Hagheim, 2020, p.
137). In addition, the data conducted in a document analysis is from the past created in a given
context to a target group, such as textbooks (Hegheim, 2020, p. 138). Furthermore, a qualitative
approach was chosen in this study as being most appropriate to analyze how BIPOC people are

represented in textbooks.

2.3.1 Multimodal approach

Most of the textbooks used in Norwegian elementary schools are combined with texts and images,
making them multimodal texts. Mills and Unsworth (2017) describe the term multimodality as
something that “refers to the constitution of multiple modes in semiosis or meaning making” (p.1).
By combining the various modes in a text, such as written texts, images, and colors, the reader
produces a holistic meaning (Maagere & Tonnesen, 2014, p. 24). In LK20, texts are understood in a
broad sense, and it is stated that they include “writing, pictures, audio, drawing, graphs, numbers
and other forms of expression that are combined to enhance and present a message” (Ministry of
Education and Research, 2019). Multimodal texts are given a crucial role in the curriculum, which
recognizes the importance of applying various texts to develop student’s learning. As previously
mentioned, this study has primarily focused on analyzing visual representations. However, the
written texts, including headings and captions, have been included in the analysis to better

understand the image’s context.
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2.3.2 Research Methods

In LK20, working with texts in the English subject is highlighted. The core element explains that
texts comprise a broad category, including pictures, drawings and photographs that present a
meaning (Ministry of Education and Research, 2019). In visual representations, how images are
presented and their given context is fundamental to creating meaning for the viewer. Hall (1997)
claims that images “...carry meaning because they operate as symbols, which stand for or represent
the meanings we wish to communicate” (p.5). How the images are presented determines the
elements that become noticeable compared to others. The visual weight can be accomplished
through various elements, such as the size of the image, detailed depiction, contrasts in colors, and
image placement (Maagero & Teonnessen, 2014, p. 43). Additionally, visual representations in texts
are choices constructed by the author and publisher, indicating that these are not generally
accidental. By adopting various methods, the viewer can identify the power relations by analyzing

how the viewer is positioned and the construction of the image.

One of the methods that can be applied to deconstruct the image’s meaning is critical visual
literacy. By applying this method, the viewer asks critical questions such as, “who the image
benefits and disadvantages?”, “what does the image include and exclude?” and “how is the person
constructed in the image? “(Janks et al., 2014, p. 1). Through such an approach, the viewer can
recognize how participants in the images are depicted and their relationship (Skovholt & Veum,
2020, p. 66). All images are constructed, and the chosen images and how these are put together are
not accidental (Janks et al., 2014, p. 85). In order to deconstruct these visual representations, three
steps are presented that can guide the viewer to read images critically: “What/who”, “How”, and
“Where” (Janks et al., 2014, p. 85). Firstly, the reader must consider what or who is represented and
depicted. Secondly, the focus shift to how the people are portrayed or how items are presented. In
the final step, the viewer studies how the image is depicted by identifying the people or items in its
given context. Critical visual literacy guides the viewer in recognizing ideas and values represented
in images (Skovholt & Veum, 2020, p. 66). Additionally, this method contributes the viewer to
challenge visual stereotypes, for instance, in textbooks applied in schools. Janks et al. (2014) claim
that visual stereotypes occur “when a particular representation is repeated often and assumed to be
the "whole truth® without a full understanding of the context” (p. 90). Such representations
naturalize elements that the viewer should question and represent an incorrect understanding of
reality. Thus, through critical visual literacy, the viewer develops awareness of how images are

constructed by considering various elements and how these are positioned.
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Another method to deconstruct the meaning of images is visual semiotic analysis. Semiotics is
defined as studying signs and symbols in a text (Johannessen et al., 2018, p. 247). Through visual
semiotic analysis, the viewer first studies what the images present and how they are applied.
Secondly, the viewer studies the “hidden meanings” in the images and what they symbolize (van
Leeuwen, 2001, p. 92). In visual semiotic analysis, the questions asked are not necessarily the
“What/Who”, “How” and “Where”, such as in critical visual literacy, but rather to study how the
image-makers have (re-) construct reality (van Leeuwen and Jewitt, 2001, p. 5). This considers that
the perspective of reality represented in the image might be a reality depicted differently. This is
vital in textbooks used in the classroom, considering that representations of minority cultures have
historically often been depicted as the “others” through binary oppositions, which presents these

people stereotypically (Hall, 1997, p. 235).

Roland Barthes (1915-1980) was the first to apply ideas of visual semiotics and distinguished
between two layers regarding how images create meaning for the viewer (Magere & Teonnessen,
2014, p. 28). The first sign is a visual denotation that considers what the viewer sees in the image,
such as people, things, or places, which is the literal meaning of the sign. In comparison, visual
connotation stands for broader context and concerns the ideas and values represented in the image
(Skovholt & Veum, 2020, p. 64). The viewer recognizes how images create meaning through visual
connotation by studying how they are placed in the text combined with other elements (Maagere &
Tennessen, 2014, p. 28). In the analysis process, the illustrator’s choice to include or exclude
elements in the image is vital to examine. This entails how the illustrator chooses to design the
image, such as the “framing, distance, lighting, focus, speed” are crucial in visual connotation (van

Leeuwen, 2001, p. 98).
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Kress and van Leeuwen’s book (2006), Reading images: The grammar of visual design focuses on
the structural aspects of the image. Several elements can be studied to reveal the positioning of the
image in a text. However, in this text, the concepts that have been applied in this study will be

presented.

One of the structural concepts that can be adapted is the image act or the gaze concerning the
participants depicted in the representation. The image act determines what connection it is intended
for the viewers to have with the participants (Kress & van Leeuwen, 2006, p. 117). There is a
significant difference between participants who look directly at the viewer and participants who do
not. The participants who look directly at the viewer create a contact that explicitly acknowledges
the viewer and establishes a relationship between the participant and the viewer (Kress & van
Leeuwen, 2006, p. 117). Furthermore, such an image can be called a “demand” intended to do
something with the viewer, where the gaze is intended to create an imaginary relation with the
participants. The type of relation depends on different factors, such as the facial expressions and
gestures of the participant (Kress & van Leeuwen, 2006, p. 118). In contrast, when the participant is
not looking directly at the viewer but rather in a different direction, it is referred to as “offer”. Here,
no contact is established between participants and viewer (Kress & van Leeuwen, 2006, p. 119). By
analyzing the participant’s gaze in images, the viewer can identify the relation intended to be

established with the participant.

Furthermore, another structural concept is the size of the frame that depicts a close or distant
relation between participant and viewer. The different relation can be distinguished between a close
shot, that portrays the head and shoulders of the participants, and a medium shot that cuts off the
participants approximately at the knees. Lastly, in a long shot the participant occupies about half the
frame’s height (Kress & van Leeuwen, 2006, p. 124). The size of the frame suggests if the viewer
identifies the participant as a stranger or as the “other” or someone they can identify themselves
with. Although the relation created between the depicted participants and the viewer is only
imaginary, the choice of frame in images “portray as though they are friends, or as though they are

strangers” (Kress & van Leeuwen, 2006, p. 126).
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Salience is also a vital structural concept regarding multimodal texts, such as textbooks, where
images are depicted in correlation with other images or written texts. According to Kress and van
Leewuen (2006) “salience can create a hierarchy of importance among the elements, selecting some
as more important, more worthy of attention than others” (p. 201). Salience is created through a
complex interaction between various elements such as size, sharpness, color contrast, and

placement (p. 202).

Additionally, the horizontal and vertical angles in the image examine the involvement and power
relations between participant and viewer. In most cases, participants can either be represented
through a frontal or an oblique angle. The participant has eye contact with the viewer through a
frontal angle, and an involvement is established between them. Here, the viewers consider what is
depicted as something familiar and that they can relate to. However, through an oblique angle, the
participant is detached from the viewer, and there is a lack of involvement between participant and
viewer (Kress & van Leeuwen, 2006, p. 136). Whereas through a vertical angle, an image can have
a high angle that presents the participant as small and depicts the relation between participant and
viewer as one in which the viewer has more power (Kress & van Leeuwen, 2006, p. 140). Through
a low angle, the viewer is looking up at the participant, and the participant is given more power.
Lastly, an image at eye level creates an equal power relation between participant and viewer (p.

140).
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2.4 Description of empirical basis

The purpose of this study is to analyze the visual representations of BIPOC people in textbooks.
Both illustrated and photographed images contribute to creating proximity to students by presenting
them in a way that they can resonate with (Maagere & Tonnessen, 2014, p. 29). In addition, images
can include details that the written texts cannot express. Meaning making in images is developed
through the placement of the various elements concerning each other and through the image’s size,
shape, and color (Maagere & Tonnessen, 2014, p. 28). Since this study is mainly concerned with
visual representation, there was not conducted any in-depth analysis of the written texts. However,
the written texts have been included in cases related to the image and contributed to creating a
better understanding of the image’s context. Since textbooks consist of both images and written

texts, these will be analyzed through a multimodal approach.

This study examines how BIPOC people are represented in English textbooks used in Norwegian
elementary schools. To gather my data, I have selected four textbooks in accordance with the
previous curriculum, LK06, and the current curriculum, LK20. The textbooks applied in this study
are: Explore 6 (2016), Explore 6 (2021), Quest 6 (2015), and Quest 6 (2021). Analyzing numerous
textbooks provide a wide selection regarding representations of BIPOC people than only one
textbook. Furthermore, analyzing text from two different curricula allows the researcher to compare
how BIPOC people are represented and examine if there have been done any replacements between
the textbooks. There is an increased focus on visual literacy in LK20, where the inclusion of visual

representations in texts has been emphasized (Ministry of Education and Research, 2019).

The textbooks applied in this study are published by two major Norwegian publishing companies.
Explore is published by Gyldendal, whereas Quest is published by Aschehoug. Both textbook series
based on the two curricula have the same authors. However, some adjustments have been made to
the editors and the image editors in the current textbooks based on LK20, where some of the
previous editors have been replaced or supplemented with others. Explore and Quest are two of the
English textbook series I have observed being frequently used in elementary schools in Norway.
Also, since two major publishing companies have published them, these textbooks were chosen to
be examined. In this study, textbooks from year 6 have been analyzed because the textbooks from
year 1 to year 5 had limited content on Indigenous people. Additionally, Explore 7 and Quest 7
based on LK20 were not published as I started writing this thesis.
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The four textbooks presented include workbooks and a teacher’s guide. At the beginning of this
study, I intended to include some content from the teacher’s guide to examine how the visual
representations were supposed to be taught in the classroom to understand the analysis process
better. However, due to the limitation of this study, I decided that it was necessary to only focus on
analyzing the textbooks. Additionally, the workbooks will not be included since they contain fewer
images than the textbooks. Thus, this thesis has analyzed visual representations of BIPOC people in
English textbooks by applying critical visual literacy, visual semiotic analysis, and structural visual

analysis methods.

2.5 Operationalizing key terms

BIPOC consists of various cultural groups (Black, Indigenous, and people of color), and therefore
in my analysis, | have selected images that depict Black, Indigenous, and People of color. I have
identified Black people and people of color by their skin color. On the other hand, Indigenous
people are not necessarily defined by their looks but rather through cultural and ethnic belonging.
Since the chosen textbooks have depicted indigenous people by their cultural characteristics, I have
decided to identify them through clothes associated with indigenous cultures, cultural artifacts, and

art.

2.5.1 BIPOC

This study builds on the international discussion of race, particulary the acronym BIPOC which
stands for Black, Indigenous, and People of Color. The term has previously been actively used due
to police brutality and racism toward Black people in the United States. BIPOC has also been
utilized as an inclusive term to include the marginalization of various minority groups in society
and emphasize the historical oppression they encountered. Throughout history, people with
minority backgrounds have fought to shape their own identities (Zamudio et al., 2010, p. 4). The
emphasis on BIPOC people’s rights and creating their narratives have been influential in different

disciplines, such as education (Zamudio et al., p. 124).
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The term exceeds the Black-white binary common in an American context and includes the diverse
marginalized groups in society. Each minority group, which indicates everyone who is not white, is
categorized as racialized in its own individual way according to the need of the majority group
(Delgado et al., 2017, p. 79). Society has divided its inhabitants into different “units” based on their
physical attributes and cultural belonging (Delgado et al., 2017, p. 80). Such racial division among
people moves away from the black-white binary since each minority group experiences different
forms of discrimination. In an American context, this implies that the binary is between white
people and BIPOC. However, in a Norwegian context, Eriksen (2020) suggests that the binary is
between “ethnic Norwegian”, which is a synonym for “white”, and BIPOC. In Norway, the
standard narrative is that there is no such concept called “race” but rather a categorization between
the “Norwegians” and the “others”. This distinction between these two categories is not, as in the
US, based on the individuals race but rather on their cultural, geographical, and religious
belonging. Even today, the term “ethnic Norwegian™ is used as a term equivalent to being white,
whereas other minorities, including indigenous Sami, are excluded from this term (p.4). This also
includes the Norwegian minority groups such as the Roma, Romani, Jews, Forrest Finns, and Kvens

that have experienced racist policies due to their background and geographical belonging.

