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Doctor of Philosophy 

Cultural Representations in Foreign Language Textbooks: A Comparative Analysis of 

English and French Language Textbooks Designed for Algerian State Middle Schools 

by 

Kamelia Kerkache 

This research is the first comparative analysis of the cultural representations (including images of 

culture, society, and the world) in the recently published English and French language textbooks 

used in Algerian state middle schools. This qualitative research employs content analysis and Critical 

discourse analysis informed by Risager’s (2018) theoretical framework to question the cultural 

representations of four language textbooks (two English and two French language textbooks). In 

addition to textbook analysis, supplementary data was collected from few policy documents and 

semi-structured interviews with a sample of teachers to provide an in-depth and triangulated 

understanding of the philosophy surrounding cultural representation in Algerian foreign language 

education. The findings show that the English and French language textbooks have similarities and 

differences in their approach to cultural representation. Both English and French language 

textbooks’ cultural representations are dominated by essentialist, nationalist, and simplistic 

representational discourses. The English language textbooks have an emphasis on representing 

cultural knowledge about different countries (including English speaking countries), but the French 

language textbooks have no focus on representing countries. The findings reveal that the socio-

cultural content of the textbooks is predominantly Algerian-centred, and both language textbooks 

prioritise the development of national identity and pride. Algerian national history is represented 

in both English and French language textbooks via narratives of anti-colonial resistance, but the 

French textbooks have more emphasis on representing a negative image of France. As a former 

French colony, Algeria adopts a political approach to the representation of history and France in 

the French language textbooks. The findings of the textbook analysis are consistent with the 

guidelines of the Algerian education policy documents which heavily promote national identity and 

history. The interviewed foreign language teachers do not feel the need to question or challenge 

the nationalist orientation of the cultural representations of the language textbooks. 
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Chapter 1 General Introduction 

1.1 Introduction  

This thesis is situated within textbook analysis research, and it aims to comparatively analyse the 

cultural representations of the English and French language textbooks used in Algerian state middle 

schools. It also considers the place of culture in few official education policy documents and beliefs 

of French and English language teachers about the cultural representations of the textbooks. The 

main materials analysed in this research are four language textbooks (two English and two French 

language textbooks) issued under the recent 2016 second-generation educational reform. As 

supplementary data, this research also analyses units from eight different official policy 

documents (e.g., teachers’ guidebooks, curricula, and official guidelines) and semi-structured 

interview extracts of six language teachers (three of French and three of English). The study adopts 

a qualitative approach and interpretive paradigm, viewing textbook as embedded with cultural, 

social, and political values rather than mere pedagogical neutral tools. 

This chapter is meant to provide a general introduction to rationalise the choice of this research. 

It will also explain the main aims of this research, the guiding research questions, and the 

significance behind conducting this research. It will conclude by providing an overall structure of 

the thesis 

1.2 Rationale of the study 

There are several reasons for deciding to do this research. The first rationale of this research arises 

from a widely held assumption that foreign language textbooks are not neutral, and indeed 

represent a particular understanding of society, culture, and the world (Dervin 2017; Risager, 2018, 

2021). Language textbooks can offer a wide range of representations of the world, because they 

“…are not only tools for learning a specific language, they also serve as windows to the world” 

(Risager, 2021, p. 130). The socio-cultural potential of language textbooks is highly acknowledged 

in literature as it is impossible to disentangle language completely from its socio-cultural 

characteristics regardless of whether socio-cultural education is explicitly considered as an 

educational objective or not (Byram, 2008; Risager, 2021). As the main teaching material in foreign 

language classes in schools, textbooks can have an impact on shaping and constructing social 

realities for the learners (Byram, 2008; Dervin et al. 2015; Kramsch, 2021; Risager, 2021). 
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Accordingly, Dervin et al. (2015) argue that the visuals and textual representations in school 

textbooks have the potential “to influence students’ identities and perceptions of the world” (p. 

38). Although there is a myriad of textbook analyses that focused on cultural content, only few of 

these studies have researched textbooks’ cultural representations with a comparative 

dimension, especially in non-European contexts (Azimzadeh, 2022; Chapelle, 2014; Dehbozorgi 

et al., 2014; Gray, 2013; Risager 2018; Sercu 2002; Wenninger and Kiss, 2013). Therefore, this 

research aims to analyse the representations of culture, society, and the world in English and 

French language textbooks used in Algeria, an African context. The research will offer an account of 

the cultural representations in foreign language teaching materials in Algeria, and a contribution to 

the field of cultural education and teaching materials analysis in general. It will also contribute to 

the field of child learning as the analysed textbooks are addressed for middle school children and 

they are capturing cultural content at a time of crucial developmental stage. That is, the cultural 

content of the textbook might affect children’s cognition, social, and emotional development.  

 

Another reason for carrying out the present research arose because of two factors. On the one 

hand, recent changes in the field of language teaching and learning in Algeria to cope with 

globalisation, and on the other hand, the recently published national educational reforms in 

Algeria, which resulted in the design of new foreign language textbooks (known as the second-

generation textbooks). First, Algerian foreign language teaching is regulated by the law of 

orientation for education (2008), which stresses the role of the school in helping learners to 

acquire at least two foreign languages, mainly French and English. It also specifies the place and 

rationale of teaching foreign languages in Algerian schools “as a way of opening to the world, and 

as a means to access knowledge, exchanges, and communication with other foreign cultures and 

civilisations” (Law of Orientation, 2008, p. 32, my translation). This foreign language policy 

stipulates that foreign language education should allow the pupils to have access to universal 

knowledge and to participate in intercultural communication. In addition, this policy document 

also guides the production of National Education curricula, teachers’ guidebooks, and student-

textbooks. In 2016, Algerian national middle school curricula named as second- generation were 

launched which led to the production of new foreign language textbooks. This new curriculum also 

centralises its focus on promoting “openness to the world and intercultural communication” 

(National Foreign language curriculum, 2016, p.5). However, there are no previous comparative 

studies of the cultural representations of the recently published French and English foreign 

language textbooks. Therefore, this research found its rationale in the necessity to explore the 

cultural representations of these recently published French and English language textbooks, and 
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comparatively analyse their approach to cultural representation. These textbooks were designed 

by the Algerian Ministry of Education as part of recent educational reform launched in 2016, and 

the textbooks included in this research were published between 2016 and 2019. To add depth and 

richness to the study, this research also examined how culture is conceptualised in the policy 

documents and how it is perceived by their receptive language teachers. 

The selection of foreign language textbooks used in Algerian context is mainly due to my interest 

in the socio-educational context of the country and the tension that arose between French and 

English in Algeria in the last few years. This research investigates the cultural representations in 

foreign language textbooks designed in Algeria, a North African, Islamic country (by majority) with 

complex socio-cultural and linguistic characteristics. The decision to focus on French and English, 

is mainly because these two languages are the two most prominent foreign languages in the 

Algerian education system. The growing role of English as the dominant language of international 

communication is undeniable (but by no means the only one). French is also considered an 

international language, and Algeria as a former French colony has always given the French 

language a prominent place in its educational system.  

Another key factor that triggered my interest in conducting this research in the Algerian context 

focusing on these two languages, is the politicised competition between the English and French 

languages in Algeria. As will be discussed in Chapter 2, French is an FL (foreign language) in the 

Algerian curriculum, but it has a different history in Algeria to English and it acts as a second 

language and a gatekeeping mechanism to higher education. Recently, the Algerian President 

Abdlmajid Teboune said “عالمية  French is a booty of war, but“ الفرنسية غنيمة حرب،  لكن اإلنجليزية لغة 

English is an international language.” There is also a prospective plan for promoting the teaching of 

English in Algerian primary schools. This demonstrates the ideological discourses associated with 

English language as a global language and a proxy to French ex-colonial language (Jacob, 2019; 

Jacob, 2021). Therefore, the particularity of the context and the ideological status of these two 

foreign languages along with the national languages may reveal an appealing data for a comparative 

analysis of their cultural representations. 

 

1.3 Research questions and aims  

This qualitative research intends to find answers to the following questions: 

RQ1: What representations of culture, society, and the world do the Algerian English and French 

school language textbooks portray? 
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RQ2: Do the English and French language textbooks have similar or different approaches to the 

representation of culture, society, and the world? How? 

RQ3: How are the representations of culture, society, and the world defined and conceptualised in 

the foreign language policy documents? 

RQ4: How do English and French language teachers perceive the representations of culture, society, 

and the world in the textbooks? 

The first question aims to explore the cultural representations (including the representations of 

culture, society, and the world) of the English (EFL) and French (FFL) language textbooks. The 

second research question includes a comparative dimension, which involves the comparison of the 

findings from the EFL and FLE textbooks’ analyses to find out their similarities and differences in 

their approach to cultural representation. To triangulate with the textbook findings (Creswell, 

2014), a set of policy documents and teachers’ interviews were analysed. The third question aims 

to examine how culture is conceptualised within the Algerian foreign language policy documents. 

Finally, to better understand how culture is approached in Algerian foreign language education, it 

is important to explore beyond the representational aspect of culture in textbooks (Kramsch, 2013; 

Sercu 2002). Hence, the final research question intends to examine how both French and English 

language teachers perceive the cultural representations of the textbooks. This research employed 

qualitative content analysis and an adapted version of Risager’s (2018) five dimensions framework 

for textbook analysis to inform the Critical discourse analysis perspective adopted to analyse the 

textbook data and guide the analysis of the policy documents and teachers’ interviews. 

1.4 Significance of the study 

There are several reasons that make this research significant: theoretical, contextual, and 

methodological. 

First, there is a plethora of textbook analyses of cultural content in language textbooks, but each of 

these studies focus on analysing textbooks of one language (Koster & Litosseliti, 2021; Risager, 

2021). English has a very dominant position among the world’s languages, and the number of 

textbook analyses for English is larger than other languages (Risager, 2018). Most of these studies 

are conducted in English language contexts (EFL, ESL, ELT, and ELF), with few studies looking at other 

foreign languages, such as French. In her recent monograph, Risager (2018, p. 6) highlights that there 

are some important works investigating the cultural representations in language textbooks “but the 

great majority take their point of departure in one specific language”. Textbook analysis research 
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should be founded in studies including many languages as “…they exemplify different traditions and 

perspectives” (ibid, xi). Working with different languages will help the field of materials analysis 

“…to establish a greater coherence and interchange of ideas and methods” (ibid, p. 6). There are 

very few studies working on culture representations in different languages within the same 

research, and Risager’s (2018) work is one of the most influential research projects that covered 

many languages. Most of the literature on the subject analyse cultural content in textbooks of one 

foreign language, and the results are likely providing a more language specific view. Unlike this 

tendency in literature, this research expands the scope to two foreign languages namely, English 

and French, to provide more insightful account of cultural representations in the Algerian foreign 

language textbooks. By analysing the cultural content of two foreign language textbooks, and 

investigating teachers’ views about the textbooks, and analysing few policy documents related to 

the Algerian foreign language education; the research will highlight potential similarities and 

differences in the two languages and contribute to theorising their approach to cultural 

representation. 

Second, most of the very few multilingual studies that focused on analysing cultural content of 

language textbooks were situated in the context of Europe. Moreover, the textbooks that formed 

the corpus of analysis in these multilingual textbooks’ analysis are mostly global textbooks (Risager, 

2018), that is language textbooks that are distributed globally. Therefore, it is deemed necessary to 

analyse textbooks of more than one foreign language in a single work in other non-European 

contexts. As Risager (2018) claims, multilingual textbook analyses are scarce in African contexts and 

more research is needed. In this research the focus is on analysing English and French language 

textbooks used in an African context, specifically in Algeria. Multilingual textbook analysis is limited 

to analysing global language textbooks, and there is a need to go beyond this tendency and include 

locally designed language textbooks in works involving the comparative cultural approach between 

different languages. In this research, the emphasis is on locally designed textbooks of two different 

languages, and this comparative analysis will likely contribute to the overall understanding of 

cultural representation across languages in Algeria as a multilingual setting. 

Furthermore, this research is also significant as it is the first comparative study analysing the 

cultural representations of the recently published English and French language textbooks issued 

under the 2016 Algerian middle school curriculum (known as second-generation textbooks). It is 

also the first research to adopt all the five dimensions of Risager’s (2018) theoretical framework for 

textbook analysis with an intention to extend the framework and provide a more local and context 

specific perspective. As Risager’s (2018) framework was originally employed to analyse the globally 
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designed language textbooks issued for use in European contexts, it had to be adapted to cater for 

the locally designed textbooks. The very few studies that adopted Risager’s (2018) framework 

limited its use for textbook content analysis. However, this research extends the usage of the 

framework to examining the policy documents and understanding the insights of the Algerian 

teachers of French and English about the cultural representations in the respective textbooks. 

Hence, this research offers a local insight and contribute to the advancement of this framework by 

addressing the culturally specific representations related to the Algerian context. It will also suggest 

some emerging themes under each of Risager’s (2018) five dimensions that future researchers can 

adapt jointly or separately to analyse their context-specific textbooks, teachers’ insights, and policy 

documents.  

Finally, many international organisations for human rights such as UNESCO call for the urgency of 

promoting inclusive and diverse cultural education around the world (UNESCO, 2017). Practitioners 

and researchers have also emphasised the value of inclusive foreign language materials and 

teachers’ pedagogy to prepare learners for the global demands and diversities (Koster and 

Litosseliti, 2021; Sunderland, 2001). This research is significant as it responds to these calls and 

accounts for the representation of diversity and inclusivity in foreign language textbooks in Algeria. 

It also participates in raising the awareness of the participated teachers towards the importance of 

inclusive pedagogy for their learners. In the literature, the few studies that comparatively examined 

cultural representation in foreign language textbooks have not considered the concepts of global 

citizenship and inclusivity. However, the present study provides a holistic picture of the cultural 

representations of the selected textbooks, incorporating global citizenship, transnational relations, 

post-colonial representations, and socio-cultural identities (gender, social class, disability, and 

ethnicity).  

1.5 Thesis structure 

This thesis is divided into seven chapters, including this first introduction. 

Chapter 1, this first chapter provided the main factors that contributed to the conduct of this study, 

explaining its rationale, main research questions, objectives, and methodological underpinnings. It 

also highlighted the significance of this research. 

Chapter 2, Literature review, sets out to contextualise and define the main concepts of this research 

and the theories informing the present research. The chapter also reviews critically other textbook 

analysis frameworks, presents Risager’s (2018) theoretical framework, and how it was employed in 
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this study. In addition, a brief account of the socio-educational context, and the teaching of foreign 

languages in Algeria will be provided to contextualise and further substantiate the rationales for 

conducting this research. Finally, the chapter will present a review of related subject literature to 

clarify the research’s position within the field of culture, language learning and teaching, and 

textbooks analysis in terms of theory, practice, and research. 

Chapter 3, Research methodology will present the overall methodology and research design. The 

chapter will provide an overview of the research approach and paradigm to rationalise the choice 

of a qualitative interpretive approach. The research design, including data collection tools, piloting, 

procedure, and data analysis method will be explained. The textbook corpus and the tools for 

gathering and processing textbook data will be described. The approach of presenting the findings 

and the issues related to rigors, ethical considerations, researcher’s positionality, and 

trustworthiness will be addressed.  

Chapter 4 and 5 are devoted to present the findings related to the analysis of the cultural 

representations of the English and French language textbooks. The fourth chapter will provide 

answers to the four main research questions related to the cultural representations of the two 

English language textbooks. The fifth chapter will present the findings related to the cultural 

representations of the French language textbooks.  

Chapter 6 will provide answers to the comparative dimension of this study by addressing the 

similarities and differences between the cultural representations of the French and English 

language textbooks triangulated with data obtained from the analysis of the policy documents and 

the teachers’ interviews. It also encompasses a discussion of the main findings considering the 

theoretical underpinnings, the reviewed literature, and the research questions guiding this 

research.  

Chapter 7, General conclusion, provides a summary of the key findings, highlights the contributions 

added to the literature, explains the limitations of this research, and provide suggestions for further 

research, and presents the main conclusions and implications. 
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Chapter 2 Literature Review  

2.1 Introduction 

This chapter aims to explain the key theoretical foundations and to critically review some recent 

empirical studies to situate this research in the wider literature. To address these purposes, this 

chapter is divided into three broad parts. The first part aims to provide a theoretical 

conceptualisation of culture and cultural representation in foreign language education. It 

encompasses a discussion about culture and intercultural approach, textbook as a social discourse 

and its potential effect on young learners’ identity construction, as well as reviewing some of the 

main theoretical frameworks for analysing textbooks. It also explains the key components of 

Risager’s (2018) theoretical framework for textbook analysis, and an understanding of teachers’ 

beliefs as employed in this study. The second part intends to contextualise the study through an 

overview of the Algerian socio-educational backgrounds. It addresses the complexities around the 

relationship between languages and cultures that led to framing cultural representations in the 

Algerian foreign language education. The third part aims to review relevant literature and conclude 

with the research originality, significance, and contributions. 

2.2 Cultural Representation in Foreign Language Education 

2.2.1 Conceptualising Culture 

Culture is a vague concept that might be defined differently from different perspectives. Due to the 

multifaceted nature of culture, defining and explaining it can be a daunting task (Byram and Grundy 

2003, Risager 2006, Spencer-Oatey and Franklin 2009). Defining culture received a considerable 

importance in the literature, but it is worth noting that the definition of culture changed over the 

years. In the past, culture was regarded as fixed and static, and always related to countries or 

geopolitical boundaries. Nowadays, with the influence of globalisation, culture is more likely 

perceived to be flexible, dynamic, heterogeneous, and fluid discourse (Baker 2015, Holliday 2013, 

Kecskes 2004, Pretceille, 2017). Although in this study I take the recent conceptualisation of culture 

as discourse, the traditional perspectives will be reviewed to contextualise the evolution of culture. 

There is a myriad of definitions of culture proposed by researchers in the field of culture, 

ethnography, and anthropology. It is impossible to review all the definitions of culture, but a few 
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definitions that marked the change and the shift in the conception of culture will be reviewed. 

Kroeber and Kluckhohn (1952) collected and reviewed around 164 definitions of culture. On their 

part, they mentioned that culture includes artefacts, material objects and knowledge about their 

purpose and usefulness for a particular group. Their definition also highlighted that culture is not 

natural, but rather a product of human intelligence which is learned and transmitted from one 

generation to the other within a particular group or community. In 1976, Edward Hall introduced 

the iceberg analogy of culture, which was later developed and explained further by different 

scholars. Culture has been likened to an iceberg because it includes both visible and invisible 

components. Like an iceberg, part of culture is above water (the tip of the iceberg), meaning explicit 

and visible. The deep or hidden culture which is not easily identified is likened to the deep part of 

the iceberg which is below water and out of sight. The terms deep culture/ surface culture, or big 

C culture/small c culture came into picture and became recurrent in the literature (Lee 2009, Paige 

et al., 1999, 2003, Peterson 2004). Deep culture refers to values, beliefs, and norms; while the 

surface culture includes cultural artefacts such as music, architecture, food, fashion, and art 

(Scollon and Scollon, 2001; Shaules, 2007). Some of these definitions focused more on the physical 

aspect of culture such as products and artefacts while others highlighted the more cognitive and 

social side of culture. 

National Standards for Foreign languages (2006), defines culture in terms of (1) perspectives, (2) 

products, and (3) practices (ibid; 2006). Firstly, ‘perspectives’ refers to the shared ideas, attitudes, 

beliefs that constitutes a society’s framework and world’s views. Secondly, ‘products’ is more about 

cultural artefacts, inventions, and any kind of physical, and visible innovations of a society (ibid). 

Thirdly, practices and it entails norms, traditions, and rules, expected and appropriate behaviours 

for any given group of people that can be constructed and reconstructed. However, this 

categorisation of culture into three Ps falls under the essentialist perspective. 

Culture is also approached as an ideology, or as a community membership. Hofstede (1984, p. 51) 

stated that “culture is the collective programming of the mind which distinguishes the members of 

one category of people from another”. In the same vein, Kramsch (1998, p. 127) defined culture as 

“a membership in a discourse community that shares a common social space and history, and a 

common system of standards for perceiving, believing, evaluating, and action”. In other words, 

these two quotes highlight that culture is a system of knowledge shared by a group of people, and 

it allows them to relate themselves to their social environment. Similarly, Cortazzi and Jin (1999, 

p.197) define culture as “the framework of assumptions, ideas and beliefs that are used to interpret 

other people’s actions, words, and patterns of thinking”. Culture constitutes a framework trough 
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which individuals construct their meanings and interpret other people’s behaviours. Additionally, 

Spencer-Oatey (2008, p. 3) defined culture as “basic assumptions and values, orientations to life, 

beliefs, policies, procedures, and behavioural conventions that are shared by a group of people, 

and that influence (but do not determine) each member’s behaviour and his/ her interpretations 

of the “meaning” of other people’s behaviour”. Spencer-Oatey (2009) highlighted a crucial element 

about culture which is that culture influences people’s decisions and behaviours, but it does not 

determine them. It is important for everyone to be aware that some of their ideas, beliefs, and 

choices might be culturally biased. 

Nowadays, people tend to talk about universal norms and even about a universal culture or a world 

culture. Globalisation has led to a decline in cultural differences, and there is no homogenous 

culture that is totally different from all other cultures around the world (Holliday, 2013). Hence, the 

conception of culture shifted from a perception of culture as associated to a nation, physical space, 

and geographical boundaries to a more flexible and fluid conception of cultures that considers 

individual choices and how well they associate themselves with groups, societies, and cultures. 

Accordingly, Zotzmann (2006) explains that “today modern states have to accept this multicultural 

reality and therefore need to go beyond nation-based identifications and politics and embrace 

hybridity, heterogeneity and difference” (p. 69). That is, the traditional meaning-oriented notion to 

culture had been criticised and a notion of ‘culture as a social practice’ has been emerged, taking a 

plural form (Risager, 2006). In his monograph, Baker (2015, p. 56) suggests that culture as 

“something that we ‘do’ rather than something that we ‘have’. This means that culture is a set of 

practices whose social aspects can be negotiated and reconstructed by individuals because of either 

internal, or external factors (House, 2007; Spencer-Oatey, 2012; Barrett et al., 2013). In applied 

linguistics research, culture is viewed as a dynamic construct rather than a static (Kiely et al., 2006, 

Holliday 2013). This dynamic and fluid conceptualisation of culture ‘as a discourse of world views’ 

serve the purposes of this research which intend to comparatively analyse the diverse cultural 

representations incorporated in the Algerian EFL and FLE textbooks. 

2.2.2 Cultural Representations in Textbooks 

Foreign language teaching has known many phases that advocated different methods for teaching 

and learning a foreign language. With every new method, the purpose of teaching and learning a 

foreign language changed, and even the resources and materials used in the language classroom 

were designed and adapted to suit the needs of the learning and the teaching goals (Liddicoat and 

Scarino, 2013; Sercu et al., 2005). As the most popular teaching material (Nordlund, 2016; Gray, 
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2013), textbooks have been the focus of education authorities, textbook designers, researchers, 

and teachers’ attention (Sercu et al., 2005; Liddicoat and Scarino, 2013; Richards, 2014; Risager, 

2018). Their concern is to try to design the best textbook that will make the process of learning and 

teaching a language easier and effective (Harwood, 2014). Their suggested textbooks should have 

“an acceptable level of quality, usefulness, and appropriateness for the context and people with 

whom they are being used” (Tok, 2010, p. 509; Gharbavi and Mousavi, 2012; McDonough and Shaw, 

1993). 

There are two perspectives for assessing the appropriateness of textbooks: evaluation-oriented and 

cultural-oriented perspectives (Harwood, 2014; Wenninger, 2021). On the one hand, the 

evaluation-oriented perspective view textbooks from the pedagogical approach, assessing its 

various components for addressing the teaching and learning objectives (Cunningsworth, 1995; 

Harwood, 2014; McDonough and Shaw, 1993; Rodrigues, 2015). Rodrigues (2015, p. 94) claims that 

“textbook evaluation research provides teachers with valuable information to guide the textbook 

decision-making process and helps them familiarize with its weaknesses and strengths to improve 

various aspects of the teaching program”. That is, textbook evaluation research allows teachers and 

researchers to detect the weaknesses of the textbook and prepare additional materials to support 

any limits in the textbook.  

On the other hand, the cultural-oriented perspective, as related to the purposes of this research, is 

more concerned with analysing the cultural representations included and/or excluded, and the 

diversities incorporated in the textbook (Canale, 2016; Gray, 2010; Harwood, 2014; Cortazzi and 

Jin, 1999; Weninger, 2015; Weninger, 2021). With the awareness of intercultural integration in 

education studies and language pedagogy, textbook studies have explored not only the target 

culture, but how international cultures are portrayed (Rodrigues, 2015, p. 65; Risager, 2018; 

Siddiqie, 2011). That is, cultural content of FL textbooks should go beyond the target culture, to 

offer a more global insight, by including international cultures (Kramsch, 2013; Risager, 2007). This 

study is positioned under the cultural-oriented perspective to textbook analysis. 

As mentioned in the introduction, the purpose of this study is to comparatively explore cultural 

(society, culture, and the world) representations in the Algerian French and English language 

textbooks. Hence, conceptualising the meaning of representation is important. In general, 

representation is the ideological ways of seeing the world, society, and culture (Risager, 2018). It is 

about using language to talk or write about something, someone, and/or events (Montgomery, 

1995; Sunderland, 2004). In his monograph “Representation: Cultural representations and 

signifying practices,” Hall (1997) views representation as “the production of meaning through 
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language, discourse and image” (p.47). That is, the meaning of reality is shaped by the different 

multimodal discourses produced or constructed about someone or group of people, something, 

and/or social events. 

According to Hall (1997), there are three main approaches to studying cultural representations: 1) 

reflective, 2) intentional, and 3) social-constructionist approach. In the first reflective approach, he 

suggests that language is “like a mirror” reflecting the meanings of realities that have been existing 

in the world (Hall, 1997, p. 24). In the second intentional approach, he infers that a speaker or 

writer’s intention is clearly expressed through language, and it does not have any underlying 

meaning beyond the represented discourses (ibid). However, these two approaches can be 

problematized because of their mere emphasis on the literal meanings of representations, and they 

also ignored the possibility of constructing various meanings from one representation. Unlike the 

reflective and intentional approaches, social-constructionist approach enables a co-construction of 

meanings in which a producer has their meanings and consumers construct various meanings in 

situated-contexts (Hall, 1997). 

This research follows the social-constructionist approach to conceptualising cultural 

representations in school language textbooks. The rationale from choosing this approach emanates 

from the fact that textbooks are never neutral, and indeed represent a particular understanding of 

society, culture, and the world that can be read from different perspectives (Gray, 2013; Risager, 

2018). They are “powerful cultural artifacts” (Gray, 2013, p. 5, Dervin et al, 2015) that extend 

beyond their primary pedagogical goal (Thornbury, 2013; Sunderland, 2015). They serve as 

“vehicles for prevailing ideologies, social and cultural values, traditions, norms, and knowledge” 

(Dervin et al, 2015, p. 40). In other words, the visual and textual representations of textbooks are 

embedded with political, social, racial, gendered, and cultural meanings of the world. With the 

politics of cultural representations in textbooks, researchers can analyse how the world is shaped 

and represented, why it is shaped in that way and who informs the reality represented (Gray, 2013). 

This can be identified through the different linguistic and visual arrangement of the textbook in 

relation to issues of culture, diversity, and education (Montgomery, 1995). As will be discussed in 

2.2.6, the visuals and literary narratives in school textbooks might have the potential to influence 

students’ cognitive, emotional development, social identities, and perceptions of the world (Dervin 

et al, 2015). 
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2.2.3 Intercultural approach to culture in FLE 

Globalisation and its influence on the field of education, is leading to a reconsideration of the 

intercultural dimension in foreign language teaching and learning. Understanding the nature of 

interculturality and what it entails will make its development more of an achievable goal in foreign 

language education. Deardorff (2009) highlights that defining interculturality is challenging (see 

also, Portera, 2008; Layne et al., 2015), but it mainly refers to the interaction between two or more 

cultures. This may refer to the process that occurs when people communicate with each other from 

different linguistic and cultural origins. According to Spencer-Oatey and Franklin (2009, p.3) “an 

intercultural situation is one in which the cultural distance between the participants is significant 

enough to have an effect on interaction/communication that is noticeable to at least one of the 

parties”. In other words, interculturality is not only concerned with communication between 

individuals, as it is also manifested by different means which involve the presence of two or more 

cultures in any work of art such as films, literature (Sercu et al., 2005). Despite the use of different 

terminology in the literature about interculturality, many scholars (Byram 1997; 2008, Deardorff, 

2009; Fantini 2009; Risager, 2006) agree that there are competences, outcomes, and skills that an 

individual needs to cope with intercultural communication requirements. Fantini (2009, p. 458) 

defines intercultural communicative competence as the “complex abilities that are required to 

perform effectively and appropriately when interacting with others who are linguistically and 

culturally different from oneself”. Intercultural approaches to language teaching recognise 

linguistic and cultural diversity as a reality in the world; and this raises the need to develop ways of 

coming to understand and work with linguistic and cultural diversity. The intercultural approach 

“trains learners to be ‘diplomats,’ able to view different cultures from a perspective of informed 

understanding” (Corbett, 2003, p. 2). In other words, the intercultural approach values the learners’ 

native culture (s), the target language culture (s), as well as international cultures. 

Many scholars and researchers agree on the fact that there exists an inextricable bond between 

language and culture, and that language cannot be taught in a vacuum (Kramsch 1993, Bennett 

1993; Rashidi and Ghaedsharafi, 2015). For example, Bennett (1993) emphasises that, learning a 

foreign language means a lot more than the mere acquisition of linguistic competence, because 

learning a language without its culture is a way of becoming a ‘fluent fool’. He explained that a 

‘fluent fool’ is “someone who speaks a foreign language well but does not understand the social or 

philosophical content of that language” (Bennett, 1993, p. 9). Consequently, many educational 

institutions and policy makers are stressing the need for an intercultural education, but the big 

concern is how to develop intercultural education in language teaching. What are the means and 
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materials to be used to develop intercultural education? (Dervin and Liddicoat, 2013). Foreign 

languages are taught and learned for the sake of communicating with people from another 

linguistic background and likely another culture(s). Byram (1989) asserts that language is context 

dependent as its function is defined according to the context in which it is used. Although there is 

a debate about the cultural dimension of language teaching, the interrelation between language 

and culture cannot be denied. Byram (1989, p. 42) suggests that “language learning is culture 

learning and consequently…language teaching is culture teaching”. The target of foreign language 

teaching is a learner that have the “individual’s ability to communicate and interact across cultural 

boundaries” (Byram, 1997, p. 7). Byram and Parmenter (2012) in “The Common European 

Framework of Reference: The Globalisation of Language Education Policy”, a book reviewing the 

considerable influence of CEFR in several countries, explain how teachers and policy makers are 

trying to accommodate the recommendations of CEFR about cultural diversity. It has been 

influential as it provides insights for an education for globalisation, and its richness led many 

countries to adapt it as a basis for syllabus and curricula design. 

Foreign language teachers are increasingly encouraged to opt for an intercultural education to 

develop both linguistic and intercultural competences of learners (Alptekin, 2002; Byram 1997, 

Corbett 2003). Intercultural education cannot be achieved by providing knowledge only, but it is a 

way of thinking, acting, and responding to cultural diversity (Liddicoat and Scarino, 2013). 

Intercultural education could be achieved by presenting teaching materials that involve learners to 

act and reflect on their culture, target culture(s) as well as other cultures (Klafki, 1997; 

Kumaravadivelu, 2008). Therefore, interculturality is a process of becoming more aware of one’s 

own culture(s) and other cultures around the world. One of the most difficult problems confronting 

foreign language teachers is the choice of adequate materials. Textbooks are one of the primary 

teaching materials in language classes, and the inclusion of intercultural features has been and still 

debatable. The kind of intercultural content to be included, and the way it should be presented to 

the learners are some of the major concerns of educationalists trying to design teaching materials 

that are likely to develop learners’ intercultural communicative competence. This entails 

reconsidering the aims and contents of language syllabi so that they facilitate understanding and 

construct new insights around cultural diversity (UNESCO, 2006). As discussed earlier in this section, 

the approach to cultural representation in foreign language education changed because of the 

evolving understanding of the relationship between language and culture. Following this 

evolvement and throughout the history of cultural textbook studies, many scholars suggested 

theoretical frameworks for analysing cultural content in foreign language textbooks. This will be the 

focus of the following section. 
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2.2.4 Theoretical Frameworks for Textbook Analysis 

Many scholarly studies addressed cultural representation in foreign language textbooks since early 

1960s (Risager, 2018; Sunderland et al., 2002). Although these studies are all interested in 

examining the cultural representations incorporated in textbooks, they have approached the topic 

from different angles. These different orientations can be summarised into four prominent 

perspectives. The first perspective links to studies that are interested in the geo-political orientation 

of the cultural content of the textbooks (Chen 2004; Lee, 2009; Liu, 2013; Sadeghi and Sepahi, 2017; 

Peterson 2004). These studies focus on identifying and quantifying which parts of the world are 

depicted in textbooks, including representations of ‘national’/ ‘foreign’ countries and cultures 

(mostly national cultures). Second, there are studies that focused on analysing the key cultural 

themes and topics covered in language textbooks. The textbook analyses in these studies are often 

based on pre-determined lists of cultural themes that are mainly related to the traditional static 

definition of culture (see e.g., Hanashiro, 2016; Keles and Yazan, 2020; Tajeddin and Pakzadian, 

2020; Matsuda, 2002; Yamanaka, 2006). The third orientation refers to studies that have shifted 

their focus from language and culture to culture and discourse. These scholarly works tend to focus 

on the cultural politics of language textbooks, identifying issues of ideology and power relations, 

visibility and invisibility of different socio-cultural identities (gender, social class, ethnicity) (see e.g., 

Gray, 2010; Gray, 2013; Risager, 2018; Risager, 2022; Shardakova and Pavlenko, 2004; Setyono and 

Widodo, 2019; Thompson, 2013). In the fourth perspective, the studies are more oriented towards 

assessing the potential of textbooks in promoting intercultural learning and developing 

intercultural communicative competence among learners (see e.g., Chen and McConachy, 2021; 

Douidi, 2021; Rabehi, 2021; Siddiqie, 2011; Young and Sachdev, 2011; Yassine, 2015). In this final 

orientation, studies have also developed interests on the representation of global citizenship and 

issues like climate change and sustainable development in the textbooks (see e.g., Risager 2022; 

Risager,2018). The present study falls under the third and fourth orientations of textbook studies, 

and it aims to compare the cultural representations of four foreign language textbooks and analyse 

their ideological and political significance in promoting inclusive education and global citizenship.  

These diverse orientations to the analysis of culture in foreign language textbooks resulted in 

multiple theoretical frameworks, including cultural thematic checklists, categories, and dimensions. 

These frameworks differ in their approach to culture and the analysis of cultural content in 

textbooks. Some scholarly works favour checklists, others favour themes and theory-oriented 

readings, while some depend on different frameworks and develop them further (Byram, 1993; 

Risager, 2018). The following sub-sections present and discuss the recurrent theoretical 
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frameworks prominently used in the field of culture and textbook analysis. I will focus mainly on 

eight influential models that informed my understanding of cultural representation in foreign 

language textbooks. 

 

➢ Big C and small c Culture 

Big C and small c Culture is a widely used ‘simplistic’ distinction of two types of culture which 

originated from American Anthropology (Risager, 2022). Culture with big C stands for geography, 

history, architecture, literature, and other forms of artistic production (Peterson, 2004). Culture 

with small c refers to cultural norms, food, clothing style, behaviour, and values (Lee, 2009). Several 

researchers have based their understanding of culture on these two distinctions, and it was 

developed further into a theoretical framework for textbook analysis (see e.g., Chen, 2004; Lee, 

2009). This framework has later resulted in several checklists for analysing cultural themes and 

thematic categories in different language textbooks used around the world (e.g., Chen 2004; Lee, 

2009; Peterson 2004). It was extensively used across the literature; in some studies, it is used as the 

sole framework of analysis while in others it is used in combination with other theoretical 

frameworks (Chen, 2004; Liu, 2013; Sadeghi and Sepahi, 2017). For example, Liu and 

Laohawiriyanon (2013) examined the cultural content of Chinese higher education textbooks using 

an analytical model based on 19 themes adapted from Chen (2004) and Lee (2009) frameworks. On 

the one hand, Chen (2004) examined Chinese students’ attitudes towards cultural themes in EFL 

textbooks. She suggested nine themes under the small c (daily routine, lifestyle, holiday, food, 

gesture, weather, greeting, customs, and values); and seven themes under the big C (music, social 

norms, education, economy, politics, history, and geography. On the other hand, Lee (2009) 

proposed a framework of 22 big C themes and 26 small c themes to analyse the cultural content of 

Korean EFL textbooks. Although these frameworks enable identifying the various cultural themes 

and topics incorporated in language textbooks, their theoretical underpinnings limit the 

understanding of culture to merely small c and big C distinctions that emphasise a static quantifiable 

and homogenous status of culture.  

➢ Kachru’s 1985 Three Circles Model 

This model is also known as the Kachruvian paradigm of World Englishes due to its influential 

prominence in examining the spread of English. The three circles model has extensively been 

documented in Kachru’s various publications (1990, 1992a, 1992b). It is originally meant to address 

the division of English-speaking communities into inner (native-English speaking countries such as 

USA and UK), outer (British colonial countries such as Malaysia and Kenya) and expanded circles 
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(English as a foreign language such as Algeria, Japan). These circles signify “the type of spread, the 

pattern of acquisition, and the functional domains in which English language is used across cultures 

and languages” (Kachru 1985, p.12). This model was then adapted and employed to analyse cultural 

content preferences (inner, outer, or expanded) in ELT textbooks (see e.g., Hanashiro, 2016; Keles 

and Yazan, 2020; Tajeddin and Pakzadian, 2020; Matsuda, 2002; Yamanaka, 2006). For example, 

Yamanaka (2006) conducted a study in Japan to identify which countries are represented in high 

school English language textbooks based on Kachru’s concentric model. Recently, Tajeddin and 

Pakzadian (2020) analysed the representation of inner, outer, and expanding circle varieties and 

cultures in global ELT textbooks. While Kachru’s model provides valuable distinctions of countries 

and cultures in English language textbooks, it has been eloquently criticised for its mere focus on 

the native-speakerism dichotomy of looking to cultures and languages (Mollin, 2006). In this global 

era, the question is no longer which ‘native’ language countries or foreign countries are 

incorporated in language textbooks, but how well they promote a more international and 

intercultural dimension to foreign language education (Adaskou et al. 1990- Cortazzzi and Jin 1999). 

Moreover, this model ignores the rise of Linga franca perspective and translanguaging notion in 

which borders between languages and cultures are not restricted to the native-speakerism 

dichotomy. 

➢ Adaskou et al (1990) Model 

Adaskou, Britten, and Fahsi (1990) presented a cultural model that categorized culture into four 

dimensions which they named as “senses”. They emphasised that culture has four meanings. 

Aesthetic (related to big C such as music, cinema, and media), sociological (linked to culture 

with small c such as family life and customs), semantic (related to the conditioned perceptions 

about a specific culture) and pragmatic (or sociolinguistic such as paralinguistic codes) senses 

(ibid). Few studies adapted the framework for the analysis of cultural content in foreign 

language textbooks (Rajab and Ketabi, 2012; Tajeddin and Teimournezhad, 2015). For example, 

Rajabi and Ketabi (2012) analysed the prominent cultural aspects in Iranian EFL textbooks using 

this framework. They believe that the framework is suitable for non-native speakers of English 

to analyse the cultural components of EFL textbooks based on the four meanings of culture. 

However, Tajeddin and Teimournezhad (2015), in their analysis of intermediate Iranian ELT 

textbooks, found that only aesthetic and sociological senses of Adaskou et al.’s (1990) 

framework are useful as they tend to be “more culturally laden” than the other senses. Adaskou 

et al.’s (1990) framework seems to be vague and provide little explanations of how the four 

senses of culture can be examined. It also sticks with the essentialist definition of culture in 

which other cultural and intercultural values are not targeted. It mainly covers some specific 



Chapter 2 

19 

 

cultural components such as media and literature and ignores other power-oriented cultural 

topics.  

➢ Risager (1991) Model 

Risager (1991) offers a thematic analysis model that consists of four analytical categories for 

examining cultural content of language textbooks: 

1-The micro-level-phenomena of social and cultural anthropology: The social and geographical 

definition of characters; material environment; situations of interaction; interaction and 

subjectivity of characters: feelings, attitudes, values, and perceived problems. 

2-The macro level-social, political, and historical matters: broad social facts about 

contemporary society (geographic, economic, political, etc.); broad socio-political problems 

(unemployment, pollution, etc.); historical background. 

3-International and intercultural issues: comparisons between the foreign country and the 

pupils’ own; mutual representations, images, stereotypes; mutual relations: cultural power and 

dominance, co-operation, and conflict.  

4-Point of view and style of the author (s). (Risager, 1991, p.182) 

These analytical categories were employed by numerous studies of cultural content in foreign 

language textbooks (Ede, 2012; Mar-Molinero, 1992; Sercu, 2000). In her analysis of German 

textbooks, Sercu (2000) demonstrated how she developed Risager’s (1991) framework, by 

adding more analytical themes and considering both quantitative and qualitative approaches. 

She introduced thirty-three themes that constitute the cultural content of textbooks (such as 

religion, multiculturalism, animal, language, and family). Her framework is designed primarily 

for describing and evaluating the cultural content in language teaching materials in terms of 

their capacity to develop intercultural communicative competence. However, Gray (2010) 

criticised her approach of listing cultural themes and ignoring others which makes it fall under 

the essentialist approach to culture. To conclude, Risager’s (1991) model looks more at the 

thematic analysis of the cultural content in language textbooks, considering the cultural, 

intercultural, and power relations analysis. In her recent monograph, Risager (2018) claims that 

her 1991 model is simplistic, but it remains useful. Yet, it does not emphasise the global 

citizenship and transnational dimensions of culture that are recently growing in the field of 

language education.  
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➢ Byram (1993) Cultural Evaluation Criteria 

In his analysis of cultural content of French, German and English textbook analysis, Michael Byram 

offers a list of minimum content evaluation criteria (Byram, 1993). In Byram’s view, this list of 

minimum content consists of a set of eight cultural categories that are important for culture 

teaching in foreign language textbooks, and they are as follows: 

1-Social identity and social groups (social class, regional identity, ethnic minorities) 

2-Social interaction (differing levels of formality, as outsider and insider) 

3- Belief and behaviour (moral, religious beliefs, daily routines) 

4-Social and political institutions (state institutions, health care, law and order, social security, local 

government) 

5-Socialization and the life cycle (families, schools, employment, rites of passage) 

6-National history (historical and contemporary events seen as markers of national identity) 

7-National geography (geographic factors seen as being significant by members) 

8-Stereotypes and national identity (what is ‘typical’, symbols of national stereotypes) (Byram, 

1993, p. 36) 

This model was later adapted by the Common European Framework of references for languages 

(2001) in relation to socio-cultural aspects of foreign language education. Although Byram’s (1993) 

framework offer an explicit theoretical discussion of the thematic categories to cultural content in 

textbooks, it lacks a consideration of the problem-oriented and power-sensitive aspects (Risager, 

2018).  

➢ Byram (1997) Intercultural Communicative Competence Model 

Byram (1997) designed a model of intercultural communicative competence that translates 

interculturality into objectives applicable to foreign language education. Byram’s intercultural 

communicative competence is an expansion of Hymes’ notion of ‘communicative competence’ in 

foreign language teaching, as Byram adds to it the intercultural competence. He claims that 

intercultural communicative competence requires learners to acquire knowledge, skills, attitudes, 

and critical cultural awareness necessary to communicate in an intercultural situation (ibid). Byram 

criticizes the native speaker model as a point of reference for foreign language learners (Byram, 

1997). That is, he maintains that foreign language education has the role of helping learners to 
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express themselves competently in the foreign language instead of trying to achieve a native-like 

competency. The model involves five interrelating competences which he labelled “savoirs,” and 

they are: 

-Attitudes (savoir être): “curiosity and openness, of readiness to suspend disbelief and judgment 

with respect to other’ meanings, beliefs, and behaviours” (p. 34). 

-Knowledge (savoirs): knowledge about one’s own culture (s) and of one’s own interlocutors’ 

culture (s) which is “knowledge about social groups and their cultures in one’s own country, and 

similar knowledge of the interlocutor’s country.” Secondly, “knowledge of the processes of 

interaction at individual and societal levels” (p. 35). 

-Skills: Skills of interpreting and relating (savoir comprendre) which is the “ability to interpret a 

document or event from another culture, to explain it and relate it to documents from one’s own.” 

Skills of discovery and interaction (savoir apprendre/ faire), which is “the ability to acquire new 

knowledge of a culture and cultural practices and the ability to operate knowledge, attitudes and 

skills under the constraints of real- time communication and interaction” (p. 52). 

· Critical cultural awareness/ political education: (savoir s’engager) “an ability to evaluate critically 

and on the basis of explicit criteria perspectives, practices and products in one’s own and other 

cultures and countries” (p. 53). 

He defines the required competences or savoirs in terms of a set of objectives that might be 

addressed in the language classroom via the teaching process or through curriculum planning. He 

also discusses the possibility of evaluating and assessing the extent of competency of the learners 

though he acknowledges that the assessment might be complex and problematic. The ideal 

‘intercultural speaker’ that Byram’s model is promoting relate to someone who can participate and 

mediate in intercultural encounters. He/ she can approach other cultures with a more ethno-

relative mind-set, appreciate other ways of being, and respond positively to the unfamiliar and 

value of other cultures. The intercultural speaker can analyse critically others’ cultural values and 

gradually de-centre and relativize one’s own cultural beliefs and practices. 

Byram’s (1997) model of ICC offers a detailed outline of the competences that a foreign language 

learner needs to cope with the requirements of intercultural communication. However, this 

research aims to comparatively explore the cultural representation of French and English language 

textbooks. Additionally, Byram’s model was criticised for its adoption of a more static view of 

culture, nation-culture oriented, essentialist view of culture (Baker, 2015). The model is more 
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abstract and involves a process that will require a specific program with a goal of developing ICC 

and assessing its ongoing development (Spencer-Oatey and Franklin; 2009). Although it was 

specifically designed for the language classroom, it is difficult to deal with it in the classroom, unless 

the FL program is designed around the ICC model. Also, the nation-state ideology is omnipresent in 

this theoretical framework.  

➢ Cortazzi and Jin’ s (1999) Cultural Categorisation 

In their growing interest in evaluating cultural content of foreign language materials, Cortazzi and 

Jin (1999) proposed the cultural categorisation framework. It primarily intends to examine the type 

of cultural content incorporated in foreign language materials and the potential of the included 

cultural content in developing learners’ cultural skills. It categorises culture into three: source 

culture (learners’ own culture), target language cultures, and international cultures. This model is 

widely employed in the literature until recent years and some of them developed it further (Silvia, 

2015; Rashidi and Meihami, 2016; Tadjeddin and Teimournezhad, 2015). For example, Tadjeddin 

and Teimournezhad (2015) investigated the representation of culture in dialogues and reading 

passages in international and localised textbooks used in Iran. They added a fourth type to Cortazzi 

and Jin’s (1999) model which they called “culture-neutral”. It was used to cover content that does 

not belong to any of the other three types identified by Cortazzi and Jin (1999). They claimed that 

some cultural representations cannot be easily contributed to a specific culture (L1, TC, IC) such as 

the representation of family in a dialogue. Although this cultural neutral category seems useful, it 

is quite vague as some family-related dialogues can be contributed to certain cultures especially 

when affiliated names and the conversation’s context were mentioned. Cortazzi and Jin’s (1999) 

model provide a comprehensive framework of distinguishing cultural content in the textbook. 

However, it takes a traditional orientation to culture and draws three simplistic distinctions 

between cultures and countries, emphasising the nation-state dichotomy.  

➢ The Ps Framework     

In his book ‘teaching Culture: Perspectives in Practice,’ Moran (2001) suggested five dimensions of 

culture. It defines culture in terms of (1) perspectives, (2) products, (3) practices, (4) communities 

and (5) persons (ibid; 2001). First, perspectives refer to the shared ideas, attitudes, and beliefs that 

constitute a society’s framework of world’s views. Second, products and this covers cultural 

artefacts, inventions, and any kind of physical, and visible innovations of a society. Third, practices 

and this entails norms, traditions, rules, expected and appropriate behaviours for any given group 

of people. Fourth, Cultural communities which refer to “ways of relating to others, from 

interpersonal relationships to national bonds” (Hawkins, 2006, p. 868). Fifth, Cultural persons or 
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the individual members of a culture with their various identities and life histories (ibid, 2006, p. 

868). This was not directly aimed to the analysis of culture in foreign language materials, but many 

researchers turned these five dimensions into a theoretical framework for textbook analysis and 

developed it further (see e.g., Ayu, 2001; Baleghizadeh and Shayesteh, 2020; Yuen, 2011). For 

example, based on Moran’s (2001) five dimensions, Yuen (2011) developed a four Ps framework for 

the quantitative content analysis of cultural elements in Hong Kong secondary English language 

textbooks. He (2011, p. 459) states that culture can be conceptualized as “a system of code 

(products) used, to signify thoughts (perspectives), for communication (practices), by different 

people (persons)”.  

-Product: refers to cultural elements of in/tangible products such as entertainment, food, religions, 

education, paintings, and oral tales   

-Practices, means the behavioural patterns of a specific society including information about daily 

life and dominant customs, use of personal space, forms of address, and rituals. 

-Perspectives, encompasses the underlying norms and values, superstitions, inspirations, myths, 

and world views of a specific society. 

-Persons, refers to popular individuals and fictitious or unknown people from a specific community.  

The overriding purpose of the content analysis was the calculation of the frequency of product, 

practice, perspective, and person in the coursebooks, since, as demonstrated by Yuen (2011), the 

breadth of cultural dimensions in teaching materials can be established by frequencies (as cited in 

Baleghizadeh and Shayesteh, 2020, p. 7). Yuen’s (2011) 4Ps framework employed by many studies 

to classify the cultural elements of textbooks in terms of products, practices, perspectives, and 

persons. However, it considers culture as a quantifiable object by limiting its meaning to specific 

cultural elements categorised under the four Ps. It also ignores the power-oriented and culture-

sensitive topics in the lists of cultural elements. The 4Ps framework can only be used to quantify 

cultural elements represented in language textbook; yet answers to how they are represented 

(from the micro and macro level) cannot be achieved through this model. 

To sum up, all proposals of models and theoretical frameworks for textbook analysis reviewed 

above are related to the multiple understandings of culture and its role in language education. 

Looking at the models mentioned above chronologically, it can be noted that the models evolved 

over time reflecting the changes in educational philosophy in conceptualising culture and 

contemporary discourses in society. However, most of the models reviewed above are based on 
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the traditional national paradigm of culture which emphasises the relationship between culture 

and the geopolitical borders of countries. Although the representation of national cultures remains 

dominant in most foreign language textbooks, it needs to be questioned and critically examined 

(Baker 2012, Risager 2018). In terms of language -culture relationship, most of the above models 

are based on the view of one language- one culture-one nation; looking to cultures as traditionally 

assigned to languages and state-nations. Some of them focus merely on assessing the development 

of intercultural communication in language materials and classrooms such as the model of Byram 

(1997). Following the demands of the growing digital world, the frameworks above lack a 

consideration of power-oriented topics and ignore the transnational and global citizenship 

elements to culture. Consequently, the present research draws on the literature on textbook 

analysis and is specifically informed by Risager’s (2018) five dimensions model for textbook analysis. 

It provides a comprehensive theoretical framework for the analysis of language textbooks which 

considers the digital world discourses such as global citizenship. This framework will be explained 

in further details in the following section, considering its merits and weaknesses and areas that I 

further developed to fit with the purposes of my research. 

2.2.5 Risager’s (2018) Five Dimensions/Readings Framework  

The decision about which cultural representation to include in language textbook is becoming an 

issue, and a recurrent question, and researchers in the field of education have different views about 

the so-called appropriate cultural content. Risager (2018) developed a framework in which she 

advocates the need of representing the world from aspects of (global and local) culture(s), society 

(ies), history (ies), transnational relations, and citizenship values, taking the Critical discourse 

analysis perspective. Risager criticizes the native speaker model as a point of reference for cultural 

representation in foreign language textbooks. That is, she maintains that an insight about diverse 

cultures in language textbooks might be helpful in developing learners’ intercultural awareness 

(Dervin and Risager, 2014; Risager, 2018). She provided five dimensions or readings for analysing 

the cultural representations in foreign language textbooks: 

1. Nation readings  

The national studies reading focuses on the idea of the national and the national conception of the 

world. In Risager (2018) words, “…the national studies reading looks at instances where the 

textbook invites students to become aware of different countries or nations, and of national 

differences and similarities, and possibly reflect on their own national identity…” (p. 106). This 

includes the analysis of the national narratives, national identity, and discourses, for example, the 
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conception of the nation as a community with shared history. The national studies reading focuses 

on the concept of banal nationalism that Risager (2018) presented as follows “Banal nationalism 

finds expression in the many small everyday things that reminds us that the world is divided into 

nation states…” (p.61). She suggested several analytical questions in relation to the national studies 

reading, including the following questions used in the present research to guide the analysis of the 

English and French language textbooks used in Algerian middle schools: 

 

- Which countries (nations/ states) are represented? (Dealt with, or just mentioned) 
 

- Is the country of learning represented? 
 

- How broad and varied are the representations? (Nature, economy, politics, etc.) 
 

- Banal nationalism? Ethnic or political sense of the nation? (p. 66) 
 

Risager (2018) highlights the importance of analysing which countries are represented in language 

textbooks, and how broad are the representations of these countries, therefore, the focus in the 

national studies reading in the present research is on identifying the geographical orientations of 

the textbooks in terms of the inclusion and exclusion of countries and nations. Moreover, the 

analysis looks at how much weight is given to the representation of the country of learning in 

textbooks, thus, the section also aims to identify if the country of learning is represented in the 

textbook, and how it is represented. 

2. Post-colonial readings 

The postcolonial studies reading suggested by Risager (2018) focuses on the representation of 

history in language textbooks. It looks at the contemporary significance of historical relations 

between dominating colonialist powers and dominated states. The following analytical questions 

are used in the postcolonial studies reading of the English and French language textbooks: 

- How is the international history of target language countries, and of the target language 

represented? (References to colonialism and imperialism)?... 

- How is the international history of the country of learning, and of the language of schooling 

represented? (References to colonialism and imperialism)?... 

- Are historical relations between the target language country and the country of learning 

represented? (p. 163) 
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The Postcolonial studies reading is interested in the links between countries in terms of historical 

relations, and the contemporary significance of history. Therefore, the emphasis in the postcolonial 

studies reading in the present research is on the representation of history in the language 

textbooks. 

3. Socio-cultural identities readings 

According to Risager (2018) “Cultural studies includes these and other identity parameters such as 

gender, sexuality, race, class, caste, education, tribe, clan, religion, age, generation, lifestyle, etc.” 

page 130. The field of cultural studies is interested on the visibility of various kinds of identity. The 

emphasis in the cultural studies reading is on the unfolding of discourses in language textbooks 

about race, social class, gender, age, religion, and disability. School language textbooks have visuals 

and photographs of people. The choice and selection of characters, and identities included in 

textbooks needs to be questioned and analysed (Risager, 2018). The following analytical questions 

suggested by Risager (2018) were used to guide the analysis in the present research: 

- What cultural identities are represented, and how? (Dealt with or just 

mentioned) (Class, gender, sexuality, race, ethnicity, religion, education, 

language, etc.) 

- What social identities are represented, and how? (Dealt with, or just 

mentioned) (Celebrities, refugees, businesspeople, engineers, school children, 

homeless, journalists, etc.) … 

- Do parts of the textbook resemble other genres in society?... (p. 136) 

In terms of identities, Cultural diversity in textbooks may refer to national, ethnic, linguistic, and 

religious diversity (Risager, 2018). There are several markers of social identity distinctions such as 

social class, ethnicity, gender, profession, religion, disability…etc. In this context, the analysis 

requires understanding how the textbook manages and deals with cultural and social diversity and 

differences in terms of representation of identities, and inclusivity. For example, an aspect of the 

representation of diversity (national, social, ethnic, and cultural) in textbooks is the naming 

practice. Textbook characters always have given names that are apparently deemed to be typical 

for certain ethnicities or nationalities (Risager 2018). 

4. Citizenship readings 

The focus of the citizenship education studies reading suggested by Risager (2018) is on whether 

the language textbook representations promote a sense of citizenship both at the national and the 

global level. “…the citizenship education studies reading is interested in whether the textbook 
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treats the students as citizens, and future citizens, who are engaged in society and its many issues 

and conflicts” (p. 106). This involves looking at the aspects of citizenship education that are covered 

in the textbook emphasising the national and global conception of citizenship. The analysis of the 

textbook is guided by the following analytical question suggested by Risager (2018): Are key 

problems of the world represented in the textbook? (p. 110). This includes looking at aspects such 

as climate change, inequality, conflicts, and migration. Moreover, the citizenship studies reading 

also looks at whether the language textbooks attempt to provide citizenship education and 

positions the learners as national and global citizens. 

5. Transnational relations readings 

All parts of the world are affected by transnational and global processes related to trade, 

communications, migrations, and climate change (Risager, 2018). The focus in the transnational 

studies reading suggested by Risager (2018) is to present an informed account of whether 

transnational relations are represented in the textbook? And how are these represented? Risager 

(2018) suggested the following guiding questions to analyse transnational relations in language 

textbooks: 

- Are transnational organisations represented? (Companies, associations, communities, 

networks, etc.) 

- Are transnational flow of ideas, discourses and practices represented? (Democracy, terrorism, 

music, global warming, etc.) 

- Is transnational mobility or migration represented? (Travel, refugees, diasporic communities, 

or translations, etc.) 

- Is (potentially) transnational digital communication represented? (Phone, skype, internet, 

social media, role-playing games, etc.) 

- Is the target language seen as a transnational phenomenon? (a ‘world’ language) (p. 190) 

 

The analysis looks at global connections involving “processes and practices that transcend national 

borders” (Risager, 2018, p 185). This involves looking at representations of transnational 

infrastructure and communication, transnational mobility, transnational organisations, 

transnational flows of ideas, discourses, and practices. Hence, this research employs Risager’s 

(2018) theoretical framework to explore comparatively the cultural representation of the French 

and English language textbooks used in the Algerian middle school context. This study is positioned 

under the cultural-oriented perspective to textbook analysis. 

Risager’s (2018) framework has been criticised for its mere focus on analysing cultural 
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representations in foreign language textbooks. For example, Block (2019) states that the model 

“…lacks any attempt at audience-response research, which would complement the primarily text 

analysis approach. In other words, “we get analyses of textbooks as living artefacts, but we do not 

get a glimpse at how teachers, students and other language education stakeholders consume these 

textbooks” (p.660). To address these limitations, this research also includes an analysis of foreign 

language policy documents, and teachers’ interviews. These two data sources will give an idea of 

the top-down policy involved in the design of the textbooks, and how teachers as primary 

consumers perceive the textbook representations. Importantly, how these cultural representations 

found their way to textbooks. These additional data sources were meant to provide an in-depth 

and triangulated understanding of the philosophy surrounding cultural representation in Algerian 

foreign language education. The study also intends to extend Risager’s (2018) framework and 

address the culture-specific representations from three different perspectives: the design, the 

content, and teachers’ insights. In other words, this will demonstrate how the ideologies and 

agenda of the government are translated into socio-cultural content of textbooks and how these 

ideologies are interpreted by the teachers.  

The model of Risager was designed specifically to analyse textbooks. Although Risager’s model is 

clear and detailed in terms of its theoretical standpoints, it is not straight forward in terms of how 

to apply it. There are very few guidelines of how it should be applied in analysing the textbook. 

Hence, I have adapted the framework to fit with the purposes of the present research. A selection 

of the analytical questions suggested by Risager were adapted for analysing the cultural content in 

the textbook. For example, the perspective of post-colonial studies reading of Risager’s (2018) 

model was turned into the representation of history in the present study corpus as it was the main 

recurrent theme. In addition, the main themes drawn from the textbook analyses were used as a 

guide for the design of the framework for interviewing the teachers and analysing the policy 

documents. The analytical questions suggested by Risager (2018) were used as a basis for the 

interview questions with some modifications added based on the textbook analysis findings (see 

Methodology Chapter 3). In summary, although Risager’s (2018) framework was useful, it was 

extended and modified to target the situated and context specific elements as well as to enable 

new themes to emerge from the data.  

2.2.6 Potential impacts on young learners’ identity construction 

The politics of cultural inclusion and exclusion in school textbooks have some potential effects on 

learners’ identity constructions. Identity, in this thesis, is viewed as fluid, constantly negotiated, 

constructed and re-constructed due to various external and internal factors (Guilherme, 2002; Osler 
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and Starkey, 2005a; Holliday, Kullman, and Hyde, 2012; Noels, et al., 2016; Croucher, 2017; Yang, 

2018). 

An inappropriate cultural content is likely going to promote cultural prejudices and stereotypes that 

learners might easily consider as a fact and a norm, and thus, absorb them in their learning. Mousavi 

(2012, p. 42) claims that culturally inappropriate “textbooks may have destructive effects on 

students’ personality”, and they can “contribute to the circulation of particular representations and 

stereotypes” (Canale, 2016, p. 225; Gray, 2013). For example, the inclusion of mainly local/native 

culture(s) in an English as a foreign language textbook may hamper learners from developing 

intercultural competence and develop the notion of ‘other’ as different from the ‘self’ (Byram, 

2007; Liddicoat and Scarino, 2013; Rodrigues, 2015; Siddiqie, 2011). However, Mahmoud (2015) 

views this local perspective to culture in foreign language textbooks as appropriate for Arab Muslim 

learners to avoid the “serious threat of losing identity” and developing an attachment towards 

“Western beliefs and attitudes” (see also, Adaksu, Britten and Fahsi, 1990. Al-Asmari, 2008).  

Accordingly, Byram (2008, p.71) maintains that “learners’ appreciation of the FL and culture(s) over 

their own, can lead them to reject their national/ethnic identity and try to imitate the dominant 

language group”. Taking Algeria as an example, Bouherar and Ghafsi (2021) argue that promoting 

the status of English and cultures of English-speaking countries, as more important than local 

languages and cultures may lead the Algerian learners to depreciate their national identity and 

adopt western attitudes and life values. According to Liddicoat and Scarino (2013, p. 86), textbook 

authors/editors may decide to exclude certain cultural aspects “to protect the learner from the 

perceived discomfort of encountering different ways of living in and viewing the world”. This culture 

of excluding certain international values in language textbooks may cause the problem of over-

representation of one’s (local) culture in comparison to the other (foreign) cultures (Canale, 2016; 

Kiss, 2018; Liddicoat and Scarino, 2013; Pulverness and Tomlinson, 2014; Risager, 2021).  

Furthermore, Liddicoat and Scarino (2013, p. 89) state that even when textbooks incorporate 

cultural diversity and other aspects like citizenship and change, they tend to “typically essentialise 

the culture” overlooking how the changes and citizenship values are adopted and perceived 

differently. For example, even when the aim is to implement the intercultural dimension in 

language textbooks, the notion of the NS (native-speakerism) as a model is not totally excluded 

(Rabehi, 2021, p. 84). It is therefore, suggested for teachers to be more critical and reflexive towards 

the cultural content of the materials and attempt to replace them with “more relevant [content] to 

their learners and their teaching goals.” Teachers also need to question and challenge the single 
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perspective on language and cultures which textbooks often embody (Liddicoat and Scarino, 2013, 

p. 91; see also Thornbury, 2013).  

In both cases where the textbooks are either traditional or outwardly progressive, teachers need 

to employ their social agency and address the cultural content critically according to the need of 

their learners, considering age and learning potentials. For example, Siddiqie (2011) conducted a 

study examining the proportion and kinds of intercultural contents of an EFL textbook used in 

Bangladesh. The textbook’s cultural content was identified and divided into local content, 

international content, local and international content, and neutral content. The findings revealed 

that despite few weaknesses, the textbook offers an intercultural content that might contribute to 

developing learners’ awareness about the world around them. Unlike Siddiqie’s (2011) findings; 

Shin, Eslami, and Chen (2011) in their analysis of the cultural content of seven series of 

internationally distributed ELT textbooks; found that the cultural representations largely remain at 

the traditional knowledge-oriented level and does not engage learners in deep levels of reflection 

about cultural diversity.  

Related to the Algerian context, most of the previous studies highlighted that the teaching of 

foreign cultures in middle school language classrooms is marginalised, and this is probably due to 

the youthful age of the learners, and the impact this may have on their cultural identity 

construction. Identity cannot be easily separated from culture, and it is sometimes confused with 

culture (Hofstede et al., 2010c as cited in Rabehi, 2021, p. 79). At the stage of middle school, 

Algerian learners aged between 11 and 14 years old are at a critical stage of developing their 

identities; and encouraging them to embrace other cultures more than their own can be seen as 

risky. They may face a situation that Bauman (2004) refers to as “the crisis of belonging” (p.20) in 

the age of globalisation. In other words, EFL learners’ multifaceted identities may become in 

competition with other – more global – identities. 

2.2.7 Teachers’ beliefs towards cultural representation in FL textbooks 

Understanding teachers’ beliefs, knowledge, and practices and acknowledging their importance will 

help improving educational processes. Teaching should be viewed as a cognitive rather than a 

behavioural activity, and research in language education has shown that teachers hold complex set 

of beliefs about students and pedagogical practices; these beliefs have been shown to influence the 

instructional judgements and decisions made in the classrooms (Borg 1998, 2003). In language 

education programs, teachers should be regarded as an active and agentive player (Kiely, 2011), 

and it is of utmost importance to find out how foreign language teachers perceive their mission, 
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because this directly affect the outcomes of language teaching and learning. This research focuses 

on how Algerian French and English language teachers perceive the cultural representations of the 

textbooks and their potential teaching approach. Hence, it is important to conceptualise teachers’ 

beliefs in this study. 

Beliefs have been defined from different perspectives, including philosophy, psychology, sociology, 

and education. In the context of language teacher education, beliefs are regarded as an essential 

element in teaching and have become a key focus for research (Borg, 2011). According to Richard 

and Lockhart, (1994, p. 30) “teachers’ belief systems are founded on the goals, values, and beliefs 

teachers hold in relation to the content and process of teaching, and their understanding of the 

system in which they work and their roles in it”. Teachers’ beliefs reflect individual philosophies, 

personal values, and ideologies of teaching (Richards 1996, Verloop et al; 2001), and they can be 

explained as a set of conceptual representations about teaching and learning. Studies on teachers’ 

beliefs have shown that they have a profound impact on their teaching (Borg 1998, 2003). 

Kagan (1992, p. 65) defines teacher beliefs as “tacit, often unconsciously held assumptions about 

students, classrooms, and the academic material to be taught”. These beliefs begin when teachers 

are learners, as they begin to build up images of teaching and ‘good’ teachers then develop over a 

teacher’s career. There is an increasing body of research highlighting that language teachers hold 

complex beliefs about teaching and learning and that these beliefs have a strong impact on all 

aspects of their classroom practices (Farrell and Beniss, 2013). The teacher is the backbone of the 

teaching system, and it should be recognised that the content of educational processes is 

influenced by the teachers’ views as much as by official syllabuses and course books. The way 

education is executed in the classroom depends very much on what teachers think is appropriate. 

Hence, trying to see what is inside the teachers’ minds seems prerequisite to any steps undertaken 

to implement any necessary changes, or support the existing educational system (Aleksandrowicz-

Pedich et al, 2003). Borg (2003, p. 81) claims that: “teachers are active, thinking decision-makers 

who make instructional choices by drawing on complex practically- oriented, personalized, and 

context-sensitive networks of knowledge, thoughts, and beliefs”. The teacher is the decision maker 

who can translate the body of knowledge about teaching into increased student learning. 

The increasing communication among people from different language and cultural backgrounds 

makes intercultural competence teaching a significant objective for foreign language education 

(Sercu, 2005). This places more demands on language teachers, who should not only be 

interculturally competent themselves, but also be equipped with the means of cultivating students’ 

intercultural communicative competence. Over the last decade and a half, the study of language 
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teacher beliefs has evolved into a major area of enquiry with several influential frameworks 

emerging, for example, Woods’ (1996) Beliefs, Assumptions, and Knowledge (BAK) model; and 

Borg’s (2003) Teacher cognition model. 

Woods (1996) proposed the Beliefs, assumption, and knowledge (BAK) framework to conceptualise 

teachers’ beliefs. He argues that both knowledge and beliefs are interrelated, by investigating 

teachers’ decision-making processes, and the factors shaping them, such as the teaching 

professional environment, and their prior language learning experiences. He classified these 

influencing factors into two groups which he labels external and internal factors. To examine the 

practices of English teachers, Golombek (1998) introduced the notion of personal practical 

knowledge (PPK) to language education research. His research findings shows that teachers’ work 

was shaped by four overlapping and interacting categories of PPK, which are, knowledge of self, of 

subject matter, of instruction, and of context which the teachers held and used in a holistic manner 

(Borg, 2003). Trying to understand teachers’ beliefs, Simon Borgs (2003) refers to teacher cognition 

which he explains in terms of what teachers think, know, and believe; and the relationships of these 

mental constructs to what teachers do in the language teaching classroom. He theorised language 

teacher cognition in relation to three main themes: 

(1) Cognition and prior language learning experience (teachers learn a lot about teaching from their 

experience as learners, critical incidents in individuals’ personal experience, the role of their 

language learning histories in shaping their current teaching philosophies and practices). 

(2) Cognition and teacher education (teacher education plays a powerful role in shaping the 

teachers’ behaviour during teaching practice). 

(3) Cognition and classroom practice (language teachers’ classroom practices are shaped by a wide 

range of interacting and often conflicting factors). 

Borg (2003) recognises the impact of teacher cognition on teachers’ professional lives. Teachers’ 

experiences as language learners can inform cognition about teaching and learning, which continue 

to exert an influence on teachers throughout their career. Teacher cognition and practices are 

mutually informing, with contextual factors playing a key role in determining the extent to which 

teachers can implement instruction congruent with their cognition. He mentioned also that teacher 

education and professional preparation does shape trainees’ cognition. Teacher cognition plays a 

pivotal role in teachers’ lives, and it is crucial to examine and understand what foreign language 

teachers know, believe, and think in relation to topics relevant to language teaching and classroom 

practices (Borg, 2003). According to Borg (2003) teacher cognition emerges as a multidimensional 
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concept, because it highlights the personal nature of teacher cognition, the role of experience in 

the development of these cognition, and the way in which instructional practice and cognition are 

mutually informing. Teachers’ knowledge and beliefs about aspects of foreign language education 

are interrelated, and it is impossible to separate them completely (Verloop et al, 2001). 

Components of knowledge, beliefs and conceptions are all linked in the mind of teachers to both 

internal and external factors (Borg, 2003). Borg’s conceptualisation of teachers’ beliefs informs my 

study and its focus on Algerian teachers’ perceptions towards the cultural representation of the 

French and English language textbooks. The term perceptions and beliefs are used interchangeably 

to refer to the behaviours, beliefs, attitudes, actions, and emotions that governs the teachers’ 

beliefs towards the cultural approach of the textbook and their potential approach of teaching 

culture in the classroom. 

2.3 Algerian Socio-Educational Context  

Given that the corpus of the selected textbooks is designed locally and approved by the Algerian 

Ministry of National Education, it is importance to provide the socio-political, historical, 

educational, and linguistic backgrounds of Algeria to contextualise the findings and establish links 

with other parts of the world. Accordingly, Risager (2018) argues that “it is necessary to situate any 

analysis firmly in its historical and geopolitical context, not least in relation to colonial histories” (p. 

58). In other words, looking at the cultural representations of the Algerian language textbooks 

requires a situated consideration of its sociolinguistic landscape, history, and its educational 

system. Consequently, to understand the context of this research, it is necessary to provide an 

overview of the sociolinguistic situation in Algeria, and a glance at the Algerian policy towards 

languages both local and foreign ones. According to McDougall (2017), Algeria today is an important 

as well as a ‘difficult’ country. Little known to most people in most of the English-speaking world, 

known often in confused and conflicting ways in Europe (ibid, p.7). Algeria, or officially known as 

the People’s Democratic Republic of Algeria, is in North Africa and belongs to the Arab world. As 

will further be discussed, Algeria reveals a sociolinguistic diversity with the presence of different 

languages “a diversity due to historical, social, economic and geographical events” (Negadi, 2015, 

p. 498). 

2.3.1 History and Language(s) conflicts in Algeria 

Due to successive invasions (Roman, Ottoman, French), Algeria has known different languages, 

cultures, traditions, religions, and lifestyles. Benrabah (2005) emphasises that French colonial 
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historical phase has a ‘profound impact on Algeria’s cultural and linguistic profile (…) that Algerian 

society was never the same again’ (p. 394). Consequently, this section will focus mainly on the 

colonial and post-colonial events that shaped the Algerian linguistic diversity and conflicts.  

Due to the Algeria’s socio-historical complexities, Algeria can be represented as a multilingual and 

translingual country. Four languages are present in Algeria, though they have different statuses: 

Arabic, Tamazight, French and English. The national and official language is Classical Arabic. 

Algerians in their daily life, tend to speak Algerian colloquial Arabic (Algerian Modern Arabic) and 

Tamazight (Berber dialects). Tamazight, the Berber language, and Modern Arabic are seen as 

influencing and borrowing from each other to form a daily linguistic repertoire called Derja 

(Benrabah, 2005). Thus, North African Arabic is considered different from that of Middle Eastern 

Arabic because of the Tamazight and French languages influence (Abu Haidar, 2000; Holliday, 2000). 

As an impact of French colonisation, French is still spoken and used by many Algerians in their daily 

life mixed with other dialects (Berber and Algerian Arabic). Despite this daily language discourse, 

both French and English languages are associated with the status of foreign languages mostly used 

in the current Algeria (Le Roux, 2017). Following the 2016 constitution document, both Tamazight 

and Arabic languages are now the national and official languages in Algeria. 

The linguistic situation has always been complicated as authorities highly politicized the language 

issue rather than recognising the sociolinguistic nature of the country (Jacob, 2020). The conflicts 

between languages in Algeria dates back to the French colonial period which invaded Algeria since 

1830. Part of their ‘civilising mission’ was to eradicate the language(s) and culture(s) of Algerians 

(Maamri, 2009; Benrabah, 2004; 2005; 2007; 2013; 2014; Le Roux, 2017). During the French 

colonisation (1830-1962), Arabic and Islamic schools were banned, and “Algerians were obliged to 

learn French as a national language while Arabic was redefined as a foreign language in 1938” 

(Rezig, 2011, p. 1328). Few Algerians were allowed to join French schools along with European 

children while others were not allowed to access education (Heggoy, 1973; Daoudi, 2018. This 

educational policy aimed at assimilating Algerians to the French culture and marginalizing the 

Arabic language and its associated culture and religion. French language policy in Algeria promoted 

French language and culture at the expense of Arabic and Islamic values. The French language policy 

in Algeria, “aimed at substituting Arabic with French…to control and ultimately subdue the country” 

(Bacher, 2013, p. 26).  

After 132 years of French colonisation, Algeria won its independence from the French empire in 

July 1962. However, it is believed that the French influence remains, as Negadi (2015, p. 498) notes 

that “the French colonisation (1830-1962) has deeply affected the linguistic and cultural aspects of 
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the country”, and Bacher (2013, p. 21) concurs that the French language “has been such coercive 

that it is still shaping the Algerian’ attitudes and policies toward both national and foreign 

languages”. 

To rebuild the Algerian society after the independence, the Arabisation project (1962) was launched 

to declare Arabic as the only national and official language in Algeria (Goodman, 2005; Benkhaled 

and Vince, 2017). Interestingly, this project which was designed to unite the population and “gain 

political legitimacy,” also prompted a “centralized language policy that favours monolingualism 

even though the population is characterized by multilingualism and multiculturalism” (Benrabeh, 

2004, p. 64). In 1996, DeFrenchification policy was launched to replace French with English language 

as the main foreign language in Algerian schools and universities (Benrabah, 2013). The “1996 

decrees by President Liamine Zeroual’s administration instructed the nation’s universities to begin 

teaching English as the primary foreign language” (ibid, p. 99). The decision was mainly a political 

one as “the shift from one foreign language (i.e., French) to another (i.e., English) seems to be a 

reaction to an undesirable manner of French imperial linguicism” (Bacher, 2013, p. 27). The 

objective of the decree was to promote the English language at the expense of the French language. 

In other words, promoting English was a political strategy to eradicate, or at least reduce the impact 

of the French language while promoting the potential of English as a global lingua-franca (Benrabah, 

2013; Daoudi, 2018). However, both policies failed due to the lack of planning and legitimacy of the 

authoritarian top-down strategy that aim for a monolingual ‘authentic’ Algeria rather than 

recognising the multi-side of the country (Benrabah, 2013; Daoudi, 2018; Goodman, 2005, p. 56).  

Gradually, around 1997, the French language regained its status as the first foreign language in 

Algeria. The president’s use of French words and expressions in his public speeches was an attempt 

to explain that the French language should be considered as a richness of the Algerian linguistic 

profile. It is worth noting that “Algeria is considered as the second largest speaking French country 

after France” (Rezig, 2011, p. 1329). For the first time in Algeria’s history, the president decided to 

attend the Francophonie summit in 2002, though he rejected an institutionalised Francophonie, 

and insisted that Algeria does not belong to Francophonie (Benrabah, 2005). Meanwhile, the 

Amazigh population of Algeria was against the policy Arabization and criticized the government for 

not recognizing their language and identity, and they reacted by a civil disobedience in 1980 

(Timlatine, 2015; Le Roux, 2017). The Algerian authorities rejected their claims, but in 2002, 

Tamazight was declared as a national language, and is introduced in schools. As Benrabah (ibid, 

2005, p. 435) puts it “this partial recognition can be considered a first step towards the 

establishment of a society that values its plurality”. This decision implied that Algerian authorities 
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started to accept the multilingual reality of the country and questions their policy towards local 

languages and foreign ones. 

As for De-Frenchification policy, there are two main reasons for its failure. First, it was not a 

practical decision as more than 60% of Algerians were considered more fluent in French right after 

independence in addition to other national languages (Algerian Arabic, Classical Arabic and 

Tamazight language) (Daoudi, 2018). Thus, introducing English as another foreign language to learn 

and use in their daily life communication was not favourable. For example, when the Ministry of 

Education provided a pool for parents to choose between French or English languages in the 

primary level, over 73% of the parents favoured French for their children (Rezig, 2011; Benrabah, 

2013). The second reason is the continuous preference of French language and school by the same 

policy makers who called for De-frenchification. This has discouraged many Algerians to learn 

English and favour French to cope with the demands of the society’s skills in French for access to 

different job opportunities and administrative affairs (Maamri, 2009). 

In contemporary Algeria, French continues to be the first foreign language while English as a second 

foreign language (Maamri, 2009; Belmihoub, 2017). However, after the Ministry of Education opted 

for the bottom-up approach to the policy of De-frenchification, English is gradually receiving an 

important status in the Algerian society (Jacob, 2020). A set of collaborative programmes arranged 

with US Embassy and British council led to Algerian’s increased interest in learning and using 

English, putting in the position of ‘threat’ to the French language (Benrabah, 2014). However, this 

is a political policy that aim for a decolonised Algeria from bitter colonial memories and French 

cultures (Bouherar, 2020). This informs the rationale of my study which intend to compare the 

approach of cultural representation in the contemporary French and English language textbooks, 

especially with the political ideologies associated with English as proxy to French. 

2.3.2 Culture(s) in Algeria 

Algeria is globally affiliated to the Arab Muslim world in which Islam is its official religion since the 

7th century BC (Vince, 2010). However, this affiliation carries a risk of promoting the homogenous 

Arab culture despite diversities from one region to another and it leads to neglecting the local 

cultural diversities (Zaharna, 2009; Davis and Bentahila, 2012). Although Islam is one category that 

unite the Arab world, its cultural codes and interpretations differ considerably from one Arab 

context to another (Abu Bakr and Nordin, 2017; Al-Omari, 2015). In this thesis, Algeria’s culture is 

defined as unique, complex and at the same time share some similarities with other Arab countries 

(avoiding the stereotype of homogeneity). Accordingly, McDougall (2017) states:  
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No single study can give an adequate account of the complexity of Algeria, the suppressed 

possibilities and unintended outcomes, the many and incommensurable aspects of the modern 

history of such a richly varied land and such a diverse society with so tumultuous a past (p. 2). 

Moreover, the presence of France in Algeria for 132 years has a tremendous influence on the 

Algeria’s language(s) and culture (s) (Maamri, 2009). As mentioned above 0, Algerian’s linguistic 

practices can be considered as translingual par excellence in which a mix between French, Arabic 

and Tamazight become a norm (Benkhaled and Vince, 2017). After decades of independence, 

Algeria is still considered the second largest French-speaking community after France (Varvel, 2015; 

Crowley, 2017). The cultural practices and lifestyles are also impacted by the French culture 

(Hamada, 2011). However, Maamri (2009) states that, the French influence on the contemporary 

Algerian culture can be considered superficial as “the core values, beliefs – have to some extent, 

recovered” (p. 86). 

The Algerian population according to Benrabah (2005, p. 386) consists of two ethnic groups Arabs 

and Imazighen (Berbers); these two groups refer to “people raised in the Arabic or Berber language 

respectively and who grow up in an environment where Arabic or Berber traditional customs 

prevail”. Whilst the Amazigh (Berbers) are considered to be the indigenous population of Algeria 

(Evans and Philips, 2007), Arabs are known as invaders of the country. Benrabah (2005) further 

comments, one should not compare Arab culture against Berber culture because the core of culture 

is slightly the same “from one Algerian border to another” (p. 340). Alongside Arabs, four major 

sub-ethnic groups can be identified among the Berbers of Algeria: The Kabyles, the Chaouis, the 

Touaregs, and the Mozabis (Le Roux, 2017).  

While Arabs is currently considered the largest ethnic group with 70% of Arabic fluent, Berbers is 

considered the minority group with a 30% of speaking population (Chaker, 2011). Unlike the Berber 

community, Arabs are spread all over Algerian cities such as Algiers, Tamanrasset, Skikda, Annaba. 

The cultural practices between these two groups are sometimes defined as different in their 

approach to religion, gender, and social practices. For example, Goodman (2005) suggest that, 

unlike Arabs as religiously oriented conservatists, Berbers are viewed as secular and less religious 

with an agenda towards gender equality. However, Benrabah (2013) states that these two ethnic 

groups are similar and there is a regional dichotomy if someone tries to categorise them. That is, 

this categorisation is deemed stereotyped as they are living under the same system and their 

cultural practices are variously similar to an extent. 
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Regarding the four Berber sub-ethnic groups, for reasons of building a community, they slightly 

differ in terms of linguistic and cultural codes. As Goodman (2005) puts it, “culture is, after all, only 

one possible rubric through which a social group achieve visibility.” (p. 4). The Kabyles are 

considered the largest community and North-East Algeria is considered their home (including areas 

of Tizi Ouzou, Bejaia, and Bouira). Although the population spread out across different cities due to 

mixed marriage (between Arabs and Berbers). They usually speak the Kabyle Derja which is a 

mixture of Standard Tamazight, French, and Algerian Modern Arabic. In addition to language, the 

Kabyles’ cultural practices and products are different from the remaining sub-Berber ethnic groups. 

During the Kabyle spring of 1980s, their rich traditions of oracy, folklore, literature, poetry, and 

many others have been flourished (Goodman, 2005; Maddy-Weitzman, 2012). In comparison, The 

Chaouis (East-Algeria), The Mozabites (Middle East Algeria, Ghardaia specifically), and the Tuareg 

(South-Algeria) are considered a minority Berber-speaking community (Benrabah, 2007). They have 

unique linguistic and cultural practices, mixing between the Kabyles and the Arab traditions, 

folklores, eating and dressing codes (Belmihoub, 2018). The different local and regional cultural 

practices in Algeria will be illustrated in the analysis Error! Reference source not found. and Error! 

Reference source not found.. 

2.3.3 Education in Algeria 

Algerian education is free and compulsory for all, regardless of gender, and approximately 90% of 

Algerian schools and universities are public (Negadi, 2015). This study provides insights about the 

cultural representation of French and English language textbooks used in state middle schools. The 

current Algerian educational system consists of the primary school (five years), middle school (four 

years), and secondary school (three years). Each stage ends with a national exam that allows the 

student to proceed to the next stage. After the Baccalaureate exam taken by the end of third year 

of secondary school, students join universities. After the educational reforms of 2000, French is 

taught from year three of primary school, while English is introduced to students at the first year of 

middle school (Miliani, 2003). French and English as first and second foreign language respectively, 

are compulsory subjects in Algerian middle and secondary schools (Maamri 2009). At the university 

level, it is composed of three levels: Bachelor, Master, and Doctorate, following the European LMD 

system (Idri, 2019). French is the medium of instruction in nearly all the streams. Only few 

humanities and social sciences streams are taught in Arabic (Negadi, 2015). Many University 

streams include an English for Specific Purposes (ESP) as a module. In 2020, a new university was 

opened and introduced English as a medium of instruction. There is also an ongoing plan from the 

government to introduce English to primary schools (Bouherar, 2020). 



Chapter 2 

39 

 

Given the new educational reform introduced since 2016 called as second-generation, new 

curriculums, textbooks and teachers’ guidebooks were published under the supervision of the 

Algerian National Ministry of Education. However, this new reform is considered more as an 

expansion or a slight amendment to the previous first-generation reform of 2003. Its main goal is 

to promote national identity and culture while avoiding acculturation with little focus is provided 

to cultural diversity (National Curriculum of foreign languages, 2015). In this recent educational 

reform, English “is given a special status, being the language of globalisation” (Bouherar, 2020, p. 

159) and weapon to “preserving National identity” (Jacob, 2020). By way of contrast, French is 

officially classified as a first foreign language associated with ex-colonial brutal memories although 

it can be considered as a second language due its largest speaking population in Algeria. Risager 

(2006) notes, unlike foreign language, second language is learned at an early stage, occupies a large 

space outside compulsory schooling such as in families’ daily communications. Hence, with the 

politicised role of English as a proxy to French as a second language, this study intended to examine 

the cultural representation in the recently published Algerian foreign language textbooks (both 

French and English) that received less interest from researchers. In addition, in Algeria, a top-down 

approach is employed to produce educational reforms which often results in the unreadiness of 

teachers to incorporate the main principles of the reform because their suggestions and feedback 

were not considered beforehand (Messekher, 2014). This put forward the focus of my study which 

addresses the foreign language teachers’ perceptions to the cultural representations in the French 

and English language textbooks. 

2.3.4 Teaching French and English in Algerian Middle schools 

Globalisation, and the Algerian authorities’ willingness to open for the socioeconomic market led 

the Algerian educational system to favour foreign language teaching (Benadla, 2013). Nowadays, 

the issue is how to find the best methodology to help the Algerian learners achieve proficiency and 

communicative competence in foreign language education. The particularity of the Algerian context 

lies particularly in the status of the English and French language as foreign languages (Bendala, 

2013), and this is one of the reasons that raised my interest in looking at cultural representation in 

both English and French language teaching with a comparative dimension. 

While French is taught for 6 to 7 hours weekly and introduced from the primary level, English is only 

introduced in middle and secondary (grades 6-12) school levels and occupies a status of a second 

foreign language. This study is concerned with the cultural representation of French and English 

language textbooks used in year one and year four of middle school level (grades 6 and 9). 
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For teaching these two languages in the middle school level, the Algerian Ministry of national 

education recruit teachers holding a bachelor's or a master's degree in either state or private 

universities. However, only teachers that managed to pass the national teaching contest could take 

the position of a French and English language teacher. It is important to note that French and 

English are subjects taught by two different teachers specialised in the concerned language. After 

passing the contest, any novice teacher takes intensive training about lesson planning, time 

management and innovative teaching techniques. Afterwards, yearly inspectorate training take 

place each term to check the teachers’ progress and assess their teaching capacities.  

In the Algerian foreign language classrooms, textbooks occupy an authoritative power in the 

Algerian schools with some flexibility given for the teachers to teach any subject in primary, middle, 

and secondary state schools (Bouherar, 2020; Messekher, 2014). This means that the Algerian 

French and English language teachers are advised to comply to the recent educational reforms’ 

guiding principles, objectives, teaching approach and materials. Communicative language teaching 

approach is the one advised in the recent curriculum alongside the task-based and competency-

based approach. The communicative teaching of language focuses on the use of language in a social 

context in a way that is culturally appropriate and globally diverse (Savignon 1983, Rodriguez and 

Espinar 2015; Widdowson 1988, Saville-Troike 2003). It is worth investigating in the recent Algerian-

second generation curriculum, the extent to which this primary objective of CLT is demonstrated in 

the foreign language textbooks.  

2.4 Critical Review of Empirical Studies 

After situating the theoretical originality of my research in the literature and explaining the 

theoretical and philosophical standpoints that informed my analysis of the cultural representations 

of the foreign language textbooks, this section offers the contributions of the study in terms of 

methodology, context, and focus. Given the aim of this study, I reviewed studies related to cultural 

representation in school textbooks, those related to teachers’ perceptions, and studies conducted 

in the Algerian context. It critically reviews few textbooks analyses, focusing on their research 

design, methodology (approach, analytical frameworks) and findings. This helped me situate my 

research in the literature and identify its originality. 

2.4.1 Studies of Cultural Representation in Textbooks 

A plethora of textbook studies have been conducted in various parts of the world. These studies 

used diverse methodologies that can be categorised under three main analytical approaches: 
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content analysis, CDA, and semiotic multimodal analysis (Berti, 2021; Risager, 2022; Weninger and 

Kiss, 2015). In textbook analysis, researchers may focus on quantifying the cultural elements of 

textbooks and/or examine interpretively the cultural meanings and representations incorporated 

in the textbooks (Harwood, 2014; Risager, 2018). I have organised this critical review of textbook 

studies according to the three pre-dominant methodologies employed in the literature to situate 

my research originality.  

 

➢ Content Analyses 

Content analysis is divided into two types: quantitative and qualitative (Krippendorff, 2004. While 

the quantitative type enables researchers to quantify the cultural themes and topics incorporated 

in textbooks, its qualitative type provides an interpretive way of looking at cultural themes 

(Harwood, 2014; Risager, 2018). Content analysis is the most typically employed analytical method 

for analysing cultural contents in global and local language textbooks, using either qualitative 

and/or quantitative content analysis (Azimzade, 2022; Baleghizadeh & Shayesteh, 2020; Dinh and 

Sharifian, 2017; Gray & Block, 2014; Gray, 2010; Keles and Yazan, 2020; Kippendorf, 2013; Kullman, 

2003; Lee and Li, 2020; Tajeddin and Teimournezhad, 2015). In his Book, Gray (2013) concludes that 

most of the research that conducted content analysis of cultural representation in global language 

textbooks found that these textbooks favour the over-representation of European and target 

language countries compared to the international cultures and communities. For example, Keles 

and Yazan (2020) diachronically examined the representation of cultures and communities across 

the five series of New Headway (NH), using quantitative content analysis. They employed both 

Kachru’s (1990) and Yuen’s (2011) models, and the findings indicate that the inner circle was the 

cultural focus of the five New Headway series. They have also noted that European cultures were 

represented more than the other non-European outer and expanded circles over the five NH 

editions. The authors concluded that this under-representation of non-European multicultural 

diversities may lead to less global cultural consciousness among NH users.  