In the process of categorization, I have encountered some limitations regarding defining what is
considered “white”, “Black,” and “people of color”. Before selecting and analyzing the images in
this study, I planned to categorize the different participants based on their skin color. However, as I
started the process, I realized that identifying people’s race in images based on their skin color was
more complicated than I thought it would be. For instance, some participants have light skin tone
with curly hair and appear biracial in some of the selected visual representations. This makes it
more challenging to categorize them as either being Black, white, or people of color. Additionally,
the participant’s hair texture has been demanding to distinguish. One example in the analyzing
process has been to classify an individual as either being Black or white when the participant has
curly hair and light skin tone. Also, many of the Black and POC participants have “typically white”
names, which makes it challenging to distinguish their difference. For instance, some parents do not
give their children names to highlight their “Blackness” in the US and instead choose names
identified as “white”. Such instances in textbooks make identifying the participant depicted

according to skin color difficult.
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Furthermore, after experiencing these challenges in the categorization process, I decided to focus
on some criteria in each categorization to apply the same principles in all selected images for this
study. Therefore, Black participants have been identified through their skin color and hair texture.
Indigenous people have been identified through clothes, cultural artifacts, and art. In addition, they
have also been recognized by written texts related to the image that relates to indigenous culture
and people. Lastly, since people of color are from various backgrounds, they have been categorized
through their skin color- neither black or white, but rather brown. Some have also been identified
through their names, such as the American Chinese participants presented as having Chinese names
in the written text. Due to the limitation of this study, all the visual representations of BIPOC have
not been included in the analysis. This study has mainly focused on BIPOC people that have been
represented distinctively compared to white people in the textbooks. Additionally, images analyzed
in this study that were presented in both textbooks based on LK06 and LK20 included only one of

the two images in the appendices due to not wanting to repeat the same image.
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2.6 Ethical considerations: Reliability and Credibility

Ethical aspects to consider in this research are reliability and credibility. Reliability refers to if the
researcher has conducted a study that the reader can trust (Postholm & Jacobsen, 2016, p. 129). A
researcher is not able to guarantee reliability in a study. However, the various complications the
researcher encounter can be addressed. (Postholm & Jacobsen, 2016, p. 129). In addition, reliability
is related to how accurate the selected data is, what type of data that selected, and how these are
collected and analyzed (Joahnnessen, Tufte & Christoffersen, 2021, p. 27). On the other hand,
credibility relates to the study’s trustworthiness and discusses how the researcher’s results support
the study’s purpose (Johannessen, Tufte & Christoffersen, 2021, p. 256). A study that focuses on
credibility ensures the quality of the study, such as describing how the material was collected and
analyzed and discussing the shortcomings (Postholm & Jacobsen, 2016, p. 130). Furthermore, to
strengthen the study’s credibility, considers whether the researcher has data based on more than one

setting to gather more widespread data (Johannes, Tufte & Christoffernse, 2021, p. 257).

I have attempted to strengthen the study’s reliability and credibility and consider my position as a
researcher for this research. In the introduction chapter, I presented the importance of focusing on
visual representations in textbooks. Chapter 2.4 described the reason and how I selected the
textbooks analyzed in this study. Additionally, in chapter 2.5, I was open about the limitations of
using visual clues to determine a person’s race. I explained how I gathered the data by focusing on
some criteria in categorizing BIPOC people for the same principles to be applied in each group.
Furthermore, in this study, I must consider my position as a researcher. The researcher’s perspective
may influence the selected data and its interpretation (Johannessen, Tufte & Christoffersen, 2021, p.
243). Since I will analyze how BIPOC people are represented in various textbooks, I know that my
minority background may influence my interpretations. Therefore, it may be challenging to only

maintain an objective perspective on my analysis and discussions.
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3 Analysis and Discussion

In this chapter, the visual representations of BIPOC people will be presented and discussed in
relation to the research question and theoretical background. In chapter 3.1, the central patterns
discovered in the Explore textbook series between BIPOC and white people will be presented. The
textbooks present a diverse representation of BIPOC people. For example, the Explore series, based
on LKO06 and LK20, include fewer representations of BIPOC people in contrast to the Quest series.
Hence, the images of BIPOC are not equally distributed in all four textbooks chosen for this study.
However, several BIPOC participants are represented distinctively from white participants, which
will also be presented. Chapter 3.2 will present and discuss the representations of Black people
depicted as extraordinary in the Explore textbook. Furthermore, chapter 3.3 will present the central
patterns noticed in the Quest series. Chapter 3.4 will present and discuss the representations of the
model minority in these two textbooks based on LK06 and LK20. In chapter 3.5, the representation
of indigenous people has been presented, focusing on the visual representation, being presented as
belonging to the past, and the depiction of colonization. The Quest series include more
representations of Indigenous people compared to Explore. Therefore, this study includes more
images from the Quest textbook. Additionally, most of the representations in the textbooks of
Indigenous people are of Native Americans, except for two representations of the Sami people.

Therefore, the selected images of indigenous people will mainly consist of Native Americans.



3.1 Explore: BIPOC vs. White

The pattern noticed in the textbooks demonstrates that white participants are depicted as being the
norm. This norm is noticeable in how BIPOC people are represented compared to white people.
Depicting many white participants in various settings that the students can recognize themselves in,
such as their involvement with animals and various activities, may present a notion that whiteness is
seen as the norm. Regarding that white has been the norm throughout history in Norway indicates
that such patterns can be recognized in the textbooks (Eriksen, 2021, p. 112). Considering that
many white people have been assigned characters that students can identify themselves with in their
daily lives might make the students identify whiteness as the norm in contrast to BIPOC people.
These representations of white participants in textbooks correlate with the master narrative and
Norwegian exceptionalism, in how race is absent or constructed differently from white people
(Eriksen, 2020, p.4). Correspondingly, CRT emphasizes the need to deconstruct the master
narrative and perceive reality through different perspectives (Zamudio et al., 2010, p. 125).
Considering that textbooks are supposed to present the world and that the world is not “white”, the
viewer questions how BIPOC participants are represented and their given context compared to

white participants.

One main difference is that the Explore series, based on the previous and current curriculum,
presents representations of white people involved with various animals, such as dogs, cats,
orangutans, and horses. In this textbook series, the depiction of white people engaging with
different animals is repeated. Visible relation is established between white participants and the
various animals where the participants are either holding, petting, or having contact with them. One
example is the representation of white boys and orangutans included in both Explore textbooks (see
appendix 1, p. 156). In these images, the boys are illustrated as having a close relation with the
orangutans. The captions state that “Daniel and William work hard to save the orangutans”, which
indicates that they play a crucial role in saving their lives. The images in the two textbooks have a
medium shot. One of the boys has eye contact with the viewer, which establishes a connection that
recognizes the viewer (Kress & van Leeuwen, 2006, p. 117). In addition, in the same textbook
series, three images of a white man and a cat are presented on the same page (see appendix 2, p.
24). The images are taken in three different settings. The connection between the man and the cat is
presented as close and friendly. Also, the representation of white people and dogs is repeated in the
Explore textbooks. One example is a girl reading for a dog named Bart (see appendix 3, p. 20). The

relationship between the girl and the dog is presented as close. Although some black participants
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are involved with various pets in the two textbooks, these become very few compared to the

depicted white participants.

Reflection of the western idea of the relationship between domesticated animals and white children
has also been identified in family portrayals in the nineteenth and twentieth century. Black children
have been represented in contrast to white, where white children have been associated with the
white middle-class American family. One example is an image of a smiling white boy depicted with
a dog. In the background, there are flowers, fruit trees in a well-tended garden, and clean white
sheets that may advocate a cheerful mom and housewife (Morey, 2014, 107). Additionally, the dog
in this portrayal is depicted as the white boy’s best friend. However, the portrayal of Black children
accompanied by dogs are not associated with the white middle-class family. One example is an
image of a Black boy and a dog, where the dog is not essential in the photograph, and the relation
between them is not depicted as friendly and close (Morey, 2014, p. 111). Thus, recognizing such

differences in representations between white and Black children is crucial, especially in textbooks.

Another difference is that BIPOC people are not engaging in similar activities as white people. As
previously introduced, numerous BIPOC people are represented in the textbooks. However, many
participants are not depicted in the same context as white participants. Several white people are
depicted as involved in various activities that the students can recognize themselves in. Almost all
these settings are depicted with white participants. For example, in the textbook based on both
LKO06 and LK20, there is an image representing people of different ages in the movies (see
appendix 4, p. 114 & appendix 5 p. 116). However, most people included in the illustrations are
white, whereas very few people can be identified as “people of color” through their skin color.
Additionally, another example is an image depicted in the textbook based on LK06 where it is
presented a white boy that is cycling (see appendix 6, p. 107). The boy in the image has an audience
consisting of both children and adults that he is engaging with.

Furthermore, in contrast, several BIPOC participants are depicted through a close shot or as being
stationary through a long shot. One example from the two textbooks is a two-spread page titled
“What is your favorite type of film?” (see appendix 7, p. 120-121 & Appendix 8, p. 122-123). In
these pages, four children are represented as white, Black, and people of color. Both pages have the
same layout in the two textbooks. First, the name and the children’s ages are introduced, followed
by a close shot portrayal. Below each image is a short description of the children’s favorite films.

Although the representations of BIPOC children are included in these pages, they are not portrayed
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as engaging in activity compared to the white people depicted in appendices 4, 5, and 6 presented in
the previous paragraph. Additionally, many of the images of indigenous people in this textbook
series are represented as stationary. One example is the image of the Sitting Bull from the Sioux
tribe depicted in Explore based on LKO06 (see appendix 9, p. 168). The photograph is a medium
shot, and the Sitting Bull is depicted as seated. Another example is a long-shot image of the
Shoshone tribe that is depicted in Explore based on LK20 (Appendix 10, p. 186). In this image,
Native Americans are presented as either standing or sitting with no indication of movement among
the participants. The representations of indigenous people in the Explore series based on the two
curricula are from various Native American tribes. The visual representations are combined in the
chapter about the USA. Explore based on LKO06 has depicted three images of indigenous people,

whereas the textbook based on LK20 has included eight images of indigenous people in total.

BIPOC participants have also been represented as contributors to positive change in society. For
example, In Explore, based on LK20, two girls from Bali collecting plastic rubbish are depicted (see
appendix 11, p. 158). The caption states “Goodbye, plastic bags” and indicates that these girls want
to contribute to a difference by ending the use of plastic bags. Furthermore, the same textbook
includes images of Black boys engaged in the “Black Lives Matter” protest and demonstrating

against inequality and racism (see appendix 12, p. 188).
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3.2 Explore: The extraordinary Black and the ordinary white

For many, whiteness has been related to “normality” compared to blackness. Due to white privilege,
white people do not have to experience that their achievements are regarded as being exceptional or
as “credits to their race” (Delgado, 2017, p.90). Instead, white people’s achievements are
considered as being normal. This is related to a difference in representations between white and
BIPOC people, where BIPOC participants have been assigned characters not typical for white
participants. One example is a Black man (Usain Bolt) presented as masculine and fast. Another
example is the representation of a Black girl that has accomplished something extraordinary despite
her young age. Lastly, there have also been included representations of the “Black Lives Matter”
movement where Black children are depicted as exceptional protesting against racism and
inequality. Such representations of Black people presented as exceptional might result in white and
BIPOC students assuming that BIPOC students have to be exceptional as the people depicted in the
textbooks. Additionally, such representations might indicate that BIPOC students think they are in

contrast with what is considered “normal”.

3.2.1 From the athletic Black man to the ordinary Black girl

The Explore textbook, based on the two curricula, begins each chapter with a picture collage that
depicts various images of what the following chapter will consider. For example, in chapter 4 in the
textbook based on LKO06, the chapter title is “Faster than the Speed of Light” (see appendix 13, p.
88-89). The picture collage depicts various images, such as a jet fighter plane, a spacecratft, a train,
and a truck. Other images are included that depict other transportation options, such as a
skateboard, bicycles, and an air balloon. All the images depicted represent various vehicles and
other means of transport that work at different speed levels. This picture collage also depicts a
Black and masculine male sprinter wearing running clothes and a sign with “Bolt” written on it,
which indicates that the depicted sprinter is Usain Bolt, the Jamaican sprinter who is the world's
greatest sprinter of all time. The word “SPEED” is written in capital letters above Bolt which may
signify that he is associated with speed. Furthermore, the name of the chapter “Faster than the
Speed of Light” describes an unimaginable speed that may confuse the readers and associate Bolt's
speed with something beyond the bounds of possibility. Additionally, the chapter’s title can confuse
the readers and make them uncertain about what the following chapter will consist of. Also, the

depiction of Bolt, the most famous sprinter of all time, in a picture collage with other rapid vehicles
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indicates that Bolt’s speed is compared with the speed of the various vehicles. One of the critical
questions in critical visual literacy is how the participant has been constructed in the image (Janks
et al., 2014, p. 1). Such illustration of the sprinter may signify that the students compare Bolt’s

speed to the various vehicles included in the picture collage.