Similarly, Baleghizadeh and Shayesteh (2020) conducted a content analysis of the cultural 

representations of three best-seller global ESL grammar textbooks, drawing on Yuen’s (2011) and 

Peterson’s (2004) frameworks. The findings demonstrate that the practice aspect of culture which 

relates to the behavioural patterns of societies (customs and daily life) was predominant in the 

three ESL textbooks. International cultures were under-represented in the textbooks compared to 

the larger space occupied by the English-speaking countries. In Pakistan, Mahmoud et al. (2012) 

explored the cultural contents in the ESL textbook Step Ahead 1 recommended for Standard 6 in a 
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renowned school chain for the elite class of Pakistan, by drawing on Byram’s et al. (1994) theoretical 

framework. They employed qualitative content analysis, and the results reveal that while non-

native culture was highly represented, there is less and inadequate information about intercultural 

harmony and source culture. A ‘glocalized’ approach to the representation of culture in Pakistani 

ESL textbook was recommended (ibid, 2012).  

However, foreign language textbooks issued by National Ministries of Education for use in local 

contexts tend to promote (but it is not always the case, see Yassine, 2012) more a nationalist 

approach to the representation of cultures and communities in which local culture occupies a larger 

space (Gray, 2013; Rashidi et al., 2016). For instance, in Iran, Dehbozorgi et al. (2014) compared 

between the cultural content represented in three English language textbooks issued by the 

Ministry of Education for use in high school, employing mixed content analysis methodology. In 

their analysis, they relied on Chen’s (2004) and Lee’s (2009) frameworks for categorising themes 

from the textbooks into big and small “c” cultures while Cortazzi and Jin’s (1999) and Aliakbari’s 

(2004) categorisation scheme were employed to determine the cultural categories: source, target, 

neutral and international cultures. The findings show a general inclusion of both little “c” and big 

“C” in the three textbooks, but they vary in frequency. The percentage of little “c” in Top Notch is 

more than other books while the representation of little “c” percentage in Four Corners is the 

lowest. Although this study claimed a qualitative content analysis of the cultural representation in 

the three textbooks, their analysis was mainly based on frequencies related to the big “C” and small 

“c” categories of culture. They also demonstrated how local ELT textbooks represent more the 

national cultures than the target language cultures (see also studies, Azimzadeh, 2022; Nadura, 

2004; Tajeddin and Teimournezhad, 2014).  

To conclude, although content analysis is excellent at determining what is present or absent in 

textbooks, it is much less good at determining why this content looks the way it does (Harwood, 

2014, p.11). In other words, content analysis offers a good lens for measuring and quantifying the 

number of cultural elements incorporated in language textbooks and categorising the results into 

a set of cultural themes and topics. However, it is mostly criticised for its mere quantification of the 

cultural elements and the surface interpretations of the meanings of the cultural representations, 

i.e., without linking it to the broader socio-political context. Additionally, content analysis studies 

in textbooks usually focus on cultural content without questioning its reception and production. As 

a result, critical discourse analysis was introduced to textbook studies to expand the qualitative 

analysis of cultural content in textbooks.  
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➢ Critical Discourse Analyses  

Critical discourse analysis in textbook research refers to the power relations and the larger social 

practices of textbook production and consumption (Gray, 2013; Fairclough, 1989; Risager, 2018). It 

identifies the ways in which certain versions of social reality are presented to serve interests of 

those in power, marginalize others, and normalize corresponding hierarchies in power relations 

(Keles and Yazan, 2020, pp. 1-2). The studies that fall under CDA are interested in qualitatively 

examining the cultural representations of language textbooks, looking at micro (discursive 

practices) and macro (social practices) levels (Risager, 2018). According to Weninger and Kiss 

(2013), CDA cultural studies are not easy to compare as their critical approach varies in terms of the 

specific data and concerns, they target, usually employing certain concepts and categories of 

previous theoretical frameworks. In addition, most of the studies that claimed the use of CDA as an 

analytical framework deploy theoretical frameworks that adopts the traditional conceptualisation 

of culture and mostly rely on numbers for reporting the data (see e.g., Ariawan, Nurkamto, and 

Sumardi, 2022; Setyono and Widodo, 2019; Taki, 2008). This led them to draw more quantifiable 

conclusions than getting a profound interpretation to the ideology of power relations and social 

practices represented in the language textbooks. For example, Ariawan et al. (2022) critically 

examined the cultural representations in two national commercial Indonesian language textbooks, 

employing Yuen’s (2011) four Ps framework. The findings show an unbalanced representation of 

cultural elements as product culture occupies the larger space, with 63%. While local culture 

received more emphasis, target and intercultural cultures were underrepresented, with mainly 10% 

and 20% respectively (Ibid, 2022).  

Only few studies attempted to use CDA as an analytical framework for textbook analysis. While 

some researchers tried to reach the macro levels of analysis, others built the intertextual link 

between the cultural representation in textbooks and their receptive users (see e.g., Gray, 2010; 

Gray, 2013; Risager, 2018; Risager, 2022; Shardakova and Pavlenko, 2004; Setyono and Widodo, 

2019; Thompson, 2013). For example, Shardakova and Pavlenko (2004) analysed the representation 

of identities in two Russian textbooks addressed for Russians in America, employing critical 

discourse analysis. The findings show that Russian learners were represented as “invariably able-

bodied White middle-class educated young people, members of the international elite” (p. 31). That 

is, the two analysed textbooks excluded the representation of Russian diversities in terms of 

occupation, age, race, religion, ethnicity, and sexuality. In a seminal study, Azimova and Johnston 

(2012) showed the same findings in their examination of diversity representation in nine Russian 
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textbooks, employing CDA. The authors claim that this culture of “exclusionary identities” of other 

Russian identities is linked with the ethnic Russian nationalism in the Russian Federation (ibid, p. 

347). Recently, building on a Critical Discourse analysis approach, Risager (2018) analysed 

comparatively the cultural representations of six language textbooks (German, Spanish, English, 

French; Esperanto, and Danish) used in Denmark. She specifically looked at “the positioning and 

representation of the actors, representation of culture, society and the world, approach to 

intercultural learning, [and] the textbook in society” (p. 13). Her findings show that the textbooks 

promote the culture of homogeneity and excluded diverse socio-cultural groups and communities, 

and this limited opportunities for learners to develop intercultural competence and awareness. In 

sub-sequent seminal research, Risager (2020) maintains that “the more countries and continents 

are represented in the textbook, the more it serves as a window to the whole world’ (Risager, 2020, 

p.4). That is, inclusion of more diverse countries and their cultures in textbooks may encourage 

learners to build their intercultural awareness. Another study examined the representation of 

multilingualism and multiculturalism values in Japanese elementary EFL, drawing on CDA (Efron, 

2020). The findings highlight that the textbook favour the representation of Japanese culture and 

represent other foreign cultures through a tourist lens as they “rely on cursory, superficial inclusion 

of other cultures to introduce students to the world” (p. 26). Similar findings were shown in many 

previous studies such as (Lee, 2019; Song, 2013; Yuen, 2011).  

Additionally, other studies have even employed multimodal critical discourse analysis to analyse 

both the cultural texts and images critically, but without considering the receptive users’ 

perceptions and negotiations in the classroom (see e.g., Bori, 2018; Joo et al., 2019; Uzum et al., 

2021). Inspired by Gray’s (2013) critical textbook analysis, Bori (2018) analysed eight Catalan 

language textbooks used by adult language learners in Catalan. He suggested a Marxist approach, 

looking at textbooks as products of the political and global neo-liberal economy. He explored the 

extent to which “the socioeconomic conditions of contemporary capitalism shape the content of 

language textbooks” (ibid, p. 82), employing both quantitative content analysis of 14 topical 

categories and multimodal critical discourse analysis. The findings show that Catalan language 

textbooks shape the society into three political economy realities: social class, world of work and 

world of housing. More recently, Uzum et al. (2021) used multimodal critical discourse analysis to 

comparatively explore how communities and identities were represented in three world language 

textbooks (French, German, and Arabic) employed in USA university. The findings indicate that the 

three textbooks “construct language learners as uncritical and apolitical and represent language 

communities as homogeneous and essentialized in which minoritized groups are tokenized or 

erased” (Uzum et al., 2021, p. 1). That is, the textbooks were shaped following the nation-state 
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ideologies in which discourse of tourism prevail their contents, with little critical opportunities for 

learners to discuss marginalisation and other political discourses. 

To conclude, multimodal/critical discourse analysis was popular in cultural studies (Risager, 2022). 

CDA perceives textbook discourse as a social practice, both shaping and shaped by other social 

practices (Chouliaraki and Fairclough 1999). Yet, it received criticism for its subjective orientation 

in the interpretation of cultural meanings. Its interdisciplinary principle also requires other theories 

of analysis to get a more profound understanding of different cultural elements incorporated in 

textbooks. Based on the reviewed literature, most of the studies that employed M/CDA tend to rely 

on checklists of cultural topics and categories. This resulted in limiting the meanings of cultural 

representations to their micro levels while ignoring the macro level analysis.  

 

➢ Social Semiotic and multimodal analyses 

Social Semiotics and Multimodality were developed from the works of Halliday (1978) on systemic 

functional linguistic, van Leeuwen (1990, 1996, 2006), and Machin (2007), which provide a 

multimodal analysis of texts and images as co-constructing meanings (Weninger and Kiss, 2013). 

Since 2000’s, semiotic analysis and Multimodal semiotic analysis were introduced to the analysis of 

cultural content in textbooks (Risager, 2018; 2022). The pioneer users of semiotic and multimodality 

approach in analysing cultural content of textbooks foreground the idea that texts and images co-

construct and communicate cultural and intercultural elements (Yassine, 2012; Wenninger and Kiss, 

2013; and later Chapelle, 2016; Weninger, 2021). For example, Weninger and Kiss (2013) employed 

social semiotic approach to analyse the denotational and connotational cultural meanings of tasks, 

texts, and images represented in two Hungarian EFL textbooks. The findings demonstrate that 

diverse people from different nationalities around the world were included in the two textbooks. 

The authors argued that it was insufficient to only present culture overtly, factually, and 

denotatively in the textbook as students get less opportunities to learn and reflect critically on 

cultural values multimodally embedded in tasks, texts, and images (see also Wenninger, 2021). 

Similarly, Yassine (2012) evaluated the cultural contextualisation (culture, ideology, and otherness) 

of three Algerian EFL textbooks using multimodal semiotic approach combined with Cortazzi and 

Jin’s (1999) three categorisation of culture. She argues that the textbooks reproduce the ideology 

of native-speakerism and hierarchical discourse of centre vs periphery in the representation of 

culture and communities. Recently, Chapelle (2016) diachronically analysed the cultural political 

narratives in 65 French textbooks used in Canada, employing social semiotic theory and multimodal 

approach. After analysing both textual and visual content of the textbooks, Chapelle concludes that 
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the textbooks provide “little if any prompting to develop interest in the political aspects of” the 

learning, teaching, and use of French, and no “basis for making sense of current events in Canada 

and Quebec” (p. 223). In other words, the author argues that the textbooks follow a non-political 

approach in which Quebec’s contemporary socio-political narratives were considerably ignored and 

excluded. To conclude, semiotic and multimodal analysis enable going beyond the ideology of 

treating culture as objectifiable component and incorporate the multimodal component in looking 

to the cultural representations of language textbooks. 

2.4.2 Studies of Teachers’ beliefs towards Cultural Representation in textbooks 

Intercultural communicative competence (ICC) becomes more widely recognized as an important 

goal of foreign language education (Gu, 2016), and teachers are supposed to have left the 

traditional foreign culture teaching approach and moved in the direction of intercultural teaching. 

To meet the new requirements and demands of foreign language teaching directed towards 

interculturality, teachers must be equipped with the necessary knowledge, skills, and attitudes to 

accomplish this wider task in an appropriate way (Sercu, 2002; Sercu, 2005). It is necessary to find 

out how teachers define the aims and objectives of FLT and enquire into how teachers define 

‘culture teaching’ in a foreign language teaching context. Teachers’ perceptions of the aim of their 

profession are worth investigating because teachers “need to be willing to teach intercultural 

competence and need to know how to do so” (Sercu, 2005, p. 90). There is a need to find out how 

familiar teachers deem themselves with respect to several cultural topics, and their willingness to 

teach from an intercultural lens, and whether and to what extent foreign language teachers support 

the aim to ‘interculturalize’ foreign language education (Sercu, 2005). Several studies have 

addressed this issue; however, it is still in its early stage in the North African and Middle East 

contexts. 

In the UK, Chen and McConachy (2021) examined the impact of intercultural encounters on 

international pre-service teachers’ perspectives towards the English language and the teaching of 

English language and culture. The findings illuminate the shift in teachers’ perceptions from the 

highly normative conceptions of English language use towards a recognition of the variability and 

fluidity of communication in real-life intercultural encounters. The moments of intercultural 

encounters were found useful in raising the teachers’ awareness and developing a perspective of 

favouring diversity learning approach to teaching English and helping them develop cognitive and 

attitudinal tools to interact appropriately with diverse others. 
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In Europe, Aleksandrowicz-Pedich et al, (2003) examined the views of European teachers of English 

and French languages on intercultural learning. The findings revealed that the French and English 

language teachers recognise the vital role of ICC for communication in a foreign language, and 

consequently, recognise its significance in language teaching. It is generally agreed that 

intercultural awareness-raising and ICC skills should be contained in the teaching process. The 

teachers’ perceptions of ICC differ for individual teachers and depends on a range of factors such 

as age, experience, the teaching context, and more importantly, the education the teacher received 

(Aleksandrowicz-Pedich et al, 2003). The respondents emphasised the need to include in the pre-

service and in-service teacher training programmes, the theoretical and methodological elements 

of intercultural studies, which would constitute teacher education and professional development 

for language teachers. 

In a similar study, Sercu (2005) enquired into how Flemish teachers of English, French, and German 

view the implementation of intercultural education. The findings revealed that teachers still favour 

the teaching of communicative competence, but they are willing to support intercultural objectives. 

The most frequently mentioned reason is the lack of time because the language curriculum is 

overloaded, there is no time to cover both the language curriculum and to teach culture. Another 

reason is that the curriculum does not contain cultural objective, and teachers did not feel prepared 

to teach culture. The reasons mentioned by the participants pertain to practical circumstances, 

teaching materials or their own lack of preparation to deal with intercultural skills. Designing 

teaching materials advocating interculturality is not sufficient to ‘interculturalize’ teachers’ 

thinking” (Sercu, 2005, p. 104). There is a need to move towards the integration of an intercultural 

dimension in foreign language teaching and full support for any initiatives taken to ‘interculturalize’ 

pre-service and in-service teacher training and foreign language education” (ibid, 2005). It is 

important to find out teachers’ beliefs regarding the possibility of implementing intercultural 

approaches to foreign language education. 

In cross-comparative countries, Young and Sachdev (2011) investigated the beliefs and practices of 

experienced English language teachers in the USA, UK and France relating to the application of a 

model of intercultural communicative competence (ICC) to English language programmes. Findings 

indicated a consensus across locations, with an apparent disparity between teachers’ attitudes to 

and beliefs about ICC and their current classroom priorities. Teachers’ participants expressed a 

broad general view that an intercultural approach may be successful and appropriate but seemed 

unable or unwilling to put it into practice. “It is possible that a lack of teacher training contributes 

to the lack of ICC uptake” (Young and Sachdev, 2011, p. 95). Future research could investigate the 
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applicability of ICC to language teacher training, and to textbooks aimed at ‘general’ language 

development (ibid, 2011). Participants revealed that ICC was given relatively little emphasis on 

appropriate approaches to teaching culture and interculturality in syllabi. The views of teachers, 

key ‘brokers’ between theories of interculturality and their application to language learning, are 

particularly salient to any investigation of the perceived applicability of an intercultural approach, 

and their perspective on this has been underexplored (ibid, 2011). The researchers indicated that 

further investigations of teachers’ beliefs and practices is needed, especially in ‘non-western’ 

contexts. 

In Asia, Zhou (2011) examined whether English as a foreign language (EFL) Chinese University 

teacher hold knowledge about intercultural competence teaching, and the extent to which they 

would like to, and are academically prepared to support it in class. The findings reveal that teachers 

follow the traditional teacher-centred approach of cultural teaching. Most of the participating 

teachers recognise the importance of cultural teaching, but intercultural competence teaching is 

not an objective in their EFL classes. The findings have pointed to a need for in-service teacher 

training program which particularly focuses on intercultural competence teaching. The researcher 

also claimed that teachers need a curriculum and teaching materials that support cultural teaching 

and assist them in cultural integration in terms of cultural content and instructional pedagogies. 

Similarly, Gu (2016) investigated the opinions and attitudes of teachers of English as a Foreign 

Language (EFL) in China on assessment of ICC, and to find out how and to what extent these beliefs 

are reflected in their classroom implementation. The findings reveal that the EFL teachers lack a 

clear conception of ICC, but they showed a willingness to implement it in their teaching. He claims 

that there is little empirical research on foreign language teachers’ perceptions of interculturality 

and application of the theories to classroom practice. 

In Middle East, Abdrabu (2011) investigated Palestinian University teachers’ beliefs regarding the 

concepts of culture and intercultural communicative competence (ICC), and the impact of their 

perceptions on classroom teaching practices. The findings show that the linguistic competence was 

given more prominence by teachers in their classroom practices, and the target culture (s) is only 

used to assist language learning. The researcher claims that ICC is absent in Palestinian universities 

teaching objectives and practices, and that it is somehow equivalents to communicative 

competence according to the teachers participating in the study. Teachers tend to perceive 

intercultural skills as linguistic competence and cultural knowledge of the target culture (s). The 

researcher highlights the need to go beyond the English-speaking countries cultures, to include a 
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diversity of cultures, and recommended the inclusion of intercultural courses for university 

students, and the need for teaching materials that promote intercultural skills development. 

Based on the reviewed literature, very few qualitative studies have been conducted on North 

African language teachers’ beliefs towards the importance of incorporating culture into their 

foreign language teaching. It has been concluded that more research is needed on teachers’ beliefs, 

awareness, and understandings of the cultural representations of foreign language textbooks and 

their approach to teaching culture. Considering a teaching paradigm shift towards an intercultural 

approach, it also involves a shift in teachers’ beliefs that are worth examining at a continuous pace. 

While many studies addressed teachers’ beliefs towards cultural representation in English language 

textbooks, less comparative studies documented about French and English language teachers’ 

beliefs towards the approach of teaching culture and cultural representations in language 

textbooks used in local middle schools. Given the gaps identified in the literature review 

summarised above, this research was designed to comparatively explore middle school English and 

French language teachers’ beliefs towards cultural representation in the foreign language textbooks 

and potential classroom approach. 

2.4.3 Algerian Studies to Cultural Representation in Foreign Language Education 

In Algeria, each educational reform comes with a set of textbooks that are embedded with socio-

historical, cultural, and social ideologies (Bouherar & Ghafsi, 2021). This attracts public debates and 

gets the attention of parents, politicians, the media, and researchers (ibid). In the field of cultural 

representation and textbook studies, most of the previous studies conducted in the Algerian 

context were mainly related to the language textbooks issued for use under the 2003 curriculum, 

focusing on the cultural content represented at the textbook content level with a very little focus 

on the comparative dimension between foreign language textbooks and receptive teachers’ 

perceptions (Bouherar & Ghafsi, 2021; Douidi, 2021; Mouhadjer, 2018, 2019; Mizab and Bahloul, 

2020; Messekher, 2014; Rabhi, 2021; Yassine, 2012; Zouaoui, 2019; Ouahmiche & Ziade, 2019). 

Their findings are patchy and differ in approach to cultural representation and methodological 

orientation adopting mostly content analysis with few semiotic multimodal and critical discourse 

analysis studies. For example, while Yassine (2012) employed multimodal critical discourse analysis 

and quantitative content analysis guided by Cortazzi and Jin’s (1999) framework, Messekher (2014) 

employed quantitative content analysis guided by Watson’s (2010) and Yuen’s (2011) four Ps 

model. Unlike Yassine’s (2012) conclusion about three secondary school English language textbooks 

which found following target-culture oriented approach, Messekher (2014) analysed four middle 
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school textbooks and found that national culture is over-represented compared to other target and 

international cultures.  

Most of the studies of textbook under-first-generation reform did not attempt to compare the 

cultural approach of two or more foreign language textbooks. Zouaoui’s PhD research (2019) is the 

only previous comparative study that examined the Algerian identity construction in seven French 

and English language textbooks issued under the first-generation reform of 2003-2015, employing 

critical discourse analysis (still under embargo). From the abstract, her findings reveal that French-

language textbooks, on the one hand, construct a sense of national identity by emphasising the 

oppression of French colonialism and the heroism of colonised Algerians. English-language 

textbooks, on the other hand, do not highlight Algeria’s colonial past, but rather focus on cultural 

representations of the present-day nation by emphasising democracy and openness to the world. 

However, Zouaoui’s (2019) study focused mainly on the cultural identity at the textbook level 

(textbooks issued under the old educational reform) without providing teachers’ insights. 

Therefore, the intertextuality of the cultural contextualisation of textbooks with policy documents 

and teachers’ perspectives were not addressed. She analysed the 2003 first-generation textbooks 

while the present research analyses the foreign language textbooks issued under the 2016 second 

generation educational reform. Given the evolvement in sociocultural backgrounds of any society, 

cultural representation in the old and the new generation English and French language textbooks 

may vary in their approach and ideology. 

There also few studies that are interested on the intercultural analysis of textbooks and teachers’ 

intercultural pedagogy. In her PhD research project, Douidi (2021) examined the intercultural 

dimension of three secondary English language textbooks issued under the 2003 first-generation 

curriculum and conducted classroom observations with three teachers. She combined content 

analysis and thematic analysis, using linguacultural dimension of Risager’s (2018) framework and 

dialogic pedagogy. Her findings provide only insights on what cultural and intercultural elements 

were incorporated in the secondary English language textbooks related to inner and outer circle 

cultures. She found that a banal nationalism approach to culture was present in the EFL textbooks. 

In the sub-sequent classroom pedagogy part of her research, she concluded “a prevalence of the 

instructional, teacher-centred pedagogy which thrives to develop primarily the learners’ linguistic 

competence” (p.x), with very few potentials for promoting intercultural dialogic encounters. 

Under the second-generation foreign language middle school curriculum, only very few studies 

examined the cultural representations (e.g., Morsli and Bouteldja, 2019; Rabhi, 2021; Selama, 2018; 

Selougui, 2019), but no previous study analysed the textbooks from the perspective of Risager’s 
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(2018) five dimensions (social, national, cultural, international, and historical) as employed in this 

research. There is no comparative analysis of the French and English language textbooks issued 

under the second-generation reform, therefore, this research is the first comparative analysis of 

these recently published textbooks. For example, Selama (2018) examined only the gender 

representations in the first-year English language textbook using qualitative content analysis. His 

research findings demonstrated the dominance of the culture of patriarchy, but little sociocultural 

representations and interpretations of the findings were considered. On another study, Morsli and 

Bouteldja (2019) investigated the place of banal national culture in My Book of English one and 

their receptive 17 middle school teachers’ perceptions towards banal nationalism in the classroom. 

They found a predominance representation of banal national culture in the textbook through the 

massive incorporation of Algerian symbols. Teachers also shared positive attitudes towards the 

nationalist approach to the representation of culture, foregrounding the need to remind the 

learners of who they are, and to develop on them a sense of consciousness and pride about their 

national identity. 

 In a seminal study, Selougui (2019) evaluated quantitatively the cultural content of one old and 

one new English language textbook and examined stakeholders’ views using questionnaires and 

some interviews. Drawing on Matić’s (2015) and Aliakbari’s (2004) frameworks, her findings show 

the predominant promotion of national identity in the recent textbook ‘My Book of English one’ 

compared with the old English language textbook ‘Getting through’ that covered more the inner-

circle cultures. By interviewing the textbook writers, Selougui (2019) confirms that the aim of 

designing the ‘My Book of English one’ was to develop “Algerian learners’ national citizenship, 

tolerance, and openness to the world” (p. 4). The findings highlight the concept of promoting the 

national and global citizenship for Algerian learners but avoiding the danger of acculturation and 

the conflict of losing their identity.  

More recently, Rabehi (2021) investigated the status of culture in the new middle school curriculum 

of EFL (English as a Foreign Language) in Algeria and its potential to develop learners’ ICC 

(Intercultural Communicative Competence) and CCA (Critical Cultural Awareness). Her findings 

highlight that a nationalist and essentialist approach was employed to address the Algerian culture 

while inadequate information was provided about other cultures. She also concluded that this 

Algerian-centred representation of cultures provide little opportunity for the development of ICC 

(Intercultural Communicative Competence) and CCA (Critical Cultural Awareness) on learners.  

In summary, previous Algerian studies provided valuable evidence on how cultural representation 

is approached in Algerian English language textbook. However, these studies did not address the 
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analysis of the textbooks’ cultural representations from Risager’s (2018) five cultural readings. 

Some of the earlier studies used mainly quantifiable evidence for drawing conclusions about the 

cultural content in only one language textbook and their receptive teachers’ attitudes, using a set 

of tabulated close-ended questions. The present study employs CDA and qualitative content 

analysis perspectives to the analysis of the triangulated set of data (Textbooks, Teachers, and policy 

documents). Additionally, other Algerian studies lack a consideration of the comparative cultural 

approach between French and English language textbooks used in both first and fourth middle 

school levels issued under the second-generation. Recently, there is a heated debate around the 

political role of English as a proxy to French as a colonial language in Algeria (see Jacob, 2019; Jacob, 

2021). Therefore, it is deemed important to examine comparatively the ideologies and approach of 

both English and French language textbooks towards cultural representation. To the best of my 

knowledge, there is no previous comparative analysis of the cultural representations of the French 

and English language textbooks issued under the second-generation national middle school 

curriculum. Therefore, this thesis is the first comparative study exploring how cultural content is 

represented in both French and English language textbooks (a corpus of four materials) and how 

six teachers of both subjects perceive such cultural contents, adapting Risager’s (2018) theoretical 

framework for the analysis of data.  

2.5 Summary and addressed research gaps   

Based on the reviewed literature above, many studies attempted to unravel the cultural and 

ideological meanings embedded in language textbooks and explored how socio-cultural groups are 

represented in relation to with diverse languages, cultures, and communities. However, certain 

gaps were identified: 

First, less comparative studies have analysed cultural representations in French and English as 

foreign language textbooks used in a post-colonial context (Risager, 2018). In recent years, scholarly 

work in the field is characterised by a monolithic analysis of cultural representation in one language 

textbook. While a single textbook cannot address the cultural richness of groups and individuals 

within and across countries (Berti, 2020, p. 176), there is a need for more research and publications 

that deal with more than one target language textbooks (Risager, 2022). To the best of my 

knowledge, this study is among the very few studies that analysed comparatively the cultural 

representations in textbooks of two different languages used in North African context.  

Another gap highlighted in the literature is that the very few comparative studies that examined 

the cultural representations in two or more foreign language textbooks have not triangulated the 
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findings with other sources of evidence (Risager, 2018; Risager, 2022; Uzum et al., 2021). Therefore, 

their findings were limited to the cultural representations found in the textbooks, with less 

consideration of teachers’ insights as the first users of the textbooks, as well as the top-down 

conceptualisation of the cultural representations in policy documents. Consequently, this research 

comparatively examines the cultural representations in four Algerian foreign language textbooks 

(two English and two of French), triangulated with their conceptualisation in eight policy documents 

and teachers’ insights about the cultural representations in the respective textbooks.  

Additionally, research on the representation of culture in language textbooks rarely incorporate the 

concept of global citizenship and inclusive education, despite their increasing relevance to foreign 

language education in this globalising world (Risager, 2022; Berti, 2020). This research not only 

incorporates the analysis of global citizenship but also addresses other aspects of inclusive 

education such as the representation of gender, religion, race, ethnicity, disability, and social class. 

The interplay of these different concepts can demonstrate the intersecting cultural content 

exposed to Algerian learners through the foreign language textbooks.  

In previous studies, researchers have not considered the age of the learners as a factor for 

comparing the cultural content in the foreign language textbooks. This research examines the 

textbooks issued for 10-14 years old to compare the cultural content exposed for the learners in 

their different stages of development. The findings will demonstrate the different discourses and 

artworks used for designing the cultural representations in the textbooks according to the age of 

the learners.  

 Methodologically, while previous studies employ either quantitative content analysis and/ or CDA 

or multimodal approach for the analysis of cultural representation, less studies mixed between 

qualitative content analysis and critical discourse analysis. Due to the popularity of CDA in cultural 

studies, Risager (2022) calls for more studies that approach the data from a qualitative and critical 

perspectives to get an-in-depth interpretation of the cultural representations of foreign language 

textbooks. Consequently, this study responds to this call by employing qualitative content analysis 

to give more order and organisation to the data, and critical discourse analysis to offer a more 

critical and deeper engagement with the data. 

Regarding the context, most of the few empirical studies that looked at cultural representations in 

different languages with a comparative dimension have been conducted in western contexts, 

mainly looking at globally published textbooks. This issue, however, remains under-represented in 

North African contexts. Therefore, this study contributes to the growing body of literature in North 



Chapter 2 

54 

 

African countries by examining the cultural representations of French and English language 

textbooks used in Algeria. These textbooks are designed locally and approved by the government. 

This will show how countries with past-colonial histories promote discourses about history even in 

foreign language education. It will also consider the perceptions of Algerian English and French 

language teachers about the cultural approach of the receptive textbooks. 

2.6 Conclusion 

In this chapter, I have provided the theoretical underpinning of this research by conceptualising the 

key concepts informing this study in section 0. I then provided a detailed discussion of the Algerian 

educational system, and its (Algerian) historical, cultural, and linguistic backgrounds as a research 

site of this study in section 2.3. Finally, in section 2.4, I critically reviewed the relevant literature to 

highlight the present study originality and contributions. The next chapter will explain the 

methodological and research design followed to conduct this study. 
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Chapter 3 Research Methodology 

3.1 Introduction 

This research aimed to analyse the cultural representations (images of culture, society, and the 

world) in EFL (English as a foreign language) and FFL (French as a foreign language) textbooks 

designed for Algerian state middle schools. The research also enquires about how a sample of 

language teachers perceive the textbooks’ cultural representations, and how culture is 

conceptualised in few official policy documents. This chapter presents the research methodology, 

design and analytical methods deployed in this study. It begins with explaining the ontological and 

epistemological positions underpinning this research, and the rationale for choosing a qualitative 

approach. It then describes the different data collection procedures, research design, and analytical 

frameworks that were used to conduct the research. The three final parts of the chapter address 

the ethical consideration, trustworthiness, and the role and position of the researcher in this study.  

3.2 Research Paradigm and Approach 

 According to Creswell (2014), researchers should clarify the ontological and epistemological 

assumptions that guide how knowledge is interpreted in their studies. Mason (2018, p.4) defines 

ontology as the ‘essence’ or nature of reality in research considering the ‘what’ question while 

epistemology is related to what counts as knowledge and evidence (Newman and Benzi, 2011). 

Overall, there are two leading paradigms that underline research in the field of social sciences and 

applied linguistics: positivist and interpretivist paradigms (Edmonds and Kennedy, 2013; Lincoln and 

Guba, 1985). They refer to the set of beliefs that guide research practices and define reality (Guba 

and Lincoln, 1994). On the one hand, positivists view reality as “observable, stable, and 

measurable” with rigorous experimental procedures and objective findings (Merriam, 2009, p.8). 

On the other hand, interpretivists perceive reality as flexible, and it carries constructive meanings 

that are socially negotiated and constructed by individuals’ experiences, worldviews, and 

backgrounds (Creswell, 2014). These two paradigms shape the evolution of three research 

approaches: quantitative, qualitative, and mixed methods (Cohen, Manion & Morrison, 2018; 

Dörnyei, 2007). While quantitative research adopts the positivist assumptions to knowledge, 

qualitative relies on the interpretivist paradigm (Creswell and Poth, 2018). For example, identifying 

counts of cultural images by type in FL textbooks relates to the positivists paradigm while exploring 

the different interpretations of these images is considered interpretivist.  
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For the purposes of this research, a qualitative approach is selected as the most relevant approach 

for several reasons. The main reason for adopting a qualitative approach is that it encapsulates the 

theoretical and philosophical underpinnings adopted in the research (Creswell, 2009; Dörnyei; 

2007). This research intends to explore comparatively the cultural representations (including 

representations of culture, society, and the world) in two French and two English language 

textbooks. In addition to textbook analysis, the research also involves an analysis of few policy 

documents and an enquiry about the English and French language teachers’ perceptions about the 

cultural representations of the textbooks. Employing an interpretivist paradigm will, therefore, 

offer the chance to deeply understand the socially constructed meanings of cultural 

representations in school textbooks, policy documents, and their multiple interpretations from 

receptive teachers. The researcher’s world views will also mediate the interpretation of the 

findings. As Creswell (2014, p. 186) emphasises, qualitative research is about the multiple world 

views that are jointly constructed by the participants and the researchers to frame a “holistic” 

picture of the social phenomenon in question (Merriam, 2009). Second, the in-depth and 

exploratory nature of the research problem and the research questions require a qualitative 

approach to answer the questions “what” and “how” cultural representations are portrayed in 

French and English language textbooks, policy documents, and perceived by the receptive language 

teachers. Qualitative research will provide the possibility to understand the various meanings of 

the cultural representations in the curriculum and from teachers’ insights. Finally, research on some 

aspects of language education such as socio-cultural aspects and policy-level issues tend to be more 

qualitatively oriented (Gray, 2013; Risager, 2018). The understanding of culture in this study 

contradicts the essentialist nationalist view, and it is approached from the perspective social-

construction theory which requires a co-construction of meanings between the researcher and the 

participants (Creswell, 2014). Thus, a qualitative approach is selected for this research because it 

offers a way to look at cultural knowledge in education as fluid, dynamic, and carry multiple 

ideological meanings (Risager, 2018). 

Having explained the methodological approach and philosophy of my research, I will provide an 

overall description of the research methods and analytical frameworks in the next section. 

3.3 Research design and Analysis Methods 

Research design is defined as the plan and procedures for collecting and analysing data (Bryman, 

2015). It is a process where “the design of the research and the choice of particular methods, and 

their justification in relation to the research project are made evident” (King and Harrocks, 2010, p. 
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6). In other words, qualitative researchers are required to provide a rationale for their choices of 

data collection methods, and procedures in relation to their research questions and aims. According 

to Patton (2002), researchers under a qualitative approach use multiple data collection instruments 

to expose various realities about the investigated social phenomenon. Moreover, gathering data 

from multiple sources contributes to a thorough analysis and understanding of the phenomenon 

under research as well as enhances data credibility and trustworthiness (Guba, 1980; Raliss and 

Rossman, 2012; Yin, 2009). In addition to this, there are two other features for making a good 

qualitative research design (Creswell, 2007; Creswell, 2013; Guba, 1980; Maxwell, 2012). First, the 

analysis approach should be informed by a theoretical framework to frame the meanings of data. 

Second, researcher subjectivities and the trustworthiness criteria should be clarified to ensure the 

validity of the findings (Creswell, 2013; Maxwell, 2012). 

This research analyses comparatively the cultural representations of two English and two French 

language textbooks used in the context of foreign language education in Algerian middle schools, 

from different perspectives, i.e., textbook content, policy documents, and teachers’ perspectives. 

Put differently, the cultural representations of the four language textbooks were the main source 

of data in the present research, while data collected from policy documents and teachers’ 

interviews were used for triangulation purposes to confirm, disconfirm, or expand my 

understandings of the identified cultural representations in the main corpus. 

According to Duff (2008, p.169), the approach of “data analysis will crucially depend on the scope 

of study to be conducted and the conceptual framework guiding it”. Research in textbook analysis 

is characterised by “methodological eclecticism” that ranges between content analysis, semiotic 

analysis, and critical discourse analysis (Weninger and Kiss, 2015). Most textbook analysis studies 

employed quantitative content analysis, focusing on the quantification of cultural aspects such as 

food, celebrities, currencies, monuments (Song, 2013; Siddiqie, 2011; Thumvichit, 2018). This 

approach limits the conceptualisation of culture to its traditional understandings as fixed, 

homogenous, and tightly linked to geographical boundaries. Moreover, these studies tend to 

objectify culture by looking at it as a set of facts that can be counted. Other studies adopt both 

qualitative and quantitative frameworks to the analysis of cultural representation, considering 

culture as both fluid and static (Bose and Gao, 2022). Although this mixed-methodology approach 

may seem helpful, it is leading to contradictory positions of the researchers and create confusions 

among the readers (Mustapha, 2013). From 2000s onward, some scholarly works chose semiotic 

approach to analyse the linguistic and visual representations of culture in textbooks, addressing the 

text-image relationships in constructing the cultural meanings (Weninger and Kiss, 2015). Recently, 



Chapter 3 

58 

 

the trend has shifted towards using critical discourse analysis and multimodality in the analysis of 

cultural representations (Risager, 2022; Uzum et al., 2021). These researchers proclaim the benefits 

of M/CDA in examining the cultural representations both at the macro (social practices) and micro 

(linguistic discourses) levels. This approach allows contextualising the meanings of the 

representations from different perspectives. For example, Risager’s (2018) critical discourse 

analysis framework to the analysis of cultural representation base on five different perspectives, 

post-colonial, citizenship, transnational, national, cultural readings. The methodological 

orientations of researchers are sometimes difficult to compare as every researcher employs a 

monolithic situated approach that fits with the purpose and context of their investigations. 

Related to the purpose of this project, this study adopts a mixture of qualitative content analysis 

and critical discourse analysis for examining the cultural representations in the Algerian school 

language textbooks, their conceptualisation in the policy documents and the insights of the 

teachers. The rationale of this combination was due to several reasons. First, the qualitative content 

analysis allowed me to understand the overall approach to cultural representation in the Algerian 

foreign language education, by listing the cultural topics covered. After obtaining the overall topics, 

critical discourse analysis informed by the five dimensions of Risager’s (2018) framework was 

employed for two main reasons. First, in order to situate the cultural representations and interpret 

their meanings in relation to the five different perspectives suggested by Risager. Second, to 

critically cross-compare the triangulated data sets and create an intertextual link between the 

different cultural representations collated from the textbook content, the policy documents, and 

their reception by teachers during the interview phase. This intertextuality link enables an in-depth 

understanding of the approach to cultural representation in the Algerian foreign language 

education. Unlike other approaches, CDA allows examining the three levels of cultural 

representation from its production to its reception by the users (Risager, 2022; Richards, 2012; 

Fairclough, 1989). Qualitative content analysis served more as a first stage to systematically 

organise and describe the data while CDA offered a more in-depth and analytical interpretation to 

the findings. Qualitative content analysis “goes beyond merely counting words or extracting 

objective content from texts to examine meanings, themes and patterns that may be manifest or 

latent in a particular text” (Zhang and Wildemuth, 2009, p. 308). In other words, qualitative content 

analysis, on the one hand, was used first to descriptively organise the textbook data into topics 

before proceeding to a CDA socio-contextual interpretation. It allows answering the question 

qualitative “what” are the cultural representations in the selected textbook corpus, what are the 

main insights of the teachers and what are the key cultural concepts addressed in the policy 

documents. CDA, on the other hand, enables answering the questions “how” do the two French 
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and two English language textbooks differ or resemble in their approach to cultural representation, 

and “how” are the cultural representations conceptualised in the policy documents and “how” do 

receptive language teachers perceive the cultural representations of the textbooks.  

The procedure of data collection and analysis is divided into three stages. While the first stage is 

related to the textbook analysis as main corpus, second and third stages determine the qualitative 

content analysis processes followed for coding and categorising the findings obtained from policy 

documents and teachers’ interviews. Before moving to the three phases of my research design, 

Table 1 below provides an overall methodological picture and the research design deployed to 

answer the research questions. 

Table 1: Summary of the Research Design  

 
Research Questions 

 
Data Instruments and objectives 

 
Analysis Methods 

 
RQ1: What representations of 
culture, society, and the world do 
the Algerian English and French 
school language textbooks 
portray? 

Two French and two English language 
middle school textbooks 

• Explore the various aspects of 
culture, society and the world 
represented in the English and 
French language textbooks 

 
 
 
 
 
 
 
 
 
 
Qualitative Content 
Analysis  
 
And  
 
Critical Discourse 
Analysis informed 
by Risager’s (2018) 
theoretical 
framework for 
textbook analysis 
 

 
RQ2: Do the English and French 
language textbooks have similar 
or different approaches to the 
representation of culture, society, 
and the world? how? 

Two French and two English language 
middle school textbooks 

• Analyse any potential 
differences and similarities 
between the two foreign 
language textbooks (French 
and English) in their approach 
to cultural representation 

 
RQ3: How are the representations 
of culture, society, and the world 
defined and conceptualised in the 
foreign language policy 
documents? 

Units from 8 policy documents of 
French and English language education 
in Algeria. 

• Understand how cultural 
representations are 
conceptualised in the foreign 
language policy documents 

 
RQ4: How do English and French 
language teachers perceive the 
representations of culture, 
society, and the world in the 
textbooks? 

Semi-structured interviews with 6 
teachers (three of French and three of 
English language) 

• Understand how teachers 
perceive the cultural 
representations in the selected 
textbooks. 
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3.3.1 Phase One: Textbook data 

3.3.1.1 Textbook corpus 

The present research focuses on the analysis of the cultural representations incorporated in English 

and French language textbooks used in Algerian state middle schools. In the present study, the 

textbook sample is composed of two English and two French language textbooks used in year one 

and year four of Algerian state middle schools: 

English textbooks: 

• My Book of English Middle School Year One  

• My Book of English Middle School Year Four  

French textbooks : 

• Mon Livre de Langue Française 1 Année Moyenne 

• Français 4e Année de L’enseignement Moyen 

These four language textbooks are designed by local Algerian authors and published by two local 

publishing industries: Casbah Editions and Enag Editions following the guidelines of the official 

curriculum set by the Algerian National Ministry of Education, and under the supervision of the 

government. This makes these textbooks an interesting space to learn about the cultural 

representations incorporated in them. They are also recently designed and launched under the new 

Algerian middle school curriculum called second generation reform. The textbooks were not all 

made available at the same time, as they were published separately between 2016 and 2019. While 

the first year English and French language textbooks were launched for use in September 2016, the 

fourth year English and French language textbooks were issued for use in 2019.  

In the Algerian Educational system, the locally published textbooks play a fundamental role in 

teaching and learning foreign languages. They are also considered as key sources of cultural 

representations. Hence, four Algerian middle school foreign language textbooks were selected 

purposefully as primary corpus of analysis in the present study. These four textbooks were the 

primary source of evidence because of their authoritative importance in the Algerian language 

teaching classrooms (Bourehrah and Ghafsi, 2021). They are used by both local teachers, and 

learners (between ages 10-14) as the main teaching and learning reference. This research enables 

providing an idea about the potential cultural discourse incorporated inside the Algerian language 

classrooms. In addition to this, their public access status and availability makes them as suitable 
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documents to analyse. According to Merriam (2009), textbooks are “ready-made source of data 

easily accessible to the imaginative and resourceful investigator” (p.139, Bryman, 2016). They can 

also be a stand-alone data collection method (Risager, 2018). Additionally, given the comparative 

nature of the present study, a corpus of four language textbooks was purposefully selected to 

analyse comparatively the cultural representations of the textbooks. According to Patton (2015), 

purposefully sampling allows the researcher to select a corpus of analysis that meets the 

requirements and purpose of his/her study. Furthermore, because Risager’s (2018) analytical 

framework requires a deeper analysis of five different dimensions, a corpus of four textbooks was 

selected for its “feasibility” and alliance with the PhD timeframe (Creswell, 2014, p. 130). 

Silverman (2013) further emphasises, a more effective and in-depth analysis requires a more 

precise sample of analysis. 

This study also looks at cultural representations in textbooks used in two different levels: First year 

middle school level (addressed for 10-12 years old), and fourth year middle school levels (addressed 

for 13-14 years old). These two levels represent the entry to and exist from middle school level. 

Therefore, this research provides insights about the cultural representations that learners are 

exposed to in their first and last year of middle school foreign language learning. To say differently, 

this research aims to provide a holistic picture of cultural representation in language textbooks and 

its development throughout the middle school foreign language education in Algeria. 

The four selected textbooks were analysed prior to the policy documents and teachers’ interviews 

due to three rationales. First, the analysis of textbooks allowed understanding the deeper insights 

of different cultural representations that are presented to foreign language learners in the middle 

school settings. Second, it helped to get an overall idea of the new foreign language curriculum and 

identify the major themes in policy documents related to the cultural representations. Third, the 

data from textbooks provided a foundation for designing the teachers’ semi-structured interviews 

and facilitated its process. 

3.3.1.2 Data Analysis 

A set of steps were followed to analyse the four language textbooks. First, I skimmed and read 

through all four textbooks to understand the format and distribution of materials (tasks, images). 

Second, I looked for the general socio-cultural topics covered in the textbooks from their 

introduction to their conclusion parts, using qualitative content analysis. This allowed me to identify 

the general cultural themes, claims, exclusions, and inclusions in the analysed corpus (Fairclough, 

2012; Machin and Mayr, 2012). Third, according to Van Dijk (1993), a critical discourse analysis of a 
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text requires a selection of topics for ensuring validity and in-depth interpretations. I decided to 

consider all the chapters in each textbook because they were all addressing cultural representation 

either in a latent or manifest way. Fourth, the critical discourse analysis method employed in this 

study was informed by Risager’s (2018) theoretical framework for textbook analysis. Her framework 

is developed through an empirical study analysing a set of European language textbooks, and it 

centres on the principles of critical discourse analysis. It views cultural representations in language 

textbooks as social practices embedded by sociocultural, political, historical, national, and 

transnational aspects (Risager, 2018). The main advantage of this framework is its formulation that 

allows understanding the different cultural representations in detail rather than providing general 

assumptions and judgments. It also allows a thick description of the cultural representations from 

multiple viewpoints: national, social, cultural, post-colonial, and transnational dimensions (ibid).  