The representation of Bolt can be compared with an image in the same chapter of a Black girl that
has achieved a great and rare accomplishment considering her young age (see appendix 14, p. 106).
The same girl is also depicted in Explore based on LK20 (see appendix 15, p.106). The headline of
the two pages is “Kids on a mission”. Both images are depicted through a long shot where the
participant has eye contact with the viewer. The written text indicates the girl's achievement as
extraordinary due to her young age. The image in the textbook based on LK06 portrays the girl
standing in front of a plane (p. 106). She is depicted through a low angle which indicates that the
girl is presented as having more power than the viewer. Such an image may indicate that the girl is
presented as being remarkable due to her high achievement and that the viewer identifies her as
being in a powerful position. Furthermore, the image in the textbook based on LK20 is at eye level
(p-106). Such depiction indicates equal power relations between the viewer and the participant
(Kress & van Leeuwen, 2006, p. 140). This image may illustrate that the girl is supposed to be
presented as having equal power relation with the viewer despite her achievement. Both images
present the same girl, however, the image from the textbooks based on LK20 appears to be more
modern than the image in the previous textbook. In this image, the girl is wearing a professional
pilot uniform. Additionally, the quality of the two images differs where the illustration in the
textbook based on LK20 appears more contemporary than the image in the textbook based on

LKO6.

Furthermore, Bolt is depicted performing his well-known signature pose called the “To Di World”
pose, which involves leaning back and pointing his index fingers toward the sky while his left arm
is stretched out more than his right arm (EssentiallySports, 2021). This gesture became the well-
known signature move that was performed as an indication of celebrating his numerous victories.
Additionally, bolt is depicted through a long shot that establishes a distance between the participant
and the viewer. As a result, the viewer identifies Bolt as a stranger or someone almost a
superhuman that the students most likely cannot recognize themselves with (Kress & van Leeuwen,
2006, p. 126). Additionally, Bolt is depicted through an obliques angle where no eye contact with
the viewer is established. Such an angle creates a detachment and lack of involvement with the

viewer (Kress & van Leeuwen, 2006, p. 136).
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The textbook based on LK20 presents a similar picture collage in chapter 4. However, the chapter’s
title and the depiction of Usain Bolt have been replaced (see appendix 16, p. 90-91). The title’s
chapter has been replaced with “Cars and other vehicles” (p. 90-91). This title gives the reader a
clear indication of what the following chapter will consider. Additionally, the depiction of Bolt in
the previous textbook based on LK06 has been replaced with a young Black girl standing on a
hoverboard. The girl presented in the picture collage appears to be approximately the same age as
the intended viewers. Additionally, the girl is standing on a hoverboard, a modern technology many
students may recognize and relate to. The girl is depicted from a frontal angle which establishes an
involvement with the viewer (Kress & van Leeuwen, 2006, p. 136). Furthermore, the participant has
eye contact with the viewer, making the viewer acknowledge and establish a relation with the girl

(Kress & van Leeuwen, 2006, p. 119).

By comparing these two picture collages in the Explore textbooks, the author and the editor may
have consciously replaced the depicted participant and the chapter’s title. In contrast, white
participants engaging in various sports are represented differently in this textbook series. In both
textbooks, Bolt is the only super athlete depicted, which indicates that no well-known white super
athletes are included in the textbooks. However, some white participants, both adults and children,
are presented as engaging in various sports, such as cycling, skateboarding, surfing, and performing
a gymnastic trick. These activities are familiar to most students, and therefore, they can identify
themselves with these participants compared to Bolt. One example in the Explore textbook based on
LKO06 represents a young white boy presented as the youngest person to cross the United States on a
bicycle (see appendix 6, p.107). Although the boy’s accomplishments may seem exceptional
considering his young age, the engagement in the image is presented as the students can identify
themselves with the participant. In the image, the boy engages with other children that appear to be
his audience. The children are smiling, and some are giving him applause. Additionally, the
children depicted in front of the image are giving the boy a “high five” while smiling. Such an
image presents a relation between the participants depicted in the image. However, the image of
Bolt in the same textbooks stereotypically portrays a Black male by presenting him as a masculine
sprinter in the context of other vehicles. Bolt is depicted as the super-male athlete who might make
the viewers assume that all Black athletes are similar to him, considering that he is the only Black
athlete portrayed in this textbook series (Hall, 1997, p. 233). Such representation of a Black man is
related to how CRT asserts race as a social construct and that people are categorized by society’s
expectations (Delgado et al., 2017, p. 9). Furthermore, Hall (1997) has questioned the binary

oppositions between Black and white participants in representations and argues that there is always
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a power relation between the two binary oppositions (p. 235). In the picture collage in Explore
based on LK06, in addition to the Black participant, a white participant is depicted riding a
skateboard. Here, Bolt is presented as being masculine and rapid, whereas the white participant is

presented in a standard setting that the viewers are familiar with.

One of the methods applied in this study is a visual semiotic analysis that focuses on what the
image present and its “hidden meanings” (van Leeuwen, 2001, p. 92). Visual denotation and visual
connotation are two main concepts of visual semiotic analysis that are crucial in these
representations. The visual denotation considers what the viewer sees in the image, such as people,
things, or places. Therefore, examining the Black athlete through a visual denotation level does not
become problematic in itself because that is what the viewer sees. However, from a visual
connotation perspective, the viewer examines the meaning behind the image by considering the
given context (Maagere & Tonnessen, 2014, p. 28). Milton (2012) refers to Robert Staples’s book
regarding how Black males have been assigned cultural images of several types given by society.
One of these types is being an athlete (cited in Milton, 2012, p. 18). Such representation promotes
stereotypes that might influence how the viewers observe Black men because of how they are
represented in images (Brown, 2019, p. 121). This representation is also related to cultural racism,
which according to Bonilla Silva (2017), racializes minority groups to explain their position in
society (p. 56). The viewers might assume that all Black men are extraordinary through such
depiction. Therefore, not being critical of such an image when used in the classroom might make

BIPOC students believe they must be expectational due to their background.

On the other hand, the picture collage from the textbook based on LK20 replaced Bolt with a young
Black girl on a hoverboard. The girl has been represented in a context where the viewers may
associate themselves with her. In the picture collage, the girl is smiling, which indicates that the
viewer explicitly acknowledges the participant and establishes a relation with the girl (Kress & van
Leeuwen, 2006, p. 117). Such representation does not reinforce stereotypes but instead includes
BIPOC people in the representation. Additionally, the chapter’s title has been replaced with “Cars
and other vehicles” which provides the reader a clearer understanding of what the following chapter
will consider (p. 90). Thus, by comparing the two picture collages in the Explore series, it is
recognized that the Black super athlete in the previous textbook has been replaced with a young

Black girl whom the students can identify themselves with.
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3.2.2 “Black Lives Matter”

The Explore textbook based on the current curriculum, addresses the movement “Black Lives
Matter” on the front cover of chapter 7, “About the USA” (see appendix 17, p. 166), and in a two-
page spread in the same chapter (see appendix 12, p. 188-189). The Black Lives Matter (BLM)
movement began as a hashtag on social media after a white man shot a 17-year-old Black boy in
2012. The chapter’s front cover presents a black boy holding a poster written “When do I go from
cute to DANGEROUS?” and “#Protect the youth” (p. 166). The fact that the boy is included in the
chapter’s front cover among the other elements that the following chapter will address, indicates
that this topic will be presented later in the chapter. The boy is depicted through a low angle where
the viewer is looking up at the participant. In such a depiction, the participant is positioned as
having more power than the viewer (Kress & van Leeuwen, 2006, p. 140). Additionally, the boy is
presented through a frontal angle and has eye contact with the viewer, establishing an involvement
between them (Kress & van Leeuwen, 2006, p. 117). The image can also be referred to as a
demand, where the intention is to do something with the viewer, and the viewer establishes a

relation with the boy (Kress & van Leeuwen, 2006, p. 117)

Further in the chapter, two Black boys are depicted as being in an authority position. The image to
the right depicts the young boy from the front cover. In the caption, it is written “All over the US
children spoke up about inequality” (p. 188). The image to the left represents another young Black
boy giving a megaphone speech. Both adults and children are standing next to him in the image.
Since the boy is depicted through an oblique angle and positioned facing a different direction, he
appears to be talking to an audience in front of him that is not visible to the viewer. In the caption, it
is written, “Kids can make a difference, says Nolan Davis”. In these two images, children of
approximately the same age as the viewers are given powerful positions that indicate a change in

society.

The written text related to the images narrates the killing of George Floyd in May 2020 in
Minneapolis. The text states that because of his killing and the discrimination toward African
Americans in the US, people worldwide took part in the “Black Lives Matter” protests.
Furthermore, the written text states that people “were angry about the way black people are treated
and protested against racism and inequality” (p.188). The text highlights the importance of
eradicating racism and presents protests to spread awareness of racial discrimination. However, the
written text does mention the problematic issues related to race. Additionally, by reading the text,

the reader could interpret that racism only happens to African Americans in the US and that people
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worldwide protest in solidarity with them. The reason for this might be because racism and
inequality are only included in these two pages in the Explore series where the focus is on
American racism. The fact that the BLM movement is included in the Explore textbook based on
LK20, compared to Explore based on LK06, which did not mention this topic makes the students
aware of racial disparities. However, since these pages only focus on race and racism in the context
of the US, students might assume that racism only occurs in this country. Therefore, in this
textbook, the US is presented as an exceptionally racist country that overlooks other problematic
and racial policies globally. For example, no content about the UK is presented in the textbook
despite its significant conflict over race regarding the Windrush scandal. In 2018, it was announced
that the thousands of people brought from the West Indies to the UK as workers between 1948 and
1971 were wrongly categorized as illegal immigrants and threatened with deportation or detention
because of The Home Office’s lack of official paperwork (BBC, 2021). However, the only
inclusion of the UK is a brief introduction of British authors that have written texts included in the
textbook, such as Babette Cole, Roald Dahl (British-Norwegian), David Williams, and James
Matthew Barrie. Additionally, the story of James and Bob the cat that lived in the UK is also

presented in the textbook.

In both visual representations regarding the “Black Lives Matter” movement, the depiction of the
boys has been presented as being in a powerful position seeking to develop a change in society.
These representations convey that even children approximately the same age as the intended readers
can contribute to difference by using their voices. However, the concept of race and racism in the
Norwegian context is excluded in the written text. Eriksen (2020) argues that due to Norwegian
exceptionalism, the discussion of these topics has been uncomfortable to discuss in the Norwegian
classroom (p. 4). By introducing the “Black Lives Matter” movement and racism in the context of
the US, the students might assume that people in Norway do not face racism. According to a
Norwegian Centre Against Racism (2017) survey, many students with minority backgrounds
experience racism at school (p. 14). CRT makes us understand the occurrence of racism, although
schools claim they do not tolerate racism, which makes it crucial to understand the social structure
to deconstruct racism. Given the assumption that white people are given a privileged position by not
experiencing racism, most white people tend to associate racism with an issue that only considers
“the racialized others”. Bonilla- Silva (2017) asserts that such thinking about race and racism is a
colorblind ideology that gives white people the excuse not to see race. One of his frames elaborated
on abstract liberalism, which claims that white people argue that all people have the same

opportunities, which contributes to denying the racism and discrimination minority people
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encounter (p. 56). Therefore, Eriksen (2021) claims that the focus should shift from only focusing
on the people that experience racism to the invisible racialization of the dominant white society as

one of the efficient ways to eradicate racism (p.107).

3.3 Quest: BIPOC vs. White

Similar to the Explore series, one main difference in the Quest textbook is differences in
representations between white participants and BIPOC people, where white people engage in
various activities that the students can recognize themselves in. One example in the textbook based
on LK20 is the pages that have the subchapter titled “American sports”, which presents four
different activities that represent American sports: cheerleading, American football, baseball, and
basketball (see appendix 18, p.104-105). In these images, only white participants are represented
and are actively involved in the various sports. Considering that these areas are essential for Black
people, it is a paradox that no Black athletes have been included in the images. American football
and basketball have been among the two sports African American athletes have achieved excellent
performances and attained high status in the previous years (Wiggins, Moore & Mjagkij, 2018, p.4).
Therefore, by excluding black athletes in these illustrations, the students might assume that these

sports are only typical for white people.

In contrast, the indigenous people represented in the Quest series based on both LK06 and LK20
present them as the “other” by only being depicted as wearing traditional clothing. By combining
the image with the related written text through a multimodal approach, indigenous people are
presented as belonging to the past with no indication of how they live today. In addition, most of
the indigenous people depicted do not have eye contact with the viewer, which establishes
detachment. These findings in the textbooks correspond to Brown’s (2017) study regarding how
white and indigenous people are represented. The white participants were presented as active
compared to indigenous who were static and passive. According to Brown and Habegger- Conti,
these differences in the representation between the two cultures contribute to creating an “us” and

“them” understanding (p.26).
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Most of indigenous people’s representations in this textbook series are presented in chapter 3 about
the USA. However, one representation of the Sami people in the textbook based on LKO06 is
depicted in a different chapter. The indigenous people presented belong to various Native American
tribes. In the Quest textbook based on LKO06, there were twelve visual representations of indigenous
people, where ten images depict Native Americans and two depict the Sami people. In comparison,
Quest based on LK20, presents eleven images of Native Americans and one representation of the
Sami people. This indicates that most of the representations of indigenous people are Native
Americans. Thus, the representations demonstrate that the Quest series depict more images of

Indigenous people than the Explore series.