 As discussed in the literature review chapter, Risager (2018) looks at cultural representations in 

language textbooks from five dimensions that are shaped into various analytical questions 

addressed to both texts and images. To fit the study context, I selected a set of questions that are 

based on my primary reading and skimming of all the textbooks. The selected questions were 

adapted and shaped according to the initial observations made about the cultural representations 

included in the four language textbooks. For example, in Risager’s (2018) framework, a global 

perspective was employed to look at the global European language textbooks. However, in this 

study a local perspective was added alongside the global to reveal both the national and global 

socio-cultural notions represented in the selected corpus.  

These were the five key analytical questions used to analyse the textbook corpus:  

1. Which countries (nations/ states) are represented in the textbooks? How are they 

represented? 

2. Is international (world) history of colonialism and imperialism represented in the textbooks? 

How? 

3. What socio-cultural identities are represented in the textbooks? How? 

4. Do the textbooks promote a sense of citizenship? Which? How? 

5. Are transnational relations represented in the textbooks? How? 

Through applying the five questions to each textbook, I was able to immerse in the data, develop a 

thorough analysis and extract the cultural representations incorporated in each textbook. The 
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findings were categorised according to the five dimensions of Risager’s (2018) framework: 

representation of nations, history, citizenship, sociocultural identities, and transnational relations. 

To address the five dimensions, I have also looked at the details of the representations by 

considering what is represented, how it is represented, and who is represented in both the linguistic 

and visual modalities of the textbooks. For the question who is represented, I have looked at all the 

characters (both fictional and non-fictional) represented in the textbooks by addressing their 

clothing, setting, and social roles. For example, I described the cultural meanings of the professional 

identities assigned to the characters to demonstrate which socio-cultural aspects are emphasised 

in the images. I also looked at the linguistic choices made to represent the different cultural 

dimensions by answering the analytical question how the cultural representations are linguistically 

shaped in the textbook and why? To address the question related to: “do the four textbooks have 

a similar or different approach to cultural representation, and how? I employed a cross comparison 

approach (Seidman, 2013). It requires providing a general conclusion about the cultural 

representation approach in each textbook. Then, the general findings were coded into comparative 

themes following the five dimensions of Risager framework as a deductive coding scheme.  

Hence, these generated analytical questions provide an interesting contribution for other 

researchers to analyse cultural representations in locally designed language textbooks used in 

North African contexts. This is also the first study that employed an adapted version of Risager’s 

(2018) theoretical framework in the Algerian context by analysing cultural representations in the 

new second-generation middle school language curriculum. 

3.3.2 Phase Two: Policy Document Analysis 

3.3.2.1 Policy Document corpus 

The second data collection method used in this research consists of a set of policy documents. 

According to Merriam (2009, p.155), policy documents are “unobtrusive”, reliable, and compelling 

source of evidence in qualitative research (Yin, 2009). The main strengths of policy documents are 

their free-access, stability, and availability to researchers (Merriam, 2009). Creswell (2012) 

distinguishes between policy documents and textbook document analysis. Unlike textbooks, policy 

documents are guides used for supporting the production and implementation of the main 

textbook corpus. In this study, policy documents are used as supplementary data for triangulating 

the findings obtained from the textbook corpus. As Punch (2014, p.158) argues, policy documents 

“can be important for triangulation”. The foreign language policy documents selected for analysis 

in this research are the following:  
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• The law of Orientation for National Education 2008 

• National Curriculum for Middle School 2016 

• National Curriculum for English at Middle School 2016 

• National Curriculum for French at Middle School 2016 

• Teacher’s Guide Middle School Year One 2016 

• Teacher’s Guide Middle School Year Four 2019 

• Guide du Professeur Langue Française Première Année Moyenne 2016 

• Guide d’Utilisation du Manuel Français Quatrième Année de L’enseignement Moyen 2019 

The law of orientation for National education is an official document related to the Algerian 

constitution. Its basic aims are to define the role of national education and to determine the key 

national and international sociocultural values and rules that should be incorporated in school 

textbooks and curricula. Curricula, teachers’ guidebooks, and students’ textbooks are all based on 

the key principles of the law of orientation for National education. 

As mentioned in the context chapter, the need for a new local reform that introduce learners to 

foreign languages and cultures was urged to increase economic, social, political, and intellectual 

stability of the country. As a result, a first-generation reform was introduced in 2000s in 

collaboration with UNESCO official. This reform addresses the need of forming autonomous and 

communicative competent learners, aware of international cultures and languages and develop a 

sense of openness to the world (Benrabah, 2005). Recently, a new educational reform called 

second-generation reform was launched and implemented in September 2016. Broadly speaking, 

this reform was mainly introduced to extend the principles of the first-generation reform (2003-

2015). Based on this reform, the Ministry of National Education introduced the new national 

curriculum, a series of new student-books and new teachers’ guidebooks used mainly in middle 

state schools.  

The new national curriculum of middle school is introduced by the Ministry of National Education. 

It provides the overall objectives of education in Algerian middle schools. It sets the core values and 

pedagogical objectives of each school subject. For example, in the introduction of the curriculum, 

a general overview of the main subjects taught in middle school were provided, a reminder to the 

key objectives extracted from the law of orientation, and then a summary of the main social and 
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pedagogical objectives. The national curriculum for English and French language subjects were 

incorporated into the main national curriculum and published as separate documents for easy 

accessibility of the receptive teachers. They comprise the main objectives of teaching English and 

French in Algerian middle schools that ranges from local, global, and pedagogical values. 

These policy documents are selected for several reasons. First, they allow a rich and in-depth 

understanding of how culture is conceptualised in foreign language education in Algerian state 

middle schools (Marshall and Rossman, 2014; Yin, 2019). Second, it offers the chance to get a 

general top-down understanding of the educational setting where the textbooks under 

investigation are produced. Third, analysing teachers’ guidebooks will help to uncover the 

circumstances that surrounds English and French language teachers’ beliefs regarding cultural 

representations of the textbooks.  

3.3.2.2 Data Analysis 

This section is set to explain the research procedures, and the selected units of analysis in the eight 

policy documents. These policy documents serve as supplementary data, and a qualitative content 

analysis together with Risager’s (2018) CDA framework was used to code and select specific units 

related to cultural representation in the documents. In terms of analysis, I have read thoroughly 

and separately each document to gain an overall image of what cultural representations are 

included and excluded, using qualitative content analysis. Relevant passages were, therefore, 

retrieved from the documents and generated as codes. These codes were generated in relation to 

Risager’s (2018) five dimensions of conceptualising culture in foreign language education. Although 

many codes were generated at the initial stage of analysis, these codes were reduced into themes 

and sub-themes. As Creswell (2012) recommends, qualitative content analysis requires a 

generation of multiple codes that would be reduced at a later stage of analysis into main categories. 

Unlike codes, “categories are abstractions extracted from the data” (Merriam, 2009, p.181). The 

general codes were organised into themes related to the cultural representation themes identified 

in the four main textbook corpuses. This enables showing the similarities and differences between 

the cultural representations in policy documents and students’ textbooks, using the intertextuality 

concept of CDA. The coded categories were then inserted under each textbook themes and 

interpreted to provide an in-depth and triangulated understanding of the cultural representations 

in Algerian foreign language education.  
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3.3.3 Phase Three: Teachers’ interviews 

3.3.3.1 Population and sampling  

To select the teacher-participants, convenient sampling was used due to the pre-determined 

criteria of this research (Cohen et al., 2018). This study predetermined the selection of Algerian 

French and English language teachers at state middle schools as the only focus of this study. 

Additionally, the convenient sampling provides the possibility to get a diverse sample of teachers, 

regarding their teaching experiences and cultural backgrounds (Mason, 2018). It is a useful sampling 

for qualitative studies when the aim is not to generalise the findings and the participants are 

selected because of their “availability” and “easy access” (Cohen et al., 2018, p. 219). In this study, 

Bryman’s (2016) framework of convenient sampling was used. It requires looking for sites than 

categories from a specific site. I contacted a Facebook group of Algerian language teachers at 

middle school to recruit available participants. Only six teachers got in touch and accepted to 

participate in my research. In addition to the availability of the teachers, the qualitative nature of 

this research and the secondary focus on teachers justifies this small sample (Cohen et al. 2018) 

because the overall aim is not to generalise their insights about the cultural representations in the 

French and English language textbooks. A carefully analysed small sample can provide a richer 

picture of how teachers perceive the cultural representations of the textbooks (Aleksandrowicz-

Pedich et al., 2003). Another reason for this sample size is the fact that conducting interviews is 

time-consuming and being considerate of the time that their transcriptions and analysis 

necessitate. Finally, managing the load of data obtained from the three data sources requires a 

consideration of a small sample of teachers. It is neither the purpose of this research nor possible 

to include the entire population of English and French language teachers in Algerian middle schools, 

therefore, this research involves a convenient sample of teachers. 

The recruited six teachers belong to two different sites in Algeria. They are teachers of English 

(three) and French (three) languages working in state schools in Algiers and Tizi-Ouzou. Algiers is 

the capital city of Algeria and known with its infrastructure, work opportunities, and modernity. 

Tizi-Ouzou is a north coastal city near Algiers. It is ethnically grouped as a home of Amazigh with 

Kabyle ethnic backgrounds. The linguistic profile of the teachers varies although they all introduce 

themselves as multilingual speakers of Arabic, French, Tamazight, and English (for only English 

language teachers). Given the cultural and linguistic diversity in Algeria, these teachers might 

expose different beliefs towards the cultural representations constructed in the textbooks. These 

participants were given pseudonyms to avoid ethical issues: Nadia, Dihia, Karim, Fatima, Amine, 

Kahina (4 females and two males). Nadia, Dihia, and Kahina live in Tizi-Ouzou city while Fatima, 
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Karim and Amine reside in Algiers. Nadia, Kahina and Amine are teachers of French and they have 

4, 5 and 10 years of teaching experience, respectively. While Nadia holds a master’s degree, Amine 

and Kahina hold a bachelor’s degree in French language teaching. Dihia, Fatima and Karim are 

teachers of English as a foreign language, and they have 9, 3, 14 years of teaching experience, 

respectively. While Fatima holds a master’s degree, Karim and Dihia hold a bachelor’s degree in 

English language teaching. All the teachers that have participated in this study teach both first- and 

fourth-year levels in different Algerian middle schools. They attended teacher training before 

starting their teaching jobs in middle schools. This training mainly addresses the key pedagogical 

practices that teachers need to incorporate in their classrooms such as time and classroom 

management (Benadla, 2013).  

3.3.3.2 Semi-structured interviews 

Interviews are fundamental data-gathering tool in qualitative research (Cohen et al., 2018; 

Creswell, 2014; Merriam, 2009). The main purpose of using interviews is to understand how 

participants view the world and make sense of their lived experiences (Patton, 2002; Yin, 2009). As 

a result, interviews are employed in this research to disclose how Algerian teachers of French and 

English languages perceive the cultural representations in the textbooks. As Patton (2002, p. 341) 

emphasises, “we have to ask people questions” to understand their “beliefs, thoughts and 

intentions” about the phenomenon under investigation. These interviews were mainly conducted 

to support the data obtained from the main textbook analysis and expose multiple realities 

provided by every teacher-participant.  

The interviews were designed in a semi-structed format to elicit information from participants 

(Patton, 2002). A semi-structured interview is chosen because it is flexible, allowing new questions 

to be generated during the interview alongside the tailored set of questions and a framework of 

themes to be explored (Bryman, 2016; Lindlof and Taylor, 2002). In a semi-structured interview, the 

researcher can probe for clarification more easily by asking follow-up questions (Cohen et al., 2018; 

Dörnyei, 2007). These follow-up questions enable getting a richer and deeper responses from the 

teacher-participants (Cohen et al., 2018). Therefore, a semi-structured interview is used to get 

specific information from English and French language teachers about their perceptions of the 

cultural representations included in the textbooks. 

3.3.3.3 Interview Procedures 

According to Patton (2015), to get a richer data from interviews, appropriate choice of questions is 

required. The interview guideline is a set of open-ended questions that are formulated according 
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to the main cultural themes represented in the textbook. For example, the representation of 

citizenship in the textbook, required asking the question “what do you think of the representation 

of citizenship in the textbook? Is it important for your learners?” In this question, the teacher will 

give his/her insights about the representation of citizenship in the textbooks, then its potential 

benefits for their learners. During the interviews, the teachers were exposed to examples of cultural 

representation extracted from the textbook to facilitate the interview process. For example, I have 

asked my participants “what do you think of representation of history in the textbooks.” After 

getting their general perceptions about the representation of history in the textbooks, I have shown 

them illustrative images of the representation of history. The teachers were able to think 

specifically about examples of history representations included in their teaching textbooks. This 

process enabled providing a contextualised response from the interviewees. The question-image 

format of the interview allowed getting general and specific insights from teachers about the 

cultural representations of the English and French language textbooks. In addition, prompt up 

questions were also asked where necessary. For example, to expand on the teacher’s answer about 

history representation and the idea of promoting learners’ proudness of their local history, I asked 

about his ways of implementing it in the class. This gave an idea of the teachers’ potential 

implementation of the cultural representations in their classroom practices. The main questions 

asked during interviews were generated from Risager’s (2018) framework, and the review of the 

previous studies in the relevant literature. For example, the study of Sercu (2005) on interviewing 

teachers about the implementation of the textbook informed the types of questions that are 

adapted according to my research focus. Some questions were adapted from the analytical 

questions of Risager’s (2018) framework.  

Mason (2018) notes, qualitative interviewing “requires a great deal of planning” (p. 116). In order 

to ensure that the interview guide is efficient, I conducted a pilot for the first-interview guide with 

two teachers (see section 3.3.4). It was only a set of open-ended questions inspired from the work, 

accompanied with some image-based representations (see Appendix D). With the social interaction 

between me and the teachers, I realised that my first interview question guide was vague. The two 

teachers suggested to have more specific questions about the textbooks to get clear answers 

relevant for the purpose of my research. They also claimed that sometimes they feel a bit unsure 

what to say when they were asked broad questions about what they think about a representation. 

Their answers were more oriented towards language-learning, and this was not related to my 

research purposes. As a result of these social interactions with the teachers, a second-interview 

guide was generated. It is composed of two sections: demographic information, open-ended 

questions about the cultural representations in the textbook, proceeded with follow-up specific 
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questions accompanied with illustrative textbook excerpts (see Appendix E). I acknowledge that 

guiding the teacher-participants with specific questions related to the purpose of my research 

might have shaped their answers and the findings in this study to some extent. However, a co-

construction of meaning in qualitative study is undeniable (Creswell, 2014), and I gave more 

opportunity for the teachers to share their views and answer the questions in detail to enable me 

to get an in-depth interpretation.  

 Each of the participants was interviewed once only, and I conducted 6 interviews in total, with all 

the recruited 6 teachers. All the interviews were conducted online due to the pandemic. Taking the 

participants preference, a zoom platform was chosen for conducting the interviews. Every interview 

lasts between 40-60 minutes, and they were audio-recorded. Some field notes were taken to record 

any non-verbal cues that would help during the analysis stage. While the participants were provided 

a freedom of language choice, the teachers were switching between English, French, and native 

languages (Tamazight and Arabic). It is worth reiterating here that in Algeria, French teachers only 

teach French, and English teachers only teach English. Therefore, English language teachers were 

interviewed and asked questions about the English language textbook, and the French language 

teachers were asked questions about the French language textbooks. 

I started my interview by introducing myself and my research focus, its purpose, and the expected 

length of the interview. I checked with the participants if they have any concerns before I start 

audio-recording the interviews. I reminded them that the information will be confidential and any 

examples of place, name of school, or specific personal information will be removed or modified 

following the ethical protocols. After that, the participants agreed to start the recording of the 

interview. 

During the interview, I have asked each participant about their demographic information. This 

phase helped me to know the participants and get an overall idea about their professional and 

educational profiles. I then moved on to the questions related to cultural representations in the 

textbooks. I asked them an open-ended question, and then I showed them a picture to 

contextualise their arguments and insights (as discussed above). The teachers have provided 

general and specific insights related to representation of culture (s), history, inclusivity, gender, 

global citizenship, transnational relations in either French or English language textbooks. The 

interview-guide was modified, by orally simplifying some questions and illustrating others to get 

more focused answers related to my study objectives. Some new questions have also emerged to 

follow-up with the participants’ answers. For example, I asked the teacher what he/she thinks of 

representation of gender, then I provided some examples from the textbooks.  
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3.3.3.4 Transcription 

The first stage before interview analysis is transcription of the audio-recorded data (Cohen et al., 

2018; Duff, 2008). It is a process of “converting audiotape recordings or fieldnotes into text data” 

(Creswell, 2012, p.239). Hence, I started transcription at the end of each interview to allow a fresh 

recall of the details. Richards (2003, p. 199) argues, it is up to the researcher to “decide on an 

approach that will best serve research needs”. I employed Elliot’s (2005) transcription approach 

that requires “clean” verbatim which focuses on content rather than the extra prosodic features. 

This approach was selected because it fits the purpose of this research which aims to understand 

teachers’ insights about the cultural representations of the French and English language textbooks. 

That is, ‘easy-to read’ written transcripts were produced. I aimed to record a word-by-word data 

related to the research aims, therefore, an approximate of 20 hours were taken to transcribe the 

six interviews. 

3.3.3.5 Data analysis 

After transcribing all the interviews, qualitative content analysis and Risager’s (2018) CDA informed 

framework were used as methods of analysis. Krippendorff (2004, p. 3) claims that “content analysis 

entails a systematic reading of a body of texts, images…”, and content could be anything that might 

convey a meaning or purpose. It is a “…systematic set of procedures for rigorous analysis, 

examination, and verification of the contents of written data” (Cohen, 2007, p. 475). In other words, 

the analysis of data through content analysis enables generating codes and themes related to the 

phenomenon under investigation. It provides categorised responses and meanings constructed 

from the dataset (Zhang and Wildemuth, 2009). All the interviews were analysed manually, 

following the highlight, sticker-notes procedures. I printed the transcripts in a word document, and 

then highlighted patterns and created sticky notes that represent codes. Although it was a time-

consuming process, the findings were easily checked, rechecked, and re-interpreted when 

necessary. 

 In the present study, I employed two stages to analyse the interview data. The first stage is an 

inductive approach to the coding process of interviews, following Seidman’s approach (2013). I 

have then used the five dimensions of Risager’s (2018) cultural representations as a deductive 

coding frame. Creswell (2012, p. 243) defines coding as “the process of segmenting and labelling 

text to form descriptions and broad themes in the data”. I considered the overall cultural themes 

represented in the textbook and coded the teacher-participants’ claims accordingly. For example, 

for the theme “representation of nations and countries,” I coded the claims of teachers that 
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provided meanings about the representation of countries. The process of coding was repeated 

multiple times to ensure reliability of the findings. The second stage is the categorisation of data 

into representative patterns or themes in which certain codes were deleted, aggregated, and added 

(Duff, 2008; Merriam, 2009). To ensure the reliability of the coding process, a sample of data with 

its coding scheme was provided to a second coder. I have then selected among the examples which 

data is more representative and articulate to triangulate with the other datasets and answer the 

research questions.  

3.3.4 Piloting Data Instruments 

Piloting is “a procedure in which a researcher makes changes in an instrument based on feedback 

from a small number of individuals who complete and evaluate the instrument” (Creswell, 2012, 

p. 390). That is, piloting is a mini study version to test the readiness of instruments for collecting 

valuable data. In this study, policy documents, textbook corpus, and interviews were all piloted 

before starting the main study. The main purpose of conducting this piloting was to check the 

instruments’ “research-ability” (Gass and Mackey, 2000, p. 57), and to refine the interview 

questions to ensure an efficient design of the main study (Creswell, 2014). In the following sub-

sections, the lessons learned from the piloting and its significance for shaping the instruments and 

analysing the data will be discussed.  

3.3.4.1 Textbook piloting  

There was a piloting of the textbook data before the main qualitative analysis process. In this 

piloting stage, I have conducted a quantitative analysis of the textbooks content. I referred to the 

classifications of cultures adopted from the framework of Jin and Cortazzi (1999). I counted what 

types of cultures included in the textbooks and classified them into target, source, and 

international ones. For example, the textbook content was classified into Algerian culture (local), 

cultures of French/English-speaking countries (target), international cultures (e.g., Spain, Egypt). I 

have then referred to Sercu’s (2000) framework to categorise the cultural themes that are 

commonly represented in the four foreign language textbooks. I quantified the frequencies of 

recurrent cultural themes and tabulated them accordingly. For example, I categorised the themes 

into education, leisure and lifestyle, occupation, history, food and drinks, family, international 

relations, religion, stereotypes. The purpose of embarking with a quantitative view was due to my 

initial purpose of quantifying cultural content in a large scale of textbooks. However, after my 

critical readings of the literature, I realised that the frameworks I opted for categorising 

quantitatively the cultural representations were criticised for not providing a thorough 
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interpretation of the cultural content. More specifically, these frameworks have also relied on the 

traditional definition of culture (as discussed in chapter 2), and they have a pre-determined 

checklist for analysing the cultural content. After reading empirical studies adopting more 

qualitative perspectives, I found that it is difficult to quantify cultural representations in school 

materials without referring to their underlying meanings. I then shifted my framework to a purely 

qualitative approach with few instances of quantifications. As a result of this piloting, I decided to 

move away from a mere quantification that are limited in terms of interpreting the cultural 

content of the textbooks, as they do not provide answers for the how and why cultural 

representations were included/excluded in the materials (Harwood, 2014). Although this 

quantitative piloting of the textbooks helped me in categorising the cultural themes covered in 

the textbooks, I found the framework of Risager (2018) more flexible and diachronic when the aim 

is comparing the cultural content in two different foreign languages used in the same context. This 

piloting stage has also helped me in deciding on the appropriate framework and adapting it 

according to the selected corpus. That is, my initial quantitative analysis of the four materials 

helped me conduct properly the qualitative analysis of the cultural representations and 

understand their potential meanings. According to Williams and Moser (2019, p. 46), “the 

construction of meaning from collected data is the result of the progressive data coding process”. 

Consequently, this piloting is considered as the first coding stage before moving to the final coding 

stage of the cultural content represented in the textbooks.  

3.3.4.2 Policy documents piloting  

I decided to pilot the policy documents analysis because this will help me to get an overall idea of 

the conceptualisation of cultural representation in the policy documents. As Gass and Mackey 

(2000, p.57) explain, a pilot study “can help avoid costly and time-consuming problems during the 

data collection procedure”. After piloting the textbook data and deciding on the final framework 

of analysis, I decided to apply the same framework for piloting the policy document. I skimmed 

through all the documents and attempted to answer the main questions of how cultural content 

is conceptualised in the policy documents. I have followed the five dimensions of Risager’s (2018) 

framework, looking at the representation of cultures, countries, history, citizenship, international 

relations, and inclusivity. During the piloting stage of the policy documents, two overall points 

were noted. Firstly, despite the importance of teachers’ guidebooks, their content was mostly 

shaped to guide teachers on their teaching pedagogy, lesson planning, and classroom 

management. There were very few references to cultural content and potential ways of 

implementing it in the classroom. Secondly, the references to cultural content in other documents 
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(e.g., curriculum, general referential, school orientation law) were either brief or vague, and this 

required establishing intertextual links between the documents to construct an understanding of 

the ideology followed for conceptualising the cultural content. As a result of this piloting, some 

documents were discarded due to their irrelevance to the main study focus. For example, in the 

French teachers’ guidebook, there were more references to pedagogical approach to teaching the 

foreign language while less references to the general cultural content and its implementation in 

the classroom. Finally, the piloting of policy documents allowed selecting the relevant extracts 

related to the focus of my study. 

3.3.4.3 Teachers’ Interviews 

Before conducting the interviews with the participants, I piloted the interview questions with two 

language teachers. The main objective of piloting is “to avoid costly and time-consuming problems, 

and the loss of valuable data” during data collection (Gass and Mackey, 2000, p. 57). In the present 

study, interview questions were piloted to test their clarity. A set of lessons were learned in this 

piloting phase. First, I have learned the skill of asking concise and brief questions that target the 

specific aim of the research rather than posing broad and redundant ones. Second, I learned the 

skill of flexibility in allowing participants to elaborate on their answers rather than restricting them 

to a set of pre-prepared questions. Third, the arrangement of interview questions was re-organised 

after this piloting. For instance, the question “what do you think of this representation” was asked 

before “what is the most important objective for you in teaching English/French? This was re-

arranged to ensure the coherent flow of questions, knowing first the teachers’ overall objectives 

of teaching the foreign language, then guide them towards the focus of my study. The interview 

guideline format was also restructured. For example, during the piloting phase, the teachers were 

first presented with the specific cultural representation extracted from the textbooks and asking 

them a general question “what do you think of this picture/representation?” The teachers were 

noticed providing general pedagogical aims of the tasks and the images in the selected extracts. 

Based on this, I decided to provide the specific extracts and accompany them with more guiding 

questions so as the teachers will provide more related data to this study. For example, the extract 

related to representation of countries is followed with the guiding question “what do you think of 

the representation of countries in the textbooks? Furthermore, this piloting has also resulted in 

adding other questions that were not considered in the initial interview guide. For instance, in the 

first interview guide, there were no questions related to teachers’ use of materials that would help 

me understand their willingness to implement the cultural representation of the textbooks in the 

classroom, before understanding the meaning they suggest for the cultural representations. 
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Additionally, I learned to effectively schedule the conduct of the main interviews after this piloting 

phase. The participants recruited for the piloting had busy schedules, and it was difficult to arrange 

an interview easily. As a result, in the main conduct of the interviews, I asked the participants to 

inform me about their availability date right after consenting participation. I made myself available 

all the time for collecting data and I asked them to choose convenient day and time for interview. 

They contacted me with their available days, and times and then I set a scheduled zoom meeting, 

with a reminder message sent to them two days before the actual day. This helped me to avoid 

the mistake of re-arranging interviews for several times. Finally, I learned that attentive listening 

was a key feature for a good interviewing process. As Berg (2007) explains, piloting is a stage for 

getting trained on interviewing skills (Berg, 2007).  

At the end, this piloting experience has not only helped me in refining the instruments but also 

boosted my confidence in collecting relevant data and developing my analysis framework. It also 

gave me an overall idea about the main findings of my study. Overall, this pilot stage is significant 

and contributed to the design of effective research design for this project. 

3.4 Generating Codes and Themes 

In qualitative inquiry, coding is a continuous process during and after data collection. According to 

Creswell (2012) coding is “the process of segmenting and labelling text to form descriptions and 

broad themes in the data” (p. 243). It starts with skimming and reading through the gathered data 

to get familiar with their content (Maxwell 2005). It also allows linking the data to the adapted 

conceptual and theoretical frameworks (Rossman and Rallis, 2012). As discussed in the piloting 

section, this study started with initial coding of data and quantifying the overall cultural themes 

recurrent in the data. During this initial coding, I was able to rely on prior frameworks for guiding 

the analysis and deductively constructing themes (Gibbs, 2007). These themes were mainly 

derived from the literature review and previous frameworks such as Jin and Cortazzi (1999), Sercu 

(2000), Risager (1991), and Byram (1993). During this initial quantitative coding, the present study 

formed descriptive themes of the overall cultural content covered in the analysed documents. For 

example, in analysing textbooks, Risager’s (1991) model of social and geographical definition of 

characters was used to identify the culture of the included characters in the textbooks. After that, 

Sercu’s (2000) model of categorising the cultural content into topics such as professional roles 

were generated. Finally, Byram’s (1993) concept of stereotypes and national identity was used to 

identify the characters’ national identity and the stereotypes associated to them according to their 

origin, occupation, and gender.  
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The second round of analysis included inductive qualitative coding and development of new 

themes as well as deriving themes from Risager’s (2018) framework. This process involved reading 

thoroughly the data and continuously generating themes, sub-themes, and topics (Creswell, 

2013). I immersed myself in the data and read it several times to ensure that I moved from initial 

coding to final stage of generating and developing themes (Cohen et al., 2018). I reduced the 

number of themes as the final stage of coding is approaching. As Creswell (2013) explains, the 

fewer the themes generated the better the analysis will be in terms of producing quality and 

robust reliable analysis report. This process of initial and final coding was followed with each data 

instrument. For example, in the policy documents, reading the overall content of each document, 

highlighting extracts, and then coding them under Risager’s (2018) five dimensions. Some themes 

were also emerged and developed such as the one related to patriotism and enforcing national 

pride (as shown in the discussion chapter). The findings from each dataset were compared to find 

shared and different themes, patterns, and responses to the overall research questions (Cohen et 

al., 2007). In order to avoid the vagueness of the codes and themes generated in this study, I have 

developed a detailed codebook that descriptively define the meaning of each code and the link 

between the different codes through tabulated examples and representative themes, sub-themes, 

and topics (Creswell, 2014). Future researchers can rely on this codebook to replicate the project 

or conduct similar comparative research (see Appendix G, H, I). 

The rationale for changing the approach of my analysis from quantitative to qualitative stems from 

several reasons. First, at the initial stages of conducting this research, I have considered a 

quantitative content analysis to account for the cultural content of the textbooks. During the 

piloting stages, I realised that I was looking at culture as an object, quantifying the different 

cultural aspects and limiting its meaning to the geographical boundaries across cultures and 

countries. It sounded more like the traditional approach to conceptualising culture as I was looking 

at culture as a fixed entity, homogeneous as I was counting the instances of Algerian culture with 

other target and international culture. I was ignoring the flexible, fluid, and dynamic meanings of 

culture. After critically reviewing the literature and reading the recent scholarly work, I re-

considered my position in this research. I decided to opt for a qualitative approach as I was inspired 

by recent works in the field and the need for considering any text as embedded with a set of 

ideologies not fixed meanings (Apple, 2014; Risager, 2018). I have also understood that the 

conceptualisation of culture changed through time and while doing my project. It is now 

considered fluid and related to discursive practices (Baker, 2015; Risager, 2022) rather than a set 

of static factual information about one country as homogenous compared to others. 



Chapter 3 

76 

 

To ensure the reliability of my data coding process, multiple coders/ inter-rater reliability strategy 

was used (Lincoln & Guba, 1985). This helps to “mitigate interpretative bias” and ensure a 

“continuous dialogue between researchers to maintain consistency of the coding” (Walther et al., 

2013, p. 650). In this study, I have recruited two inter-rater coders. They are both PhD students 

studying in two different UK Universities, studying English language, and applied linguistics. I have 

sent them a copy of each data set and the coding scheme, accompanied with quotes from the data. 

A Microsoft word document was used to exchange comments about the coding scheme. Each time 

I receive the document with comments, I create a table (page line, code, text, coder 1, coder2) and 

write the comments to make links between my coding and the suggested amendments. We 

scheduled an online meeting to discuss about the codes we generated separately. I addressed the 

comments and made the changes to the codes that received high disagreements between the 

coders. I then re-formulate the codes and send them back to re-check again. For example, the initial 

code created for the extensive representation of the Algerian culture was “national identity.” The 

two coders expressed disagreement about the name of the code as it does not reflect the overall 

meaning of the data obtained. They suggested to change the naming into “national identity and 

pride” to reflect the exact reference to proudness aspect and the national identity symbols in the 

English language textbooks. Another example of the initial coding, while I was quantifying the data. 

The inter-rater coders have agreed on the number of monuments and historical sites in all the four 

language textbooks. After multiple discussions and exchanges of coding between me and the two 

other coders, an agreement and similarity in coding was reached. Miles and Huberman (1994) 

suggest that an inter-rater reliability of “80% agreement between coders on 95% of the codes is 

sufficient agreement among multiple coders similarity in coding” (p. 94). After this inter-rater 

reliability checking of the findings and the generated codes, I selected the most representative 

examples from the data to illustrate each code, theme, sub-theme, and topic (see Appendix G, H, I 

for the three codebooks for each data set). I then triangulated and compared the findings of each 

data sets and related them to my research questions, literature review, and the theoretical 

underpinnings of this research.  

3.5 Researching Multilingually 

According to Holmes et al. (2013), “researching multilingually” requires keeping the original 

languages of the respondents and the addressed documents while interpreting their meanings. This 

is because the choice of language constitutes a filter through which world views are conceptualised 

and framed (Aleksandrowicz-Pedich et al, 2003). In this research, a multilingual perspective was 

adopted to approach the data to avoid the misinterpretation of meanings in the translated versions 
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(Holmes et al., 2013). That is, there are four languages used in the research data (textbooks, policy 

documents and teachers): 1) English, 2) French, 3) Arabic (Standard and Modern), 4) Tamazight 

(Kabyle dialect). Instead of translating all the data into English, I kept the chosen languages and 

interpreted the data in relation to the cultural representations and the meanings constructed to 

them in the source languages. Despite its complexity, this strategy allowed me to preserve and 

report the nuances of the data and report the meanings as constructed in the original data (Holmes 

et al., 2016; Shklarov, 2007). Being positioned as a multilingual speaker and an insider to the 

researched context, I was able to understand the cultural representations constructed in the 

original language during the data interpretations. During the data transcriptions, specifically 

teachers’ interview, I transcribed all the languages using Latin words than translated some selected 

extract to the English language. While reporting the data, I selected some excerpts and translated 

them to English to be included in the main body of the thesis. To test the validity of my translation, 

I sent extracts of each of my translation (from French, Arabic and Tamazight to English) to two other 

Algerian PhD researchers with similar interest and a university lecturer, speaking both Arabic and 

Tamazight languages. 

3.6 Presentation of the findings 

According to Cohen et al. (2018), research findings can be presented by research questions, 

instruments, or corpus. Given the comparative nature of this study, the findings will be presented 

in two chapters. In each chapter, the textbook data will be presented and interpreted, following 

Risager’s (2018) theoretically informed CDA framework. The first chapter presents the cultural 

representations constructed in the two English language textbooks. The second chapter presents 

the cultural representations constructed in the French language textbooks. The third chapter is 

devoted to answer the questions related to the comparative approach of addressing cultural 

representation in the French and English corpus, highlighting similarities and differences. The main 

findings will be triangulated with the supplementary data obtained from language policy 

documents and teachers’ interviews. This third chapter will also provide a discussion of the main 

findings in relation with previous studies in the literature. The rationale for following this 

presentation approach is its suitability to address the four questions in a triangulated way as related 

to cultural representation in each of the English and the French language textbooks.  
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3.7 Trustworthiness 

Qualitative and quantitative research approach rigour differently (Cohen, Manion and Morrison, 

2018). Unlike quantitative research, the concept of ‘’trustworthiness” in qualitative research is 

coined to refer to the validity and reliability of data (Guba and Lincoln, 2005; Merriam, 2009; 

Simpson and Tuson, 2003). To evaluate “trustworthiness” in qualitative research, Lincoln, and Guba 

(1985) suggested four criteria: 1) credibility, 2) transferability, 3) dependability, 4) confirmability.  

Credibility refers to the judgment that the findings are true and related to participants’ world views 

(Lincoln and Guba, 1985; Merriam, 2009). The most common strategy for ensuring the findings’ 

credibility is triangulation (Lincoln and Guba, 1985, p. 77). In this study, I used multiple sources and 

data instruments to avoid “the accusation that a study’s findings are simply an artefact of a single 

method” or a result of researchers’ bias (Patton, 1990, p. 470). I employed, textbook analysis, policy 

document analysis, and teachers’ interviews to examine thoroughly the cultural representations in 

the Algerian textbooks used for foreign language education. The findings from each data source 

were compared and triangulated.  

Transferability aims to ensure the thick descriptions that enable the applicability of the present 

study findings to other contexts (Creswell and Poth, 2018; Lincoln and Guba, 1985). Thick 

descriptions are a rich “narrative developed about the context so that judgments about the degree 

of fit or similarity may be made by others who may wish to apply all or part of the findings 

elsewhere” (Lincoln and Guba, 1986, p. 77). This research offers a holistic picture of the Algerian 

context, a detailed information about the participants and the documents analysed, therefore 

contextualising the findings and interpretations. All these contextualised information can provide a 

chance for readers to judge the transferability of the present study. Although the research findings 

are not generalizable in the statistical sense, the findings are transferable and can be useful to give 

some insights about other contexts (Marshall and Rossman, 2014). Another point worth mentioning 

here is that the data collected from the interviews might not be fully true to reality, because the 

teachers might give desirable answers. They may overstate the frequency with which they employ 

culture teaching techniques or address aspects of culture (Sercu, 2005). As a researcher, I made 

sure to ask many probe questions when necessary to get elaborated and expanded answers from 

the teacher-participants. 

Dependability is the equivalent of reliability in quantitative research (Cohen et al., 2018). It shows 

consistency of the findings that could be replicated in similar or different contexts (Lincoln and 

Guba, 1985). It can be achieved through keeping an “audit trial” to report and describe in detail the 
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research design, data collection, sampling, and procedures of analysis (Bryman, 2016; Merriam, 

2009; Shenton, 2004). In this thesis, I devoted an entire chapter to describe in detail the research 

methodology and design, therefore, readers can judge the dependability of the findings.  

Confirmability is concerned with ensuring that the data are not fabricated and based on the 

researcher’s bias (Lincoln and Guba, 1985). Although qualitative research acknowledges the 

importance of researchers’ subjectivities and its influence on the findings, the investigator should 

control the bias and ensure that the interpretations “are clearly derived from the data” (Tobin and 

Begley, 2004, p. 392). The most common strategies for enhancing dependability are member checks 

and researcher’s transparency about their biases and decisions. In this study, I have kept a reflexive 

journal to record all my decisions and my initial interpretation. These notes are checked by another 

PhD researcher, and I addressed the feedback accordingly. My supervisor also checked my analysis 

chapters, and I addressed the comments. I have also explained and rationalised my choices of 

research approach and research design as well as explained my position in this research. 

3.8 Position of the researcher  

In qualitative research, the researcher is described as “a kind of research instrument” co-

constructing meanings and interpreting the different perspectives (Duff, 2008, p. 239). Hence, the 

researcher positionality and role should be clarified in any qualitative research (Berger, 2015; Cohen 

et al., 2018, Creswell and Poth, 2016). According to Creswell (2014), reflexivity is the most common 

component for reflecting the researcher’s role. It refers to the researchers’ need to consciously 

reflect on how “their past experiences, point of view, and role impact their interactions with, and 

interpretation of any particular interaction or context” (Tracy, 2020, p. 2). In other words, 

researchers should acknowledge their subjectivities (and reflect on them continuously), and how 

they affect the research findings and shape the research project. In this study, a ‘self-reflexive’ 

journal was kept from the beginning of this research until its end. I was writing all my initial 

assumptions about the phenomenon investigated, the collected data and my interpretations of the 

findings. Keeping within the ethical frame of this research, I discussed my assumptions with other 

PhD colleagues and my supervisor that contributed to my reflexivity. Regarding my data and 

participants’ perspectives, I took the role of both an insider and outsider. The insider role enabled 

me to understand the meaning of the diverse cultural representations in both the Algerian English 

and French language textbooks. My status as an Algerian female allowed me to approach the study 

with the familiar experiences related to cultural, ethnic, and linguistic diversities in Algeria. Coming 

from an insider perspective helped me to understand my teacher-participants’ claims as I share -to 
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some extent- similar experiences and linguistic backgrounds (speak Tamazight, Arabic, French, and 

English). For example, when they use culturally coded words such as ‘you know’ followed with non-

verbal language, I was able to understand that they were referring to me as an insider to the 

Algerian culture and familiarity with the diverse cultural diversities. However, I reflected on my role 

as an insider by asking follow-up questions to ensure that my teacher-participants expand on their 

answers. In terms of my role as an outsider, I have used the different theoretical perspectives to 

inform my interpretations, decisions, and judgments about the textbook data. I tried to question 

the familiar and constantly refer to different theories to determine the meanings of the data and 

claims. 

3.9 Ethical considerations 

Qualitative research brings with it ethical issues, such as those associated with informed consent, 

privacy, and confidentiality (Ralliss and Rossman, 2003). Researchers are expected to employ high 

standards of academic rigor and behave with responsibility, honesty, and integrity (Creswell, 2014). 

This research followed the ethical procedures required by Southampton University, and an ERGO 

(Ethics and Research Governance Online) application was submitted. After obtaining an approval, I 

started approaching participants and collecting the data. I first wrote a recruitment post on a public 

Facebook of Algerian middle school teachers. I provided a general aim of the research and inquired 

the potential participants to contact me via texts or email. After I gathered the email addresses of 

participants (English and French language teachers), I emailed them the consent form and 

information sheet. They were given four weeks to consider whether to officially participate in the 

research, and they were encouraged to take the time to read the information sheet thoroughly 

before getting involved in the research. In addition, I ensured that the participants have received a 

full disclosure of the nature of the research, the risks, and benefits, with an extended opportunity 

to ask questions. The participants willing to take part in the research contacted me and joined the 

research after getting their consent by completing a consent form designed following the ethics of 

research and Southampton University research regulations. All the documentation given to English 

language teachers were written in English and all the documentation that was given to the French 

language teachers was written in French. In terms of the language used during the interview, 

participants were given the choice between the two national languages in Algeria (Arabic and 

Tamazight), and the two foreign languages taught in Algerian schools (French and English). 

Information and data provided by teacher-participants were stored in encrypted file on a password 

protected computer, with their names presented using pseudonyms in the thesis to protect their 

real identities. 
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3.10 Conclusion 

This chapter provided an overview of the research design and the methodological assumptions 

adopted in this research project. Starting with the rationale for selecting an interpretivist ontology 

and qualitative approach to conduct this research. I then explained in detail the research design, 

including data collection tools, rationalising the choice of qualitative content analysis and Risager’s 

(2018) theoretically informed CDA perspective to analyse the textbooks and the supplementary 

data (policy documents and interviews). Moreover, I addressed the challenges of researching 

multilingually, determining steps for increasing trustworthiness, and clarifying my position in this 

research. Finally, I explained how the research is conducted under the ethical consideration 

procedures. The next three chapters will present the findings and will provide answers for the four 

research questions using a triangulated approach.  
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Chapter 4 Cultural Representations in English Language 

Textbooks 

4.1 Introduction 

This chapter presents the findings of the analysis of the cultural representations in two Algerian 

English language textbooks. Risager’s (2018) framework informed the CDA textbook analysis. 

Within this chapter, a selection of visuals and texts from the textbooks are included across the 

chapter to provide examples and illustrations of how cultural representations are constructed in 

the EFL textbooks. This chapter is divided into six parts. The first part provides a contextualised 

description of the general cultural themes of the two English language textbooks analysed in this 

study. The five next parts are devoted for the five critical readings of the cultural representations 

of the English language textbooks. The chapter will conclude with the main findings obtained from 

textbooks. 

4.2 Description of EFL Textbooks 

4.2.1  Description of year 1 EFL Textbook 

My Book of English Year One is locally designed by the Algerian ministry of education for teaching 

English as a foreign language in all Algerian state middle schools. It is specifically intended for first 

year learners at middle school aged 10 to 11 years old. It was firstly published in 2016 by the Office 

National des Publications Scolaires, Algeria. The textbook designers are: Lounis Tamrabet (Head of 

the project, inspector of national education), Nabila Boukri (Middle School Teacher Trainer), 

Abdelhak Hammoudi (University Teacher), and Abdelhakim Smara (Middle School Inspector). The 

textbook consists of five sequences and a pre-sequence. It is organised primarily as a thematic 

textbook, and each sequence is organised around one theme. In terms of Objectives (as stated in 

the textbook), each sequence includes Communicative objectives and Linguistic Objectives 

(language forms + pronunciation). The sequences are theme-oriented, and they are the following:  

- Pre- sequence: Now, we have English!  

- Sequence 1: Me and my friends  
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- Sequence 2: Me and my family  

- Sequence 3: Me and my daily activities  

- Sequence 4: Me and my school  

- Sequence 5: Me, my country, and the world 

The pre-sequence introduces the pupils to the school environment (as this is their first year at 

middle school), and the English language classes (as it is their first year of learning English). 

Sequence 1 covers content related to making friends both at the local and international level. While 

sequence 2 is centred on the topic of family life, jobs and professions, sequence 3 presents content 

about daily activities of school children. Sequence 4 also covers content about school life from the 

perspective of school regulations, rights, and duties at school. The final sequence is about travel 

and tourism, and it highlights the touristic potential of Algeria and several countries. 

The titles of the sequences seem to indicate a learner-centred approach. In terms of the 

organisation of the socio-cultural content, the topics are discussed in relation to the learners as 

individuals, then their immediate environment, and last in relation to other countries and the 

world. There is a kind of hierarchy in terms of presenting the content (local, national, and then 

global). The themes are everyday themes, and the content is relatively simple. Probably this is 

because the learners are complete beginners in learning English. There are no authentic materials 

or documents used in the textbook as all the visuals and texts are written and designed by the 

textbook writers (this is clearly stated in the textbook). Given the age of the learners, some of the 

artwork may seem to be childish. Almost all the visuals in the textbook are cartoons, and the texts 

are in most cases short and accompanied by colourful visuals.  

4.2.2  Description of year 4 EFL Textbook 

My Book of English Year Four is designed by the Algerian Ministry of Education as part of the 

education reform of 2016. The textbook is specifically designed for teaching English as a foreign 

language to year four middle school pupils aged 13 to 14 years old, and it was first published in 

2019. It is locally designed by a commission of Algerian authors appointed by the Ministry of 

Education. The authors involved in the design of the EFL 4 English textbook are Tamrabet Lounis 

(Head of the project, inspector of national education), Boukri Nabila (Middle School Teacher 

Trainer), Smara Abdelhamid (Middle School Inspector), Chenni Abdelfetah (Material Writer), and 
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Chenni Dallel (University Teacher). The textbook embodies the competency-based approach and 

communicative approach to language teaching to a larger extent as it emphasises the learning of 

language skills for clearly defined communicative purposes, and these are outlined in the general 

objectives of the textbook. The textbook includes both texts written by the authors and materials 

adapted from novels, books, and online sources. In terms of structure, the textbook consists of 

three sequences, and each sequence is organised around a theme or topic. Below is a brief 

description of the content of the three sequences of the textbook:  

Sequence 1: Me, universal landmarks and outstanding figures in history, literature, and arts  

Sequence 2: Me, my personality and life experience  

Sequence 3: Me, my community and citizenship  

In terms of socio-cultural content, the textbook covers a wide range of themes. Sequence one 

covers two main themes universal landmarks and outstanding figures (in history and literature and 

art). The content is mainly represented via situations of travel and tourism to foreign countries. 

Sequence 2 is about life experiences, and the topic is presented through life stories of some 

influential figures in history, arts, and literature.  Sequence 3 deals with the theme of community 

and citizenship, and it covers content related to charity work, national solidarity, and ‘good’ 

citizenship values. The thematic orientations of the English language textbooks will be further 

discussed in the following sections presenting critical readings of the textbooks’ representations. 

4.3 National Studies Reading  

This section presents the national studies reading of the cultural representations of the two 

Algerian English language textbooks. The focus of the analysis is on the representation of countries 

and the country of learning in the textbooks. The section consists of two subsections, the first one 

provides an analysis of the first-year English language textbook while the second presents the 

findings of the fourth-year English language textbook.  

4.3.1 Representation of Countries in Year 1 EFL Textbook 

Countries from different parts of the world are represented in the first-year English language 

textbook including a total of 30 countries. These countries are diverse in terms of their geographical 

and political affiliations, but there is a focus on representing the largest economies in the world, 
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with a particular emphasis on English speaking countries. The representations range from a brief 

mentioning of the country to a more detailed coverage presenting some knowledge about 

countries. The representations include countries from all five continents, Africa, America, Australia, 

Asia, and Europe, but no clear connection between these countries is presented. Each country is 

presented on its own, with a set of factual knowledge about the country. Algeria, the country of 

learning has a prominent place in terms of visibility in the first-year English textbook.  

Most of the representations of countries provide pupils with some basic factual knowledge and 

information about countries. The representations present national culture elements emphasising 

national symbols. For example, Pupils are presented with several names of countries and 

nationalities (see Figure 1), and in some cases the capital city, map, flag, and currency are also 

mentioned. The approach to the representation of countries in the textbook is largely characterised 

by what Risager (2018) called “banal nationalism” as the countries are represented as isolated 

entities and focusing on national symbols. The political sense of the country is preferred in the 

representations. For example, countries such as Brazil, Russia, Congo, Spain, Japan, Morocco, 

Portugal, Germany, Bangladesh, and Saudi Arabia are briefly mentioned by presenting national 

symbols and national identity markers (see Figure 2). The extremely limited information provided 

about these countries are aspects that fall under the category of “banal nationalism” such as flags 

and currencies. The textbook includes visuals of 22 national flags and refers to 10 national 

currencies. Apart from the country of learning Algeria and ‘inner circle’ English-speaking countries, 

most of the other countries are briefly mentioned.  
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Figure 1: Representation of countries in EFL 1 

 

Figure 2: Representation of National symbols in EFL 1 
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Many of the textbooks’ representations of countries expose pupils to simple, essentialist, factual 

cultural information that relate to these countries. For example, there is a representation of four 

children from four different countries, Algeria, Nigeria, China, and America, each representing their 

own country (see Figure 3). Most of the first-year English language textbook content including texts, 

visuals, and activities are written by the textbook writers. Even though these texts are far from 

being authentic, it can be said that the representation attempts to represent different voices as 

every child presents their country’s currency, dishes, and celebrations. From a cultural perspective, 

this is an example of cultural comparison as pupils are represented with the local ‘national’ culture 

and other international cultures in one representation, which allow them to look at the local 

(national) country’s culture in relation to other countries’ (national) cultures. Thus, it might broaden 

their cultural horizons and understanding of countries’ material and product cultures. The intention 

towards contributing to the pupils’ knowledge about countries is clear, but this approach to the 

representation of cultures and countries sounds essentialist in many ways. It is an instance where 

these children (textbook fictional characters) are represented as representatives of their own 

country, nation, or even culture (national culture). Therefore, it can be said that this is a simplistic 

and essentialist approach to the representation of nations, cultures, and even individuals.  

This representation can also be seen an example of banal nationalism which reduces people to 

being representatives of their nations. Moreover, the representation looks at culture as equal to a 

country, as it follows the idea of one country = one culture which is very problematic. Perhaps the 

aim of the representation is to present cultural information about countries in a remarkably simple 

way relevant to the age and cognitive level of the pupils, but this cannot justify the stereotypical 

reductionist approach of representing cultures and countries. Another possible issue with this 

representation is the stereotypical representation of the Chinese child. While all other children are 

wearing casual clothes, Chen is wearing a traditional costume. The question here is why not all four 

children wearing traditional clothing? Why is the Chinese child represented differently from the 

others? Every country, nation, culture, or even ethnic group has traditional clothing, but they do 

not normally wear those every day. This representation may get the learners to think that Chinese 

people wear traditional clothing every day, and that they do not wear casual clothes which may 

lead to assumptions and stereotypes. Considering that Chen is represented as a representative of 

China, the representation may also get the learners to think that people in China are very bound to 

their traditions. The same is perhaps true for the representation of the American child with 

fireworks and flag. 
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Figure 3: Cultural information about countries in EFL 1 

The first-year English language textbook has a noticeably clear focus on representing English 

speaking countries. The most powerful target language countries also described as ‘inner circle’ 

countries are clearly favoured in terms of visibility in the textbook. The representations offer some 

basic geographical and factual cultural information about two main English-speaking countries, 

Britain, and America. The representation of these two countries is very touristic with an emphasis 

on landmarks, places of significance, and tourist attractions. The representations include references 

to 8 monuments and historical sites located in GB and the USA. Therefore, it can be said that the 

two countries are represented exclusively as tourist destinations for the learners. The 

representations aim at helping students to develop their cultural knowledge of English-speaking 

countries, but they are directed more clearly towards Great Britain which is the second country in 

terms of visibility in the textbook after Algeria. The representations offer information about 

countries, and pupils would gain knowledge about the English- speaking countries by working on 

the texts and maps. Apart from Great Britain and America, other English-speaking countries were 

briefly referred to in the textbook, including countries such as Canada, Australia, South Africa, and 

Kenya.  

There is a representation of the UK which comprises a map including the different nations of Great 

Britain (see Figure 4). The map highlights some of the famous monuments, cultural heritage, and 
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historical sites in GB. The map is simple, clear, and instructively coloured, and there are few photos 

of some famous places, and a picture of the Union Jack. Margaret, a British girl presents the 

monuments. Margret is a central fictional textbook character from the same age group of the pupils 

using the textbook. Even though the representation is not authentic, it can be said that the textbook 

writers attempted to represent the sites from an insider’s point of view. The flag of Britain is also 

accompanying the map, thus, the visual includes both territorial and national references to Great 

Britain. In terms of inclusion, the sites presented are from different parts of the land, but somehow 

Northern Ireland and Ireland are neglected. The representation includes sited from England, Wales, 

and Scotland, but there is no reference to any monument in Northern Ireland and Ireland which are 

also part of the British Isles. This might be linked to the choice of using the concept of Great Britain 

over United Kingdom or British Isles in the textbook. The aim of this representation is probably to 

raise learners’ knowledge about Great Britain as the representation introduces the learners to GB, 

its map, surface, parts, and famous sites. At this age, it might be the first time that the learners have 

access to this information. It is their first year of learning English, and it was deemed important by 

the textbooks’ writers to give pupils information about English speaking countries, which can raise 

their interests and motivation in learning English. These representations include simple cultural 

elements for beginners as it is not expected to find complex cultural ideas at this stage of learning 

a new language. It is clearly the geographical aspect that prevails in the presentation, and the 

country is exclusively seen as a tourist destination.  
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Figure 4: Representation of Great Britain in EFL 1 

In another representation related to GB, pupils are presented with a dialogue between Meriem (an 

Algerian pupil) and Margaret (a British pupil). Meriem is asking Margaret few questions to get some 

information about Great Britain; National dish, currency, famous monuments, celebration days (see 

Figure 5). Margaret mentions that the national dish in GB is roast beef and Yorkshire pudding, but 

there are no visuals of the two dishes, and the pupils are probably not familiar with these two dishes 

as they are not common in the country of learning Algeria. The representation also refers to 

Christmas and Easter as important celebrations in Great Britain, and this may lead the pupils to 

associate Christianity to GB. This cultural representation is a one-sided exchange of information 

about a country as the focus is exclusively about GB. Given the fact that the textbook is designed 

by a ministry of education of an Islamic country, it is quite surprising to find such an explicit coverage 

of Christian religious celebrations. This is very promising in terms of helping the pupils develop their 

religious and cultural understanding. 
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Figure 5: Cultural Exchange in EFL 1 

Unlike other countries represented in the textbook, the representation of Great Britain goes 

beyond the representation of national symbols and geographical touristic aspects of a country. 

There are also representations about education and schooling in GB, which introduces the pupils to 

a typical school day of Margaret, a British girl. Nevertheless, there are several representations of 

online communication between Algerian and British young people exchanging information about 

their countries, families, hobbies, and lifestyles. Moreover, there is a representation in which Omar, 

an Algerian child is receiving a visit from his British friend in Algeria, and representations about 

British families. 

Another example of the representation of English-speaking countries in the textbook includes 

information about monuments and historical sites in America (see Figure 6). In an email to Houda 

(Algerian pupil), Kathleen (American pupil) presents America by sharing information about the 

country and attached photos of some famous American monuments. The sites presented are all 

tourist attractions, and Kathleen describes her country, monuments, currency, celebrations, and 

food. This representation gives pupils insights about America as a country, and the information 

mentioned are of a cultural nature as it includes cultural products and artefacts such as historical 

monuments. Kathleen provides information about national dishes in America, and her favourite 

national dish is bull roast and chicken pot pie. The representation provides basic cultural 

information about America, which mainly falls under the simplistic and nationalist approach to 

culture meaning that it looks at “a culture of a country.” Given the fact that America is an 
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Anglophone country, the content covered in this representation refers to one of the target language 

countries. Although the tendency to consider English as an aspect directly linked to English speaking 

countries is highly questioned nowadays, it is important to note here that in the Algerian foreign 

language education context English is still heavily linked to Britain and America. The English varieties 

that are mainly adopted by the Algerian educational system are British English and American 

English, and this is perhaps one of the reasons for the emphasis on the representation of Great 

Britain and America in the English language textbook. The USA and GB are represented as target 

language countries, and this can be seen as an indication of an orientation towards ‘native 

speakerism’ approach to English language teaching. 

 

Figure 6: Representation of America in EFL 1 

In a slightly similar approach, Nigeria is also represented in the textbook (see Figure 7). This is an 

example of email exchange, Adaku, a Nigerian girl is sending an email to Razane, an Algerian girl. 

Adaku shares some information about her life. Adaku is also represented in a previous 

representation presenting her country Nigeria (see figure 3). She writes in her email “I speak 

English” without referring to any other languages, therefore, it can be said that Nigeria is 

represented in the textbook exclusively as an English-speaking country. The official language in 

Nigeria is English despite the Existence of other languages. This may lead the pupils to question the 

fact that an African country is an English-speaking country. Although it is not explicitly mentioned, 
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this can be an opportunity to explain to the pupils that English is spoken beyond the traditional 

central English-speaking countries (UK, America, and Australia) by highlighting that there are many 

other African countries that have English as an official language due to historical factors such as 

colonialism. Nevertheless, this may open discussions around the fact that English is an international 

language, a lingua franca, widely spoken all around the world and that nowadays English is no 

longer strongly associated with the ‘inner circle’ English speaking countries as it used to be many 

years ago.  

 

Figure 7: Representation of Nigeria in EFL 1 

Algeria, the country of learning has a prominent place in terms of visibility in the first-year English 

language textbook as most of the socio-cultural representations are centred on the Algerian 

context. The representation of Algeria in the textbook is approached from two different angles, one 

emphasising a touristic representation of the country, and the other one is more directed towards 

nationalism and patriotism. The tourist perspective highlights many local tourist attraction sites, 

with the aim of encouraging both local and foreign tourists to visit and discover Algeria. The 

representation of Algeria is also characterised by the political sense of the nation in the sense that 

there are representations that aim to cement national identity and inculcate patriotism for Algeria. 

National symbols and the markers of Algerian national identity are mentioned on several occasions 

probably to reinforce the sense of homeland, love, and belonging to Algeria. 

The representation of Algeria in the textbook is characterised by high culture aspects including 

monuments and historical sites, traditional food, and celebrations. The textbook refers to 15 

monuments and historical sites located in Algeria. For example, one of the representations 
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comprises a map of Algeria presenting few historical and cultural landmarks, mainly tourist 

attractions (see Figure 8). Even the title that precedes the visual reinforces the idea of the 

representation of these sites as touristic destinations by welcoming people and visitors to these 

sites. The map represents sites from various parts of Algeria, which indicates a kind of a balanced 

image of the country, without clear biases to any specific city or region of the country. It represents 

the local Algerian context aiming to raise the pupils’ knowledge about the local culture, their 

country, the famous monuments, and tourist attractions of their country.  

 

Figure 8: Representation of Algeria in EFL 1 

Another interesting representation of the country of learning in the textbook consists of a reading 

text about Algeria. The text is written inside the map of Algeria, implying that it is the voice of 

Algeria as a country that is heard throughout the text (see Figure 9). Algeria is presenting itself, and 

some of its sites, famous monuments, food, and some regional features. The representation aims 

at widening learners’ knowledge about their country Algeria, as it contains simple and informative 

content written by the textbooks’ authors. It sounds inclusive in its approach to the representation 

of Algeria as it accounts for the national and regional diversity of the country by referring to sites 

and monuments from different parts of the country. This can also be seen as an attempt to explain 

to the pupils that despite the local and regional diversities that exist within the country, they are all 

part of the same united nation and the regional differences merge into the local Algerian national 
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culture. Implying that the diversity within the country should be regarded as a richness and not as 

a threat to the unity of the nation. Moreover, the representation is of a nationalist nature because 

it aims to inculcate patriotism and love for the country by highlighting national and regional 

diversities in an incredibly positive manner. Furthermore, the representation also refers to the 

Islamic culture of the country (the old Islamic architectures are a proof of this religious belonging 

and affiliation to Islam), and Algerian ancient Amazigh history. 

 

Figure 9: Representation of Cultural diversity in Algeria in EFL 1 

Algeria is treated as a monolingual country as there is only one brief reference to Algeria as a 

multilingual country. There are few references to local and regional diversity in Algeria, but they 

are very shy attempts to the representation of linguistic and cultural diversity in Algeria. For 

example, the representation above highlights diverse regional features from North, South, East, 

and West of Algeria such as “Constantine in my East welcomes you with its special Malouf music” 

page 139. Malouf music is a musical genre belonging to the Andalusian classical music, and it is very 

common in Eastern regions of Algeria. Moreover, in one of the activities following the text “Discover 

my wonders,” the learners are required to answer the following questions: “What is the North of 

Algeria famous for? what about the South of Algeria…etc.” The activities are, thus, encouraging the 

learners to think and reflect about regional diversities in Algeria. The representations sound more 

like an attempt to acknowledge diversity by reiterating that all these diversities merge in the same 

nation and the same national culture. The textbook writers mentioned in the textbook forward 

(addressed to the learners / written in Arabic) that the English language gives the learners the 
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opportunity to “…communicate with your peers all over the world, so that you play your role in 

defining the elements of your national personality and its diverse historical, cultural and linguistic 

backgrounds, being proud of belonging to your homeland and open to cultures of others from 

different parts of the world” page 4. Although the representation of diversities is promising, it 

serves more a nationalist unifying agenda through the discourse of one country, one nation, and 

one culture. Moreover, there are several representations that invite and inculcate patriotism for 

Algeria, as the first-year English language textbook presents a very patriotic image of Algeria with a 

focus on patriotism, national identity, and love for the country. Perhaps the best example of this 

national identity approach is the flag of Algeria which is visible in several pages of the textbook. The 

pupils are also presented with a patriotic poem about Algeria written by the textbook authors (see 

Figure 10). The poem seems aiming to reinforce citizenship and love for the country and inculcate 

nationalism in pupils by creating a sense of national identity. 

 

Figure 10: Patriotic poem about Algeria in EFL 1 

The results of the textbook analysis show that the country of learning is represented throughout 

the textbook in relation to a diversity of topics and themes. Algeria is used as the main context for 

most of the textbook situations. There are references to Algerian families, education system, school 

regulations, and many other socio-cultural topics. Algeria is the first country in terms of visibility, 

frequency, and depth of representations in the textbook while Great Britain is second in terms of 



Chapter 4 

98 

 

visibility. These are the two countries that occupy a significant coverage and visibility across the 

first-year English textbook. The national studies reading of the textbook revealed that the 

representation of ‘foreign’ cultures in the textbook is limited to the coverage of aspects of surface 

culture such as monuments, food, and celebrations. Moreover, the representations also emphasise 

national features that distinguish cultures and countries from each other such as national flag, 

currency, food, and celebration days. Therefore, it can be said that the representation of countries 

in the first-year English textbook follows a banal nationalism and essentialist cultural approach.  

4.3.2 Representation of Countries in Year 4 EFL textbook 

Like the approach adopted in the first-year English language textbook, the tourist perspective is 

pervading in terms of the representation of countries in the fourth-year English language textbook. 

There are references to 19 countries from all over the world, and most of the representations of 

these countries are very touristic with an emphasis on landmarks and places of cultural and 

historical significance. All the represented countries are seen almost exclusively as tourist 

destinations. The link between most of these countries is a geographical relation as most of them 

are Mediterranean countries. Unlike the first-year textbook, the focus in the fourth-year textbook 

is not on target language countries and inner circle countries. The representations provide a set of 

basic factual cultural information about each country covered, via the situations of Algerian tourists 

travelling and visiting foreign countries and discovering several historical monuments and cultural 

landmarks. The textbook includes references to 20 monuments and historical sites from all over the 

world. Almost all the sites covered are listed by the UNESCO as universal world heritage sites. The 

intention towards contributing to the pupils’ geographical knowledge about countries is clear, as 

the pupils are likely to gain knowledge about several countries by listening to audio scripts, reading, 

and working on the texts and maps. The tasks and activities in the textbook are an opportunity for 

the pupils to learn basic cultural information and facts about several countries via doing 

independent search on the internet about countries and producing pieces of written work. 

Travel is represented as a means of cultural knowledge construction, and it is used in the textbook 

as a context for teaching new language expressions and presenting cultural information. The 

textbook covers several universal landmarks, places of historical and cultural significance located in 

several Mediterranean countries. For example, there is a representation which introduces pupils to 

Nabila (a textbook fictional character), an Algerian pupil that went for a summer holiday cruise in 

the Mediterranean. She has visited Italy, Turkey, and Spain. In a way, this representation 
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established the link between these countries and Algeria, as Mediterranean countries. From a 

language learning perspective, this is an opportunity for the pupils to learn some English vocabulary 

related to the means of transport that can be used to travel by sea (see Figure 11). It is also an 

opportunity for the pupils to learn about some Mediterranean countries, their capital cities, and 

other information about these countries. Firstly, Information is introduced to learners via listening 

scripts in which Nabila is describing her travel experience to her classmates. This cruise trip serves 

as a context to introduce the pupils to several countries, mainly, Spain, Italy, Turkey, and Greece. 

 

Figure 11: Holiday cruise Trip in the Mediterranean in EFL 4 

There are representations of Spain, including famous monuments, arts and literature, and 

celebrities. For example, one these representations introduce the pupils to a famous Spanish 

landmark “Alhambra,” which is listed by UNESCO as a world heritage site (see Figures 12). Pupils 

are required to listen to Nabila’s conversation to identify some facts about Alhambra. They are also 

given two photos of this landmark and are asked to write a caption with details about each photo. 

From a language skills perspective, the task aims to develop the pupils’ listening skills. These 

representations probably aim to give the pupils some cultural information and knowledge about 

some famous monuments in Spain. Moreover, the monument Alhambra is also referring to the past 

Islamic influence on Spain. The learners are presented with facts about the monument including 

that Alhambra is an Arabic word, and that it was the residence of the emirs of Granada. This 

highlights that Spain used to be part of the Islamic territory, known as Andalusia during Muslim 

occupation. The information provided to the learners also indicates that Spain was crucial meeting 

land between the Muslim and Christian worlds of the Mediterranean. The selection of this 

particular Spanish monument belonging to the Islamic architecture probably aims to shed light on 

the Islamic civilization and its spread in Mediterranean countries and cities during Muslim 
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conquests. The representation also refers to Muslim conquests and their settlement in North 

African countries.  

 

Figure 12: Representation of Spain in EFL 4 

Following a similar approach, the cruise trip is used to introduce learners to  Turkey, another 

Muslim-ruled Mediterranean country. The learners are presented with a conversation between two 

Algerian pupils talking about Nabila’s cruise trip. The conversation is mainly about a historical and 

cultural landmark, “Topkapi Palace” located in Turkey (see figure 14). The palace is a museum, and 

it is also listed by UNESCO as a historical and cultural world heritage site. Topkapi palace is 

represented in the textbook as the residence of the Ottoman sultans between the 15th and the 19th 

century. In addition, the textbook refers to the Ottoman Empire and its Muslim religious affiliation 

through representations of famous mosques situated in Turkey. This highlights the spread of 

Muslim empire and the achievements of the Islamic civilisation such as the Muslim architecture in 

both Spain and turkey.  

The same cruise trip is also used to introduce pupils to Italy, another Mediterranean country. The 

representation is about the leaning Tower of Pisa, a famous landmark in Italy, which is also listed 

by UNESCO as a world heritage site (see figure 13). The pupils are required to complete a fact file 

about the leaning tower of Pisa. Using the context of the cruise trip again, there is also a brief 

reference to Greece, more precisely the Greek Island of Mykonos. After working on the listening 

and reading comprehension tasks related to the cruise trip, learners are required to produce a piece 

of written work. The pupils are asked to prepare a text/presentation about an imagined cruise trip 

starting from Algeria and describe the itinerary. The pupils are asked to talk about different 

Mediterranean countries; therefore, they will do some independent online research to find 

information about other countries. The focus in the presentation of countries in the textbook is on 



Chapter 4 

101 

 

extending pupils’ knowledge of Mediterranean countries. Cruise trips are not common in Algeria 

(Third world country), as most people cannot afford the costs, and probably that is the reason the 

pupils are asked to write about “an imagined” cruise trip and not a real one. The cruise trip serves 

as a context to introduce pupils to several countries, mainly Mediterranean countries, several 

monuments and historical sites, celebrities, food, museums, and literary and artistic works.  

 

Figure 13: Representation of Italy in EFL 4 

 

Figure 14: Representation of Turkey in EFL 4 
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 The textbook also includes a simple colourful map, on which Mediterranean countries are 

highlighted with some famous monuments indicated (see Figure 15), and there are real photos of 

these well-known places and few celebrities. The map is a kind of a summary to consolidate the 

information they have covered about these Mediterranean countries in previous representations. 

Several other monuments and sites from various parts of the world are briefly mentioned in the 

textbook, including Eiffel Tower in Paris, Burj Khalifa in Dubai, the Great Wall of China, and Sultan 

Ahmed Mosque in Istanbul. The representation of countries in the textbook emphasises aspects of 

high culture that distinguish and set borders between cultures and countries. Therefore, it can be 

said that the textbook representations are more oriented towards territorial and national 

conceptions of culture. The textbook representations also promote Arab Islamic culture by 

emphasising on Muslim-ruled countries of the Mediterranean such as Spain and Turkey. The 

textbook keeps flagging the past Islamic background of Spain and Turkey to highlight the Muslim 

empire’s dominance over the Mediterranean Sea (Islamic territory). 

 

 

Figure 15: Representation of Mediterranean countries in EFL 4 



Chapter 4 

103 

 

Famous monuments and historical sites from English speaking countries are also represented in the 

fourth-year English language textbook. The textbook starts with an ‘imagined’ situation of 

international travel to the UK, more precisely Algerian middle school pupils visiting London (see 

Figure 16). The UK is represented in the textbook as a tourist destination for young Algerian 

learners. The representation introduces the means of transport used in Britain, namely, the double-

decker bus, and coach. There is a kind of imagined experience of a tour of London in an open-top 

double-decker bus. Double decker buses are always referred to as a particular feature of the UK 

transport as it is less common elsewhere. At first sight, the representation might sound a bit 

stereotypical and simplistic, because not all buses or coaches in the UK are red. The pupils are then 

required to listen to a script where an English tourist guide is presenting some of London’s famous 

landmarks and monuments, the city of Westminster, Westminster palace-London, house of 

parliament, The Thames River, Big Ben, and London (see Figure 17). The information that has been 

introduced to the pupils via listening is further consolidated through the reading of the speech of 

the English tourist guide. The tasks that follow this text/ speech give further detailed information 

about “Big Ben,” one of the main landmarks in London (see Figure 17). These representations thus, 

offer the pupils information to develop some knowledge about famous places in Britain (London), 

and some basic geographical information and historical knowledge about Britain. 

 

Figure 16: Representation of London buses in EFL 4 
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Figure 17: Representation of Britain’s famous Landmarks in EFL 4 

There are other English-speaking countries represented in the textbook. India is represented in the 

textbook (having English as an official language). The representation of India is completed different 

from the way Great Britain and Mediterranean countries are represented. While other countries 

were represented as tourist destinations, India is represented as an extremely poor country (see 

Figure 18). India is used as a context to present the issue of poverty for the pupils to raise their 

awareness. A visual representing a slum in India and a photo of an overcrowded classroom in India 

are included. These are the only representations of India in the textbook; thus, they have the power 

to draw in the minds of the learners this stereotypical image of India. India also has attractive 

touristic destinations, but it is not presented in an equivalent way to the other countries, rather the 

representations want to shed light to another completely different aspect, poverty. Perhaps one 

might question why India? There is certainly poverty in India, but this does not justify the 

stereotypical image of a large country like India. Poverty is also an issue for many other Asian and 

African countries (including Algeria), and it can be said that poverty is an issue in several countries. 
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Figure 18: Representation of India in EFL 4 

The country of learning Algeria is also represented in the textbook. There are 12 references to 

Algerian historical and cultural heritage sites, and monuments. For instance, there is a reading text 

that introduces the pupils to one of the Algerian famous landmarks, the Great Mosque of Tlemcen 

(see Figure 19). Pupils are asked to read the text about the monument, complete the bibliographical 

notes and a fact file about the landmark. The representation offers informative facts about a 

monument from the pupils’ local context. There is also a representation of another famous 

landmark from the pupils’ country ‘Roman Timgad’ (see Figure 20). This site highlights the Roman 

period in ancient history of Algeria. There is a fact file about the monument and the pupils are 

required to write a short descriptive text about the landmark using information provided and 

searching the internet. This will help pupils to develop their online research skills on how to browse 

the internet and locate reliable and trustworthy information. From a language skills perspective, 

this task is an opportunity for the pupils to develop their writing skills and consolidate what they 

have learned from the previous representations of monuments. They will probably use the 

vocabulary and expressions they have learned via the previous listening scripts and reading text. 

They will also learn how to write a descriptive text and how to represent one of their country’s 

famous sites. There is an aim to equip the learners to act as ambassadors for their country i.e., to 

represent their country to the world (see Figure 21). 
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Figure 19: Representation of an Algerian monument in EFL 4 

 

Figure 20: Representation of an Algerian historical site in EFL 4 
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Figure 21: Representation of learners as ambassadors of Algeria in EFL 4 

The textbook representations also have a patriotic approach to the representation of Algeria. For 

example, there is a patriotic poem about Algeria written by a famous nationalist figure Mofdi 

Zakaria, an Algerian political activist, poet, and writer. He wrote this patriotic nationalist poem 

during the period of French occupation of Algeria (see Figure 22). The representation includes the 

original Arabic version of the poem and its English translation, adhering with the concept of 

translanguaging. In terms of language skills, the tasks introduce the pupils to translation as they are 

asked to compare between the original and the translated version of the poem, using 

translanguaging for literacy approach. The learners are then required to translate the remaining 

stanzas using a bilingual dictionary; thus, they will learn how to use a bilingual dictionary to provide 

a translation of the poem. The poet is used as an example of national inspiration, and probably the 

aim of this representation is to raise the pupils’ awareness about their national history, national 

identity, and their local culture. It may also serve to inculcate the ideas of national identity and 

values, and love for their country as a translingual context. It seems that English language is 

represented as a vehicle for preserving national identity and language, by providing a translingual 

meaning (Arabic and English) to the Algerian patriotic poem. 
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Figure 22: Representation of Patriotic Poem about Algeria in EFL 4 

Moreover, there is a reading text about Algerian food and cuisine entitled “Algerian Cuisine, Table 

Manners and Hospitality: A Colourful Blend of Various Cultures” (see Figure, 23). As the body of the 

text illustrates, Algerian cuisine has been influenced by the various countries, civilisations, and 

cultures that has come to Algeria throughout history. Another interesting thing about the title is 

the way it links cuisine and table manners to cultures. The text is adapted from an online source, a 

website presenting information about food and eating in different countries around the world, and 

the text is a combination of some purposefully selected information to make a coherent text. The 

information about the history of Algerian cuisine is informative and sounds accurate, but the 

information about eating habits and mainly table manners (ways of eating) in Algeria does not 

sound accurate or at least not updated. Eating with fingers as stated in the text is very uncommon 

nowadays and very few families would seat at a low table for a meal. The text offers pupils some 

information and knowledge about their local context ‘culture.’ The pupils would be already familiar 

with some of the information of the text, but it might be difficult for them to relate to some of the 

content. It would be better to explain that the content is about traditional eating habits and table 

manners, as many of these habits might be different in present day Algeria. They can get pupils to 
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think and reflect about the past and present Algerian cuisine, eating habits, and table manners. The 

main topic of the text is food and eating habits, but the topic is dealt with from a very historical 

perspective. This representation may broaden the pupils’ knowledge about the origin of traditional 

food and eating habits, but also offers a glance at the history of Algeria and the different civilisations 

that once visited or ruled Algeria. The text presents Algeria as a country of ancient civilisations. With 

the succession of these different civilisations, Algeria has been a centre and crossroads of diverse 

cultures and people from whom Algeria inherited many traditions and cultural aspects including 

food and eating habits. Through this representation, the pupils will gain some knowledge about the 

local culture mainly, the Algerian cuisine and its origin. 

 

Figure 23: Representation of Algerian culinary culture in EFL 4 
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4.4 Post-colonial Studies Reading 

This section presents the research findings of the analysis of the cultural representations of the 

English language textbooks from a postcolonial perspective. The analysis is based on Risager’s 

(2018) framework for the analysis of language textbooks. It specifically looks at the representations 

of ancient and recent world history in the textbook including history of colonialism and imperialism. 

The section also focuses on the representation of history related to target language countries and 

the country of learning. It starts with the analysis of the representation of history in year one and 

then year four English language textbook. 

4.4.1 Representation of History in year 1 EFL Textbook 

The first-year English language textbook includes very few references to history. There are two brief 

references to international history through the mentioning of Nigeria and America’s national days. 

The history of colonisation of Nigeria is referred to in the textbook through the following sentence 

presented by a Nigerian girl (a textbook character); “My national celebration day is the first of 

October” page 130. This date marks the Nigerian Independence Day from the British Empire. There 

is also a reference to America’s History of colonialism through a similar approach, a sentence 

presented by an American boy (a textbook character); “My national celebration day is the 4th of 

July” page 131. This date marks America’s Independence Day from the British Empire. These are 

the only references in the textbook to the colonialist/ imperialist histories of the British Empire, 

Nigeria, and America. These representations are implicit references to target language histories i.e., 

the British Empire, as they are not directly linked to the British history of colonialism and 

imperialism. The representations of these two former British colonies are very brief, and they may 

go unnoticed by the learners. There are also references to countries that were former colonies of 

either the French empire or the British Empire, including India, Australia, Morocco, South Africa, 

and Egypt; but there are no references to their past colonial histories. 

The textbook also includes few references to Algeria’s national history. These historical accounts 

refer exclusively to the period of French colonialism of Algeria. In an equivalent way to the 

representation of Nigeria and America in the textbook, there is a reference to Algeria’s national 

day: “One of my national celebration days is the 5th of July 1962” (p. 130). This marks the date of 

independence of Algeria from the French empire, and the end of French colonialism of Algeria. In 

addition, the textbook also portrays representations of six Algerian nationalist figures, including 
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freedom fighters and military heroes that marked the period of French colonialism. There are two 

photos of Djamila Bouhired, one photo was taken when she was a young woman during the Algerian 

war of independence, and the other one is a recent picture of her (see Figure 24). Djamila Bouhired 

is a well-known Algerian militant during the war for independence as she is among the first Algerian 

female fighters in the Algerian Revolution. She is a nationalist who opposed the French colonial rule 

of Algeria and joined the Algerian national liberation front. There are also four photos of Hassiba 

Ben Bouali, Emir Abdelkader, Larbi Ben M’hidi, and Mostefa Ben Boulaid. These four figures are 

well-known influential people as military heroes and revolutionary leaders. The representation of 

these figures around the Algerian flag is very symbolic (see Figure 24), as it aims to glorify their 

resistance and remember their sacrifices for the nation. The representation of these five Algerian 

militants of the Algerian war of independence probably aims at reinforcing the remembrance of the 

Algerian history in the minds of the pupils. 

 

Figure 24: Representation of Algerian freedom fighters in EFL 1 

4.4.2 Representation of History in year 4 EFL textbook 

 Unlike the first-year textbook, the fourth-year English language textbook devotes an incredibly 

significant space for history. The emphasis is mainly on Algerian national history but there are few 

references to international history. The textbook’s historical accounts mainly relate to French 

colonisation and the sufferings of Algerian colonised people. It provides the pupils with 

considerable historical information about their country’s national history, and this will allow the 

pupils to gain knowledge about what happened in the past, mainly during the period of French 

colonisation of Algeria. The representations are varied including many testimonies, factual 

informative texts written by Algerian historians, literary texts adapted from novels, books, and 
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online sources. These representations offer opportunities for discussing about national history and 

colonisation in language classes. There are also few references to some aspects of Algerian history 

before colonisation, and this includes different civilisations that the country has known.  

The fourth-year English language textbook refers to ancient Algerian history by referring to several 

civilisations that once ruled and occupied Algeria. This includes Romans, Carthaginians, Muslim 

Arabs, Spanish, and Turkish Ottomans. The history of past presence of Romans in Algeria is 

represented through the representation of Roman historical monuments in Algeria. Therefore, the 

emphasis of the representation is on the civilisational and cultural historical heritage of Romans in 

Algeria, and not on oppression and colonisation. Carthaginians, Muslim Arabs, Spanish, and Turkish 

Ottomans are also represented in a comparable way, with emphasis on the influence of those 

civilisations and cultures on Algerians. There is a reading text about Algerian cuisine (see figure 23) 

referring to it as a colourful blend of various cultures due to the presence of the above-mentioned 

civilisations and cultures. This is stated in the opening sentence of the text “Algerian cuisine traces 

its roots to various countries and ancient cultures that once ruled, visited, or traded with the 

country.” The text is about food and cuisine, but it follows a historical approach in representing 

those civilisations. The text also highlights that the Berbers (Amazigh) were Algeria’s earliest 

inhabitants, and then other civilisations were introduced, and the following sentences are used to 

represent them:  

- Carthaginians: “The introduction of semolina wheat by the Carthaginians (who occupied much 

of northern Africa) led the Berbers to first create couscous, Algeria’s national dish.” 

- Muslim Arabs: “Muslim Arabs arrived in Algeria in the 600s, bringing exotic spices such as 

saffron, nutmeg, ginger, cloves, and cinnamon from the Spice Islands of eastern Indonesia”. 

- Spanish: “Fruits such as oranges, plums, and peaches were brought across the Mediterranean 

from Spain during an invasion in the 1500s”. 

- Turkish Ottomans: “Sweet pastries from the Turkish Ottomans and teas from European traders 

also made their way into Algerian cuisine around this time.” 

- French: “In early 1800s, Algerians were driven off their own lands and forced to surrender their 

crops and farmlands to the French.  

According to the text, the above civilisations, each had its own influences on Algerian culinary 

culture. They were all armed invasions to Algeria, and a sort of forced colonisation; but they are 
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represented differently in the text. Among the five civilisations and invasions mentioned in the text, 

it is noticeable that only the French presence is represented as a forced one that negatively 

impacted on Algerians. For example, there is a need to question the words used to represent 

Muslim Arabs and the French. Using the word “arrived” to represent Muslim Arabs sounds a bit 

controversial as this arrival was not pacific. It was a military conquest of the country, and 

inhabitants of the country at that time resisted the Muslim occupation and there were many wars 

among the two groups. Muslim Arabs did not arrive to Algeria to bring spices but to spread the 

Islamic religion and occupy the land. Similarly, the Turkish Ottomans did not come to Algeria to 

bring sweet pastries only, it was a military occupation, and Algeria was ruled by the Ottoman Empire 

for years. The textbook representations regard civilisations and occupations before the French from 

the perspective of cultural and civilisational historical heritage of the country. Only the French 

presence in Algeria is categorized as colonisation in the textbook, with an emphasis on the 

detrimental consequences of this occupation and the sufferings of Algerians during this period.  

The representation of history in the textbook presents a very patriotic image of Algeria with a range 

of biographies of freedom fighter heroes and nationalist writers’ testimonies and painful 

experiences during the period of colonisation. French colonisation is represented as an incredibly 

sad and tragic part in Algerian national history throughout the textbook. It presents the national 

memory of the learners’ own country which is portrayed through the life experiences of famous 

nationalist literary figures that lived during that period. For example, the following sentence is 

emphasising colonisation as a painful experience for those that lived in that period “For many 

Algerian writers, French colonialism has been (painful) life experience” page 76. There is also a short 

text about colonialism and freedom fighters and the painful experiences of people during the war 

against the French army (see figure 25). Looking at the expressions used in the paragraph to refer 

to colonisation (painful experience, human misery and suffering, terrible war experience), there is 

an aim to highlight the devastating effects of French colonisation on Algerian people. Thus, 

colonisation is represented as a terrible experience for the people that experienced it as they are 

still suffering nowadays. It aims to develop learners’ knowledge of the national memory and history 

of their own country. The pupils are likely to understand the content of the paragraph as it relates 

to their local history. Probably many of the target learners have family members or relatives that 

were freedom fighters or at least they have heard stories and testimonies from people themselves. 

This kind of representations probably aim to create a sense of togetherness and belonging to the 

same community via a shared national history. It is worth noting here, that the pupils have covered 

content about French colonisation, Algerian revolution, freedom fighters, and many other aspects 
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of national history in history classes. Therefore, it can be said that the content is not new for them, 

but it is deemed necessary by the English language textbook writers to reemphasise the painful 

experience of colonisation in this language textbook. These kinds of nationalist historic discourses 

are common in history textbooks, but not so common in language textbooks.  

 

Figure 25: Representation of Algeria under French colonialism in EFL 4 

 The fourth-year English language textbook represents the colonial history mainly through Algerian 

post- colonial literature written by famous literary figures that lived during the period of French 

colonisation of Algeria. The textbook opts for a story telling testimonies approach, presented by 

three Algerian novelists namely, Mohamed Dib, Kateb Yacine, and Zohra Drif. For example, through 

the representation of Kateb Yacine, the textbook aims to raise the pupils’ awareness about the crisis 

of identity that Algerian school children that went to French schools in Algeria experienced during 

the French colonisation of Algeria. The pupils are required to listen to an interview between a 

French TV journalist and Kateb Yacine (see figure 26). Yacine is talking about his childhood 

memories highlighting the colonial period of Algeria and the conflict of identity that he faced as a 

child during that period, and he refers to a conflict that existed between two worlds in which he 

lived: his Algerian mother’s world (representing Algeria at home) and his French schoolteacher’s 

world (representing France at school). He talks about how his mother and schoolteacher 

represented for him two “worlds,” with different cultures, religions, languages, and traditions. After 

listening to the interview, pupils are asked to think and reflect on the differences opposing the two 

“worlds” which affected Yacine’s childhood. The post-listening comprehension questions require 

the pupils to reflect about the childhood of the writer and analyse his life events to understand his 

identity crisis and struggle during the period of colonisation. The identity crisis that the writer is 

talking about was due to the French school policy. Yacine attended the French school which had a 

policy of creating a Franchised Algeria by eliminating all markers of Algerian national identity. The 

writer struggled as a child because (according to his description) he was living in “two worlds,” two 

different national identities, and two distinct cultures (see Figure 26). His mother represented 
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Algeria and his teacher representing France, so he was confused and unable to manage the Algerian 

identity at home and the French identity at school. The representations highlight the attempt of 

the French authorities to alienate the Algerians from their national Algerian identity and their socio-

cultural values. The aim of this representation and these tasks is probably to raise the pupils’ 

awareness of their national identity, and how important a national identity can be in an individual’s 

life. The pupils are asked to write a short paragraph about Yacine’s childhood memories and 

experiences during the period of French colonialism of Algeria, and how his experience in prison 

affected his writing when he grew up. 

Yacine is a famous Algerian writer, and he devoted several of his books for the period of colonialism 

and the history of Algeria. His painful experiences as a child led him to become a writer to write 

about injustice, and war crimes committed by French authorities against the Algerian population. 

The representations of post-colonial literature also invite the pupils to think and reflect about the 

significance of literature to an individual’s cultural identity, national history, and life experiences, 

and invite them into a deeper understanding of the circumstance around the production of these 

literary works. 

 

Figure 26: Representation of French assimilation policy in Algeria in EFL 4 
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In a similar representation to Yacine’s, Zohra Drif talks about her childhood memories and 

experiences during the period of colonisation. She is an Algerian nationalist female activist and 

freedom fighter. The representation is a reading text adapted from her novel “Inside the Battle of 

Algiers: Memoir of a Women Freedom Fighter.” The selected text is about Algerian national history 

during the period of French colonialism (see Figures 27 and Figure 28), and it is a testimony of Drif 

talking about her experiences during the period of the French occupation of Algeria. For the reading 

comprehension questions and tasks, the pupils are asked to think and reflect about the period of 

colonialism and the Othering/ discrimination that Algerian pupils suffered from in French schools. 

Very few Algerian pupils were admitted to French schools during the period of colonisation, and 

some of them if not all of them experienced the issue of ‘Otherness’ to some extent. In the text, 

Drif explains how she felt disappointed and offended when she realised that her classmate, 

supposedly her friend, regards her as the ‘Other,’ stereotyped by the ‘Arab.’ This kind of ‘Otherness’ 

functioned as a marker of discrimination and social exclusion for Drif as she was faced by a sad 

reality having to experience this othering as a child. The representation provides an example of the 

othering and discrimination that Algerians experienced during French colonisation. Although there 

was an assimilationist approach which was supposedly aiming to integrate Algerians into French 

society, the representation highlights that Algerians were regarded as inferior, there was always 

some kind of discrimination and othering in play. The aim of the representation is probably to get 

the learners to understand the difficult and painful experiences of Algerian children and people 

during colonialism and the war of independence. This representation will make pupils aware of 

their national history and local context. Moreover, the representation introduces the learners to 

the complex concepts of othering and discrimination. The pupils are required to search the internet 

for more information about Zohra Drif. This will probably help them to know more about this 

nationalist figure, and thus, learn more about their national history. The pupils are also asked to 

write a letter to her to get more information about her childhood memories and experiences during 

the French occupation of Algeria.  
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Figure 27: Representation of a Famous Algerian freedom fighter in EFL 4 

 

Figure 28: Representation of Zohra Drif in EFL 4 
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After covering the content about the life experiences of Yacine and Drif, the pupils are asked to 

think, reflect, and compare the experiences of these novelists and their childhood memories about 

the French or European world. Thus, the pupils will think and link the experiences of both famous 

figures and what they have learnt from their personal experiences during the French occupation of 

their country. As the following quotation from the EFL 4 textbook illustrates, the intention behind 

the inclusion of such content in the textbook is to get the learners to develop the following the 

attitudes (see Figure 29): 

- Valuing a common historical heritage and a national collective memory of suffering and 

struggling against colonialism 

- Valuing the role played by national historical figures in the fight against colonialism… 

- Raising awareness of the importance of memory in shaping the identity of a nation 

- Raising awareness of the importance of safeguarding national identity.” (EFL 4 Textbook, p. 85) 

This task probably aims to get pupils to think and reflect about their national history and raise their 

awareness about their national identity and the sufferings of Algerian people during the period of 

colonisation. The task will likely get the pupils to reflect about the culture of assimilation and crisis 

of identity that Kateb Yacine Faced and, the othering and discrimination that Zohra Drif 

experienced. The textbook writers highlight that the inclusion of content about the Algerian 

national history is meant to raise learners’ awareness about their national history and present the 

national collective memory to reinforce national identity.  
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Figure 29: Representation of Algerian national core values in EFL 4 

In addition to the coverage of Algerian history during the French colonialism, the fourth-year English 

language textbook includes references to the history of occupation and oppression of Palestine. 