Like Explore, the Quest series also presents BIPOC people as contributors to positive societal
change. The textbooks present African Americans who fought against racial inequalities and racism
in the US. Two of the people included in these textbooks are Rosa Park and Martin Luther King Jr.
They were two vital individuals who fought against the racial rules in the US. The visual
representations of both participants are depicted as being in a powerful position (see appendix 19, p.
110-111). In the illustrations of Rosa Park, she is depicted as sitting in front of a white male on the
bus. Whereas in the image of Martin Luther King Jr., he is presented as standing in a higher
position while giving a speech for a large group of people. Learning about these individuals is
essential to understanding the racial inequalities African Americans encounter in the US. Since both
Explore and Quest textbooks focus on American Racism, the students might assume that racism is
not something that takes place in a Norwegian context. However, considering that the books
conducted in this study are in English, it is natural that topics regarding the Norwegian context are
downplayed. Furthermore, these representations influence people to establish a space for BIPOC
people’s voices. Eriksen (2021), stated that whiteness is considered the norm in Norway (p.107).
Therefore, by including such representation in the classroom, the students can challenge the master
narrative’s view addressed in chapter 2. Additionally, such representations encourage the students
to share their own stories in the classroom. CRT scholars highlight the importance of BIPOC
students being able to create their own narratives that they can share with the rest of their class
(Zamudio et al., 2010, p. 124). Also, such images that present BIPOC people will make the students
be able to identify themselves with the various people in the textbooks. Thus, considering all this
focus on the US in textbooks might be an argument for the usability of American concepts when

working with these texts.
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3.4 Quest: Representation of the Model Minority

The Quest textbooks based on LK06 and LK20 present the Model Minority Asian American that
appears to be intellectual and high achieving. The image in the textbooks based on LK06 depicts a
woman named Lian Wang, a student at Texas Tech University that is being interviewed by a white
male (see appendix 20, p.173). Due to the women's name, she is considered to have a Chinese
background. The written text related to the image conveys that the woman studies how to generate
power from the wind to help the environment. Through the representation, it seems like the
interview is taking place in a windy location, most likely nearby a wind power. The participant is
wearing a white laboratory coat associated with authority and professionalism. Additionally, due to
the wind, some papers are flying away. The woman'’s facial expression appears passionate about
what she studies in the interview. On the other hand, the white male interviewing the woman looks
surprised by her high achievements in the image. There might be various reasons for his amazed
facial expression. One explanation might be because the dominant are white people in this field, and

the reporter may be surprised by the student’s accomplishment.

Furthermore, Quest based on LK20 depicts a white male named Dave Farrow and a girl named
Angel Yuen Man Lai, considered Chinese due to her name (see appendix 21, p. 67). In the image,
the man is holding the girl’s arm. This image is connected to the previous page, a written text
regarding an interview with the Guinness World Record holder, Dave Farrow, that a reporter
interviewed. The image’s caption indicates that Dave congratulates the girl on the Canadian
Memory Champions held in Toronto. In the illustration, the white male, Dave, is presented as
holding up the girl’s arm to announce the girl’s achievement publicly where it appears as if they are
standing on a stage with an audience. However, the written text on the previous page does not
mention the Chinese girl depicted in the image. The only written text concerning her is the caption
describing the visual representation. Considering that the girl is not mentioned in the written text on
the previous page, the written text and the visual representation do not correspond through a
multimodal approach as presented in chapter 2.3.1. Such a representation where the image does not

correlate with the written text might confuse the students.

This gives the picture of Tokenism which is defined as “the practice or policy of making no more
than a token effort or gesture, as in offering opportunities to minorities equal to those of the
majority” (Dictionary. com, n.d.). The written text on the same page the girl is depicted are

questions that have the topic “After reading” and “Talk about it” related to the written text on the
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previous page (p. 67). Including representations of participants with minority backgrounds is not
problematic in itself but rather how they are included in the text. The inclusion of tokenism in the
textbooks might reinforce diversity, reducing critical thinking of superficial and celebratory
representations (Deckman et al., 2018, p. 292). Additionally, Deckman et al. (2018) state that such
representations of minorities do not highlight inclusion but rather present them as stereotypical (p.
293). Thus, such images might make it difficult for students to identify themselves with the
participants and instead recognize them as the “other”. Tokenistic representations correspond to the
findings of Lund’s study (2006) regarding how culture and context were presented in English
textbooks. One of her findings similar to this study was that the textbooks presented various
cultures without including the relevant written texts so the students could better understand the
images depicted (p. 282). Instead, the various cultures presented were depicted as the “other” that
seemed foreign to the students. Such representations make it difficult for the students to identify

themselves with the presented cultures and characters.

The two Chinese girls represented in the Quest series are presented stereotypically. According to
Beeghly (2015), “stereotypes play a special role in categorizing individuals and forming
expectations above them” (p. 680). Since these two Chinese Americans are the only participants
that have been depicted as intellectual and high achieving in the textbooks based on the two
curricula might make the students assume that all Chinese people have similar characteristics.
These representations correlate with Zhang’s (2010) findings in her research that indicated that
Asian people are represented as the model minority that achieves extraordinary success in various
fields (p. 32). Such a model reinforces stereotypes and categorizes Asian people based on people’s
assumptions of race. The representation of Chinese people as intellectual and high achieving is not
only a problem, and such illustrations might inspire students to achieve similar accomplishments.
However, presenting Chinese people as the only intellectual participants in the textbooks reinforces
problematic stereotypes that present Asians as the perfect minority group. Delgado et al. (2017)
assert that these myths become discriminatory towards Asians who are poor and in need of
assistance. Also, other disfavored groups, such as African Americans, are criticized for not
achieving similar success as the model minority (p. 94). Critical visual literacy challenges the
representations of visual stereotypes, which helps the reader pay attention to the various values and
ideas the image might represent (Skovholt & Veum, 2020, p. 66). One of the three steps the viewer
can utilize to recognize what the image represents is considering the image’s context (Janks et al.,

2014, p. 85). Here, questions such as how the image is represented are considered. Thus, the
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representations of the two Chinese participants might make the students assume that all Chinese

people are high achieving and intelligent, which can create a false and stereotypical understanding.

Furthermore, from a denotative perspective, the image in Quest based on LK06 depicts a Chinese
American woman named Lian Wang, whom a white male is interviewing. Similarly, the textbook
based on LK20 presents a Chinese American girl named Angel Yuen Man Lai, depicted with a
white male holding up her arm. Such representations are not problematic in themselves. However,
the connotative level focuses on the represented elements of broader concepts, values, and ideas
(van Leeuwen, 2001, p. 96). From a connotative level, the two girls are depicted stereotypically by
both being presented as intelligent and high achieving. The images from the two textbooks convey
similar stereotypical representations. Additionally, the student in the textbook based on LKO06 is
portrayed with a big smile. Such depiction is related to the portrayal of the minority through
laughter in the graphic novel American Born Chinese where especially one character was framed in
laughter throughout the novel (Oh, 2017, p. 22). For students, this representation might convey that
they associate Chinese people with laughter and therefore do not take them seriously. This is a
second stereotype about Asians, which clashes with the hard-working model minority myth.
Furthermore, Oh (2017) asserts that “laughter points to how we are all scripted by society to laugh
and make fun of that which is foreign and different to distance ourselves from the other” (p. 28).

Such presentations become problematic if they are repeated in textbooks.

Furthermore, both images illustrate a white male standing next to the two girls. In the image based
on LKO06, the male is interviewing the girl. Whereas the image from the textbook based on LK20,
the white male is holding up her arm. Such representations between the Chinese Americans and the
white males correlate to Hall’s (1997) binary oppositions between the dominant white male and the
minority (p. 235). In both images, the girls are the ones who have achieved something, whereas it
seems like the white males are the ones who convey these achievements. In the second image, the
white male holds up the girl’s arm, indicating that she needs a white man to convey her
accomplishment. Also, this relates to the model minority that presents them as “the nerds who lack
social and communication skills” (Zhang, 2010, p. 32). The viewer might assume that the white
male is holding up the girl’s arm because she did not intend to do so. Thus, representing Chinese
girls as high achieving in the two Quest textbooks may reinforce the stereotype that all Chinese

people are high achieving and intellectual.
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3.5 Indigenous people

3.5.1 Visual representations of indigenous people

Explore: “Stars and stripes”

Chapter 7 in the Explore series based LK06, presents a picture collage that introduces various
images regarding the content of the following chapter. The picture collage in the textbook has the
title “Stars and Stripes” (see appendix 22, p. 164-165). It depicts photographs of various elements
that can be associated with the USA. The images included are men that are surfboarding, some stars
from Hollywood’s Walk of Fame, Marilyn Monroe, tall buildings, a tram, Mount Rushmore, the
American flag, an eagle, the Statue of Liberty, a city at night, a “wanted” poster, and pancakes. The
only content that includes indigenous people in this collage is a drawing of a war bonnet written
“NATIVES” above it (p. 164). On the left side of the picture collage, there are some written words
associated with the USA and that this chapter will consider: freedom, great, state, independent,
however, drive, destination. Here, written words associated with indigenous cultures are excluded.
Such exclusion can be referred to as what Eisner (1994) claims to be the null curriculum, which is
described as what is left out of the teaching material and not conveyed to the students (p.97). The
fact that the drawing of the war bonnet is the only indication of indigenous people might make the
students associate all indigenous people with wearing war bonnets. According to White (2017), the
war bonnet is a “sacred regalia for the men in the nations in which the headdress is worn” (p. 1422).
This indicates that the war bonnet is only worn by particular men in an authority position which is a
very small percentage of Native Americans. Therefore, the inclusion of a war bonnet as the only
representation of indigenous people creates an incorrect understating of the Native Americans as
only belonging to one group. Additionally, the text “NATIVES” written above the war bonnet

explicitly reinforces the assumption that all Native Americans wear this headdress.

Quest: «The Native Americans»

In the textbook based on LKO06, there is a two-page spread titled “The Native Americans” (see
appendix 23, p. 84-85). The first page depicts an oil painting named Buffalo Hunt, painted in 1897
by Charles M Russel (1864-1926). In this image, two Native Americans are depicted hunting
Buffalos (p. 84). The image is a long shot which indicates that the viewer creates a distant
relationship with the participants and makes the characters socially distant from the viewer (Kress

& van Leeuwen, 2006, p. 126). In addition, the two Native Americans depicted do not have eye
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contact with the viewer, which establishes detachment (Kress & van Leeuwen, 2006, p. 117). The
two Native Americans are riding horses while hunting the Buffalos with bows and arrows, a
weapon associated with ancient times. Additionally, the two Natives are wearing traditional
clothing. Furthermore, the image on the following page represents a powpow event where Native
Americans gather and celebrate through dancing, singing, and socializing to honor native American
culture (p. 85). Although there are several Native Americans depicted in the illustration, only the
participant at the front is visible, whereas the others are blurred out. The participant presented at the
front is depicted from a back angle and is not making any eye contact with the viewer, and
therefore, the viewer establishes a detachment from the participants (Kress & van Leeuwen, 2006,
p. 117). The native Americans depicted in the illustration wear traditional clothing such as war
bonnet, other traditional headdresses, and clothing. The participants are also represented with
traditional artifacts. In addition, the caption briefly describes what a powwow celebration is.
Considering the page’s heading is “The Native Americans”, the students might associate Native

Americans with people who only wear traditional clothing and hunt buffalos.

The Quest textbook based on LK20 depicts three girls from the Navajo tribe wearing traditional
blankets (see appendix 24, p. 94). The illustrations represented in Quest based on LK06 have been
replaced with an image of three girls depicted through a frontal angle that the students might
establish a relation with compared to the images depicted in the textbook based on LK06. Similar to
Quest based on the previous curriculum, the title of this page is “The Native Americans” and
indicates that the image on the page is from a Native American Tribe. The photograph is presented
as modern and illustrates that it was photographed in recent years. The image’s caption
demonstrates that the girls depicted belong to the Navajo tribe, which is one of the largest tribes in
the USA. Additionally, the caption points out that the blankets the girls are wearing are essential for
their culture. All the girls are represented through a frontal angle, which establishes an involvement
between the viewer and participants. Two girls have eye contact with the viewer, which
acknowledges the viewer (Kress & van Leeuwen, 2006, p. 117). It seems like two people are
standing behind the girls in the image. Their heads are not visible, but the traditional blankets are
recognizable and appear similar to the ones the girls are wearing. Additionally, one of the girls
depicted at the front and the participant behind the girls are wearing a similar necklace that might
resemble a traditional necklace. However, the written text above the illustration does not correlate
with the image. Instead, it describes the different tribes of Native Americans Columbus observed
when he arrived in America in 1492. The only written text about The Navajo tribe except what is

mentioned in the caption is a small section on the following page named “Did you know?” (p. 95).
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In this section, the written text does not mention what the illustration of The Navajo tribe depicts.
By representing the Navajo tribe as only wearing traditional clothing, the students might assume

that all members of this tribe wear similar blankets and clothing.

3.5.2 Quest and Explore: Indigenous people belonging to the past

The Quest textbook based on LKO06 presents a Venn diagram of similarities and differences
between the Sioux and the Sami people (Appendix 25, p. 87). This page is the last page of a two-
page spread about Sioux and the Sami people. Because of this thesis's limitations, only the last page
has been included in this study. The written text indicates that the Venn diagram was created by a
girl named Anna from Hammerfest in Norway. The Sioux people are represented with a war
bonnet, whereas the Sami people are represented with a Sami hat. On this page, Anna mentions the
similarities between the Sioux and the Sami people. Some examples from the Venn diagram are
“They were first in their country”, “Lived in teepees/lavvos”, “Used animal skins to make clothes”,
and “Forced to speak English/Norwegian”. All these similarities between the Sioux and the Sami
are written in the past tense, which indicates that they are no longer applicable today. Therefore,
they are considered to belong to the past. Furthermore, the Venn diagram does not include how they
live today, which conveys the notion that they still live in such circumstances. In addition, the fact
that these two ethnic groups are represented only with a war bonnet and a Sami hat may reinforce

the stereotype that all Sioux and Sami people wear these hats.