There is a reading text about a Palestinian refugee from the west bank (see Figure 30). The text is 

written by Yara Jouda, a Gaza refugee which means that the information is represented from an 

insider’s perspective. Yara is talking about the life and dreams of Palestinian children living under 

occupation. She mentions the wrongs and injustices done by the occupiers to the Palestinian 

people, clearly stating that “Occupation is a painful experience for Palestinian children.” There are 

several expressions in the text that are used to represent the sufferings of children in war and 

conflict situations, and the occupation as painful using expressions such as “…the name of dead 

Palestinian children who didn’t have enough time to enjoy life”, “…military offensives”, “…to fight 

against those who stole our land”, “destroyed our houses and killed our families and friends”, “they 

made us refugees”. The aim of the representation is to get pupils to think and reflect about the 

situation of the Palestinian children and refugees. Yara mentions in the text that her writing is “a 

way to tell our true story to the world,” and she ends her text by the following statement “I hope 

that my message reaches your hearts and makes you understand our situation in Gaza.” The 
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intention behind the text is to get her voice and the voice of Palestinian children heard by people 

from around the world. The selection of this particular text to be included in the Algerian English 

language textbook can lead to many interpretations. It can be said that the text describes the 

situation of Palestinian children to raise the pupils’ awareness about the sufferings of these children 

and to condemn the occupation of Palestine. Furthermore, the use of an emotion-loaded text is an 

efficient way to get the learners emotionally involved so that the message reaches their hearts, and 

this is probably the intention of both the text writer and the textbook writers that selected this text 

to represent the Palestinian case. The content of the text is rather simple, and looking at the age of 

the text writer, Yara, she is 15 years old, thus she is from the same age group of the learners using 

the textbook 14 to 15 years old. This is likely to get the pupils to relate to the content, and even to 

compare their life in a free state and the life of the Palestinian refugees under occupation. This 

representation is set to raise the pupils’ awareness about wars through the testimony of a Gaza 

refugee child. The pupils are also required to reflect about political status and condition to 

understand the difference between a free citizen, a refugee, and an immigrant.  

 

Figure 30: Representation of Palestine in EFL 4
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As mentioned above, the text is about the occupation of Palestine, but there is no reference to 

Israel in the text and the follow-up comprehension questions. There are other references to the 

case of Palestine across the textbook, but again there is no single mention of Israel or Israeli people 

but rather the representations use only the words occupation and enemy. The representation of 

the case of Palestine in the textbook does not sound neutral or bias-free, as the representations 

are clearly taking position in favour of Palestine. For example, the use of expressions such as “the 

wrongs and injustices done by the occupiers to the Palestinian people” clearly highlights this position 

which condemns the occupation of Palestine. In terms of international politics, the Algerian 

government does not recognise the existence of Israel as a country, and even maps in school 

textbooks do not include Israel but rather Palestine. Given the fact that the textbook under analysis 

is published by the Algerian government, it is in line with the position of the government in relation 

to the case of Palestine. It would be rather surprising to find conflicting or contradicting messages 

between government policies and textbook content on this matter as the textbook content is 

scrutinised and follows strict content checks by educational bodies assigned by the government. 

The representation of Palestine in the textbook is a reference to the Algerian international politics 

relations and especially its indefinite support for the Palestinian cause. The pupils are also further 

involved in thinking and reflecting about the reaction of the world about the Palestinian occupation, 

and whether the world has some responsibility and has done something about the situation in Gaza. 

They are required to discuss this with their classmates during classroom discussions. 

After reading the text about the Gaza Refugee, the pupils are asked the following question (Has 

Yara’s message “reached your heart”?). Therefore, the intention of the representation is to raise 

learners’ awareness about the Palestinian cause, and to build a sense of empathy and solidarity 

towards Palestinians. Apart from the reading text written by Yara Jouda and the reading 

comprehension questions related to it, there are other occasional brief references to Palestine in 

the textbook including the following examples:  

- “I feel so helpless when I see the children of Gaza on TV because there is nothing, I can do to 

change their miserable lives” (p75). 

- “Many countries solemnly condemned the enemy’s attacks on Gaza last autumn” (p110). 

- “…I want to become a Humanitarian …worker…I want to help children who are suffering from 

war and poverty all over…the world, especially the children in Palestine…” (p 30). 

The above-mentioned sentences are used to serve as examples in textbook activities. The position 

is again in favour of Palestine, as the content is highlighting the sufferings of Palestinians, their need 



Chapter 4 

124 

 

for help and support, and the need to condemn the enemy’s actions on Palestinians. These kinds 

of representations are likely to get the learners to develop a kind of empathy and solidarity with 

the Palestinian people, and thus condemn the Israeli’s occupation of Palestine and regard it as an 

unlawful oppression and categorise it as a colonisation. This aligns with the position of the Algerian 

government in regard of the Palestinian case, as it categorises the presence of Israel in Palestine as 

a military colonisation, and it recognises the rights of Palestinians for independence. This is further 

illustrated in the textbook as there is a comparison between the colonisation of Algeria and the 

colonisation of Palestine which implies in a way that these two cases are of a similar nature. The 

pupils are required to compare the experiences of the Algerians Kateb Yacine and Zohra Drif with 

the Palestinian Yara Jouda. “How did each of the young Kateb Yacine, Zohra Drif and Yara Jouda 

decide to fight the military occupation of their countries by foreigners?” This question will get the 

pupils to explore the links between these three situations, three people, and two countries. By 

comparing the childhood and life experiences and memories of these three figures, the pupils will 

probably identify many similarities as they are all talking about the pains and suffering that children 

and people endure during wars and military occupation of their countries.  

Besides the representations of Algerian national history and Palestine, the fourth-year English 

textbook also refers to other international history. There is a representation about the first and 

second world wars, through the story of Milada Horakova and her daughter Jana Horakova- Kansky. 

Milada was a Czech political activist that was executed by the nation’s communist party in 1950. 

The representation focuses on a letter sent from Milada to her daughter Jana before her execution. 

In her letter, Milada gave Jana who was 15 at that time, some important life advice. The 

representation highlights the painful experience (imprisonment and execution) of Milada during 

the Second World War. The pupils are required to search on the internet about the life story of 

Milada and write a biography. In their search, the pupils are likely to read information about 

Milada’s political life, First World War, Second World War, communist, and Soviet Union. Through 

the painful life experience of Milada and Jana, the representations provide the learners with some 

information about the First and Second World Wars. Although these are direct references to 

international history, the focus of these representations is on the pieces of advice provided by 

Milada, and how useful are they in shaping the personality and character of a young person by 

getting the pupils to reflect on them and provide their opinions. Given the fact that Jana is 15 years 

old, the same age group of the pupils, the pieces of life advice provided by her mother Milada 

sounds appropriate for the pupils using the textbook.  
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The fourth-year English textbook also refers to countries, nations, and empires that were colonizers 

and colonized. There are references to the Ottoman Empire, Britain, Spain, and India; but there is 

no direct reference to their histories of colonisation and imperialism.  

4.5 Cultural Studies Reading  

In the following section the characters and celebrities used to people the English language textbook 

are analysed to find out whether the representations value diversity and differences.  

4.5.1  Representation of socio-cultural identities in year 1 EFL textbook 

The characters used to people the first-year English language textbook are predominantly school 

children with few adults. The people represented in both text and images display diverse social and 

cultural identities. The textbook representations refer to several visible identity parameters 

through the artwork (including race, ethnicity, and disability). The texts also provide information in 

relation to the represented people’s identity affiliations (religion, profession, and education). 

Through visual representations, the textbook probably aims to make pupils aware of ethnic and 

racial diversity at both the local and global level. Moreover, the textbook representations provide 

some opportunities to educate about ‘diverse diversities. 

Most people represented in texts and artwork are Algerian young people of the same age of the 

learners depicting 94 children (see Figure 31). These representations feature schoolchildren within 

the Algerian school setting performing different school life activities such as attending classes, 

working on group projects in the library, and everyday interactions in the schoolyard. The 

representations also include few conversations between pupils in undefined places and times. The 

clothing and the names of the characters are the main indication of the Algerian context (in addition 

to the Algerian flag which is represented in several of the artworks representing schools). The 

clothing of the school children represented through the artwork features the Algerian school 

uniform as the children are wearing school aprons (pink for girls and blue for boys). Furthermore, 

the names given to the fictional textbook characters are mostly ‘typical’ Algerian names such as 

Rania, Meriem, Djamel, Houda, Khaled, Leila, Yacine, and Amel. 
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Figure 31: Representation of non-fictional characters in EFL 1 

There are also few foreign young people represented through texts and artworks. Most of the 

foreign characters represented in texts are identified as foreigners via the information provided 

about them. A total of fourteen foreign young people is represented in texts, and their national 

affiliations are clearly stated such as Margaret, Peter, and Susan (Great Britain), Jack (Canada), 

Adaku (Nigerian), Chen (China), Steve and Kathleen (America), and the other six foreign characters 

are briefly mentioned in the textbook and there are no visuals representing them. This includes 

Michel (France), Carlos (Spain), Bonnie (America), Santos (Brazil), Annitah (Kenya), and Harry 

(Australia). An important observation here in relation to the foreign characters designed and 

selected by the textbook writers to people the textbook is that the characters are mainly 

representing “Westerners” i.e., of European and American origin. There are only two characters 

from African countries (Annitah and Adaku) and one character from Asia (Chen). There is no 

attempt to include textbook characters from the Middle East or any Arab country. This is very 

surprising as Algeria is identified as an Arab country by constitution. The visuals used to represent 

young people in the textbook are mainly cartoons representing textbook’s fictional characters with 

a very few real images of children. The inclusion and prominence of the representations of 

schoolchildren and content about school life in the textbooks can be justified by the relevance of 

the topic to pupils’ life and age. 
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Figure 32: Representation of Fictional Characters in EFL 4 

The textbook fictional characters representing Algerian and foreign children are indicating racial 

and ethnic diversity. For example, there is a visual representing a group of twelve children in 

relation to having friends from all over the world (see Figure 33). They are, presumably, from the 

same age group of the learners using the textbook, and they are forming a circle around a picture 

of the globe. The representation of the children implies that they are from different countries or 
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parts of the world, but their national affiliations are not known. This representation can be subject 

to many interpretations, and it can be seen as an attempt to highlight diversity and tolerance with 

people from diverse backgrounds. It is adopting an inclusive approach in terms of representing 

ethnic and racial diversity as the image represents characters with different skin, hair, and eye 

colours. The ethnicities of the children are unidentifiable, but it can be said that they are from 

different ethnic and racial backgrounds based on the visible physical identity parameters. The intent 

of this representation and the cultural, social, and pedagogical messages it aims to transmit to the 

learners are multiple. It probably aims to encourage the learners to make friends with people from 

various parts of the world, as it is accompanied with the following statement “I respect the opinion 

of my friends from all over the world” p. 102. Furthermore, the children from diverse backgrounds 

are holding hands and smiling to each other, which is likely projecting tolerance, mutual 

understanding, and an acceptance of diversity. It represents the learners around an image of the 

globe, and this is positioning the learners as global citizens. 

In a similar representation, the textbook represents diversity in Algeria. There is an artwork 

representing another twelve children in a circle, accompanied by the statement “I show friendship 

to my classmates.” In terms of physical features given to the characters, it can be said that they are 

from different racial and ethnic backgrounds (see Figure 33). The children represented have 

different hair, skin, and eye colours. This is both representing and acknowledging ethnic and racial 

diversity in Algeria. This is likely to raise the learners’ awareness about diversity within the local 

context of their country. This representation is very promising because Algeria is a racially and 

ethnically diverse country, and school children need to be educated on this matter. The inclusion 

of ethnic and racial diversity is promising, but the representations are simplistic and there is no 

open discussion about diversity.  

 

Figure 33: Representation of children from all over the world in EFL 1  



Chapter 4 

129 

 

The same representation is also adopting an inclusive approach in relation to disability as one of 

the twelve children represented is a wheelchair user. There are also four other representations in 

the textbook featuring wheelchair users. One of them is representing an Algerian classroom setting 

(see Figure 34), probably in the first day at school as the teacher and pupils are introducing 

themselves to each other. Among the pupils represented in the classroom, there is one pupil in 

wheelchair. The classroom is represented as an inclusive setting that promotes equity and 

heterogeneity. The representation of the pupil in a wheelchair in the classroom shows or at least 

attempts to show an inclusivity in the school environment. In a way, this representation is claiming 

that the school setting in Algeria should be an inclusive environment to all people regardless of 

disability. It is not always the case in Algerian schools, but the textbook authors are probably trying 

to transmit a message to the pupils to raise their awareness on this matter. This will get the learners 

to think and reflect about people with special needs and how their needs should be addressed in 

the school environment.  

Another representation of disability consists of an online communication between two textbook 

characters, one Algerian girl (Razane) and a British girl (Susan). Susan is portrayed in a wheelchair 

(see figure n). The representation of textbook fictional characters with disabilities is probably an 

informed attempt by the textbook writers to raise the learners’ awareness about disability. 

Disability is only represented in the textbook by representing wheelchair users with no reference 

to other forms of disability. The decision behind the inclusion of wheelchair users is probably 

related to the fact that it is easy to represent in the textbook via the artwork and the learners can 

easily spot it as well. The representation of people with disabilities in the textbook aim to provide 

the learners an education about inclusivity. In relation to the Algerian context, recently there is a 

decision to integrate pupils with special needs in regular schools when possible. The tendency in 

Algeria in previous years was that pupils with disabilities had to attend separate special schools. 

Accordingly, in recent years pupils with special needs started studying alongside their same-age 

peers in regular schools. Therefore, it can be said that the textbook representations of disability are 

raising the learners’ awareness and promoting individual differences and diversity for an inclusive 

Algerian school environment.  
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Figure 34: Representation of people with disabilities in EFL 1 

The adult people represented in the textbook include celebrities and famous people associated 

with the local culture. The analysis shows that there are seven references to famous people in the 

textbook, and they are all Algerian figures. There are no references to any celebrity or famous figure 

from any other country in the textbook. Five out of the seven Algerian famous figures represented 

in the textbook are militants in the Algerian war of independence. This includes Emir Abdelkader, 

Mostefa Ben Boulaid, Larbi Ben M’Hidi (three Algerian revolutionary leader), Hassiba Ben Bouali, 

and Djamila Bouhired (two female heroes of the Algerian war for independence). There is also a 

representation of Adelhamid Ben Badis, an Algerian thinker, nationalist, and religious leader. All six 

figures are represented as national heroes and icons of national identity and history. These 

representations aim to get the learners to know and remember the sacrifices of these national icons 

and to be proud of their history.  

 

Figure 35: Representation of famous Algerian national historical figures in EFL 1 
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In terms of celebrities, there is one reference to Riyad Mahrez, a famous Algerian professional 

football player (see Figure 36). He is currently playing for Manchester City (UK), but he is also the 

captain of the national Algerian football team. He is represented in the textbook wearing the 

national Algerian football team’s T-shirt, and there is no reference in the textbook to the fact that 

Mahrez plays in Great Britain. Therefore, it can be said here that Riyad Mahrez is represented as an 

Algerian icon. Football is the most popular sport in Algeria, and Riyad Mahrez is one of the idols for 

a lot of Algerian youths. Almost all the visuals in the textbook are cartoons, but it is worth noting 

that all the visuals representing celebrities and famous people are real photos. There are no 

references to foreign outstanding figures in history, literature, and arts. 

 

Figure 36: Representation of Algerian football celebrity Riad Mahrez in EFL 1 

Apart from famous people and celebrities, the textbook represents few adult fictional characters, 

mostly representing teachers and family members. In relation to family life, the textbook includes 

representations of Algerian and European families. There are two main representations of Algerian 

families. The first one featuring a family with three children and the other one representing a large 

family of five children. For example, Omar’s family is represented as a large family which can be 

regarded as a “typical” Algerian family (see Figure 37). Algerian families tend to be large, but 

nowadays it is not always the case. In both representations there is a reference to the grandparents 

as part of the same household which implies that the grandparents live with the small family which 

is common among Algerian families. Therefore, the representations are considerate of the socio-
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cultural context as the representation of the family can be easily related to the local culture’s 

perspective of a family.  

 

Figure 37: Representation of an Algerian family in EFL 1 

Unlike the representations of Algerian families, the European families are represented as nuclear 

families with only parents and their children. For example, there is a representation of four 

European Families (see figure n), one of them is a British family (the Johnsons family). The surnames 

of the other three families indicate that they are European families (The Williams, The Taylors, and 

the Wilsons). They may sound like British or American names, but there is no explicit indication to 

the families’ origins or nationalities. The families represented have between three and five children. 

“The Johnsons family is a large English family as they have five children, two sons and three 

daughters, and they have got a black and white dog” page 66. Noticeably, the representation goes 

beyond the stereotypical tendency to represent European families as small families with two 

children. Another important observation here is the fact that all four families are represented 

having pets. This is a reference to the culture of pet keeping, which is common among European 

families, and less common among Algerian families (although one of the represented Algerian 

families has a pet cat).  
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Figure 38: Representation of European families in EFL 1 

Unlike the Algerian family, the European family is represented as racially and ethnically diverse. The 

fictional textbook characters representing the families have different physical features in relation 

to skin, hair, and eye colours. Furthermore, the representation of the European characters goes 

beyond the stereotypical tendency to represent Europeans as whites with light hair and eye colours. 

The European society is represented as racially and ethnically diverse in the textbook. Again, there 

is no discussion about ethnic or racial diversity in texts, it was just implied via the artwork.  

The focus in the family representations is on the teaching of the vocabulary items used to label 

family members and kinship relations. The textbook has dealt with family life in a remarkably 

uncomplicated way which is quite appropriate to the age of the learners and their cognitive 

development. The family representations are depicted mostly by visuals showing happy and smiling 

Algerian and European families. The families represented in the textbook are all ‘ideal’ families. The 

representations are featuring heterosexual families, no families with single parent, and no families 

with same gender parents. There is no discussion about gender or sexuality in the textbook, and 

there is no consideration of gender diversity (i.e., no gays, bisexuals, or lesbian characters) in the 

fictional textbook characters. This is not surprising giving the Islamic background of the country 

where the textbooks are produced.  

In terms of gender visibility, the textbook includes both female and male characters, but the balance 

varies considerably from one textbook chapter to the other. In relation to family status, both male 

and female characters are equally portrayed as fathers (grandfathers) and mothers (grandmothers). 
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There is an observable gender bias in the chapter of jobs as the represented characters are 

predominantly males with very few female representations. For example, there is a representation 

of a variety of jobs and occupations to get the learners to think and reflect about the future career. 

The representation includes several pictures and cartoons represented illustrating various 

professions (see Figure 39). In terms of the jobs associated with the female characters, it is limited 

to six professions namely teacher, painter, national activist, cook, florist, and nurse; while male 

characters are featured occupying 14 different jobs such as architect, electrician, farmer, mechanic, 

doctor, lawyer, dustman, businessman, football player, and carpenter. The approach to the 

representation of professions sounds very stereotypical and sexist as the professional identities 

associated to female characters are restricted. This may have a negative impact on the female 

learners and restrict their career aspirations. Although the textbook was published in 2019, the 

representation of gender roles in relation to jobs is not relevant to the global and transnational 

societies as it is biased and very conservative and traditional. It can be seen as reinforcing gender 

stereotypes by restricting women roles to limited work domains. As to social identities like 

professions, ordinary and working-class or middle-class jobs are represented in the textbook. There 

is no reference to issues of social class in the textbook, and there is no reference to wealthy or poor 

characters. 

 

Figure 39: Representation of Jobs and Professions in EFL 1 

Religion is mentioned several times in the textbook, but there is no direct discussion about it. It is 

represented via religious celebrations and practices. The representations cover exclusively Islamic 

(Eid El Fitr) and Christian (Christmas and easter) celebrations. The representations of religion are 

linked to two countries Algeria and Great Britain, as Islam is associated to Algeria, and Christianity 

to Great Britain. For example, there is a representation where Margaret, a British girl is talking 

about national celebration in Britain. She mentions Christmas and Easter, which are both religious 
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celebrations. The inclusion of Christmas and Easter here as celebrations with reference to Great 

Britain implies that Great Britain is a Christian land. This may lead the pupils to associate Christianity 

to Great Britain. Christmas and Easter are religious celebrations celebrated by Christians all over 

the world but, nowadays these two religious celebrations have some cultural orientations.  

In a similar representation, Omar, an Algerian boy is talking about national celebrations in Algeria 

with reference to Eid El Fitr. This is in a way representing Islam as a national religion in Algeria, and 

there are two other references to Islam in relation to Algeria in the textbook. One representing 

‘going to the mosque’ for prayers as one of the activities that the pupils may consider doing over 

the weekend. The idea of including or excluding any reference to a religious practice is orienting 

the pupils towards some religious practices. The fact of including a practice of Muslims and not any 

other religion here is advocating the place of Islam as the dominant religion in Algeria, and hence, 

the users of the textbooks. There is also a reference to Islamic education as a school subject. Islamic 

education as a subject is taught in all Algerian state schools including primary schools, middle 

schools, and secondary schools. Societies are increasingly becoming diverse in terms of religious 

orientations, but there is always a dominant religion promoted by a state to achieve unity. Most 

Algerians are Muslims, but there are Christian and Jewish ‘minorities’ living in the country. The 

implementation of Islamic education in school curricula aims at reinforcing Islamic values in pupils 

at an early age. The Islamic education as a school subject plays a significant role in shaping the youth 

generations’ religious orientations. The religious communities that are visible in the textbook are 

Muslim and Christian communities. Apart from Muslims and Christians, there is no reference to any 

other religious celebration or any other religious or non-religious orientation (non-believers).  

In terms of linguistic diversity and minority languages inclusion, there is one single reference to a 

multilingual Algerian society. Arabic and Tamazight are mentioned in the textbook as part of the 

Algerian linguistic profile. Arabic is represented through a visual while Tamazight is briefly referred 

to in a sentence which is likely to go unnoticed by the learners. The space given to each of the 

national languages in the textbook indicates power relations. This can be seen as an attempt to 

reinforce the idea of the Arabic language as the dominant language in Algeria and in the linguistic 

repertoire of the pupils. The socio-cultural representations, information, and discussions in the 

textbook are relatively simple. This is maybe due to the age of the intended learners and their 

language skills. Although it is necessary at this stage of language learning that information remains 

accessible, some complex and controversial topics about diversity could be introduced to learners 

to make them reflect and engage in discussions in English.  
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4.5.2  Representation of socio-cultural identities in year 4 EFL textbook 

The fourth-year textbook includes representations of several characters and celebrities. Most of 

the people represented in texts and images are adults from different age groups. Unlike the first-

year English language textbook, in this textbook there are very few young people represented, and 

they are predominantly fictional textbook characters. There is diversity in terms of the individuals 

used to people the textbook as people from diverse educational, cultural, and social backgrounds 

are represented.  

The young people represented in the textbooks’ artwork are school children who are likely from 

the same age group of the learners. There are only three fictional textbook characters represented 

through the images Nabila, Karim, and Nadia, and they are all Algerian school children (classmates). 

There is one central fictional textbook character ‘Nabila,’ who talks about her cruise trip to 

Mediterranean countries. Nabila’s cruise trip is used to contextualise and thematise the 

representation of Mediterranean countries and celebrities in the textbook. There are several 

characters represented in texts, but in most cases the representations do not go beyond the brief 

mentioning of the names (mostly names used in example sentences in tasks). The names given to 

the textbook fictional characters are predominantly ‘typical’ Algerian names, such as Omar, Ahmed, 

Karima, Samia, Sarah, Zaki, and Samir. There is one foreign textbook fictional character named 

Richard represented as an English web pal. The learners are required to send him an email to 

present famous Algerian writers (a situation of imagined intercultural communication). Therefore, 

the textbook fictional characters used to people the textbook are all Algerians except Richard.  

Apart from the textbook fictional characters, the adults represented in both texts and images are 

mostly celebrities and well-known figures (se Figure 40). The fourth-year textbook devotes an 

incredibly significant space for the representation of famous people. Most of the celebrities were 

mentioned in sequence one “Me, Universal landmarks and outstanding figures in history, literature 

and arts” and sequence two “Me, My Personality and Life Experiences.” As sequence one’s title 

indicates the focus is on representing celebrities both local and foreign. This includes 7 foreign 

outstanding figures in arts and literature such as William Shakespeare (England), Pablo Picasso 

(Spain), Leonardo DaVinci (Italy), j. K. Rowling (Britain), and Michelangelo (Italy). The textbook 

refers to 12 local artist and writers including, Omar Racim, Mouloud Mammeri, M’hamed Issiakhen, 

Mouloud Feraoun, Kateb Yacine, Mohamed Dib, Malek Haddad, Abdelhamid-Ibn-Badis, Bachir 

Ibrahimi). Well-known people from other domains are also mentioned, including 3 scientists (Alfred 

Nobel, Thomas Edison, Galileo Galilei), 2 politicians (Barack Obama, Abraham Lincoln), 1 actor (Brad 

Pitt), and 2 football players (Zinedine Zidane, David Beckam). In sequence one, the celebrities were 
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represented in relation to their artistic masterpieces and famous literary works. In sequence two, 

the focus is on learning from the life experiences of the famous figures and the emphasis is on their 

childhood memories. The people represented in the textbooks have quite diverse life and career 

paths, but they are all successful individuals that contributed/s positively to society and the world. 

The representations probably aim to get the learners to value human experiences and understand 

their role in shaping identity, character, and personality. The learners are aged between 13 and 14, 

and at this age they can understand adult life world, and they are at a critical age in terms of thinking 

about their future careers and dream jobs. An interesting observation about the famous figures 

represented in the textbook is that there is no reference to people from Asian, African, or Arab 

backgrounds as most of the people represented in texts and visuals are either Algerians or 

Europeans.  

 

 

Figure 40: Representation of celebrities and famous figures in EFL 4  

Algerian historical and nationalist figures are also represented in the textbook, including Zohra Drif 

(female freedom fighter and novelist), Mofdi Zakaria (a national activist during the war for 

independence), Kateb Yacine and Mohamed Dib (post-colonial writers). The representations of 

these icons of historical and national identity stress the role played by these figures in the fight 

against colonialism and their sacrifices for their nation. They are represented as national heroes 
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and symbols of struggle for independence. The main input of this content may be for raising 

awareness of the importance of history and memory in shaping the national identity (see section 

of post-colonial reading).  

 

Figure 41: Representation of Algerian famous figures in EFL 4  

In relation to gender, there are both females and males among the characters and celebrities 

represented in the textbook, but the visibility of males significantly outweighs females. Among the 

25 celebrities and well-known people represented in the textbook, only 2 female figures are 

included. Therefore, the sexes are not equally represented in terms of numbers. For example, in 

the section about outstanding figures in arts and literature, 15 male artists and literary figures are 

represented but only 2 female artists and literary figures. This is demeaning the achievements of 

women in the literary and artistic world. Moreover, in relation to charity work male figures are 

represented taking leading positions while females are completely invisible. In relation to textbook 

fictional characters, there is a slightly equal representation of female and male characters.  

In terms of Religion, there are very few references to religion. There is one fictional textbook 

character representing an Algerian girl wearing the Islamic veil ‘hijab.’ The veil can be seen here as 

a marker of Islamic identity. There is also a photo of Yara wearing the Islamic veil. She is the Gaza 

refugee talking about the occupation of Palestine. The representation of Yara is also referring to 

the status of being a refugee and the sufferings of people in war situations. There is also a very brief 

reference to the status of being an immigrant in the textbook through the following sentence 
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“Many immigrants prefer wearing their national costume in England” p. 113. This is the only 

reference to immigrants in the textbook, and it is representing them as attached to their homeland.  

In terms of inclusivity in relation to disability, the textbook includes one brief reference to people 

with disabilities in a textbook passage stating that “…all citizens should take part in relieving the 

suffering of the poor, the disabled and the homeless” p. 113. The representation highlights the role 

of citizens in helping people in need. It is also referring to poor and homeless people as vulnerable 

due to their living conditions. In relation to social class, the textbook represents people from 

different social classes via representation of Travel, charity work, and poverty. The textbook 

emphasises discussion about poverty through the representation of Dewi, the poor Indian girl living 

in a slum in India. This invites the learners to consider what poverty means to raise awareness about 

the issue of poverty. The discussion about poverty uncovers conditions of inequality and the 

differences between the living conditions of wealthy and poor people. There are several examples 

referring to this in the textbook including “Unlike many wealthy children who live in villas, Dewi lives 

in a slum” p. 75, “Dewi lives in one of the poorest slums in the capital New Delhi” p. 73. There are 

also representations of people that can afford to travel (middle class practices of travelling) such as 

the example of Nabila’s cruise trip and there are representations depicting people from less 

privileged backgrounds that need help from charities.  

4.6 Citizenship Education Studies Reading  

This section presents the findings of the analysis of the representation of citizenship in the English 

language textbooks. The section looks at citizenship from both the local, national, and global 

citizenship perspectives. The results of the first-year textbook are presented first, then, followed by 

the analysis of year four English language textbook. 

4.6.1 Representation of Citizenship in year 1 EFL Textbook 

The first-year English language textbook includes various representations that promote citizenship 

education. Even though there is no explicit discussion about citizenship in the textbook, there are 

many representations that focus on developing citizenship values. Citizenship education is 

approached via representations of norms and regulations, rights and duties, national citizenship 

identity, and few references to global citizenship values. For most of the representations related to 

citizenship, the school is used as a setting to help the students understand their immediate 

surrounding community (school life/school community) in which they live, while it also makes them 

aware of their roles, responsibilities, rights, and duties within the school setting. Therefore, it can 
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be said that the textbook provides citizenship education content relevant to the age of the learners. 

Moral and civic education are the targeted educational goals with regards to citizenship. The 

representations focus on key concepts of democracy (social aspects not political), and this will be 

discussed in the following sections with few illustrative examples from the textbooks. 

The EFL1 English textbook promotes an image of society that values democratic social citizenship 

where respecting norms is valued. It presents the ‘ideal’ disciplined citizen who is able and willing 

to adhere fully to regulations and norms. This is achieved by representation of good conduct, 

acceptable behaviour, and examples of misconduct that should be avoided. For example, there is a 

representation entitled “My Charter of Good Conduct” which presents a list of appropriate 

practices in school (see Figure 42). There is also an aim to get learner to develop positive attitudes 

towards following norms and regulations. It is important to note the use of the personal pronouns 

‘my’ and ‘I’ in this representation which aims to get the learners to feel directly involved and 

committed to those norms on an individual basis. It presents common values and mores with an 

expectation to adhere to those norms.  

 

Figure 42: Representation of School’s good conduct in EFL 1 

Moreover, there are several representations across the textbook presenting the right and wrong 

behaviour within the school setting. There is a representation entitled “My School Rules” which 

presents examples of good practices (YES, I DO), and few examples of unacceptable practices (I 

DON’T) (see Figure 43). These representations are set to help maintain law and order, and to 
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convince young people to follow rules. These representations allow these young people in their 

first-year middle school to effectively cope with their social role within the school community. The 

use of school context here can be seen as an attempt to provide a kind of citizenship training for 

social life to prepare the schoolchildren to assume later their social roles as adult citizens. These 

representations deal mainly with teaching young people how they should behave via promoting 

good behaviour. The discipline aspect represented in this context has to do with behaving well. This 

orientation of citizenship education is referred to as character education by citizenship scholars.  

 

Figure 43: Representation of School Rules in EFL 1 

These kinds of representations can be seen from two different angles. From a positive perspective, 

it can be argued that schooling/education is a democratically chosen way of socialising people into 

a democratic way of life and preparing them for civic engagement. The goal of these 

representations is to prepare schoolchildren to become members of a democratic society. From a 

more critical perspective, these representations are presenting more of a transformative discipline 

and the identity development of a child is not autonomous as it is subject to direct socialisation 

projects of schooling.  

A global citizenship level is also briefly represented in the textbook. The use of expressions and 

statements like “I respect the opinion of my friends from all over the world”, “I can make friends 

from all over the world”, “I share my ideas with them to build a more peaceful world” aims to 

highlight global connections, the need for tolerance, mutual understanding, and accepting people 

from different parts of the world. This representation is therefore positioning the learner as a 

world/ global citizen. It is also pointing at making friends from various parts of the world, and the 

need to contribute to a peaceful world, which is representing a global citizenship level.  
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Figure 44: Representation of Rights and Duties at school in EFL 1 

The textbook introduces the learners to basic aspects of a democracy via rights and duties, freedom, 

and respecting others. It includes representations about the rights and duties of children at school. 

For example, there is a representation entitled “my rights and duties at school” (see Figure 44). The 

intent of the representation is probably to get the young people to know their rights and duties 

within the school environment. It also highlights their duties and responsibilities, and this is likely 

to give them a sense of civic duty. Looking beyond the school context, it can be argued that the 

representations are not only about duties and responsibilities but also about preparing learners to 

fully use their civil rights later as adult citizens. The ‘good’ citizen in the textbook is represented as 

someone who understands their rights and duties, and who is able and willing to respect others’ 

rights. For example, to use of statements like “I don’t reject others’ ideas,” “I don’t behave rudely 

towards my classmates,” “Respect likes and dislikes of your friends” (page 89) are aiming to get the 

learners to understand the need to respect others. These representations are meant to foster the 

development of an ability to live together in society. The notion of Freedom in the textbook is 

represented by being able to express one’s opinion freely as a participation in the school community 

(see Figure 45). It also gives the learners an active role within the school which is likely to raise their 

desire for a democratic way of life. The use of Arabic in the English textbook to represent the school 

regulations is surprising and uncommon practice. This may lead to several interpretations, the fact 

that it is used in this context to present regulations and rules is in a way representing the Arabic 

language as an authoritative language and power, presenting Arabic as the language of law (Arabic 

is the first official and national language in Algeria). 
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Figure 45: Representation of national citizenship values in EFL 1 

The textbook also refers to the notion of Citizenship in relation to national identity through 

discourses of citizenship and belonging. For example, there is a representation where three children 

who are likely from the same age group as the learners (see figure n) are making patriotic 

statements. The representation is centred on patriotism for Algeria and love for the country as it 

represents the three young people’s responsibility and social concern for the nation. The expression 

“I’m your future man beloved country” is highlighting the role of the individual as a citizen of the 

country through a sense of belonging and a sense of duty to serve the country. This emphasises the 

link between active citizenship and national identity and patriotism, as loyalty and love for 

homeland can be seen here as an act of citizenship. This kind of representations is promoting the 

government’s agenda to emphasise national identity in schooling, which aims to shape citizens 

attached to the nation. This sense of citizenship can be seen as a representation of political 

citizenship, but it is worth noting here that there are no references to politics or political 

institutions. There are no references to politics or political systems like government, parliaments in 

the textbook. Therefore, it can be said that the political orientation of citizenship education is not 

covered in the EFL1 textbook.  

4.6.2 Representation of Citizenship in year 4 EFL Textbook 

The fourth-year English language textbook includes a chapter about citizenship (Sequence 3: Me, 

my community, and my citizenship). Citizenship education is mainly represented in relation to 

national solidarity, charity work, and community service. The model of citizenship education 
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promoted in the textbook is that of an active responsible citizen who is able and willing to 

contribute to community and society. The discourse of citizenship promoted in the textbook 

highlights features and traits essential for citizens to be productive able to contribute to their 

surroundings. The citizenship education in this context aims to contribute to youngsters’ social and 

community development. 

The textbook displays examples of good national citizenship as models for the learners. For 

example, the representation of the Algerian charity group of “Ness El Khir” and their activities 

highlight the importance of active participatory citizenship for the community (see Figure 46). After 

reading the text, the pupils are asked to reflect about the following: “Which of the activities (in 

question 5) appeal (s) to you most? Why?” “Would you volunteer to do charity work for your 

community, like “Ness El Khir”? Why?” This representation encourages and presents volunteering 

as one of the main ways young people can contribute to the improvement of their community and 

society. This encourages youngsters to be willing and equipped to make a difference to have a 

positive role through active participation in society. They probably aim to raise the learners’ 

awareness of their role as individuals, community members, and citizens.  

 

Figure 46: Representation of Local Charity work in EFL 4 

There is another representation about charity work and community engagement that aims to get 

the learners to think and reflect about the duties of the young Algerian citizen towards his/her 

community (see figure n). The vocabulary and concepts used in the representation are highlighting 

the moral and social values of citizenship in association with culture and the local context. For 

example, expressions such as promoting human values, duties, Humanitarian and environmental 
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activities, Charities, volunteering, and national solidarity are all highlighting aspects of social 

citizenship. This representation and many others highlight the role that youngsters can play in 

community improvement. It is stated in the textbook that one of the attitudes targeted by the 

content related to community and citizenship is “raising awareness of the importance of national 

solidarity” (p. 122). Moral values like charity work are not presented in the textbook as abstract 

notions but rather discussed as embedded in social contexts. Charity work for instance is 

represented as an opportunity to participate actively in community volunteering and service. This 

can be seen as an attempt to empower the pupils to think of themselves as active citizens able to 

have an influence on public life.  

By the end of sequence 3 which covers content related to community and citizenship, there is a 

representation aiming to get the learners to express their understanding of the content that they 

have covered throughout the sequence. The representation asks the learners to provide their own 

idea or conception of the “Ideal Junior Citizen” and what constitutes a good citizen (see Figure 47). 

The learners are provided with some vital information about “true citizenship,” so they were 

directed towards the conception of citizenship needed (they were not completely free to provide 

their own understanding). They are required to convince others that to be a “true citizen,” you need 

to have “certain personality features, qualities, and human values” and “fulfilment of certain duties 

towards community.” Therefore, it can be said that the citizenship education promoted here is 

focusing on moral values and community service, and social engagement. The use of expressions 

like people of my generation and Junior citizens highlight that the representation aims to provide 

content relevant to the age of the learners, and to get them to reflect on their role as youngsters 

and how they can contribute to their community as young people who will be future adult citizens.  

 

Figure 47: Representation of Citizenship values in EFL 4 
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Charity work and humanitarian aid is also represented at the global level. For example, there is a 

representation about a young Algerian child (a fictional character) who wants to become a 

humanitarian worker to help people from all over the world (see Figure 48). He also expressed an 

interest to join UNICEF or any other international humanitarian organisation to help people in need 

regardless of their national affiliations. This can be seen as a way of positioning the child as a world 

citizen who has the duty to contribute to a better world. The textbook also makes use of celebrities 

to present people that display good citizenship values and sets examples of how people can 

contribute to their local community and the global community. For example, there is a reading text 

about a charity match to raise money for UNICEF (see Figure 48). Two famous world football players 

David Beckham and Zinedine Zidane are participating in this charitable event to raise funds for 

people in need. Therefore, it can be said that the textbook is representing charity work as a valued 

practice and an important way to contribute to the national and global community. The textbook 

presents the content about citizenship moving from the individual to community, to society, to 

nation and moving to the global. 

 

Figure 48: Representation of Global Citizenship values in EFL 4 

The textbook also refers to other aspects of citizenship such as the democratic citizenship values of 

freedom of speech, right and duties, international understanding, and tolerance). The citizenship 

chapter includes a representation about the rights and duties of young people at school (see figure 

47). It aims to raise awareness about the basic aspects of a democratic school institution meaning 

that schoolchildren are entitled to have rights, but they also have duties towards the school 

community in return. In the section of attitudes targeted via the content of the citizenship chapter, 

it is clearly stated that the following attitudes are targeted “Valuing freedom of speech,” “Valuing 

human tolerance and understanding.” In the section “Now, I can” at the end of the citizenship 

chapter, there is a self-evaluation chart of what was learned from the chapter. The following 

statements are included (Now, I can… “express my opinion” ... “defend or support my opinion with 
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valid arguments” … “debate important issues related to my culture, community and citizenship” … 

“identify universal human values related to world culture and community”). Personal and societal 

values of honesty, care, respect, compassion, and responsibility are mentioned on several occasions 

in relation to the features of the good citizen probably intending to inculcate these values. This 

provides an indication of the type of democratic citizenship values targeted by the textbook 

content. These citizenship and societal values aim to develop the pupils into engaged national and 

global citizens. Despite its strong nationalist orientation, the fourth-year English language textbook 

highlights aspects of global citizenship such as universal values of human tolerance and peaceful 

coexistence. The discourse of citizenship in the textbook is centred on social involvement which 

implies a moral commitment towards each other, the local, and the global community. In a 

remarkably similar approach to the first-year English textbook, the fourth-year textbook focus on 

social democratic values of citizenship and avoided the controversial aspects of citizenship such as 

political matters.  

4.7 Transnational Studies Reading  

This section presents the findings of the transnational studies reading of the English language 

textbooks. It looks specifically to whether connections between countries are represented or not, 

and the kind of global connections and processes represented in the textbooks. The analysis of the 

first year EFL textbook is provided first, then followed by the analysis of the EFL 4 textbook. 

4.7.1  Representation of Transnational Relations in year 1 EFL Textbook 

The textbook adopts a national approach to the world as most of the included countries are 

represented as isolated entities without establishing any links between them (see section on 

national studies reading). There are very few references to transnational relations between 

countries. For example, there is a representation referring to Algeria’s relations with other 

countries (see Figure 49). The representation does not establish the link between the represented 

countries in a clear way. Furthermore, there are no references to transnational organizations or 

transnational discourses in the textbook.  
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Figure 49: Representation of transnational relations in EFL 1 

There is no direct discussion about transnational migration or transnational mobility in the 

textbook, but there are two references that can be seen as instances of the transnational. There is 

a reference to transnational mobility in relation to travel via the representation of a British boy 

(fictional textbook character) visiting his Algerian friend in Algeria (see Figure 50). There is also one 

brief reference to what could be seen as transnational kinship relations in relation to the 

representation of a Canadian boy in the textbook (He is Canadian, and his mother is from Scotland).  

 

 

Figure 50: Representation of intercultural encounters in EFL 1 

The only type of global connections that are emphasised in the textbook are connections between 

individuals via digital communication and social media. There are several representations of what 

could be categorised as transnational communication and possibly intercultural communication. 

This includes having penfriends from other countries, email exchanges (sending and receiving 
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emails from people from different countries), written correspondences (letters), virtual 

communication (online), in addition to conversations and dialogues (in unspecified settings). 

Intercultural encounters are approached from the perspective of communicating with people from 

other countries (see Figure 51). The imagined international contacts are mainly presenting contacts 

with people from English speaking countries (with very few exceptions). There are many instances 

where the learners are required to engage in imagined intercultural communication by writing 

emails or letters to foreigners. The representation is simulating an international/ intercultural 

contact that pupils will engage in. Probably the intention of these representations is to position the 

learners as a global citizen in this digital world and prepare them for future situations of 

international or intercultural communication. The fact that most of the content of the textbook is 

unauthentic material designed by the textbook writers does not sound promising in terms of 

preparing learners for real communication. 

 

Figure 51: Representation of online communication in EFL 1 

For example, there is a representation about an international friendship blog (see figure 49). the 

pupils are requested to post information in the blog to make friends to practise their English. Flags 

of different countries are included in the visual and a photo representing children from different 

countries (racially and ethnically diverse). An interesting observation here is that despite the global 

orientation of the representation, there is a nationalist approach in play via representing national 

flags. This may indicate looking at the children as representatives of their countries. The use of the 

international blog to practice English can be interpreted here in relation to the position of the 

English language as the dominant language of international communication. The English language 
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in the context of the blog is used for lingua franca purposes to communicate with the global 

community. This aligns with the current discourses of English as the universal language.  

4.7.2 Representation of Transnational relations in year 4 EFL Textbook 

The textbook covers content about several countries, but they are rarely represented in connection 

to one another. There are few references to global connections between individual people via 

transnational mobility and communication. For example, transnational mobility is represented via 

situations of travel to different Mediterranean countries and Great Britain as the countries are 

represented as tourist destinations. There is also a reference to forced transnational mobility via 

the situation of Yara, the Gaza Refugee. Moreover, Voluntary transnational mobility is also referred 

to very briefly via a sentence about immigrants. 

There are also two representations of transnational communication which involves the learners to 

engage in situations of imagined contacts with foreigners. The first one is about sending a letter to 

the British writer J.K. Rowling (see Figure 52), and the second one is about sending an email to 

Richard (a fictional textbook character) an English web pal (see Figure 52). The pupils get into 

contact with people from other countries by taking an imagined ‘active’ role by contacting and 

writing to foreigners. 

 

Figure 52: Representation of digital communication in EFL 4 

There are also few references to transnational organisations namely UNESCO in relation to world 

heritage sites mentioned under the theme of travel and tourism, and UNICEF in relation to 

humanitarian causes to help children in need (see Figure 53). 
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Figure 53: Representation of Global charity work in EFL 4 

The textbook includes a discussion about transnational relations and globalisation through several 

representations (with no reference to any country). For example, there is a text about cultural 

globalisation (see Figure 54 and Figure 55). The representation is set to raise the learners’ 

awareness about the global flow of ideas, products, and discourses. The follow-up reading 

comprehension questions lead the learners to reflect about the idea of the world as a global village, 

and people from different countries being exposes to the same fashion and eating habits. The 

intention to raise learners’ awareness about globalisation is clear, but the decision to focus on 

cultural globalisation other than other forms of globalisation is worth analysing. The choice of this 

particular text to present it can be subject to multiple interpretations. Probably the text was 

selected because it includes both the positive and negative aspects of globalisation. The questions 

about the text are directing the learners more to the influence of globalisation on national culture 

and national identity. This may be seen as an indication that the textbook writers are concerned 

about protecting the national culture and identity. They are representing globalisation and 

positioning the learners as global citizens, but at the same time worried of the influence that 

cultural globalisation can have on the learners (young people) and their cultural and national 

affiliations. 

The complex interaction between discourses about nation and globalisation are visible in the 

textbook. There is another representation where the concern over protecting national identity and 

culture is strongly articulated. The learners are required to write an open letter addressed to 

Algerian youth presenting the pros and cons of cultural globalisation (see Figure 54). Although the 

learners are asked to express their opinion, they were clearly directed towards presenting 
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arguments to convince others about the need to protect national identity and culture. This will lead 

the learners to think and reflect about why there is a need to protect national identity and culture? 

And how can this be achieved. The textbook writers were clearly voicing their intention behind the 

inclusion of the content as they mentioned that these are among the attitudes targeted are “valuing 

national identity and culture,” “raising awareness of the influence of other cultures on one’s own.” 

This is also a reference to transnational forms of belonging as there is a reference to world culture 

“promoting a world culture based on mutual respect between nations.” The interplay between the 

national and the global and the attempt to establish a balanced view between belonging to nation 

and being at the same time a global citizen, reflecting the avoidance of acculturation. The 

dichotomy of nationalist and globalist was even extended to discussions about charity work and 

whether to make donations for national or global charities (see Figure 55). 

 

Figure 54: Representation of pros and cons of Globalisation in EFL 4 
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Figure 55: Representation of Globalist vs Nationalist Citizens in EFL 4 

4.8 Conclusion 

This chapter presented the main findings of the analysis of the cultural representations in the 

English language textbooks. Both English language textbooks exhibit different socio-cultural 

themes. First, the national studies reading of the textbooks revealed that the first-year English 

language textbook has a strong focus on representing content about inner circle English speaking 

countries, but the fourth-year textbook did not emphasise target language countries as its central 

focus was on Mediterranean countries. Second, the postcolonial reading showed that the first-year 

English language textbook includes few references about the history of the country of learning, but 

the fourth-year textbook is dedicated to present and represent the Algerian national history during 

the period of French colonialism. Third, the cultural studies reading indicated that both language 

textbooks had shy attempts to the representation of diversity. Fourth, the citizenship education 

studies reading showed that the first-year language textbook aimed at providing character 

citizenship education via promoting respect of norms, but the fourth-year textbooks approached 

citizenship from the perspective of good citizenship and contribution to community via charity 

work. Finally, the transnational studies reading indicated that the first-year textbook represented 

transnational relations from the perspective of travel and intercultural communication, but the 

fourth-year English textbook approached transnational relations via discussions about cultural 

globalisation. The findings of the analysis of the cultural representations of the French language 

textbooks will be presented in the next chapter.  
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Chapter 5 Cultural Representations in French Language 

Textbooks 

5.1 Introduction 

This chapter presents the research findings of the analysis of the cultural representations (including 

representations of culture, society, and the world) in the first year and fourth year French language 

textbooks. The analysis is informed by Risager’s (2018) framework for the analysis of language 

textbooks, and the chapter follows the same structure as the previous one. 

 

5.2 Description of FFL Textbooks 

 

5.2.1 Description of year 1 FFL Textbook 

“Français 1ere année de l’enseignement moyen” is a language textbook designed to teach French 

as a foreign language in all Algerian state middle schools. It is designed by the Algerian Ministry of 

Education as part of the latest education reform of 2016. Like the English textbooks, this textbook 

is also locally designed following the guidelines of the official curriculum set by the National Ministry 

of education. The textbook is specifically designed for the first-year learners at middle school aged 

between 11 and 12 years old. The textbook aims to cater for the learners’ needs in French and to 

consolidate the implementation of the competency-based approach, the new paradigm adopted 

for foreign language teaching in the country. The textbook uses colourful photographs and 

drawings, and this makes the textbook look attractive. Given the youthful age of the audience, using 

colourful images and visuals is important to motivate the pupils and raise their interests. 

 

In terms of structure, the textbook is divided into three projects, each of them includes two or three 

sequences, and they are as follows: 

Project 1 : the first project is entitled « Afin de célébrer les Journées mondiales de la propreté et 

de l'alimentation qui se déroulent les 15 et 16 octobre de chaque année, mes camarades et moi 

élaborerons une brochure pour expliquer comment vivre sainement. » (In order to celebrate the 

World Cleanliness and Food Days which take place on October 15 and 16 of each year, my 

classmates and I will develop a brochure to explain how to live healthily). It consists of three 
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sequences, which are centred on the importance of washing properly (body hygiene and 

cleanliness) in sequence one “I explain the importance of washing properly,” eating properly (eating 

healthier) in sequence 2 “I explain the importance of eating properly”, moving regularly (practicing 

sports and physical activity) in sequence 3 “I explain the importance of moving regularly”. 

Project 2 : the second project is entitled « Je réalise avec mes camarades un dossier documentaire 

pour expliquer les progrès de la science et de leurs conséquences ». (I produce with my classmates 

a documentary file to explain the progresses of science, and their consequences). Sequence 1 “I 

explain the progresses of science” highlights the benefits of technology for people, and how new 

innovative technologies have revolutionized the world. Sequence 2 “I explain the different types of 

pollution” is devoted to raise the pupils’ awareness about the diverse types of pollution. Sequence 3 

“I explain climate change”, aims to get the pupils to understand the negative effects of climate 

change on the environment, and the urged need to protect the environment. 

Project 3 : the third project is entitled « Sous le slogan « Pour une vie meilleure », je réalise avec 

mes camarades un recueil de consignes pour se comporter en éco-citoyen ». (Under the slogan "For 

a better life", with my classmates, I produce a collection of instructions on how to behave as an 

eco-citizen). The project consists of two sequences. Sequence 1 “I encourage the use of clean 

energies”, which introduces and promotes renewable and green energies as alternatives to 

polluting energies. Sequence 2 “I act for an eco-citizen behaviour”, provides recommendations to be 

eco-friendly to protect the environment. 

Each sequence is organised around a different theme (s) comprising several topics, but they all 

follow the same structure. Each sequence presents several reading texts followed by a set of 

comprehension questions, visuals incorporated in reading texts, and visuals to analyse and interpret 

under the section of “J’observe et j’analyse les images” (I observe, and I analyse the images), and 

other tasks that are relevant to the thematic of the sequence and project. The objective of the 

textbook seems to lie exclusively on improving communication and writing. The textbook seems to 

be focused overtly on reading (understanding diverse types of texts), grammar, and vocabulary. 
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5.2.2 Description of year 4 FFL Textbook 

“Français 4e année de l’enseignement moyen” is a school textbook designed to teach French as a 

foreign language in all Algerian state middle schools. The textbook is locally designed following the 

guidelines of the official curriculum set by the National Ministry of education. The fourth-year 

French language textbook follows the same paradigms as the first-year French language textbook, 

and they were designed by the same team of experts. The textbook is specifically designed for the 

fourth-year learners at middle school aged between 14 and 15 years old. The content of the 

textbook is divided into three projects, each of them includes two or three sequences: 

Project 1: the first project is entitled « Un blog touristique incitant à la découverte de l’Algérie » 

(A tourist blog encouraging the discovery of Algeria). The project consists of three sequences. 

Séquence 1: Bienvenue dans ma région! (Welcome to my region!) highlights the touristic potential 

of Algeria by referring to several tourist attractions. Séquence 2: Gloire à nos ancêtres! (Glory to 

our ancestors!) is devoted to the representation of nationalist, historical and military figures in the 

Algerian war for independence. Séquence 3: Oui à la culture! (Yes, to Culture!) emphasizes the 

richness and cultural diversity of Algeria by introducing the learners to several local celebrations, 

cultural artefacts, and local customs and traditions. 

 

Project 2: the second project is entitled « Un dépliant en faveur du vivre ensemble en paix » (A 

leaflet in favour of living together in peace). It consists of two sequences. Séquence 1: Vivons en 

harmonie! (Let's live in harmony!) is devoted to the discussion about racism and discrimination 

highlighting the need for human tolerance, mutual understanding, respect, and living together in 

peace. Séquence 2: Non à la violence! (No to violence!) includes discussions about social issues 

such as violence against women, football violence, and child labour. 

 

Project 3: the third project is entitled « Des affiches et des podcasts en faveur de la protection de 

l’environnement » (Project 3: Posters and Podcasts in favour of the protection of the environment). 

It includes two sequences. Séquence 1: Protégeons la nature! (Let’s protect Nature!) covers 

content about the protection of the environment including environmental issues such as protecting 

biodiversity and deforestation. Séquence 2: Agissons en écoresponsables! (Let’s act eco- 

responsibly!) is devoted to representing eco-citizenship and promotes an environmental-friendly 

lifestyle. 
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5.3 National Studies Reading 

 

5.3.1 Representation of Countries in Year 1 FFL Textbook 

 

The textbook includes a set of diverse countries, referring to 15 countries in total. Most of these 

countries are briefly referred to, including Germany, Egypt, Syria, Japan, and Britain. The brief 

representations of countries may go unnoticed by the learners. Other countries such as China, 

America, Ukraine, and Sweden have more elaborate representations, most of which relate to topics 

such as health, science, and environment. Unlike the English language textbooks, the first-year 

French language textbook does not have a touristic approach to representing foreign countries as 

there is only one brief reference to monuments or historical sites in the textbook. France is also 

referred to several times across the textbook, but the representations are framed within the 

context of Algerian History in relation to the period of French colonialism (This will be discussed 

further in the post-colonial reading). Unlike the English language textbooks which have a strong 

emphasis on representing English- speaking countries, the first-year French language textbook does 

not attempt to represent French-speaking countries. Apart from France, which is negatively 

represented, there is no emphasis on representing other French speaking countries. Few French 

speaking countries are represented briefly by either just mentioning the country’s name or using 

examples relating to those countries. It is worth noting here that the emphasis is clearly on providing 

relevant examples to textbooks’ themes and not on representing information or knowledge about 

any given country. 

The first-year French language textbook portrays some of the world leading countries in terms of 

technology and innovation such as China. The textbook offers a strong background in science and 

technology, and the representations present a variety of technologies, such as Communication 

technologies, Robotics, and artificial intelligence, highlighting the benefits of technology to society. 

The textbook draws a positive image of China as it is represented as a successful and technologically 

advanced country. For example, there is a reading text about a Chinese high speed maglev train 

(see Figure 56). One would perhaps question why the textbook is representing the Chinese maglev 

train to pupils in an Algerian context. There might be different interpretations for this inclusion, the 

first possible interpretation is the fact that Algeria does not have any high-speed maglev trains. 

Therefore, the textbook had to adopt examples from other technologically advanced countries to 

present the modern technologies for the pupils. The textbook probably aims to present the latest 

technological advances and development of technology to the pupils to better prepare them for 
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the science and technology of the 21st century. Algeria is not a technologically advanced country, 

but it seems important to raise the pupils’ awareness about the top and new trending technologies 

such as artificial intelligence and robotics. To present those technologies, the textbook is referring 

to the world biggest economies which are also the leading countries of scientific research and 

technological development. 

 

           

                                                                  

Figure 56: Representation of China in FFL 1 

 

America is represented in the textbook’s sequence relating to Health, physical activity, and healthy 

eating. There is a reading text about the problem of obesity in the United States of America (see 

Figure 57). Although the representation might sound slightly stereotypical, one possible 

interpretation for it is the fact that in recent years, obesity is becoming a serious health problem in 

the USA. Similarly, there is also a reading text about child obesity in Algeria within the same 

sequence, so, perhaps this representation aims to inform children that obesity –as a health issue 

caused by unhealthy eating- is also common in other countries, and it is not just affecting children 

but also adults. The text is blaming obesity on modern foods and diets, claiming that nowadays, 

people are exposed to more unhealthy eating choices, and that people’s eating habits are being 

influenced by the environment and the availability of fast-food outlets. Perhaps this is true however 

there are other influential factors which have a negative impact on the way adults and children 



Chapter 5 

174 

 

view healthy food choices, such as economic and socio-cultural backgrounds which are overlooked. 

The representation aims to raise learners’ awareness about the negative consequences of 

unhealthy eating. This is the only reference to USA in the textbook, and it draws an image of 

American people struggling with the problem of obesity caused by unhealthy modern eating. 

                                 

Figure 57: Representation of America in FFL 1 

 

Ukraine is represented in the textbook in relation to the topic of environment. There is a short 

reading text about the nuclear accident known as Chernobyl disaster that happened in Ukraine (see 

Figure 58). The text highlights the negative impact of this nuclear and radiation accident on the 

environment, animals, and people. This is the only representation of Ukraine in the textbook, and 

it is used to give an example of how human activity can have drastic effects on the environment. 

Sweden is also represented in relation to the topic of environment (see Figure 59). Unlike Ukraine, 

Sweden is represented positively in the textbook highlighting its engagement for using 

environmentally friendly and renewable energy resources. 



Chapter 5 

175 

 

      

                                          Figure 58: Representation of Ukraine in FFL 1 

 

                           

                                         Figure 59: Representation of Sweden in FFL 1 

 

In a similar approach to the representation of France in the English language textbooks, the first- 

year French language textbook also represents a negative image of France. France is one of the 

main French speaking countries, but it is only represented in the textbook as the ex-coloniser that 

made Algerians suffer during 132 years of colonisation. 

In terms of visibility, the country of learning is prominent in the first-year French language textbook. 

There are several representations referring to Algeria across the textbook while other countries 

were only represented briefly once. Unlike the English language textbooks, the first-year French 

language textbook does not highlight the touristic potentials of the country of learning, as there are 

only 8 brief references to Algerian monuments or cultural heritage sites in the textbook. The 

representations of Algeria in the textbook are mainly related to environmental issues, health and 

healthy eating, national history, national identity, and patriotism. There are also few references to 
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local and regional diversities within Algeria in the textbook, but these are less articulated in 

comparison with the English textbooks (This will be discussed in the cultural studies reading). 

The textbook representations picture Algeria as a successful country in international matters 

relating to the environment and present it to be the first Arab country in terms of its engagement 

with environmental policies and its commitment to climate change education (see Figure 60). It is 

also worth noting here that the representation is also presenting Algeria as an Arab country by 

highlighting its belongingness to the Arab world. The textbook also refers to Algeria under the topic 

of Health and healthy eating which occupies a significant space in the textbook. The data revealed 

that the textbook under analysis took the responsibility to ensure that children realise the potential 

benefits of healthy eating, and the detrimental consequences of having an unhealthy diet. 

 

Figure 60: Representation about protection of the environment in FFL 1 

 

There are two reading texts tackling the problem of obesity in the textbook, one about child obesity 

in Algeria (see Figure 61), and the other one about obesity in the USA. According to the data 

presented in the text about Algerian children, there is a rise in obesity level in school children aged 

between 5-8 years of age over the last seven years. This figure shows that obesity is becoming a 

problem in Algeria, emphasizing that the rise in obesity is due to lifestyle changes in Algeria. The 

text and the activities following it highlight that “L'obésité est causée par l'alimentation moderne", 

“Obesity is caused by modern eating” (FFL 1 textbook, page 41, my translation). The visual 

accompanying the text presents modern food namely popcorn, hotdog, donuts, and coke. It 

presents some details about the issues surrounding obesity, how it is caused and the ways of 

preventing it, but it is also blaming globalisation and the availability of fast foods for influencing and 
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promoting unhealthy diets to Algerian children. 

Figure 61: Representation of Obesity in Algeria in FFL 1 

 

The findings of the textbook analysis reveal that there are some references to national history in 

the textbook, and most of these representations relate to the Algerian colonial period. There are 

also few representations promoting Algerian national identity. Both references to history and 

national identity are mainly presented in the textbook via historical nationalist literary texts to build 

a sense of nationalism and pride in national identity by evoking empathy and nationalist sentiments 

in the pupils. Literature can be regarded as a vehicle to connect the pupils with the content and get 

them emotionally involved. The textbook representations aim to create a national pride and 

positive emotion of love for one’s country (patriotism) by shedding lights on the culture of 

resistance to the oppression of the French colons. In a similar approach to the fourth-year English 

language textbook, the first-year French language textbook is probably using literary texts which 

present shared history and past memories to serve national unity. The textbook is using national 

common history as a way of unifying people from various parts of the country, as all the pupils can 

easily relate to this content. Regarding the possible ideologies underlying such representations, 

there seem to be aiming to get the pupils to extend their knowledge and raise their awareness 

about the history of their country, and an attempt to cement national identity and patriotism (this 

will be further discussed in the postcolonial reading). 
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5.3.2 Representation of Countries in Year 4 FFL textbook 

The fourth-year French language textbook refers to 26 countries in total. This includes countries 

from four continents, namely, Africa, America, Europe, and Asia. There are no references to 

Australia in the textbook. Most references to countries in the textbook do not go beyond a brief 

mentioning of a country, for example, countries such as Turkey, Mauretania, Morocco, Azerbaijan, 

Russia, Brazil, Poland, Cuba, and China are represented in the textbook just through the mentioning 

of the country’s name. Other countries are represented through brief representations, more 

precisely, in a form of example sentences used in activities throughout the textbook. Indonesia for 

instance is mentioned in the following sentence “Je decouvrais une culture differente de la mienne 

lors de mon sejour dans les iles de Bali et de Java” (FFL 4, p19) (I discovered a culture different from 

mine during my stay in the islands of Bali and Java). Here the notion of culture is closely related to 

a country, as the travel or stay in the two Indonesians islands is represented as an opportunity to 

discover a culture that is different from the Algerian culture. The representation of Indonesia seems 

to be touristic as the reference is mainly to two Indonesian islands that are touristic destinations in 

the country. In a similar approach, Italy is represented through the following sentence “Je lui faisais 

l’eloge de cette belle ile de Sardaigne que mon pere adorait” (FFL 4, p 17) (I praised for him this 

beautiful island of Sardinia that my father adored). This representation is also highlighting the 

touristic potentials of the Italian island of Sardinia. 

Egypt is represented in the textbook in relation to travel, weather, and civilisation through the 

following sentences “Je lisais beaucoup d’ouvrages concernant la civilisation pharaonique avant 

d’entreprendre ce voyage” (FFL 4, p19) (I read a lot of books about Pharaonic civilisation before 

embarking on this trip); and “Elle (mettre) son chapeau car les rayons du soleil d’Egypte (etre) 

brulants” (p21) (She (put on) her hat because the rays of the Egyptian sun (being) scorching). These 

two representations are brief, the first one highlighting the importance of the ancient Egyptian 

civilisation, and a travel to Egypt to discover it, while the second sentence mainly refers to the hot 

weather of Egypt. These two representations portray a rather positive image of Egypt, but there is 

another more detailed representation that does not seem to represent Egypt positively. The 

representation is about football related violence, referring to the 2012 massive riot that occurred 

at Port Said stadium in Egypt (see Figure 62). Following an Egyptian premier league football match 

between to Egyptian clubs El-Masry and El-Ahly, in which 74 people were killed and more than 500 

were injured. According to the representation, this was the result of irresponsible acts from football 

fans, and the Egyptian government decided to suspend the domestic football league for two years 

with the prosecution of all suspects. In the same representation, there is a reference to “football 

hooliganism” more precisely, Hillsborough disaster that occurred in England 1989 and Heysel 
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Disaster that occurred in Belgium 1985. In both tragedies several football fans died, and others 

were injured, and in both scenarios the blame was put on Liverpool football fans (according to the 

representations). It can be said that these references represent and promote a stereotypical image 

of British football fans. This can be seen as a negative representation of Egypt and England in the 

textbook as football violence exists in many countries including Algeria, and there is a reading text 

about football violence in Algeria. Even though these representations are somehow stereotypical, 

they can be seen as a means for raising the pupils’ awareness about the devastating impacts of 

football related violence. 

                                                                                                                                                                                                                                                                                                                                                 

                   Figure 62: Representation of Football violence in FFL
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South Africa is represented in the textbook through a reading text about Nelson Mandela, and 

Tunisia is briefly mentioned in the textbook in relation to French colonialism. In a similar approach 

to the first-year French language textbook, France is exclusively represented as the ex-colonialist 

which portrays a negative image of France. The English language textbook also followed the same 

approach in representing France, but the Fourth-year French language textbook far exceeds the 

other textbooks in this endeavour (this will be discussed further in the postcolonial reading). 

Apart from France, which is one of the central French speaking countries, the textbook refers to 

other French speaking countries such as Switzerland, Belgium, and Canada. The textbook also refers 

to African francophone countries (that have French as an official language) such as Cameroon, 

Niger, Guinea, and Madagascar. Most of these representations are brief, and they do not emphasise 

the francophone affiliation of these countries. Switzerland for example, is represented in the 

textbook briefly for its beautiful natural landscapes in comparison with Kabylia in Algeria, “Dans les 

montagnes de Kabylie, la nature nous rappelle la Suisse” (p. 23) (In the mountains of Kabylia, nature 

reminds us of Switzerland). Switzerland is a country known for its splendid mountains, and the 

textbook’s writers are representing the beauty of Kabylian Mountains by comparing it to those of 

Switzerland. The representation of Niger and Madagascar in the textbook do not go beyond the 

mentioning of the country’s name. Cameroon is represented through a poem about racism written 

by a Cameroonian writer. Similarly, Guinea is also represented via a poem about the environment 

written by a Guinean writer. Canada, another francophone country is also represented in the 

textbook in relation to environment and biodiversity via a reading text about some 

recommendations of the Worldwide Foundation Canada for protecting animal species in danger of 

extinction. 

Unlike the first-year French language textbook, this textbook adopts a very touristic approach to 

the representation of the country of learning which is quite similar to the English textbooks. The 

textbook refers to 25 historical monuments and tourist sites located in Algeria. The representations 

highlight the advantageous aspects of the Algerian diverse historical and cultural heritage, which is 

represented across the textbook by the following slogan “Richesse du patrimoine culturel” 

(Richness of cultural heritage). Project 1 in the textbook adopts the slogan “Algerie: beaute, richesse 

historique et culturelle d’un pays a decouvrir” (Algeria: beauty, historical and cultural richness of a 

country to discover). This slogan is an informative one allowing the textbook users to guess the 

content through orienting the pupils towards the main theme. The representations draw a positive 

image of the local culture (s), history, and country by showing the touristic potentials of the country. 

The Algerian monuments and historical sites are represented in the textbook as material culture 
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“patrimoine culturel” (cultural heritage sites). Through these numerous representations, the 

textbook gives the impression of a tourist brochure that can serve as a travel guide to Algeria.  

Moreover, in terms of tourism and travel situations, the representations exclusively present and 

promote local travel and tourism, encouraging Algerian pupils to travel around Algeria. The 

representations also aim to raise the pupils’ awareness about the touristic potential of their country 

through the inclusion of several tourist attractions and holiday resorts. In project 1, the textbook 

writers seem to encourage the pupils to act like ambassadors and tourist guides to promote local 

tourism and even attract international tourists via the presentation of brochures highlighting the 

historical, and cultural heritage of the country. 

There is a focus on representing the diversified historical and cultural heritage in Algeria. The 

representations cover: the pre-historic rock paintings, and ‘Casbah of Algiers’ built under the 

Ottoman rule of Algeria. There is also an attempt to present Algeria as part of a great civilisation, 

the ruins of the ancient Roman city of Timgad (see Figure 63). The representations provide the pupils 

with a positive image of the country of learning through highlighting the richness of the Algerian 

cultural and historical heritage by referring to different world heritage sites located in Algeria as the 

monuments are presented as universal cultural heritage. For example, the pre-historic rock 

paintings in Tassili’ Ajjer (south of Algeria), presents the local material culture and its authenticity, 

portraying an incredibly positive image of the local culture as having a long history of civilisation 

which goes to pre-history. These representations are an instance of cultural heritage represented 

by objects, material features of culture. There are several representations about civilisations which 

offer an overview of the cultural and historical heritage left by the diverse influences of ancient 

civilisations on Algeria over history. The representation mentions different ancient civilisations, 

such as, the prehistoric civilisations of the Sahara, the Roman, and the Ottoman civilisations. There 

is a positive approach to the presentation of civilisations, by highlighting the influence of these 

different civilisations on modern Algeria, including arts, literature, and culture. By focusing on the 

learners’ local context, the representations invite the learners to value their history and culture and 

see it as part of the human history and culture. Moreover, Algeria is portrayed as the geographically 

privileged North African country with the largest access to both the Mediterranean and the Sahara. 
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                                    Figure 63: Representation of an Algerian landmark (Timgad) in FFL 4 

 

Besides the representation of civilisations, monuments, and historical sites; the textbook 

representations also refer to several cities, villages, provinces, and regions situated in Algeria (see 

Figure 64). This can be seen as an attempt to make the textbook sound more inclusive by avoiding 

regionalism. Bearing in mind that the textbook will be used in schools around the whole country, 

this approach probably aims to make all the pupils feel somehow included and represented in the 

school textbook. 

Figure 64: Representation of different Algerian provinces in FFL 4 

 

                                      

Algeria is also represented as an Islamic country by highlighting its belonging to the Islamic world. 

For example, there is a reading text that presents Algeria as the capital of Islamic culture, and there 

are several activities around the text. The fact that Algeria is organising the Islamic celebrations of 

“Capital of Islamic Culture” affirms that Islam is the religion of the country. The portrayal of Arab- 

Islamic culture shows a powerful desire to identify with the Islamic world. 
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There are also representations in the textbook that aim to get the pupils to develop patriotism for 

Algeria. For example, the following sentence “Mes parents exigent que nous chantions tous les 

couplets de l’hymne national” (p35) (My parents demand that we sing all the verses of the national 

anthem). This reflects the parents’ aim to teach their children full verses of the Algerian national 

anthem, which is a strong symbol of national identity. There is also a patriotic representation in the 

textbook which consists of a song, in which the singer is expressing his unlimited and unconditional 

love for his country, Algeria (see Figure 65). This representation is full of emotions as the singer is 

presenting his feelings and strong attachment to his country. This probably aims to get the pupils 

emotionally involved, hence value their own country. This is also aiming to get the pupils to 

understand the abstract notions of national identity, homeland, and love for one 

Figure 65: Representation of an Algerian patriotic song in FFL 4 

 

Algeria is also represented in the textbook through several representations of Algerian national 

history. The historical representations portray historical facts, testimonies, and events that marked 

Algerian national History. There is an explicit and direct emphasis on the representation of the 

colonial period, and the Algerian war for independence. There is a kind of attempt to provide and 

maintain a negative image of France, so that this country remains the eternal enemy of Algeria 
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which made its people suffer for several years. For both historical and political reasons, the 

textbook representations provide a negative representation of France, as it is always associated 

with colonisation. This links to the overall approach of the textbook which sets to teach the French 

language through the Algerian local context as there are very shy attempts to represent French- 

speaking countries in the textbook. French in Algeria has officially the status of a foreign language, 

but this language occupies a particularly prominent place in the country’s linguistic profile after the 

independence, as it is used in all social and educational areas. Through the representation of 

historical events, the textbook sounds more like a history textbook written in English. It is worth 

noting that pupils have already dealt with most (if not all) of the historical content covered in this 

textbook in history classes in previous years, but apparently there is a need to reinforce this 

knowledge and cover it again in language classes both in French and English textbooks. The 

textbook representation also used common shared history as a unifying element to raise the pupils’ 

awareness about their national identity (this will be discussed further in the postcolonial reading). 

The textbook representations portray the country of learning and the Algerian people in a positive 

way, but there is one representation that portray a negative image of Algerian football fans (see 

Figure 66). The textbook has a sequence about violence, and there are some representations about 

violence in football “football hooliganism” in Egypt, England, and Algeria. There is a reading text 

about violence in Algerian football, more precisely, about violent actions that happened after a 

football match between two local Algerian clubs. According to the text, the phenomenon of football 

violence is new to Algeria, but it is rising to a worrying extent and strict measures are needed. The 

representation aims to raise the learners’ awareness about these negative sports behaviours, 

hence, promoting faire-play in sports. 

                                         Figure 66: Representation of football violence in Algeria in FFL 4 
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5.4 Post-colonial Studies Reading 

5.4.1. Representation of History in year 1 FFL Textbook 

The first-year French language textbook includes few references to history of colonialism and 

imperialism. Most of the historical references are related to the Algerian national history, with a 

very brief and indirect reference to international history. There is a reference to Second World   

War in the textbook in one of the bibliographies of writers “a la fin de la 2eme guerre Mondiale...” 

(At the end of the Second World War…) page 51. The Second World War is mentioned, but in the 

context of the sentence it is just used as a time reference, and there is no further elaboration on 

any of its aspects. There are also references to countries that had histories of colonialism and 

imperialism in the textbook, but there is no reference to their histories. 

The Algerian national history is represented in the textbook, but it exclusively covers the period of 

French colonialism. The textbook’s historical representations highlight Algeria’s colonial past 

(Algeria was a French colony, 1830-1962) through the narratives of anti-colonial resistance. There 

are four main references to the period of colonisation in the textbook, and they are all excerpts 

from literary works. Therefore, it can be said that the history of Algeria is represented in the 

textbook through Algerian literature, known as postcolonial literature. There are three main 

reading texts representing Algerian history written by well-known Algerian literary figures, namely, 

Mohamed Dib, Assia Djebar, and Maissa Bey. The three historical literary texts are all linked to 

French colonisation of Algeria, but they refer to three different periods (three different realities) in 

Algerian history, one referring to the time during colonisation, the second referring to the start of 

the war for independence, and the third text refers to the period after the independence. Each of 

the texts refer to a different stage in Algerian history, but all three texts aim to document the 

different processes involved in colonisation. The representations glorify the resistance of the 

Algerians to the French colonialism and imperialism. 

There is a reading text representing Algeria during the period of colonisation entitled “La Patrie,” 

which is an excerpt from Mohamed Dib’s (1994) novel “La Grande Maison” (see Figure 67). The text 

is about a story that takes place in a school setting during the French colonisation, and the lesson 

is about the topic of “la patrie.” The teacher is asking the pupils about their “patrie” (nation/ 

homeland/ motherland), the pupils were confused but one of the children, Brahim states that “la 

France est notre mere patrie.” Then most of the pupils repeated the same sentence, but Omar was 

not convinced of the statement that France is his homeland nation. There is a kind of resistance to 

the French national identity that was ideologically assigned to the Algerian pupils by the French 
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education system under the French colonial administration. The reading comprehension questions 

that follow the text direct the pupils’ attention to the historical context of the story indicating that 

it was during the colonial period. Through the text “la patrie,” the textbook introduces the concept 

of national identity to the pupils, to raise their awareness of national identity and the sense of 

belonging to Algeria. It can be said that the representation is used as a tool to present such complex 

abstract concept to the pupils, starting from presenting who you are not (Algeria under French rule) 

to understand who you are (contemporary independent Algeria). The text is used as a means to 

construct a sense of Algerian national identity in pupils. Perhaps one would question the use of 

literary texts for achieving this purpose, why not choose a historical factual text instead. Probably, 

a literary text was favoured as it can evoke a response from readers. It can heighten the level of 

emotional engagement with the content, which could result in empathy. The text invites the pupils 

to visualise and witness a sense of what it was like to live under French colonialism. Through this 

excerpt adopted from an emotionally and politically (nationalist) engaged novel, the textbook aims 

to raise the pupils’ awareness about the historical past of their country, and to forge a sense of 

national identity.  

From a postcolonial perspective, the representation highlights how the concept of nation was used 

as a political project during the period of colonisation to eradicate and erase all aspects of Algerian 

national and cultural identity. Looking at possible interpretations for the inclusion of this text in the 

textbook, it can be said that the text is used to emphasise the political, social, cultural, and 

ideological oppression of French colonialism on Algerians. Nevertheless, the text is also raising the 

pupils’ awareness about the different ideological political assimilationist mission of French schools 

in Algeria during the period of colonisation. It presents the attempts of the French colonialist to 

eradicate the Algerian national identity. Moreover, the representation is also introducing learners 

to the abstract notions of nationhood and national identity. The inclusion of texts with a strong 

focus on national identity shows that there is concern of nationalism. Strong nationalism emerged 

as a uniting nationalist ideology in Algeria after the independence, but apparently it is still being 

strongly articulated in the school textbooks after 60 years of independence. 
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Figure 67: Representation of Algeria under French Colonialism in FFL 1 

 

There is another reading text about Algeria, which consists of a poem entitled “Algeria.” It is an 

extract from “poemes pour une Algerie heureuse,” (poems for a happy Algeria) written by Assia 

Djebar, an Algerian nationalist novelist (see Figure 68). The poem is an example of expression of 

patriotism and love for the country. In the selected poem passage, the novelist provides a kind of 

description of different cities and regions in Algeria representing the country as an inclusive united 

entity. The fact that the author cites various places in Algeria sounds inclusive as a form of a 
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nationalist discourse in which the author is asserting and confirming her love for her country, being 

proud of her national belonging and the history of her country. The poem documents an important 

historical event in Algerian history, which is the start of the Algerian war of independence from 

French colonialism. The poem refers to the 1st of November 1945, a national day celebrated every 

year in Algeria which marks the launching of armed revolts against French colonialism throughout 

Algeria. The poet represents the event with a lot of hope and enthusiasm, and the poem presents 

the start of the decolonisation war (1945-1962) as a common shared decision among Algerians 

through mentioning several cities from across the country. 

 

Figure 68: Poetic Representation of the 1954 war outbreak in Algeria in FFL 



Chapter 5 

187 

 

There is another reading text representing Algeria during and after the period of colonisation. The 

literary text is an excerpt from Maissa Bey’s novel “Bleu Blanc Vert” (see Figure 69). Through the 

story presented in the text, the author takes the readers in a journey to a school setting in the newly 

independent Algeria (four months after the independence as stated in the text). At the start of the 

class, the teacher is asking the pupils not to use the red pen to underlie words. One of the pupils 

asked the teacher about the reason behind the strange request, and the teacher then explained 

that the paper is white, the writing in blue pen, and underlying in red pen, gives three colours, 

white, blue, and red. For the teacher, these three colours together are evocative as they are ‘the 

colours of France,’ i.e., the colours of the French flag. The teacher further explained that Algeria is 

now independent, and it is time to forget France and erase all traces of the colonial past. The text 

deals with the ambiguity and confusion of studying in French schools and then Algerian schools few 

months later. The text is highlighting the transition to independent Algeria during the early years of 

independence. In 1962, the Algerians were confronted by the need to reconstruct and establish a 

nation- state and revive their Algerian national identity, after 132 years of French colonisation. 

 The years of oppression under French imperialism led to a strong articulation of nationalism after 

the independence. The textbook probably adopted this literary text to draw the pupils’ attention 

to the period of colonisation and to the culture of resistance to French colonialism before and after 

the independence. In the text there are several references to markers and symbols of national 

identity such as flags and national anthems. The French flag and la Marseillaise representing France 

and the Algerian flag and Kassaman representing Algeria. There is also a reference to the way 

Algerian pupils formed a kind of resistance to French imperialism, as they were not singing la 

Marseillaise properly, they were changing all the words and sentences as they were not convinced 

that they belong to France as a nation. This politically and emotionally loaded literary text is a 

historical representation of the process of nation-building after the independence, and the birth of 

the strong nationalism as a reaction to the many years of French colonial oppression. The building 

of the new nation after independence started with the aim of restoring Algerian national identity, 

which was censored for severa l  years, a n d  t h i s  by eradicating everything that relates to 

France. The text indicates that anything that reminds people of France was no longer welcomed in 

independent Algeria. The last paragraph of the text explained how the pupils are proud of singing 

Kassaman, the Algerian national anthem, as they were not changing the words or sentences. 

Thinking about the reason behind the choice of this particular text and its use in the textbook, one 

possible explanation is that this historical nationalist narrative aims to raise the pupils’ patriotism, 

national consciousness, and their sense of national belonging to Algeria. Moreover, the text glorifies 
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the resistance of Algerians to colonisation, and that even school children resisted in their own way 

to French ideological oppression. 

 

Figure 69: Representation of Algeria after independence in FFL 1 

 

The selection of literary texts that consists of narratives of anti-colonial resistance does not sound 

like a random choice made during the process of textbook writing. These texts are not a result of a 

naïve decision but rather selected to raise the pupils’ awareness and knowledge about the history 

of their country, and to develop a sense of national identity based on the shared national history, 

symbols, and culture. 
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1.4.1. Representation of History in year 4 FFL textbook 

 

The fourth-year French language textbook dedicates an especially important space for history. Most 

of the historical representations are about Algerian national history. There are also few references 

to international history in the textbook, including history of South Africa, India, and America. The 

history that relates the country of learning with the history of one of the target language countries 

is strongly favoured in the textbook. There is a clear emphasis on presenting content relating to the 

period of French colonisation, but there are few references to other important historical events of 

the period before French colonisation, mainly the Berber/ Amazigh kingdoms. There is a sequence 

in the textbook that specifically covers content related to Algerian national history and identity, and 

it is entitled “Gloire a nos ancetres” (Glory for our ancestors) sequence 2 project 1. Most of the 

content of the sequence is about the French occupation of Algeria, but there are few references to 

the Berber/ Amazigh history of North Africa (including modern day Algeria). The Berber/Amazigh 

history of Algeria is represented through the representation of the kingdom of Numidia, the Zianide 

dynasty, La Kahina, and Tin Hinan. There is a representation that refers to the Berber/Amazigh 

origins of Algerians and the ancient kingdom of Numidia (see Figure 70). It represents the Roman 

and Numidian dynasties that occupied Algeria through a reading text about the conflict and war 

between Romans and Numidian over North Africa (including Algeria). Jugurtha was a 

Berber/Amazigh king of the population of Numidia, and he was known for his wars against the 

Romans. The text glorifies the resistance of Jugurtha, king of Numidia to the Roman invasion. 
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Figure 70: Representation of the Algerian Amazigh history in FFL 4 
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There is also a very brief reference to the Zianide, a Berber/Amazigh dynasty that occupied parts of 

Algeria. There is a representation of Tin Hinan, a legendary historical figure, known as a Berber/ 

Amazigh queen of Touareg, a Berber group that occupies parts of the Sahara. There is also a reading 

text about La Kahina, a Berber/ Amazigh queen and military leader that led the Berber resistance 

to the Muslim conquest of North Africa (including modern day Algeria). La Kahina (also known as 

Dyhia) is used as a symbol of resistance against foreign occupation, specifically, La Kahina 

represented the resistance to Islam. As a chief warrior, she fought Arab invasions and Muslim 

religious conquests, and according to some accounts she died fighting the invaders. Unsurprisingly, 

the text does not refer to her achievements, the resistance, and the wars she led against 

Arabs/Islam invasion of North Africa. Perhaps this is an attempt to avoid representing Arabs/ Islam 

conquest of North Africa as a colonisation. The text is a short passage adopted from a historical 

novel “La Kahina” written by Gisele Halimi, and it only refers to La Kahina as a queen of justice and 

as a talented warrior with no further details about her resistance to Muslim conquests of North 

Africa. There is also a reference to the Ottoman Empire in the textbook. The representation highlights 

the past Ottoman presence in Algeria through one of the Ottoman monuments in Algeria. This is 

represented as a cultural heritage site that highlights the ottoman rule of Algeria, but there are no 

further details about the history of ottoman occupation of Algeria. 

The textbook portrays historical facts and events that marked Algerian national history, and it gives 

the impression of a national history textbook and not a language textbook. There is an explicit and 

direct emphasis on the colonial period, and the Algerian war for independence. The textbook 

includes representations explaining the meaning of colonisation, war, resistance, and the 

detrimental effects of wars and colonisation. The pupils are required to reflect about these complex 

terms and understand their meanings with real examples from the national history of their country. 

The use of sentences and expressions like: “Il est souhaitable que les jeunes Algériens (s’intéresser) 

davantage à l’histoire de leurs pays” page 35 (It is desirable that young Algerians (take more 

interest) in the history of their country), and « Il faudrait que tous les enfants puissent visiter le 

musée de Moudjahid » page 39 (All children should be able to visit the museum of Moudjahid) ; 

aims to highlight the importance of knowing one’s national history. There is an aim to raise the 

pupils’ awareness about the pains and sufferings of the Algerian population during the French 

occupation of Algeria. The image of France in the textbook is negative as France is only represented 

(exclusively) as the colonialist. The representations probably aim to make the learners feel the need 

to condemn the French colonisation of Algeria and the colonial war crimes. There is a kind of 

attempt to spread a negative image of France, so that this country remains the eternal enemy of 



Chapter 5 

192 

 

Algeria which made its people suffer for several years. 

Through the representation of historical events, the textbook sounds more like a history textbook 

written in English. It is worth noting that the pupils have already dealt with most of the historical 

content covered in this textbook, in history classes in previous years, but this historical knowledge 

is reinforced and covered again in the French language textbooks. The representations present 

these historical accounts and information by providing facts and concrete illustrations of historical 

events and narratives of the past. It presents history through the experiences and narratives of 

people that lived during the period of colonisation. Through these narratives, the textbook 

representations both present and seek historical legitimacy. 

For both historical and political reasons, the textbook representations provide a negative 

representation of France and French culture, as it is always associated with the culture of the 

colonizer. This links to the overall approach of the textbook which sets to teach the French language 

through the Algerian local culture. French in Algeria has officially the status of a foreign language, 

but in reality, this language occupies a particularly key place in the country’s linguistic profile, as it 

is used in all social and educational areas. The French language is considered in Algeria as a booty 

of war, and many Algerian writers that went to French schools during the period of colonisation 

tend to author their novels in French. Most of the literary texts used in the textbook are excerpts 

from novels that were originally written in French, then translated to Arabic, English, and other 

languages. 

The representation of the period of colonisation of Algeria in the textbook glorifies the resistance 

of Algerians to the French colonisation. There are references to notable events that marked the 

Algerian resistance including the 1 of November 1945 which marks the launching of the armed 

revolution against the French colonisation. It is an incredibly significant day in Algerian history, 

which is celebrated every year. It is a National Day of Remembrance of the sacrifices made by 

freedom fighters to free Algeria. There is a representation of the 1st of November 1945 including a 

photo of Emir Abdelkader (Freedom fighter), and few Arabic verses from a nationalist poem (see 

Figure 71). These verses are from an exceptionally long poem known as “إلیاذة الجزائر” (the Algerian 

Iliad) written by Mofdi Zakaria. He is a nationalist figure known as the poet of the Algerian 

revolution, and the poem is of a historical nature, highlighting the most momentous events in 

Algerian national history over time. He wrote the Algerian history through his literary work covering 

all important periods in a poem of 1000 verses. The textbook writers selected the verses that relates 

to the 1 of November 1945 and glorifies the declaration of the war for independence. 
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                                 Figure 71: Representation of Algerian revolution leaders in FFL 4 

 

The textbook representations glorify the contributions of military and nationalist figures and Heroes 

as there are references to 15 historical and military figures including several biographies of freedom 

fighters in the textbook. This includes key military figures who are regarded as symbols of the 

resistance, namely Emir Abdelkader, Lalla Fatma N’soumer, Larbi Ben Mhidi, and Cherif Boubaghla 

(see Figure 72).
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Figure 72: Representation of Algerian war for independence in FFL4 

 

Algeria, like many other countries with colonial history experienced a post-war identity crisis or a 

post-independence identity struggle to construct/ reconstruct national identity. There are several 

representations across the textbook that promote Algerian national identity and aim at inculcating 

patriotism for Algeria. These representations aim at raising the pupils’ awareness about their 

national backgrounds and identity. Through these representations, the textbook writers attempt to 

promote national identity and unity. This can be explained by a post-colonial need to construct/ 

reconstruct identity because the Algerian local languages, and cultures were denied for a long time 

(132 year of colonisation) for historical/ colonial reasons. Some of the representations give the 

impression that there is an excessive fear of the other as a threatening danger to one’s national and 

even personal identity. To raise the pupils’ consciousness about their national identity the textbook 

used shared Algerian national history as a common and unifying past. The representations also offer 

opportunities for the pupils to discuss about the abstract notions of nation and homeland (la patrie). 

For example, the following sentence highlights the importance of the nation and the role of school in 

educating pupils about it “A l’ecole, les professeurs nous apprennent l’importance de la nation” (p37) 

(At school, professors teach us the importance of the nation). There is also a reading text about 
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homeland “la patrie,” which highlights the crisis of national identity that Algerian pupils 

experienced in French schools during colonisation (see Figure 73). The reading comprehension 

questions that follow the text aim to get the pupils to think and reflect about the notion of 

homeland and to get them to understand and affirm their Algerian national identity affiliation. The 

representation also directs the pupils’ attention to the ideological politics adopted by the French 

colonial power to suppress Algerian national identity through assimilation and acculturation 

policies. 

                         

Figure 73: Representation of crisis of national identity in FFL 4 
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There is also a reading text about the Algerian resistance against French colonialism (see Figure 74). 

The text is an excerpt from the book “La resistance algerienne de 1845 a 1945” (The Algerian 

resistance between 1845 to 1945) written by the Algerian Historian Ahmed Akkache (1972). The 

historical text describes the momentous events and different periods of the Algerian resistance 

leading to the 1 of November 1945, the declaration of armed revolution against the French 

colonisation. The text is adopting the Algerian perspective in presenting the history of colonisation, 

i.e., the Algerian version of events, as it is part of history written by the colonised. The 

representation emphasises the heroism of colonised Algerians, and the following sentences from 

the text indicate this approach, “Oui, ce peuple indomptable a toujours resiste a l’occupant. 

Generation après generation et ce jusqu’ a l’independence” page 40 (Yes, these indomitable people 

have always resisted the occupier. Generation after generation until independence). And the 

Following sentence “Leur resistance extraordinaire a fait durant pres d’un siècle l’admiration du 

monde.” Page 40 (Their extraordinary resistance has won the admiration of the world for almost a 

century). “Les Algeriens s’unissent pour mettre fin à la longue nuit coloniale” page 40 (Algerians 

unite to end the long colonial night). These representations glorify the resistance of Algerians and 

the courage that the Algerian army displayed. The representation documents the powerful national 

anti-colonialist insurrection, highlighting the national dimension of the resistance, and present it as 

a real war of liberation.
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Figure 74: Representation of Algerian Resistance in FFL 4 

 

The textbook representations of the colonial period of Algeria emphasise the war crimes committed 

by the French colonial power in Algeria. This is achieved by using history written by colonised people 

to represent the sufferings of Algerians and the oppression of the colonialist. The representations 

highlight the atrocities committed by the French army. The following excerpt from a reading text 

highlights the “la politique de la terre brulee” (the politic of the burnt land). This is an example of 

the criminal savagery of the French colonial power which involves fires, massive destruction, the 

massacres such as the destruction of the productive forces, and the burning of crops (see Figure 
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74). The following statement is an example of this war crime “Le gouverneur ordonna que l’on 

démolisse sur-le-champ toutes les maisons de Taqdamt et d’en partir dès le lendemain” page 34. 

(The governor ordered that all the houses in Taqdamt be demolished immediately, and to leave the 

next day). The textbook representations also highlights that these crimes got the Algerians to 

resume the fight even more fiercely to wage war on colonialism as the following statement “Le 

peuple Algerien, malgre les incendies et les destructions massives, malgre les massacres que le 

Marechal Bugeaud lui-meme n’hesite pas a presenter comme “l’unique moyen de gagner une guerre 

de cette nature”, est reste aussi farouchement indomptable qu’aux premiers jours” Page 40. (The 

Algerian people, despite the fires and massive destructions, despite the massacres that Marshal 

Bugeaud himself does not hesitate to present as “the only way to win a war of this nature,” has 

remained as fiercely indomitable as they were in the early days). The textbook representations pay 

tribute to the resistance of the Algerian people, by recalling memories of their heroic fight. 