“Sacagawea”

Explore textbook based on LK20 presents the story about Sacagawea in a two-page spread
consisting of three images and written text (see appendix 10, p. 186-187). According to the written
text, Sacagawea was a Native American from the Shoshone tribe born in 1788. On the top left is a
stamp of Sacagawea issued in 1994 because of her being one of the American West's well-known
women (Potter & Brandman, 2020-2022). Sacagawea is represented through an oblique angle in the
stamp, and no eye contact is made with the viewer. Such representation indicates no relation
between the viewer and Sacagawea (Kress & van Leeuwen, 2006, p. 119). The second image on the
same page depicts people from the Shoshone tribe. Behind the Shoshone tribe are some teepees.
The image is in black and white, which might be associated with the past and not existing today.

The people are depicted through a long shot, and since the image is presented as indistinct, the
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people appear as though they are strangers. Such an image makes it difficult for the viewer to create
a relation with the participants, which establishes a detachment between the participants and the
viewer (Kress & van Leeuwen, 2006, p. 126). The second page presents a painting of Sacagawea
and her son that she is carrying on her back. Sacagawea is depicted through an oblique angle that
creates a detachment from the viewer and establishes an impersonal relation (Kress & van
Leeuwen, 2006, p. 136). In addition, her son on her back is sleeping and therefore does not create a
connection with the viewer. However, Sacagawea is depicted from a low angle and appears like a
person with power and authority (Kress & van Leeuwen, 2006, p. 140). Her facial expression
indicates that she is a determined and brave woman. This correlates with the caption “The brave girl
walked long distances carrying her son on her back” (p. 187). Behind Sacagawea and her son is a
green landscape and mountains. In the three images presented in these pages, Sacagawea and the
Shoshone tribe are only depicted wearing traditional clothing. Such representations might make the
viewers associate them with something foreign and assume that people from this tribe only wear

such clothing.

The findings in this study regarding the representations of indigenous people in textbooks indicate
that they are presented as the “other” and belonging to the past. From a denotation perspective, the
indigenous people are represented as wearing traditional clothing, which is not problematic in itself.
However, it becomes problematic through a connotative level that focuses on the image’s broader
context and meaning, such as the ideas, values, and context included in the image (Skovholt
&Veum, 2020, p.64). The connotative level indicates that the images of indigenous people are
presented stereotypically since they are depicted as a homogenous group only wearing traditional
clothing. Such representations might make the students assume that all indigenous people dress
similarly. Additionally, these portrayals might make the students place them into “units” and view
them as the “other”. Hall (1997) argues that stereotyping “divides the normal and the acceptable
from the abnormal and the unacceptable” (p. 258). Since the representation of indigenous people in
the textbooks appears only to be depicted with traditional clothing and artifacts, it appears
unfamiliar and abnormal for the students compared to what they consider familiar in their daily
lives. Furthermore, many indigenous people are depicted from an oblique angle which makes the
participant detached from the viewer and does not consider the representations part of their world

(Kress & van Leeuwen, 2006, p. 136).
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The textbook presents the Sami people and their culture as the “other” despite being “white”. In the
Venn diagram, the Sami people were only depicted as belonging to the past, and the only image that
represented them was a Sami hat. Eriksen (2021) asserts that the Sami and other national minorities
are constructed as the racialized “other” in relation to whiteness, regardless of categorizing
themselves as being white (p. 112). Furthermore, Eriksen’s study (2020) demonstrates that
Norwegian students believe that Sami people only “live up in the North” (p. 10). Since the
textbooks portray the minimal content included about the Sami as something the students cannot
recognize themselves in, they reinforce the stereotype that Sami people are only people that belong

to the past or live at a geographical distance different from where they live.

Such homogenous representation of indigenous people in the textbooks relates to what Dahl (2015)
refers to as a “descriptive culture”. This concept makes the viewer assume that all indigenous
people are similar and essentializes them as belonging to the same group (p. 40). Also, the fact that
the written text related to the visual representations of indigenous people is written in past tense
might make the students believe that indigenous people only belong to the past. Such stereotypical
representations contradict what is stated in the curriculum regarding the students developing
cultural diversity through texts in the English subject (Ministry of Education and Research, 2019).
If the textbooks included modern representations of indigenous people that depicted how they live
today, the stereotype and prejudices towards them would reduce. These representations of
indigenous people are comparable to Brown and Habegger-Conti’s article (2017) regarding how
EFL textbooks used in Norwegian schools represented indigenous people. The findings of these
texts were that indigenous people were presented as unfamiliar and as remaining in the past. In
addition, the textbooks presented indigenous people stereotypically as not belonging to the modern

world.

As introduced in chapter 2, the English curriculum highlights that the students will learn about other
cultures different from their own to develop knowledge and experience of cultural diversity.
Considering that the curriculum explicitly mentions that the students should have insight into “ways
of living, ways of thinking and traditions of indigenous people” (Ministry of Education and
Research, 2019), the visual representations of indigenous people in the textbooks chosen for this
study becomes problematic. Indigenous people have been depicted as homogenous in these
textbooks, only dressed in traditional clothing. The written texts that correlate with the images
indicate that indigenous people are presented stereotypically as only belonging to the past and

therefore appear foreign to students. Additionally, the students cannot identify themselves with the

50



indigenous participants and instead recognize them as the “other”. For many white students, these
stereotypical representations of indigenous people may make them assume that they are the

opposite of what is understood as the “norm”.

3.5.3 Quest: Peaceful colonization?

The Quest series presents the interactions between Native Americans and the English colonists as
peaceful. The representations included in this textbook series that will be discussed in this study are

the first thanksgiving and the story of Pocahontas.

“The First Thanksgiving”

The Quest series presents a painting drawn by Jean Leon Gerome Ferris (1863-1930) called 7The
First Thanksgiving in both the LK06 and LK20 editions (see appendix 26, p.96). He was an
American painter known for his scenes from American history (David Barnett Gallery, n.d.). This
image depicts a peaceful interaction between Native Americans and the English colonists. The
written text indicates that the image portrayed a Thanksgiving feast in October 1621 and was
painted in 1912. Since this event took place in 1621, and this painting was painted in 1912, this
image captures the idealized and modern interaction between the Natives and English settlers
painted through his narrative. The painting has a long shot, and many of the participants have an
oblique angle, which makes the relation between the participants and the viewer distant (Kress &
van Leeuwen, 2006, p. 136). The image depicts a female colonist offering some roast turkey to a
Native American man sitting on the ground. Behind the woman is a man who is holding a bowl of
food. The other colonists in the painting are people engaged with preparing the food or standing
with the other settlers. In the background, another female colonist is welcoming a native American
woman. The active participants are the British people serving the natives and engaging with them.
In comparison, the Native Americans are sitting on the ground and being served by the British.
However, this peaceful painting contributes to rejecting the Native American experiences and
instead conveys the white colonist's narrative. For many Native Americans, Thanksgiving is
associated with a day of mourning and protest because of the arrival of the colonists in North
America and the oppression and genocide that continued through the centuries (Bugos, 2019). The
peaceful interaction depicted between the native Americans and the English settlers did not occur.
In the representation, it seems like it is the first gathering between them. However, the Wampanoag

tribe had contact with the English settlers before encountering them in 1621. The Wampanoag
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contact with the settlers was brutal and bloody and involved slave raiding by the Europeans (Bugos,
2019). Thus, this page being the only representation of thanksgiving in the US that symbolizes a
peaceful event between the natives and the settlers, will not allow the students to learn about the
untold story of the Native Americans and their encountering with the settlers. Such representation
between the Natives and the settlers is related to the null curriculum concerning what is omitted in

the learning materials and not conveyed to the students (Eisner, 1994, p. 97)

“Pocahontas”

In the same textbook series, the story of Pocahontas is presented. Pocahontas was the daughter of
the Powhatan Chief, Wahunsenaca. She was known as being a courageous girl that helped others as
best as she could (Mansky, 2017). In Quest based on LK06, there is a color print postcard from
1907 of Pocahontas at the court of King James (see appendix 27, p.111). The image has a long shot
which creates distance from the viewer (Kress & van Leeuwen, 2006, p. 124). None of the depicted
participants have eye contact with the viewer, and therefore, no relation is established between the
participants and the viewer (Kress & van Leeuwen, 2006, p. 119). In the image, Pocahontas is
depicted from an oblique angle and creates detachment from the viewer (Kress & van Leeuwen,
2006, p. 136). Additionally, the written text related to the image does not mention the happening in
the color print postcard depicted below, which can confuse the students. The written text on the
following page briefly mentions the meeting between, the meeting Pocahontas and King James.

However, their meeting at the court is not included in the narrative.

Additionally, the Quest textbook based on LK20 depicts the story of Pocahontas, but here the
narrative of Pocahontas is represented through a comic strip (see appendix 28, p, 92-93). The comic
strip consists of six images and begins with Pocahontas as a little girl collecting firewood with other
native girls. In the second image, Pocahontas is saving the English colonist from someone in her
tribe that wanted to kill her. The third image depicts a peaceful interaction between Pocahontas and
the English children. In the fourth image, there is a depiction of Pocahontas and her spouse, the
Englishman John Rolfe, and their baby. In the following image, Pocahontas met with King James.
Finally, the last image in the comic strip depicts an ill Pocahontas lying in bed. The written text
related to this image indicates that Pocahontas died at 22. Throughout the comic strip, Pocahontas
does not have eye contact with the viewer, resulting in no relation between her and the viewer

(Kress & van Leeuwen, 2006, p. 119).
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These two representations of Pocahontas in the two textbooks depict her living in harmony with the
British colonists. The second image in the comic strip shows Pocahontas saving John Smith from
her tribe that wanted to kill him. However, this did not most likely happen because he was honored
by the Powhatan chief, and therefore her tribe did not have any reason to kill him (Schilling, 2017).
Furthermore, the textbooks portray a friendly relationship between the natives and the English
settlers that probably did not take place. The narrative about Pocahontas leaving her tribes village
and marrying the English man, John Rolfe, is presented as a voluntary act. However, Pocahontas
was kidnapped by an English colonist, and soon as she arrived in the English colony of Jamestown,
she was raped (Schillings, 2017). Additionally, in the comic strip, it is conveyed that when
Pocahontas went to England, she died because she became ill. This is probably also false,
considering many of the Native Americans accompanying Pocahontas was kidnapped, including her
sister, who stated that she most likely had been poisoned, which led to her sudden death (Schilling,
2017).

The representations of the Thanksgiving feast and the story of Pocahontas portray a difference in
power relations between the depiction of Native Americans and the English colonists. In the image
The First Thanksgiving (see appendix 26), the Native Americans, except for one lady standing at
the back, are sitting on the ground waiting to be served by the English. Through a connotative level
that considers the image’s broader context and the represented ideas and values (Magereg &
Tennessen, 2014, p. 28), the dog and the little girl are approximately at the same height length as
the natives sitting on the ground. Such comparison indicates that the natives are standing in a lower
position than the English, who are either standing or sitting on chairs. Furthermore, almost all the
natives Americans depicted have an oblique angle where no eye contact with the viewer is made.
Such representation makes the viewer unable to identify themselves with the natives and therefore
establishes a detachment from the participants (Kress & van Leeuwen, 2006, p. 136). On the other
hand, many English participants are depicted from a frontal angle, indicating that the students most
likely will identify themselves with them. The differences in the representations between the natives
and the English correlate with Hall's (1997) binary oppositions between the dominant white and the
other, where white participants are presented as having more power than the natives (p. 235).
Likewise, in the representations of Pocahontas, none of the images of Pocahontas have eye contact
with the viewer, which establishes a detachment. Additionally, none of the participants in the comic
strip are looking at each other. An example from the comic strip from the textbook based on LK20
is image four, where John Rolfe, Pocahontas, and their baby are depicted (p.92). Here, none of the

participants have eye contact with each other, which creates a distance between them. In this image,
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Pocahontas has an oblique angle, whereas the English man has a frontal angle which makes the

viewer more engaged with him compared to Pocahontas.

What is noticed in these representations regarding the European colonization is that they are
presented as peaceful interactions. Because the textbooks downplay how the English invaded and
stole the territory of the natives, the students will not be able to develop understanding and
sympathy for the harrowing experiences of the indigenous people. Presenting the stories of the
natives American as peaceful prevents the students from thinking critically. The reason for
downplaying the experiences of Native Americans might be because their experiences are narrated
by the dominant white society and not by the native Americans themselves. Therefore, CRT
emphasizes the importance of the counter-narratives to challenge the master narrative created by the
dominant society (Zamudio et al., 2010, p. 123). Indigenous people have other stories that question
Western society s assumed stories. Smith (2021) argues that these stories are “the history of
Western research through the eyes of the colonized” (p. 3). The counter-narrative stories contribute
to challenging the stories of the dominant society, which allows the students to encounter the
narratives of the oppressed. Additionally, such perspectives make the students think critically of the
various stories presented in the textbooks by examining the author’s choices and the effects these
can have on the viewers (Janks et al., 2014, p. 85). These findings on how the interactions between
the native Americans and the English are represented through the dominant white society are
similar to Poulsen’s study regarding history textbooks and the inclusion of minority people. His
research presented that most of the history textbooks used in four European countries covered
primarily national and Western content. However, the few contents regarding non-Europeans were
only represented from the dominant perspective (p. 409). Thus, challenging the master narrative by

including the counter-narrative makes the students critical of the various texts.

Additionally, for Norwegian students in year 6, these complex topics about indigenous
colonialization might become too demanding to comprehend, especially when the textbooks present
them in a downplaying and incorrect manner. To teach these topics would require teachers to
expand time and resources to educate the students about Native American history in
comprehensible and accurate ways. Moreover, it might also be the case that all teachers are not
familiar with the authentic stories of Sacagawea, Thanksgiving, and Pocahontas. Therefore, they
might teach the students the narratives in the textbooks in a superficial way. Thus, the students will

not be able to think critically of the various representations in the textbooks.
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4 Conclusion

This study aimed to examine visual representations of BIPOC people in English textbooks used in
year 6 in Norwegian elementary schools. The chosen research question was: How and to what
degree are BIPOC people represented in English textbooks?

This study conducted three methods: critical visual literacy, visual semiotic analysis, and structural

visual analysis, to answer the research question.

4.1 Main findings

One of the main findings in this study is that there has been an improvement in the representations
between the textbooks based on LK06 and LK20. As previously presented in this thesis, analyzing
textbooks based on different curricula allow the researcher to compare how BIPOC people are
presented and if there have been conducted replacements in the representations. One improvement
noticed in the Explore series was that Bolt was represented as the super-male Black athlete in the
textbook based on LK06 and replaced with a young Black girl standing on a hoverboard in the
textbook based on LK20. Furthermore, another improvement in the Explore textbook based on
LK20 was that the “Black Lives Matter” movement was included that presents Black boys
demonstrating against racism and inequality. Additionally, in the Quest textbook, it was noticed that
two images that presented indigenous people as homogenous and as the “other” were replaced with

a modern image of Native American girls in the textbook based on LK20.

However, many of the visual representations of BIPOC people in the textbooks based on the
previous and current curricula were presented stereotypically. For example, the Quest series
depicted two Chinese American girls in accordance with the model minority, where they were both
presented as intellectual and high achieving. Additionally, the images of indigenous people were
presented as a homogenous group that belonged to the past. Such representations of indigenous
people relate to what Dahl (2015) describes as “descriptive culture”, which makes the viewer
assume that all indigenous people belong to the same group (p. 40). Another finding regarding
indigenous people in the Quest series was that the interaction between the Native Americans and
the British colonists was depicted as peaceful. The first Thanksgiving and the story of Pocahontas

were romanticized, and the European colonization was downplayed.
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4.2 Implications

This study indicates that some implications occurred from the results in the representations of
BIPOC people in this study. The representations of BIPOC being presented stereotypically and the
downplaying of colonization will be problematic as the students will develop stereotypical
assumptions and be presented with misconceptions regarding the interactions between Native
Americans and English settlers. Therefore, a significant aspect for teachers is to be critical of the
stereotypical representations of BIPOC people depicted in the textbooks and critically reflect on
these with the students. As a result, the students will be able to reflect and deconstruct the various
BIPOC people that are depicted stereotypically. Additionally, the teacher can provide the students
with other images to present alternative representations that are not stereotypical and lack diversity.
As previously mentioned, the authors and publishers are essential in the visual representations of
the textbooks. Therefore, a suggestion would be to invite BIPOC people that contribute to how
BIPOC people should be presented in the textbooks. Such inclusion would emphasize cultural

diversity as well as sympathy for indigenous people.

4.3 Suggestions for further research

Considering that this study only concerns the representations of BIPOC people in textbooks, further
research in this field would be relevant. One suggestion for further research is to observe and
interview the teachers regarding how these representations are taught in the classroom. Secondly,
interviewing the students to examine how they interpreted these images of BIPOC would also be
relevant. Lastly, another suggestion for further research is to interview the authors, illustrators, and
editors of each textbook series to examine how they select the various visual representations that are

depicted in their books.
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Appendices

Appendix 1: Explore (LK06) page 156

®0O0 Find Texas on a map. Compare the size of Texas to the size of Norway,
Is it bigger or smaller than Norway?

[ 1] Kids Can Make a Difference!

All over the world, kids want to help save our planet. Meet
three special kids who make a difference.

Tears in the Jungle

Daniel and William Clark are two amazing Australian brothers.
Daniel, who has cerebral palsy. was offered a trip to Disney Land
when he was 10 years old. But he decided he wanted to spend the
money on orangutans instead. | want to save the orangutans in
Borneo,” he said to his dad. “"Are you sure?” his dad said. "What about
a trip to Disney Land or a new car ... for daddy?” But Daniel s heart

WORDS TO LEARN
| decided - bestemte seg
‘ inspire - in:
make a difference - gjere
en

re

cerebral palsy - cerebral was set on saving orangutans. His parents were proud of him

parese

offered - tilbudt Over the past eight years they have raised a lot of money, had
meetings with the Prime Minister and visited schools. The brothers

his heart was seton - han
ast bestemt p3 want to inspire children all over the world to make a difference
over the past - de siste

s |

Scan the text and find three verbs in the past tense
Tell your learning partner what they mean

James and Bob the Cat

This is a true story of how a cat saved a man’s life.
It shows how pets really can help people.

James Bowen was born in London. When his parents divorced, he
moved to Australia with his mum and stepdad. In Australia, he was

bullied at school and never had a real friend. He started taking drugs
when he was a teenager. N

WORDS TO LEARN
divorced L
moved - § et
homeless - hjemlas

shows - viser
busker

In 2007, James lived in a tiny flat in Tottenham in London. One
e found a ginger cat sitting outside his
The same

art evening when he came home, h
door. James just walked past the cat and went into his flat
thing happened the next day. And the next!

@ 1 Man’s Best Friend
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®O0O0 &

WOR
stroked
cuddled
libraries
mistakes - le

helpers - hjelpere
safer yggers
elderly - eldre

residents - beb
reading friends

ner

aloud - hayt

@ 1 Man's Best Frie

What kind of jobs do you think cats or dogs can do?
Discuss with your learning partner.

Working Cats and Dogs

Cats and dogs are our favourite pets. They are also important
helpers. Every day, cats and dogs work to make our lives safer,
better and easier.

Bella Spreads Love

Bella has worked at a home for elderly people for three years.

Her job is to spread happiness. The black and white cat walks around
and visits people all day long. Nurse Karen Parker says the residents
are much happier now. "Having a cat here is very positive,” she says.
“Our residents love talking to Bella and playing with her. | don't think
there is a cat in the world that gets stroked and cuddled more

than Bella!”

Bart Loves Books
Do you know that dogs can
help you learn to read? All
over the USA, dogs are now
used as reading friends
Some dogs work in schools,
others work in libraries.

“A dog never makes fun of
your reading mistakes. Bart
Jjust listens,” says Hannah
She started reading to

dogs eighteen months

ago. "My reading is much
better now,” Hannah says.
“I didn’t like reading aloud
Now I am quite good at it.
Reading to dogs has really
helped me!”

Bart at work

Appendix 4: Explore (LK06) page 114

@O0

Y
The text |s’
written in |
= American
English.

—J
WORDS TO LEARN
agree with - er enig med
tickets - Lilletier
line - kg

instead - stedet
movie theater (USA)
Kir

arrive at - kommert
sold out - uts

@ 5 Starstrucl

What do you think the words trailers, filrm and popcorn mean?
Tell your learning partner.

Let's Go to the Movies!

Katie and Kevin live in Atlanta, Georgia, in the USA. They want
to go to the movies at the local theater. They are watching
trailers on Katie's computer.

Kevin: | think The Jungle Book looks fun.

Katie: | agree with you. | can ask Mom to drive us to the theater now.
We can get tickets there.

Kevin: OK, let’s go! There must be a show at around four

There is a long line when Katie and Kevin arrive at the movie theater.
They have to wait for ten minutes

Katie: At last! Two tickets for The Jungle Book for the 16:15 show,
please.

Ticket office assistant: I'm sorry, we're sold out.

Katie: Oh no! What are we going to do?

Kevin: OK ... How about Cinderella instead? It starts in 5 minutes.

Katie: But it's a film for girls!

Kevin: Well, you're a girl, and | want to see it.

Katie: All right then! I'lL get the tickets. You can get popcorn!
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Appendix 5: Explore (LK20) page 116

What do you think the words trailers, film and pepcorn

BEFORE YOU READ
mean? Tell your learning partner.

A
|

This text is

written in |

American | Let S go to the mOVieS!

English. [ Katie and Kevin live in Atlanta, Georgia, in the USA. They want
J to go to the movies at the local theater. They are watching
trailers on Katie's computer.

Kevin: |think The Jungle Book looks fun
Katie: |agree with you. | can ask Mom to drive us to the theater
now. We can get tickets there.

Kevin: OK, let's go! There must h
R g be a show at around four.

" There is a long line when Katie and Kevin arrive at the movie theater.
agree with - ar enig med | They have to wait for ten minutes,

tickets - billetter
Une - ks Katie: At last! Two tickets for The Jungle Book for the 16:15 show,
instead - i stedet please.

Ticket office assistant: |'m sorry, we're sold out.

Oh no! What are we going to do?

OK... How about Cinderella instead? It starts in 5 minutes.
But it's a film for girls!

arrive at - kommer til Kevin: Well, you're a girl, and | want to see it

sold out - utsolgt Katie: All right then! I'lL get the tickets. You can get popcorn!

MORE WORDS

movie theater (USA)
kino

Appendix 6: Explore (LK06) page 107

F

C.J. \
In 2014, nine-year-old C.J. Burford cycled right across
the United States. He left Oceanside, California, on
September 1% and arrived in St. Augustine, Florida two
and a half months later on November the 22™. This made
him the youngest person ever to cross the US on a bike.
C_J. set a record it is hard to beat, but setting a world
record was not his main aim. C.J. cycled for charity.

“I have always loved cycling. This way | do what | love and
help others at the same time,” the young cyclist explains.
C.J. travelled between 40 and 45 miles a day. His dad
cycled with him. The rest of the family followed behind
them in a bus. When C.J. rolled into St. Augustine, he
had cycled over 2,703 miles and raised over $ 25,000 for

children with cancer.
C. J. cycles for charity.

Before the nine-year-old set off, he discussed his plan with

his mum and dad. They said it was a good idea to do something to
help others. “You're never too young or too old to do anything. You can
always help somebody else,” says C.J.

Believe it or not, this is not the first time C.J. has cycled for charity. WORDS TO LEARN
No, | have done it lots of times before”, he tells us. “"When | was Later - senary

eight years old | cycled across the state of North Carolina. It took Lots of times - MBNQe

me about two weeks. My goal was to raise $ 8,800. | cycled over 360 ganger

miles and raised enough money for four children to have life-saving hospital - sykehus

heart operations.” The young boy has also raised money to build quit - gi opp

a hospital in Dandora in Kenya.
hard to beat - vanskelig
3 sld

“When you love what you do, just keep on doing it and don’'t quit!™
says C.J. Burford with a smile. main aim - hovedm3l
charity - veldedighet
cyclist yk i
raised - her: samlet inn
9 One US mile is 1.6 kilometres. Scan the text again R S kel
and find out how far C.J. cycled across the US. Can betieve &t or not - tro det
you work out how many kilometres it was? eller ei
life-saving heart
operations -

hjerteoperasjc

4 Faster than the Speed of Light @
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®00

7 0~E—';_?: What do you like best when you watch a fitm? A lot of action?
you' Feeling scared? People falling in love? Films that make you laugh?
Tell your learning partner and explain why.

What Is Your Favourite
Type of Film?

There are many different types of films, often called film
genres. We have asked four tweens what they like best.

Olivia (11)

Emma (10)

Julian (12)

Jimmy (9)

| : ‘ i

| | like action films because they
are exciting. | like car chases,
fights and explosions. | think the
special effects are wicked! | also
| like adventure films. They are
| often similar to action films. The
WORDS TO LEARN difference is that the hero is on
exciting @ quest, looking for something

| love comedies. Comedies make
people laugh and | really enjoy
having a good laugh! | also like
romantic comedies where people
fallin love. They always have

a happy ending. It is nice to be

in a good mood when the film

i5 finished

Drama is one of my favourite
types of film. | like to watch films
that tell a serious story about
people. | like to see the people in
the film solve their problems, or
try to, at least. | also Like fantasy
films that are about magic and
supernatural forces. | hate
horror films, They are so creepy.
| know that they are not real, but
they are still too frightening for
me, Anyway, most horror films
have an age limet. Luckily, | am
still too young!

| am Olivia’s brother. | prefer
family movies because

they are for everyone in the
famity: children, parents and
grandparents. | love going to

the cinema with my grandad,
because grandad always buys
me the biggest popcorn box

We both really like cartoons

and animation films from Japan.
We never miss a film! If we really
like 8 film, grandad buys the DVD
or downloads it. Then we can
watch the film together, again
and again, at home

difference - ¢ or someone.

& Which type of film do you like best?
Tell your learning partner three things
you like about this type of film.

Appendix 8: Explore (LK20) page 122-123

00 What do you like best when you watch a film?
Alot of action? Feeling scared? People falling in love?
Films that make you laegh? Tell your learning partner
and explain why.

What is your favourite type of film?

There are many different types of film, often called film genres,
We have asked four tweens what they like best.

Olivia (11)

Emma (10)

s

[ 1 Je)

Jimmy (9)

Julian (12)

A

[ 4
1 am Olivia's brother. | prefer

family movies because they are

for everyone in the family:

children, parents and

grandparents. | love going 1o the

cinema with my grandad,

because grandad always buys |
me the biggest popcorn box |
We both really like cartoons

and animation films from Japan

We never miss a film! If we really

Drama is one of my favourite
types of film. | like to watch films
that tell a serious story about
people. | like to see the people in
the film solve their problems, or
try to, at least. | also Lke fantasy
films that are about magic and
supernatural forces. | hate
horror films. They are so creepy.
| know that they are not real, but
they are still too frightening for

| like action films because they
are exciting. | like car chases,
fights and explosions. | think the
special effects are wicked! | also
like adventure films. They are
often similar to action films, The

WORDS TO LEARN

exciting - spernend

1 love comedies. Comedies make
people laugh and | really enjoy
having a good laugh! | also like
romantic comedies where people
fall in love. They always have

a happy ending. It is nice to be

difference - forskje difference is that the hero is on in a good mood when the film
hero - helt ! a quest, looking for something is finished.
comedies - komeder | or someone
SEmeae————— |
MORE WORDS
car chases - b Lakter
fights - sldss 9 Why does Olivia like action films? N
wicked - «ule 10 What does Emma like about romantic comedies?
quest - lel

@ Explore

# P My Workbeok page 98-99

me. Anyway, most horror films

like a film, grandad buys the DVD

or downloads it. Then we can
watch the film together, again
and again, at home.

have an age limit. Luckily, | am
still too young!

WORDS TO LEARN

drama - &

‘ serious - ahorlig |
herror films ‘ |
cartoons - 1¢ frimer

11 Do Jimmyand his sister Olivia like the same type of films? ‘ | e o keaden
What do they like? LAY 4
12 Which type of fitm do you like best? Tell your "' ” MORE WORDS
learning partner three things you like about this b solve - lose
type of film. '”Ty"u\-r': M":ﬂ
m— — SH— - 5 Starstruck @
o]




Appendix 9: Explore (LK06) page 168

@00

Around the USA

The United States of America is the 3rd largest
c9untry in the world. It is 9.8 million square
kilometres. This is 30 times bigger than Norway!

square kilometres

2 Look at the photos and listen to

the text. Put your finger on the photo
that is being described.

kvadratkilometer

@ 7 Stars and Stripes
S

Appendix 10: Explore (LK20) page 186-187

L Jele]

WORDS T

ARN

challenges - utfordringer

hero - |
e L}

MORE WORDS

tribe

known - kjent

teepees - tipi, indianerte
treated - behandlet
wives - koner

@ Explore

——————

PEPTTITTTITOE  What do the words bison, kidnapped, slave and expedition
mean? Discuss with your learning partner.

Sacagawea

Sacagawea was a Native American from the Shoshone tribe.
She met many challenges in her life, but she was strong and
became a hero.

In 1788, a baby girl was born near the Rocky Mountains in what is now
the state of Idaho. Her father was the chief of the Shoshone tribe.

The tribe lived in teepees, but they often moved their teepees around
to new places where they could find food and hunt bison

When Sacagawea was around twelve years old she was kidnapped by
another tribe. They took her far away to what is today North Dakota
and treated her as a slave. A few years later, when she was still only
ayoung teenager, she was sold to Mr Charbonneau. She became one
of his many wives

Sacagawea was from the Shoshone tribe

P My Workbook page 156-157

In 1804, president Jefferson sent the two explorers
Meriwether Lewis and William Clark to find out
more about the land to the west. They were on an
expedition to make a map of the west country and
hired Mr Charbonneau to be their guide. Lewis
and Clark also asked him to bring Sacagawea
along. They knew she could help them talk to the
Shoshone tribe when they got there. Sacawegea
had just had her first child. She carried her baby
boy with her and was a huge help on the
expedition

Sacagawea helped with a lot more than just the
language. She knew about plants and roots and
helped the men find food to eat on the journey.
She also helped the expedition travel across the
land of other Indian tribes. When the tribes saw

a young woman with a baby in the group, they felt
safe and understood that they were not there to
fight. Once, she even saved all Lewis and Clark's
notes and journals from falling in the river. The
two explorers were so impressed that they named
the river after Sacagawea. Today there are many
lakes, mountains and parks named after the brave
and wise Sacagawea

21 Work in pairs. Tell each other what you now know
about Sacagawea

22 Why do you think Sacagawea has become a hero?

®e0

The brave girl walked
ng distances carrying
50 on her back

WORDS TO LEARN

explorers - oppdagere |
map - kart |
understood - forst

|
fight - sliss

MORE WORDS
roots
safe

7 About the USA @
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gjere

recycling
recycles

collecting -
insulation

WORDS TO LEARN

make a difference

orskje

MORE WORDS

- isolasjon

In short

Goodbye, plastic bags

Melati and Isabel Wijsen are from Bali,
Indonesia.

When they were 10 and 12, they started
a project called Bye Bye Plastic Bags
They were shocked by all the plastic
rubbish on their island.

They make a difference by saying NO
to plastic bags.

kulering

kulerer

samier

Saving orangutans
Daniel and William Clarke are two
amazing brothers

They make a difference by raising
money to save orangutans.

Daniel started to help orangutans
when he was 10 years old.

The brothers have written books
about orangutans.

Go green, Ohio!

Erek Hansen was 9 years old
when he started recycling
jeans.

He makes a difference by
collecting old jeans.

They can be used as home
insulation.

He also recycles old shoes.

@ Explore —

Appendix 12: Explore (LK20) page 188-189

treated - beha
protested
inequality - ulikhet
| fight -
N

MORE WORDS
inequality
unfairly

enough - nok
mighty

Explore

ulikhet

~ettferdig

mektige

"Kids can make a difference,” says Nolan Davis.

What do the words protest and racism mean?
Discuss with your learning partner.

BEFORE YOU READ

‘ Black Lives Matter

In May 2020 George Floyd from Minneapoils was held to
the ground and killed by a police officer.

& from Cute 15

All over the US children spoke up about inequality.

In the weeks that followed, thousands and thousands of people took
partin Black Lives Matter-protests all over the US, They were angry
about the way black people are treated and protested against racism
and inequality. Racism is when someone is treated badly or unfairly
because of their skin colour or because of the country they come from.

In 2005, Barack Obama became the first African-American president
However, African-Americans still face discrimination in their daily
lives. 8-year-old Nolan Davis was one of many young people who
decided enough was enough. "Even though I'm a kid, it's important to
speak my voice so people can hear me and know they can share their
voice too, just like me,” he says. He organised a protest march where

| hundreds of children took part. "We are the children, the mighty,

| mighty children. Here to tell you, Black Lives Matter," they shouted
as they marched.

P My Workbook page 158

DANGEROUS?

The BLM movement spread and people all over the world joined

in the protest. They too, were furious and saddened by the fact that
there is still such a long, long way to go before equality for all is a
reality. Racism will not end until everyone does their part. Many
musicians have also been inspired by the BLM movement and have
used poetry and music to share their opinions.

Black Lives Matter
\ Daniel Nwosu Jr.
Everybody has a voice don't you dare stay silent SR T

. known as DAX
If you say nothing you are an accessory to violence —
Born in 1994
Let these words dry the tears of my people that are crying Nigerian-Canadian
We can bring back hope but not people that are dying rapper

This is what happens when the people you've oppressed ask
for change

[.]

Nobody's born racist, man, it's something you learn
Deep rooted in your brain from the day of your birth
I'think it's time that we repair all of these bridges we've burned
And let love out of our hearts onto cheeks we turned

joined in

Spread love, show love, let's get rid of this curse furious - ras
Don't wait for anyone to act, man, you go first equality - Lk
brain - hje

400 years wasted, let's get rid of this hurt
‘Cause that's the only way we'll ever see peace on earth

0Ax

MORE WORDS
opinions
dare - /g

23 Nolan Davis says kids can make a difference. What
can you do to make a difference and fight racism
and inequality?

silent

| e
| accessory toviolence
deltar i volden

24 DAX says we learn to be racists. What do you think?
Discuss with your learning partner. [

7 About the USA @
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What do you dream of doing?

Kids on a Mission

Have you ever wanted to complete a mission people think
you are too young to do? Read about these two children.
They completed their missions, even though they got many
warnings.

Kimberly

When Kimberly Anyadike was 15 years old, she flew a plane

by herself. She flew from California to Virginia. The teenager was
the first African-American girl to fly across the US. The flight took
13 days. She had two adults in the plane with her. One of them was
a pilot, but he never steered or held the joysticks. He was only there
for safety.

Kimberly started taking flying lessons when she was 12 years

old. The flying lessons were part of an after-school program. The

! program was at a museum near Kimberly's school. Still, the pilot

| training cost a lot of money. Kimberly paid for her lessons by working
in the weekends.

The flight across the US was Kimberly's own idea. Many people
warned her. They thought the trip would be too dangerous, but
Kimberly really wanted to follow her dream. Kimberly thinks it is
important to believe in yourself.

WORDS TO LEARN

complete - fullfare
flew - floy
paid - betalte

‘ steered - styrte
joystick - styrespak

Kimberley completed her mission

| warned - advarte

@ 4 Faster than the Speed of Light My Workbook page 84-85
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®O0O0 BEFORE YOU READ What do you dream of doing?

Kids on a mission

’ Have you ever wanted to complete a miss

ion people think

you are too young to do? Read about these two children.
They completed their missions, even though they got many

‘ warnings.

Kimberly

When Kimberly Anyadike was

15 years old, she flew a plane by

herself. She flew from

California to Virginia. The
teenager was the first African-

‘ American girl to fly across the
US. The flight took 13 days. She
had two adults in the plane with
her. One of them was a pilot,
but he never steered or held the
joysticks. He was only there for

‘ safety.

Kimberly started taking flying
lessons when she was 12 years
‘ old. The flying lessons were
part of an after-school
program. The program was at
a museum near Kimberly's
D0 T2 LA \ school. Still, the pilot training
cost a lot of money. Kimberly
paid for her lessons by working

complete - fulligre

flew - flay ‘

The flight across the US was Kimberly's own i
NERE WORDS ‘ warned her. They thought the trip would be to
steered - styrt

Joystick -
warned

@ Explore ———

important to believe in yourself.

Appendix 16: Explore (LK20) page 90-91
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at the weekends. Kimberly completed her mission

dea. Many people
o dangerous, but

Kimberly really wanted to follow her dream. Kimberly thinks it is

P My Workbook page 83-84
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Before reading
Which American sports
<an you name?

entertain underholde o
spectators tiskuere
touchdown sceving

batter den som siir ballen
shy forsktig

ream streife omaring
through giennam

hoop kury ( sporten basket)

About the USA
@R@E@@M
—

/) Dy ——

American Sports

Cheerleading is a typical American activity at sports games. It
is also a popular international sport with competitions held all
over the world. Cheerleaders motivate their team and entertain

spectators with a combination of physical activity and chanting.

Here are some chants from basketball, b Il and
football.

Talk about it
a What skills does a cheerleader need?
b Choose a cheer and learn it well.

| |kapittelet vil du lere

@ forskjeller mellom amerikansk
og britisk engelsk

® 3 boye verb i futurum

Popcora! Peanuts!
Onions! Soup!

We want a touchdown
Whoop! Wheop! De-doop!

Batter, batter, don’t be shy

it that ball and make it fly!

First base, second base,

Third base home

Around the bases you shall ream.

Dribible, dribble! Shoot, shoot!
Put the ball through
The hoopety hoop!
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Appendix 19: Quest (LK20) page 110-111

Before reading

Scan the timeline on
page 90-91and find
out when the first
African Americans
came to the USA.

o

slavery slaveri
rights rettigheter

Civil Rights Movement
borgerrettighetsbevegelse

refused nektet
unfair urettferdig

took the case to court tok
saken til retten

court case rettssak

surpreme court Hoyesterett

equal rights likestilling

They Had a Dream
— Famous African Americans

After slavery was over in 1865, white people still discriminated
against African American people. White people and black
people went to different schools, different churches and
different stores.

Here are three African American people who had a dream
that life could be better for people of all colours in the USA.

Rosa Parks
Rosa Parks fought for her rights in the African American Civil
Rights Movement. One day, in 1955, she was on her way home
from work in Montgomery, Alabama. She found a seat at the
front of the bus. When a white man got on the full bus, the bus
driver told her to give him her seat. Rosa refused. The bus
driver called the police and Rosa was arrested. Martin Luther
King, Jr. and other African Americans thought this was unfair.
They decided to start a boycott. Black
people didn't take the buses for over a
year. They also took Rosa's case to court.
The African Americans won the court
case. The Supreme Court, the highest
court in the country, said everyone was
free to sit wherever they liked on buses.
Rosa Parks became famous for her fight
for equal rights. President Clinton gave
her the Presidential Medal of Freedom in
1996. There are many streets, schools,
libraries and parks named after Rosa Parks
in the USA.

Parks’ arrest was no coincidence. She was an active
member of the Civil Rights Movement and took part
in many protests and demonstrations.

-

Martin Luther King, Jr.
Martin Luther King, Jr. was born
in Atlanta, Georgia, in 1929.
When he was a small boy, he
liked reading books, singing,
riding a bicycle and playing
American football and baseball.
He became a minister and later
moved to Alabama.

King wanted to make
America a better place for both
black and white people. He
helped Rosa Parks with her
case against the Alabama bus
company. He also went on
peaceful protest marches to
show that he wanted equal
rights for African Americans. He
gave a famous speech called “I
have a Dream” in 1963. He won
the Nobel Peace Prize for his
work in 1964. Sadly, he was
killed in Tennessee in 1968.

Americans celebrate Martin
Luther King Day every January,
the month of his birthday.

‘The March on Washington for Jobs and Freedom took place in 1963.
More than 200,000 people heard King deliver his famous speech.

“l have a dream today ... that little black boys and little
black girls will be able to join hands with little white boys
and girls as brothers and sisters. | have a dream today.”

Martin Luther King, Jr, 28 August 1963

|

bus company busselskap

protest marches
demonstrasjonstog

speech tale

Appendix 20: Quest (LK06) page 172-173

Before reading
Why is wind a good
source of energy?

W

Reporter: Today on Green Frequency we have met up with
Lian Wang, a student at Texas Tech University. Is
it true that you are studying the wind?

Ha ha, in a matter of speaking. | am a student
at the National Wind Institute, and I am
actually studying how we can generate power
from the wind. Wind power is the future.
Reporter: What made you become interested in wind
power?

I grew up right here in Texas, the oil and gas
capital of the USA. I have always cared a lot
about the environment, and was sad to learn
that Texas is the biggest polluter in the country.

Green Frequency Radio

Lian:

Lian:

Reporter: So, you wanted to do something about the

situation?

Yes, 1 did. So | am proud to say that Texas is

now the biggest producer of wind power in

the country. Wind turbines have been placed
all over western Texas. | am sure you saw some
on your way here.

Reporter: | sure did. How exactly does a turbine work?

Lian: A turbine has three blades mounted on a
tower. The wind makes the blades spin, like a
propeller, and that sets off a generator inside
the turbine. The result is electric power.

Reporter: That doesn’t sound too complicated?

Lian: That was the short version. There are many
things to think about before you build a
turbine. For one, you have to find a place
where the wind always blows. Second, the
blades must be big if you want to produce
a lot of power.

Lian:

N )

source of energy
energihilde

generate lage, produsere

wind power vindkraft

environment miljo

polluter kilde til
forurensing

wind turbine vindturbin

exactly egentlig

blades blader

sets off starter

generator generator

electric power elkraft




Appendix 21:

Quest (LK20) page 66-67

Before reading

Place 10 playing cards
in random order. Let
your partner look at
them for 10 seconds.
How many do you
remember - in the

right order?

rokkefolge

unique unike
skill fordighet
oift talent

taught leert bort
beains hjorner
discover oppdage
thought trodde

random order tilfekdig o

deck of cards kortstokk

was cheating jukset

scores her: kavakterer

tochniquos feknikker

advice rid

\ strugging stever

‘ large tasks store oppgaver

visualizo visualisere

decide bestemme

The Memory Man

Could you remember all the cards in a deck of cards if they
were in random order? Dave Farrow, a Guinness World Record
holder for the greatest memory, remembers all 3068 cards
from 59 decks of cards in random order. How does he do it?
This is what he says about his unique skill.

Reporter: When did you first discover that you have this gift of
memorizing cards?

Dave: Well, | don't have a gift. Memorization is a skill, and it
can be taught. So we can all actually train our brains
to memorize better.

Reporter: What kind of student were you in school?

Dave: At first | didn't do very well in school. | was
diagnosed with ADHD and dyslexia. But | wanted to
do better, so | went on a two-year quest to discover
everything | could about memory. | went from being
a very poor student to being at the top of many of
my classes. This happened so quickly that some of
my teachers thought | was cheating and lowered my
scores. But when | demonstrated my memory
techniques, they believed me.

Reporter: Do you have any advice you would give a student
who is struggling in school and with tests?

Dave: There are many tips, and here are a few: Break up
large tasks into smaller parts. Take each part and do
it fast, then take a break. And repeat. You can also
visualize what you read. But the most important
thing that | learnt is: Don't believe what other people
say about you. Don't let people put you in a box
because then you will be in that box for the rest of
your life. You have to decide what you want to be
and what will make you happy.

Basad a0 an intorview at CastantCantactcom

Appendix 22

V

independent

: Explore (LKO06) page 164-165

After reading

a Which record does Dave hold?

b What kind of problems did Dave have at school?

¢ How did Dave improve at school?

d Why is memorization a skill and not a gift?

@ What do you think is Dave's best piece of advice? Why?
| feel that ... | believe that ...

Look at twenty cards in random order for thirty seconds.
Then tell your partner how many cards you remember
- and in the right order!

Talk about it!
How do you learn best? Make a list of tips and put it up in your
classroom.

Dave Farrow congratulstes
Angel Yuen Man Lai on winning
tho first-over Canadian Memory

Chamglonship in Toronto on
June 10, 202,

[ spades
V¥ hearts

& clubs
@ diamonds

NATIVES

Stars and Stripes

| kapitlet vil du laere
« fakta om USA

+ forskjeller mellom amerikansk

og britisk engelsk
« aboye verbifuturum
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Appendix 23: Quest (LK06) page 84-85

» Before reading The Native Americans
What do you know about =
the Native Americans? When Columbus arrived in America in 1492, he had

sailed west from Europe, and he thought he had arrived
in India. So he called the people he met there Indians.

kol But the natives he met belonged to different tribes with
P b s separate cultures and languages. Some lived in tents and

tents teft gathered berries and nuts for their food. Others hunted

:ﬂ:::;‘“ :':'"‘ the buffalo on the Great Plains to make a living. In the

unted jaktet pa

i 0 lvig: Vs 0 B northwest, they were great hunters and fishermen. In the
i opphold southwest, the Native Americans lived in small villages

hunters jegere and cultivated the land.

villages landsbyer R S :
E cultheted drivt When l}.u first Europeans arrived, they were helped

P : by the Native Americans, who taught them how to hunt
! i com mais i turkeys, and how to grow and use corn and other foods.

GLOSSARY

arrived kom til

|
|
|
|
A powwow is an event for Native l
Americans. People meet and

Charles M Russell (1864-1926):
However, as more and more people arrived and settled 7™ sing, soculize, and

Buffalo Hunt (1897). oil painting,

’ in the USA, the Native Americans were pushed west - honour Native American culture |
again and again. This created tension and conflict.
During the Indian Wars in the 1800s, thousands of Native GLOSSARY

settled slo seg ned

Americans were killed, and a way of life disappeared. :
= e P, tension speaninger
Today there are 566 tribes in the USA and 5 million i Gsappeared forsvont
Native Americans. Many of them still live on reservations, : sl fortsatt
es and small towns.

but most Native Americans live in ci

P After reading |
a Describe how the Native Americans lived before the Europeans came to America.
b What sort of help did the Native Americans give the Europeans?
< How do many modern Native Americans live?

P Talk about it!
a Choose one fact you find interesting. Tell it to your partner.
b How do you feel about what happened to the Native Americans?
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Appendix 24: Quest (LK20) page 94-95

Before reading The Native Americans When the first Europeans arrived, they were helped by the
What do you know Native Americans, who taught them how to hunt turkeys, and 1
about the Native When Columbus arrived in America in 1492, he had sailed west how to grow and use corn and other foods.
Americans? from Europe, and he thought he had arrived in India, so he However, as more and more people arrived and settled in f
called the people he met there Indians. But the natives he met the USA, the Native Americans were pushed west - again and i
belonged to different tribes with separate cultures and again. This created tension and conflict. During the Indian ]1
languages. Some lived in tents and gathered berries and nuts Wars in the 1800s, thousands of Native Americans were killed, |
for their food. Others hunted the buffalo on the Great Plains to and a way of life disappeared. |
make a living. In the northwest, they were great hunters and Today there are 74 tribes in the USA and 5.7 million Native ‘ |
fishermen. In the southwest, the Native Americans lived in Americans. Many still live on reservations, but most Native | 1
small villages and cultivated the land. Americans live in cities and small towns. | i
I
|

The Navajo people are a tribe of Native Americans who

live in the southwestern part of the USA. During World o
War II, 29 Navaho elite soldiers created a code using e ok

Navajo words. They were called Navajo code talkers.
The code was never broken.

natives innfadte
tribes stammer

tents telf

gathered samlot

hunted jaktet ph

make aliving tjene til livets
After reading opphold

a Describe how the Native Americans lived before the hunters jagere
b Europeans came to America. villages landsbyer
b What sort of help did the Native Americans give the Europeans?  cunivated dyrket
¢ How do many modern Native Americans live? turkeys kalkuner
corn mais |
Talk about it settled o seg ned
a Choose one fact you find interesting. Tell it to your partner. tension spenninger
b How do you feel about what happened to the Native disappeared forsvant
Americans? My opinion is that .. still fortsatt

1 reservation reservat,
The Navajo is one of the largest tribes in the USA. Weaving s an important tradition, and thesa children from Arizona are " endomride

wearing blankets with typical pattems.
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Appendix 25: Quest (LK06) page 87

Anna thinks that the Sioux and the Sami people have
many things in common. She has made a Venn diagram
showing what she has found out.

S\Oux l

They were first in their country

Live in harmony with nature

Medicine men/shamans

Hunted Nomads Hunted
buffalo Lived in teepees/lavvos reindeer
Wore long Used animal skins to make clothes Wore gaktis
feather war Traded furs for other goods
headdresses Used cradleboards to carry babies Pay tax
Their land Chanting/yoik
taken away Forced to speak English/
Norwegian at school
+ GLOSSARY.ceerss
 hunt jokte pa
i headdresses hodepryd
> After reading i traded byttet
a Name two things that are different for the Sioux and the Sami. I otax shatt

b Find a picture of a baby in a cradleboard. Resomidinssiiaainsvssesodacoass
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Appendix 26: Quest (LK20) page 96

S

Before reading The Fil’st ThanksgiVing

What do you know
about Thanksgiving? In October 1621, the English settlers had their first Thanksgiving
feast. Today Thanksgiving is celebrated on the fourth Thursday

m in November in the USA. It is a time for sharing good feod with
family and friends.

Corn was very Tisquantum (1585 — 1622) was a Native American who
important to the taught the English settlers how to grow corn and helped them
Native Americans. through a hard winter. He also told the English how the Native
In their different Americans celebrated the harvest of corn.

languages the

word corn meant

“life”. The Native After reading

Americans made a How did Tisquantum help the English?

popcorn. b Describe the people in the painting. What are they doing?

¢ Do Norwegians have a similar festival?

Jean Leon Gerome Ferris (1863-1930): The First Thanksgiving (ol on canvas). 75




Appendix 27: Quest (LK06) page 111

Before reading
Who did the English meet when they first landed in Virginia and Massachusetts?

Pocahontas

Have you seen the film Pocahontas? This is her story.
Pocahontas was the favourite daughter of Wahunsonacock,
the chief of the Powhatan People in eastern Virginia. So
she was, in fact, a princess. Pocahontas” family gave her the
name Matoaka when she was born. She was a happy child
who liked to play and have fun, so they gave her a
nickname, Pocahontas. The name means the naughty one
because she liked to get up to mischief.

As a young girl, Pocahontas did the same things as all
the other Native American girls. She collected firewood

favourite yndlings-
chief hovding
nickname kaflenavn
naughty rampete

mischief rampestreker

for the fires, helped grow and make food and build the
simple homes that they lived in. Her people lived close
to nature. They only took what they needed to survive.

Richard Rummels: Pocahontas at
the court of King James (1907).
colour print postcard.

Appendix 28: Quest (LK20) page 92-93

Before reading The Story of Pocahontas

Have you seen the

film Pocahontas? Pocahontas was a Native American woman who became

What did you think famous because she made friends with the English settlers of

of it? Jamestown, Virginia. She was the daughter of Powhatan, a
local chief, so she was in fact a princess. She lived from 1596 to
1617. Pocahontas was an extraordinary woman, and there are
many stories about her.

Pocahontas saved the life of English
settler, Captain John Smith.

Pocahontas and the other girls of the
Powhatan people collected firewood
and helped the adults.

Englishman John Rolfe married
Pocahontas. They had a son, Thomas.

Pocahontas played with the English
children. One of their favourite games
was doing cartwheels.

King James of England met Pocahontas.
She was one of the first people from
America to visit England.

o

a What chores did Pocahontas and her friends do as children?  extracedinary usedvaniig
b Which games did Pocahontas play with the English children?  collected sambet

¢ Who did Pocahontas marry?

d Which special person did Pocahontas meet in England?
e How long did Pocahontas live?

After

famous beremt

firowood ved
odults voksno

settler nybygger

doing cartwheals i hjul
Talk about it choros arboidsoppgever

What do you think Pocahontas really looked like?

ity oo

While John Smith was a prisoner of the Powhatan
people, he was a teacher for Pocahontas. He taught her
simple English. She was also his teacher. She taught him
some useful phrases in her Native American language.

back to America. She was only 22 years old.