The textbook also covers content about the tragedy of 8 of May 1945 in which thousands of 

Algerians were killed by the French colonial power during the repression of pacific demonstrations 

across different regions in Algeria. “Puis arrive le 8 mai 1945. A l’occasion de la défaite du fascisme, 

les Algériens défilent pour réclamer leur liberté. Mais ces grandes manifestations pour 

l'Independence sont réprimées dans le sang par le colonialisme” Page 40. (Then came May 8, 1945. 

On the defeat of fascism, the Algerians marched to claim their freedom. But these great 

demonstrations for independence are repressed in blood by colonialism). This tragedy documents 

the brutality of French colonialism in Algeria, and the date is very symbolic in Algerian history as it 

paved the way for a strong commitment towards the liberation from France. 

There is also a reference to another war crime committed by the French colonial power, which is 

Bombing raid of Sakiet Sidi Youcef, as the following statement indicates following “Après le 

bonbardement de Sakiet Sidi Youcef, les organisations humanitaires ont insiste pour que les refugies 

Algeriens en Tunisie soient pris en charge” (p39) (After the bombing raid of Sakiet Sidi Youcef, 

humanitarian organizations insisted that there is a need to take care of Algerian refugees in Tunisia). 

This representation refers to a historical event, the bombing raid of the Tunisian village Sakiet Sidi 

Youssef (situated in the Algerian-Tunisian borders) during the French colonialism of Algeria. The 

French army bombarded the village because it was serving as a refuge for Algerian independence 

fighters and their families. It resulted in many deaths and hundreds of injuries of both Tunisian and 

Algerian people, including women and children. This tragic event sparked an international 

attention, and this supported the Algerian war of independence at the international level. The 

representation does not offer any details about this event, as the only information presented to the 
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learners is the fact that humanitarian organizations defended the rights of Algerian refugees  

in Tunisia for care. The learners have already covered this event in detail in their history classes, 

and the event is also remembered every year in both countries Algeria and Tunisia. This textbook 

representation is very brief, but it does refer to two countries, Tunisia and France, Tunisia is 

represented positively for its support and solidarity with Algerians during their war for 

independence (Tunisia was receiving Algerian refugees indicating a positive relationship between 

the two neighbouring countries), and France is represented negatively for one of its war crimes 

(bombarding Sakiet Sidi Youssef which resulted in killing many civilians). This is not the only 

reference to France in the textbook, there are several other references, but all of them represent 

France as the ex-colonialist. This is achieved through the representation of Algerian national history 

events related to the period of colonialism. 

Through every representation, there seems to be an aim to raise the pupils’ awareness about the 

pains and sufferings of the Algerian population during the French occupation of Algeria. Through 

the representations of historical narratives, military heroes, and testimonies, the textbook is 

promoting a limited and negative image of France which is only represented exclusively as the 

colonialist. There is an aim to make the learners feel the need to condemn these war crimes 

committed by the French army in Algeria. Moreover, there is a representation of Franco-Algerian 

relations after independence in relation to immigration of Algerians to France. The representation 

is mainly highlighting the racism and othering that Algerians are suffering from as immigrants in 

France. This kind of othering can be linked to the past colonial dominance and discrimination 

against Algerians. 

 

1.5. Cultural Studies Reading 

1.5.1. Representation of socio-cultural identities in year 1 FFL textbook 

 

The individuals used to people the first-year French language textbook include fictional textbook 

characters and well-known figures. Unlike the English language textbooks, there are no central 

fictional textbook characters in the first-year French language textbook. There are few textual 

references to characters, but there are no visuals representing them. The analysis of the references 

shows that most of the characters are young people, and the names given to them indicate that 

they are Algerians, as the names are ‘typical’ Algerian names, such as Yanis, Fatiha, Mourad, Nihad, 

Sara, Ibtisem, Lydia, and Amina. There are also very few photos of young people of the same age 
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group of the learners, but there is no reference to their names or who they are. 

The people represented in the textbook are predominantly adults representing a total of 52 

celebrities and influential people from various domains. This includes representations of 18 

outstanding figures in Arts and literature such as Mohamed Dib, Mouloud Mammeri, Abdelhamid 

Benhadouga, Mouloud Feraoun, Maissa Bey, Assia Djebar. The writers represented are all icons of 

Algerian literature (see Figure 75). There are also representations of seven Algerian sports figures 

including Noureddine Morceli, Hassiba Boulmerka, and football players mentioned in a text about 

the Algerian national team participation in the football world cup (Islam Slimani, Rafik Halliche, 

Abdelmoumene Djabou, and Yacine Brahimi). 

Figure 75: Representation of Algerian celebrities in FFL1 
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There are also two references to African sports figures, namely Charles Kumi Gyamfi (Ghenea) and 

Derarty Tulu (Ethiopia) mentioned in relation to an African sport event “Pantheon de la gloire du 

sport Africain.” There are also 16 references to scientists and doctors both local (Fellah Lazhar, and 

Benhamou) and foreign (Louis Pasteur, Youri Gagarine, Shwartz, Pekka Puska, Newton, and Anders 

Celsius). The famous figures represented in the textbook are from a variety of domains and 

disciplines (varied socio-professional identities), but they all have one common feature as they are 

influential and leading figures in their respective fields. This can be seen as an aim to set successful 

people as models for the learners. In terms of gender representation, it is noticeable that there is a 

bias in relation to gender visibility as the people represented in the textbook are predominantly 

males. Most of the celebrities represented in the textbook are males with very few references to 

females. For example, there are 8 male sports figures and only one female sports person. Moreover, 

all the scientists and doctors represented are male figures.  

The textbook includes references to ethnic and racial diversity in Algeria. The textbook represents 

a multi-cultural approach to the representation of local, regional, national, ethnic, social, and 

cultural diversity via the portrayal of different national socio-cultural groups (see Figure 76). People 

from southern parts of Algeria (mainly the Sahara), and Kabylia are two local social, ethnic, and 

cultural groups that were under-represented- if not unrepresented- in school textbooks for many 

years. This textbook is moving out of this tendency as there are several references to these groups. 

By referring to Kabylia, for example, the representation is referring to people from Amazigh origin, 

which implies the linguistic and cultural plurality of Algerians which was for many years regarded 

as divisive to the Algerian national identity. The Amazigh cultural heritage of Algeria and the 

Tamazight language which were denied during the years of Arabization regained some of their 

status and recognised/ legitimised in recent years. Therefore, there is a focus on representing 

Amazigh customs and traditions in the textbook through the choice of some reading texts adopted 

from literary works written by Kabyle novelists. Given the fact that the target pupils of the textbook 

are pupils from mixed multicultural and linguistic backgrounds, this approach –though limited to 

one Amazigh group- sounds a promising step towards inclusivity and acknowledging the linguistic 

and cultural plurality of the country. 
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                                   Figure 76: Representation of national socio-cultural groups in Algeria in FFL 1 

 

There are few very brief references to disability and health issues in the textbook. For example, 

“Dans les parkings, il faut respecter les espaces reservees aux handicapes” page 165 (In car parks, 

it is necessary to respect the spaces reserved for the disabled). There are also brief references to 

people with asthma “Ce citadin est asthmatique, donc il est souvent indispose par la pollution de 

l’air” page 105 (This city dweller is asthmatic, so he is often indisposed by air pollution). There is 

also a representation linking respiratory diseases to pollution “Le nombre de maladies respiratoires 

a augmente a cause de la pollution de l’air” page 109 (The number of respiratory diseases has 

increased because of air pollution). The textbook devotes a significant space for the topics of health 
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and hygiene. There is a text about obesity related to poor eating habits which is aimed to raise 

awareness about obesity. According to the text, obesity is costly, highlighting the negative impact 

of obesity on the country’s economy, as people suffering from obesity require the use of health 

services more often than others. The way people with obesity issues are represented is very 

stereotypical as it looks at them as a burden on the country’s economy, and this can be seen as a 

discrimination against people suffering from obesity. 

There is no account of religious diversity in the textbook as all the religious references are linked to 

Islam. The representations include Islamic practices of fasting Ramadhan such as “Les musulmans 

observant la lune pour debuter le jeune du mois sacre” page 39 (Muslims are observing the moon 

to start the fasting of the holly month); “Pendant le Ramadan, nous utilisons un service (en terre) 

cuite” page 43 (During Ramadan, we use a terracotta service). There is also a reference to Islamic 

celebrations of Eid “Durant les fetes de l’Aid, j’ai rendu visite aux parents de mon ami” page 43 

(During the Eid celebrations, I visited my friend's parents). Moreover, the country of learning, 

Algeria is represented as an Islamic country by highlighting its belonginess and affiliation to the 

Arab Islamic culture. 

In terms of representation of people from diverse social classes, the textbook refers to people that 

are financially at ease that can travel both locally and internationally (middle-class practices of 

travelling). There are also references to people from less privileged backgrounds, for example, there 

is a reference to people that struggle to cover their monthly bills “Cette ouvriere arrondit ses fins 

de mois en vendant de la galette” page 45 ( This worker rounds her monthly budget by selling 

cakes), and a reference to people that cannot afford the basics (food), “Durant le Ramadan, nous 

(reunir) une somme d’argent pour offrir des repas aux demunis” page 45 (During Ramadan, we 

(reunite) a sum of money to offer meals to the poor). There is also a reference to the difficult living 

conditions of poor people, “Ces enfants demunis jouent pres d’une decharge publique” page 103 

(These poor children play close to a public discharge). The references to people from different social 

background are very brief and they may go unnoticed by the learners. 
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1.5.2. Representation of socio-cultural identities in year 4 FFL textbook 

 

The people represented in the fourth-year French language textbook are mostly adults with very 

few young people. There are very few textbook characters represented textually, and their given 

names indicate that they are Algerians such as Yasmine, Nadia, and Tin Hinan. The textbook refers 

to 36 famous and well-known figures from various domains. The celebrities represented in the 

textbook include 15 Freedom fighters (Military heroes such as Emir Abdelkader, Fatma N’soumer, 

Mohamed El Mokrani, Cheikh Haddad, Larbi Ben M’Hidi), 12 outstanding figures in arts and 

literature (Slimane Azem, Mohamed Dib, El Hadj M’Hamed El Anka, Ali Sellalou, Sidi Ali Kouiret), 

nationalist figures (Mohamed Bouras, Omar Racim), and important figures from Algerian ancient 

history (Jugurtha, Tin Hinan, La Kahina). Most of the celebrities represented in the textbook are 

Algerians with only six references to famous foreign figures (see Figure 77). This includes artists 

and writers (Fodeba Keita, Derrick Jenson, and Rene Philombe), and politicians- human rights 

activists (Nelson Mandela, Mahatma Gandhi, and Martin Luther King). 

 

Figure 77: Representation of Celebrities in FFL 4 
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The fourth-year French language textbook refers to people from diverse social backgrounds as it 

devotes significant space for discussions about social issues including racism, child labour, and 

violence against women and children. There are several representations about racism, 

discrimination, and othering. The issue of racism is represented via three main reading texts 

adapted from novels. The representations aim to raise the learners’ awareness about racism as a 

global issue, and the need to combat it. The aim of these representations is to get the learners to 

think about how negative racism can be via stories of racial discrimination. These representations 

target the development of values of human tolerance and understanding, and respect for people 

regardless of their origin or skin colour (Figure 78). There are also references to Martin Luther King 

and Nelson Mandela in relation to their actions against racism and their dedication for racial 

equality linking this to human international rights. 

 

                                         Figure 78: Representation of racism in FFL 4 
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There is also a text about the discrimination and othering that Algerian immigrants suffer from in 

France via a text adapted from a novel written by a French novelist of Algerian origins Azouz Begag 

(see Figure 79). The text deals with the othering and discrimination of an immigrant from an 

Algerian origin in France. The author is known for his writings about the treatment of immigrants 

of Maghreb origins in France. The representation highlights the ‘less attractive’ aspects of 

immigration, and probably this aims to decrease the desire for immigration. Linking the 

representation to the Algerian society and the discourses about immigration, it can be said that the 

content aims to transmit a message to the learners- young adults- that the life of immigrants in 

France is not ideal. The Algerian government is concerned and making efforts to stop illegal 

immigration from Algeria to European countries, as the number of young Algerian people taking 

risky journeys towards Europe are raising and most of them end up losing their life at sea. 

Therefore, the inclusion of this text in a French language textbook can be seen as an attempt by the 

education system to combat this phenomenon. 

 

                           Figure 79: Representation of discrimination against immigrants in FFL 4 

 

The representation of women in the textbook carries contradictory discourses. Women are 

represented as influential and in leading positions (see Figure 80). For example, there is a 

representation highlighting the key role of women during the Algerian war for independence. There 

are multiple representations about violence against women in the textbook. For example, there is 

a representation of violence against women as a global pandemic. There is an aim to raise the 

learners’ awareness about violence against women, and the need to act against it. Even though the 

emphasis in the representations is on raising awareness about this social issue, the representation 
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seems to carry dual contradictory discourses. It is empowering women and young girls (thinking of 

the learners), to understand their rights and this is promising, but it is also representing women in 

a vulnerable position (as incapable of defending and standing for themselves, they need help and 

protection). Moreover, the use of expressions such as “Je presente des arguments pour dire 

l’importance du role de la femme dans la societe” gives a feeling that there is a need for women to 

justify their vital role in society? Why do not we question the role of men in society? Why do we 

expect arguments from women? This kind of statements sounds misleading and serving the other 

side of the argument as it indicates that there is a need for women to justify their existence. Although 

the aim of raising awareness about violence against women provides a ground for education about 

gender equality, the examples provided do not seem to be chosen properly. The use of examples 

such as “son mari la gronde et l’humilie en public” (her husband scolds and humiliates her in 

public), “son mari la gifle devant ses enfants car le repas n’est pas assez chaud” (her husband slaps 

her in front of her children because the meal is not hot enough) are promoting the gender 

stereotypes of women as inferior to men, and that the duties of cooking and preparing meals are 

associated to women. The textbook representations are also highlighting that violence against 

women is a phenomenon that women from various categories suffer from (different age groups and 

different social backgrounds), it is also represented as a pandemic related to the world, and not 

exclusive to  

Algeria. There is no explicit discussion about people from different social classes in the textbook, 

but the coverage of content related to child labour highlights that children from poor backgrounds 

are at higher risk of getting to work at an early age. This social issue is represented in the textbook 

via texts adapted from UNICEF documents related to children rights. The right of children at hospital 

are also referred to, but no disabled person is represented in the textbook. There is one reference 

to a famous figure with disability through the representation of a historical and cultural monument 

in Algeria named after her “Dar Khdaouj El Amia.” 
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Figure 80: Representation of women’s issues in FFL 4 
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There is no reference to religious diversity in the textbook. Religion is mentioned several times 

across the textbook, and all representation are about Islam. There is a text representing Algeria as 

an Islamic country. There is also an aim to present Islamic religious values as the origin of modern 

values such as charity and solidarity (see Figure 81). The representations probably want to direct 

the learners to develop more knowledge of Islam and the Muslim culture and develop an 

understanding of Islamic religious and cultural values. There is also an attempt to represent Islam 

as an influential religion via a reference to a person converting to Islam “Le peintre Alphonse- 

Etienne Dinet, connu plus tard sous le nom de Nasreddine Dinet après sa conversion à L’islam, a 

consacré l’essentiel de son oeuvre a Bou Saada et à Laghouat, vu qu’il avait un amour sans fin pour 

cette region” page 53. (The painter Alphonse-Etienne Dinet, later known as Nasreddine Dinet after 

his conversion to Islam, devoted most of his work to Bou Saada and Laghouat, since he had an 

endless love for this region). 

                                                                                      Figure 81: Representation of Religion (Islam) in FFL 4 

 

The textbook adopts an inclusive approach towards local and regional diversity in Algeria. The 

representations also offer factual information and descriptive presentation of several Algerian local 

and regional celebrations in sequence 3 of project 1 “Oui a la culture!” (Yes, for culture!). The 

sequence’s representations illustrate and document the local cultural and regional diversity across 
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the country. Culture is approached in the textbook sequence 3 as particular celebrations and events 

linked to customs and traditions of local social and cultural groups are covered. The emphasis is 

exclusively on local culture (s) as there are no references to any other culture in the sequence. This 

sequence about culture represents and explores cultural and social diversity in Algeria positively, 

as enriching experience and feature of the Algerian society (see Figure 82). The representations 

offer the learners an opportunity to learn about national regional customs and traditions and 

discover in which ways they are different (or alike). This will help the learners to understand and 

accept cultural diversity within their country and culture (s). This might also help them get rid of 

stereotyped positions by which they view culture as a homogenous body of facts or behaviours 

common across the country. Such representations will make the learners review their conceptions 

of celebrations and traditions and accept and value their local and regional cultural diversity. These 

representations take the pupils in a journey to different cities around Algeria to find out more about 

their customs and traditions, arts and crafts, celebrations and what they have to offer. This will help 

the pupils to develop an understanding and an idea for societal and cultural events and general 

process of lifestyles across the country and their local culture (s). Moreover, depicting diverse 

regional celebrations, and referring to multiple regional, cultural, linguistic, social, and ethnic 

groups within the same nation is both a way of acknowledging these local diversities, and promoting 

national unity. These representations aim to promote a positive attitude towards diversities within 

the country, and it features diverse Algerian social and cultural groups such as M’zab, Kabyles, and 

Touaregs. These representations of diversity sound promising as they aim to value diversity as an 

enriching feature of the country. This clearly breaks with the tradition that looks at diversities within 

the local contexts as a threat and divisive for national unity. Such discourse contributes to value 

regional local diversities and to affirm national identity and unit
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                           Figure 82: Representation of cultural diversity in Algeria in FFL 4 
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1.6. Citizenship Education Studies Reading 

 

1.6.1. Representation of Citizenship in year 1 FFL Textbook 

 

Discussions on citizenship education in the first-year French textbook are exclusively centred on the 

environment and becoming an eco-citizen. The textbook includes a chapter about environment and 

eco-citizenship (projet 3 : « Sous le slogan « Pour une vie meilleure », je réalise avec mes camarades 

un recueil de consignes pour se comporter en éco-citoyen ». (Under the slogan "For a better life", 

with my classmates, I produce a collection of instructions on how to behave as an eco-citizen). The 

textbook displays a strong commitment towards providing an environmental education. It 

promotes environmental awareness via representations about several environmental issues such as 

pollution, global warming, deforestation, ozone layer depletion, loss of biodiversity, water 

shortages, and climate change (see Figure 83). The representations highlight the major 

environmental problems, which are presented to learners via reading texts and illustrative visuals. 

The aim of these representations is to get the learners to develop a deep understanding of 

environmental issues. There is an aim to get the learners to understand how their actions can 

impact negatively on the environment. Environmental issues are part of debates around the world, 

and they are covered in the textbook from both a local and global perspective. The textbook users 

-young people- are growing up in a world full of environmental challenges, therefore, the 

environmental knowledge provided by the representations will help these future citizens 

comprehend the complexity of environmental issues. This is likely to get the pupils to feel 

concerned about the environment, and to understand the urgent need to protect the environment.
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Figure 83: Representation of environment issues in FFL 1 

 

The textbook promotes an eco-citizenship culture by presenting an eco-friendly lifestyle. For 

example, there is a representation providing a list of good actions to become an eco-citizen (see 

Figure 84). This representation and many others across the textbook encourage the learners to grow 

into environmentally aware responsible citizens. Education for environmental citizenship targets 

behavioural change, therefore, the textbook presents a model of a young citizen who is equipped 

and willing to behave pro-environmentally. There are many instances that invite the learners to 

take practical actions to raise awareness about global issues and the need for action. The textbook 

also encourages the learners to participate in problem solving by taking simple actions that young 

learners can perform to make a positive change for the environment and the community. This will 

get them to think about how they can contribute to protecting the environment and to take an 

active role as young citizens. The actions presented in the textbook include avoiding use of 

disposable goods (plastic bags and plastic bottles), and recycling programmes (reduce waste). 
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Hence, the protection of the environment is presented as the responsibility of every citizen as the 

textbook provides knowledge about environment and invites the learners to translate it into 

effective actions for a better environment. This will empower the young learners to assume active 

roles and get involved in the problem-solving process. 

  

 

Figure 84: Representation of eco-citizenship in FFL 1 
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In addition to simple individual actions, the textbook also presents collective actions and long-term 

solutions for environmental issues (see Figure 85). This includes a transition towards sustainability, 

green energies, and the use of renewable energies that are environmentally friendly. The textbook 

encourages the learners to use clean energies and adapt an eco-citizen behaviour. Therefore, the 

environmental education targeted by the textbooks’ representations aim to raise a society that is 

environmentally aware by educating the Algerian young generations to become committed and 

responsible eco-citizens for an ecological community. The textbook approached citizenship 

education through environmental issues highlighting both local and global perspectives. The French 

textbooks opted to cover the less controversial aspects of citizenship education (environmental 

awareness) as there are no discussions about politics or democratic citizenship values in the 

textbook. 

 

Figure 85: Representation of environmental citizenship in FFL 1
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1.6.2. Representation of Citizenship in year 4 FFL Textbook 

 

The fourth-year French language textbook approaches citizenship education via representations of 

environmental issues, problems of social inequalities, and human rights. The textbook presents 

content about these three key problems of the world from both a local and global perspective, 

which is positioning the learners as citizens of their nation and as global citizens. In the French 

textbooks the concept of citizenship transcends the nation by emphasising key problems of the 

world global citizenship participate to solve global issues mainly related to protecting the 

environment. 

The fourth-year French language textbook adopts a similar approach to the first-year French 

textbook in relation to environmental education. There is a textbook chapter devoted exclusively 

for the topic of environment (Projet 3 : Des affiches et des podcasts en faveur de la protection de 

l’environnement). The environmental issues represented include animal extinction, loss of 

biodiversity, desertification, water shortages, pollution, and deforestation (see figure 86). 

 

Figure 86: Representation of Environmental challenges in FFL 4 
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The textbook also presents some long-term solutions for these environmental challenges and invite 

learners to participate in protecting the environment. This includes reducing waste production, 

start recycling, volunteering to clean beaches, protecting animal endangered species. The textbook 

presents knowledge of environmental issues, and then invites learners to understand and develop 

appropriate attitudes and behaviours for tackling the issues. For example, there is a short reading 

passage defining and explaining eco-citizenship (see Figure 87). There are many instances that 

require the learners to join campaigns for raising awareness about environmental issues and to 

participate in volunteering actions (see Figure 88). Moreover, the protection of the environment is 

represented as a responsibility of every citizen highlighting both individual and collective 

responsibilities. 

                                     

Figure 87: Representation of eco-citizenship in FFL 4 
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Figure 88: Representation of volunteering actions in FFL 4 

 

The fourth-year French language textbook devotes a significant space for discussions about living 

together in peace and human right issues, namely racism, violence against women, and child labour. 

There is a textbook chapter that is dedicated to cover content about human rights and peaceful 

coexistence (Project 2: A leaflet in favour of living together in peace). Discussions about racism in the 

textbook are introduced to the learners via three main reading texts adapted from novels 

presenting situations of racial discrimination towards people of colour (see Figure 89). The learners 

are invited to think and reflect about how bad discrimination is, and then to write a short passage 

about this negative feeling to convince their friends of the importance of accepting and respecting 

others regardless of their backgrounds. Furthermore, there are several statements across the 

textbook chapter highlighting the negative effects of racial discrimination on people and society in 

general. The representations give the young people knowledge and skills to understand and 

challenge racism and all forms of discrimination. Therefore, the citizenship education provided in 

the textbook is used as a vehicle for anti-racist change by active social involvement. 
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Figure 89: Representation of Racism in FFL 4 

 

The textbook representations also draw on human rights to address issues of inequality. Most of 

the texts and visuals presented in the chapter are adapted from documents of the United Nations. 

There are several representations about the rights of women and children with references to the 

universal declaration of human rights. The issue of violence against women is represented as a 

violation of the basic human rights, and the aim is to promote equality between men and women. 

These representations are a form of social justice-oriented citizenship which both seeks to 

empower victims of discrimination, and to raise awareness about the role of the responsible citizen 

in questioning and denying all forms of social exclusions. This kind of content is set to get the young 

learners to show concern of the dignity of others, and to support rights and freedoms of all 

individuals. The textbook representations seem to invite young people to deepen their knowledge 

about societal issues and challenges. This is probably to get the learners to feel concerned, involved, 

and urged to participate and act by discussing, questioning, challenging, and engaging with the 

content. It presents the learners as responsible to speak out against injustice. There are 

representations of statements of famous civil rights activists (Martin Luther King, Nelson 

Mandela, and Mahatma Gandhi), which encourage the learners to understand that all human beings 

are equal, and they are entitled to have equal rights, dignity, respect, and freedom. 

There are multiple representations providing knowledge about the right of children including right 

for schooling and receiving medical treatment (see Figure 90). There are also representations of 

instances of children rights violations such as violence against children and child labour. The young 
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learners are also required to produce a written work presenting their understanding of the 

fundamental rights of children. This will equip the learners and enable them to better understand 

their rights and protect them from unfair treatments. Human rights education is a key element in 

citizenship education. 

 

Figure 90: Representation of Children’s rights in FFL 4 
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The textbook also promotes universal values of tolerance and celebrating diversity. For example, 

there is a reading text about the international day of living together in peace. The text refers to the 

need for tolerance, inclusion, understanding, accepting differences, and valuing diversity to build a 

world of peace, solidarity, and harmony. For example, there is a representation about the sub- 

Saharan refugees in Algeria, which is presented as an instance of international solidarity. There is 

also a representation about Islam as a religion of peace that promotes values of tolerance. The 

textbook has a strong commitment to discuss about issues of inequalities through an open 

discussion about race, social justice, and social exclusions, which are serious violations of human 

rights. The representations encourage active participation and engagement to solve social issues. 

The theme of racism was covered from a global citizenship perspective as the representations are 

looking at racism as a global issue that needs to be dealt with. These discourses are linked to the 

role of education in promoting social cohesion, and the values of human rights, dignity, and 

equality. There is no attempt to discuss the political aspects of citizenship education, and there is 

no discussion about political matters. 

1.7. Transnational Studies Reading 

 

1.7.1. Representation of Transnational Relations in year 1 FFL Textbook 

 

The first-year French language textbook represents transnational relations via representations of 

transnational organisations, and transnational flow of ideas, discourses, and practices. 

The textbook includes several representations of the World Health Organisation (WHO), which is 

considered as a transnational organisation. For example, there is a reading text presenting some of 

the activities of WHO, and the learners are required to search for information about WHO and their 

activities worldwide. The textbook has a chapter on hygiene and health, and most of the content 

was covered from the perspective of WHO. The first textbook chapter highly promotes the 

discourses of WHO as there are multiple texts adapted from official WHO documents about health, 

healthy eating, physical activity, healthy lifestyle, and hygiene (see Figure 91). Given the fact that 

WHO is responsible for International public health, the learners are being exposed to content and 

discourses that are widespread globally. This can be seen in relation to global citizenship education, 

as it positions the learners as part of the world community. 



Chapter 5 

222 

 

                                   

                                   Figure 91: Representation of United Nations in FFL 1 

The textbook includes references to transnational flow of ideas, discourses, and practices. For 

example, there is a reading text about obesity which is linked to poor eating habits in the local 

context Algeria, but the drawings accompanying the text seem to present fast food which is 

perceived as a global feature of modern eating habits (see figure 61). The text states that the main 

cause of obesity is the change of the lifestyle of Algerians through statements such “la cause 

principale de l'évolution du surpoids et de l'obésité dans notre pays est le changement de mode de 

vie des Algériens” “the main cause of the rise of overweight and obesity in our country is the change 

of the lifestyle of Algerians” (FFL 1 Textbook, page 40, my translation).This can be seen as a 

reference to the impact of globalisation on people’s daily life in the contemporary world. 

There are representations of several world days in the textbook including world hand hygiene day, 
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world food day, and world climate day (see Figure 92). This will give the young learners a sense of 

belonging to a common humanity and sharing similar universal values with people from all over the 

world. Similarly, the representation of the football world cup also can be seen as a transnational 

practice as it connects countries from all parts of the world. 

Figure 92: Representation of International days in FFL 1 

 

 

1.7.2. Representation of Transnational relations in year 4 FFL Textbook 

 

The fourth-year French language textbook represents links between countries via discourses of the 

United Nations, International solidarity, and diplomatic relationship between countries. 

The textbook presents connections between countries for common universal goals. For example, 

there is a reading text about the International Day of Living Together in Peace (see Figure 93). It 

presents the willingness and efforts of countries to work toward world peace via promoting 

universal values of tolerance, inclusion, and solidarity. The discussions of global issues such as 
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racism, gender inequality, and child labour are also part of the international debate and cooperation 

between countries for a better world. The use of documents of the United Nations (UN) to present 

these social issues of the contemporary world aim to highlight the worldliness of the issues and the 

need for international cooperation (see Figure 94). Moreover, the representations indicate that 

Algeria is a member of the United Nations. Hence, the textbook is strongly promoting the discourses 

of the United Nations, and its agenda for international peace and human rights. 

                                   

Figure 93: Representation of peaceful co-existence in FFL
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Figure 94: Representation of international efforts for peace in FFL 4 

 

The textbook includes a representation of transnational mobility and international human 

solidarity. There is a representation of solidarity with sub-Saharan refugees in Algeria (see Figure 

95). This is an instance of forced transnational mobility as the refugees are travelling to another 

country fearing for their lives. The representation probably aims to get the learners to develop 

attitudes of empathy and solidarity with people in war times and conflict situations. Moreover, it 

can be seen as an indication of Algeria’s international relations in terms of the Algerian 

government’s support for the right of the sub-Saharan people for freedom. 
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                                              Figure 95: Representation of sub-Saharan refugees in FFL 4 

 

The textbook includes a representation highlighting the relations between Algeria and South Africa 

via a reading text about Nelson Mandela (see Figure 96). The text provides information about 

Mandela’s trip to Algeria in 1962 to receive military training. Both Algerian and South African 

ambassadors are talking about Mandela’s stay in Algeria, and the text highlights good diplomatic 

relationships between the two countries. This representation draws a positive image of the country 

of learning, Algeria, as the South African ambassador is acknowledging the support of Algeria for 

Mandela. Therefore, it can be said that the representation presents Algeria as an active participant 

in international matters. 
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Figure 96: Representation of international relations in FFL 4 

 

 

1.8. Conclusion 

This chapter presented the analysis of the cultural representations of the French language 

textbooks through the lenses of the five analytical approaches suggested by Risager (2018). A 

comparative analysis of the French and English language textbooks approach to cultural 

representation will be provided in the next chapter along with the discussion of the main findings. 

It will also discuss the findings from policy documents and teachers’ interviews. 
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Chapter 6 Comparative Findings and Discussion 

6.1 Introduction 

The previous two chapters provided an analysis of the cultural representations in the English and 

the French language textbooks, highlighting the key findings in each corpus. This chapter aims to 

present the findings of the comparative analysis, triangulated with data obtained from teachers’ 

interviews and policy documents. Answers to the following four research questions will be 

provided: 

RQ1: What representations of culture, society, and the world do the Algerian English and French 

school language textbooks portray? 

RQ2: Do the English and French language textbooks have similar or different approaches to the 

representation of culture, society, and the world? How? 

RQ3: How are the representations of culture, society, and the world defined and conceptualised in 

the foreign language policy documents? 

RQ4: How do English and French language teachers perceive the representations of culture, society, 

and the world in the textbooks? 

As a means of gaining a holistic picture and a deeper insight on how cultural representations are 

approached in Algerian foreign language education (textbooks, teachers, and policy documents), 

this chapter will be organised into six themes. Under each theme, a triangulation of the main 

findings will be presented and further discussed in relation to the previous studies in the literature. 

Each theme will take the structure of first presenting the key findings of the comparative analysis 

of the four textbooks, excerpts from eight policy documents and extracts from six teachers’ 

interviews, followed by a discussion of the main findings. A brief conclusion will be provided at the 

end of the chapter. 

6.2 Countries and Cultures: Banal Nationalism and Essentialism  

This section presents a comparative analysis of the English and French language textbooks in terms 

of their approach to the representation of countries and cultures. The research findings show that 

both English and French language textbooks represent several countries from all over the world. 

The findings revealed that the type and depth of representation of countries differ significantly 
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across the textbooks of the two foreign languages. The representation of countries in the English 

textbooks is more elaborate in comparison with the French textbooks where most of the 

representations are brief. Moreover, countries are represented explicitly in the English textbooks 

to provide touristic information about countries and widen the learners’ knowledge of countries. 

The representation of countries in the French textbooks are mostly brief and the focus of the 

representations is not on providing information about countries but on providing examples about 

different topics addressed in the textbooks. In the French language textbooks, countries are 

represented in relation to topics such as technology, health, and environment. The representation 

of countries in the English textbooks is more oriented towards tourism, national symbols, 

monuments, and arts. The English textbooks adopt a very touristic approach to the representation 

of countries as they are mainly represented as tourist destinations. Unlike the English language 

textbooks, the French textbooks do not have a touristic approach to the representation of countries 

as the representations are implicit and more oriented towards scientific topics. Therefore, the 

approach to the representation of countries and cultures in both English and French language 

textbooks is largely characterised by banal nationalism and cultural essentialism- though with a 

significantly varying level. 

Most of the representations of countries in the first-year English textbook provide basic cultural 

information related to countries such as flag, currency, national dish, and celebration days. The 

cultural references provided about these countries are aspects that fall under the category of 

“banal nationalism.” Moreover, the political sense of the nation is preferred as the emphasis is on 

national symbols and markers of national identity of countries. The textbook provides simplistic 

cultural comparisons exposing learners to what is to be perceived as ‘different’ cultures (national 

cultures). In the fourth-year English textbook, the tourist perspective is prevailing in terms of the 

representation of countries with an emphasis on landmarks and places of cultural and historical 

significance, arts and literature, and celebrities. Travel is represented as a means of knowledge 

construction, and it is used in the textbook as a context for presenting cultural information related 

to countries. There is a focus on the representation of aspects of high culture (material and product 

culture) by looking at cultures of different countries. The conception of culture in the fourth-year 

English textbook is also essentialist to some extent as the emphasis is on national cultures. 

Furthermore, the countries are represented as isolated entities and the use of colourful maps 

presenting geographical borders between countries is an indication of an orientation to national- 

state perspective of representing countries. 

Unlike the English language textbooks, the first-year French textbook does not have a focus on 

representing countries. The textbook opts to represent the least controversial socio-cultural 
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aspects and largely evaded representation of cultural aspects. The first-year French textbook 

portrays some of the world leading countries in terms of technology, environment, and health. 

There is one representation that falls in the stereotypical trap, as it can be seen as promoting the 

stereotype of unhealthy eating habits of American people. The cultural representations of the 

fourth-year French language textbook are heavily based on the Algerian socio-cultural context. 

There are few references to several countries, but they rarely emphasis cultural aspects. The notion 

of culture is also perceived as closely related to a country, for example, travel to a foreign country 

is represented as being exposed to a different culture. The textbook also includes few 

representations to countries that can be seen as stereotypical such as the reference to ‘football 

hooliganism’ and football violence which represents and promotes a stereotypical image of British 

and Egyptian football fans. 

In terms of the representation of target language countries (countries that are traditionally 

associated with the English and French languages), the English and French language textbooks have 

different approaches. The EFL textbooks have a strong emphasis on representing English speaking 

countries with a particular emphasis on representing Great Britain in both English textbooks, but it 

is worth noting that the first-year English textbook has a strong focus on this matter. There are 

several representations about Great Britain in year one textbook while other foreign countries were 

represented by one or two representations. The representations of Great Britain are varied relating 

to different socio-cultural themes and they are rather broad in comparison with how other 

countries were portrayed in the same textbook. The most powerful target language countries also 

described as ‘inner circle’ countries are clearly favoured in terms of visibility in the first-year 

textbook. The fourth-year English language textbook includes representations of several 

Mediterranean countries in addition to English speaking countries. Unlike the EFL textbooks, the 

French language textbooks do not have any emphasis on representing French speaking countries. 

Few French speaking countries are mentioned in the textbooks, but the representations are 

extremely limited and mostly do not go beyond the mentioning of the name of the country. France 

is referred to several times across the textbook, but the representations are framed within the 

context of Algerian history in relation to the period of French colonialism. The analysis of the 

textbook revealed that both English and French language textbooks portray a negative image of 

France - though with a varying level- as it is exclusively represented as the ex-colonialist, but the 

fourth-year French textbook far exceeds the other textbook in this endeavour by emphasising war 

crimes (this will be further discussed in section 3). The analysis of the four language textbooks 

shows that both English and French language textbooks strongly favour representation of western 

European countries and cultures (as the conception of culture adopted in the textbooks is linked to 
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countries), and there is no attempt to represent Arab countries or countries from the Middle East 

(Few Asian and African countries are represented). 

Algeria, the country of learning is represented in both English and French language textbooks. The 

representations are detailed and articulated in comparison to how other countries are represented. 

In both quantity and quality, the representation of Algeria was given more emphasis over other 

foreign countries, and all four language textbooks portray a positive image of the country of 

learning. The English language textbooks have a very touristic approach to the representation of 

Algeria. The fourth-year French language textbook follows the same touristic approach by 

presenting sites of historical and cultural significance, but the first-year French language textbook 

does not refer to any touristic attractions in Algeria. Moreover, the textbook analysis revealed that 

all four textbooks analysed in this project highlight cultural diversities in Algeria and represented 

these diversities in a positive way (this will be discussed in section 4). The research findings also show 

that both English and French language textbooks have a strong emphasis on national identity, 

patriotism, and love for the country (this will be discussed in section 2). 

The findings obtained from the textbook analysis largely converge with the policy document 

guidelines. As the following extracts exemplify, the different policy documents emphasise the same 

objectives for teaching the two foreign languages. To develop on learners a sense of openness to 

the world, all the policy documents highlight the need for learners to know (raise awareness about) 

the existence of other countries and cultures but not to learn about cultural aspects in more depth. 

This explains the nation-state approach of representing countries in the English and French 

language textbooks. Learners are introduced to different existing cultures through a simplistic 

comparison between home and few foreign cultures (see textbook analysis chapters). In addition, 

the official documents extensively emphasise that the two languages should be taught as a 

communication means for accessing technology, science, academic research, economy plans and 

knowledge from other cultures and civilisations. This notion of a language as a communication 

means relates to the idea that foreign languages and their laden cultural aspects are seen as an end- 

product instead of a discourse of accessing the diverse cultural resources. This end-product relates 

mainly to the instrumental functions of learning a foreign language while the cultural aspects were 

neglected. Therefore, the policy documents suggest a discourse of nation-state approach to culture 

and an instrumental function to learning and teaching foreign languages. 
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“… allow the mastery of at least two foreign languages as a way of opening to the world and a 

means of accessing knowledge and exchanges with foreign cultures and civilisations” (The Law 

of Orientation Art, No. 04, 2008) 

“Opening up and integrating into the global evolutionary movement, by promoting education 

with a scientific and technological orientation "included in the spiritual formation and the 

acquisition of knowledge and skills" by developing the teaching of foreign languages "in order 

for the Algerian student to be able to master (by the end of fundamental education) two foreign 

languages", and that by making our educational system keep pace with other educational 

systems”. (National Curriculum for Middle School, 2016, p. 2)   

“The teaching/learning of foreign languages should enable Algerian students to have direct 

access to universal knowledge, to open up to other cultures. (…) Foreign languages are taught 

as a communication tool allowing direct access to universal thought by encouraging fruitful 

interactions with national languages and cultures. They contribute to intellectual, cultural and 

technical training and enables to raise the level of competitiveness in the economic world” - cf. 

General Program Repository.” (Teacher’s guidebook of French, 2019, p.6) 

“Openness to the world: While being aware of their identity, the basis of their personality, the 

student is able to take an interest in knowing other civilisations, to perceive the similarities and 

differences between cultures to open up to the civilisations of the world and respecting 

otherness”. (French Middle School Curriculum, 2016, p.84) 

“Openness to the world: He is keen on learning about others’ markers of identity” (English 

Middle School Curriculum, 2016, p. 91) 

“On the level of openness to the world, the student should: be aware of the multiplicity of 

countries, civilisations and cultures across the world in addition to the civilisation and culture of 

his country”. (National Middle School Curriculum, 2016, p.12) 
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In terms of teachers’ perspectives, the findings show that all the interviewed teachers conceptualise 

culture from a nation-state perspective. For example, Fatima said “Culture is about traditions, 

customs, food, clothes, celebrations. Culture is like a mirror that gives us an image of a particular 

country [..].” In addition, most of the teacher-participants limited the concept of culture to big C 

aspects such as food, traditions, and arts. For example, Karim claimed that “[..] Culture is related to 

traditions, habits, lifestyles of a given society.” Similarly, Dihia quoted “[..] Culture is linked to the 

lifestyle of people living in the same area and sharing the same traditions [..].” Other teachers 

expand their definition to small c items such as beliefs, religion, and lifestyles shared by people 

from the same geographically bounded setting. For instance, Amine referred to culture as “[..] a 

way of life, customs, beliefs, religion of a particular country or group of people;” Nadia also 

conceptualised culture as “the core of the existence of a group of people. It embodies their 

customs, traditions, beliefs, lifestyle, history, religion…etc.” Few teachers stressed the complexity 

of the term and its conceptualisation as Kahina stated “It is not easy to define culture as it is about 

all the traditions and beliefs of a particular country.” Holliday (2011, p. 4) explains, “essentialism 

presents people’s individual behaviour as entirely defined and constrained by the cultures in which 

they live so that the stereotype becomes the essence of who they are”. In this study, all the teacher-

participants seem to conceptualise culture with what cultural (homogenous) groups – or nations – 

have, share, and believe in rather than what they do (Baker, 2015; Canale, 2016; Holliday, 2011; 

Simin, 2018; Yuen, 2011), which may reflect teachers’ traditional and essentialist view of culture. 

This echoes with the findings of previous research (Pena-dix, 2018; Sercu et al. 2005). For example, 

Pena-dix (2018) concludes Colombian English language teachers conceptualise culture as ‘the 

whole’ customised with geographical nations. This study adds that both French and English teachers 

share the same conceptualisation of culture though with a varying degree of complexity.  

With this essentialist conceptualisation of culture, the teacher-participants seem to align with the 

same approach to culture adopted for the design of the school textbooks. As discussed at the 

beginning of this section, Algerian foreign language textbooks introduce learners to different 

countries and cultures through representations of essentialist and banal national cultures. Similar 

to Stranger-Johannessen’s (2015) study which found a dominant reference to Uganda in the 

Ugandan locally published English language textbooks, all the four Algerian textbooks heavily 

represent Algerian cultures as a centre, though with varying degrees. This aligns with the national 

cultural approach adopted in the first-generation Algerian foreign language textbooks (Douidi, 

2021; Zouaoui, 2019) which highlighted the extensive dominance of Algeria while simplistic and 

touristic viewpoints (mainly in English language textbooks) were adopted for the representation of 

other foreign countries. Both contemporary (or second-generation) Algerian English and French 
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language textbooks promote positive attitudes towards the ‘self’ through banal national cultures 

rather than constructing an ‘intercultural citizenship’ perspective. These textbooks published by a 

national Ministry of Education strengthen the paradox of “looking inwards to ‘our own’ group and 

looking outwards to ‘other’” (Byram, 2020, p. 26).  

Hilliard (2014), Gray (2010) and Shin et al. (2011) found that global English language textbooks often 

adopt a tourist viewpoint by positively representing (what is traditionally categorised as) foreign 

and target cultures from a viewpoint of a tourist excited to visit the countries. In this study, Algerian 

English language textbooks adopt a touristic viewpoint and an essentialist approach towards 

cultures and countries. This could be seen through the extensive reference to Algeria and a focus 

on transmitting touristic information about other cultures. The textbooks’ approach to cultural 

representation is essentialist as it stresses the links between culture and the nation-state political 

conception of the country. Moreover, the nationalist orientation of the Algerian English language 

textbooks gives a central attention to Algeria with a dominant coverage of the local culture in the 

textbooks. These findings counter previous research conducted in the similar neighbouring North 

African contexts (Ait-Aissa and Said, 2015; Abid, 2019; Abid and Moalla; 2019; 2021) which reported 

that foreign cultures predominate the Tunisian EFL language textbooks.  

However, the French language textbooks analysed in this study adopt a scientific and linguistic-

oriented approach to the representation of other countries and cultures. Similar findings are also 

found in previous studies of French language textbook analysis conducted in different contexts 

(Arfa and Bedouhene, 2016; Lustyantie and Dewi, 2020). For example, Lustyantie and Dewi (2020) 

found that the global French language textbooks adopt with a high percentage a scientific 

perspective for the representation of culture and countries. Similarly, Arfa and Bedouhene (2016) 

highlight that the Algerian primary school French language textbooks use a scientific and linguistic 

oriented approach to cultural representation. What is different from other studies is that the 

fourth-year French language textbook adopted a stereotypical approach to represent few foreign 

countries. This could be seen in the references to ‘football hooliganism’ and football violence which 

represents and promotes a negative ‘stereotypical’ image of British and Egyptian football fans (see 

Chapter 4).  

6.3 Patriotism and National Identity Construction through School Language 

Textbooks 

The research findings show that both English and French language textbooks have a strong 

emphasis on national identity, patriotism, and love for the country. The first-year English language 

textbook has a patriotic approach to the representation of Algeria, with a strong emphasis on 

representation of Algerian national symbols and markers of national identity. The Algerian flag, for 



Chapter 6 

237 

 

example, is used as a background visual in several textbook pages. Furthermore, there are several 

short texts and poems that aim at inculcating patriotism and love for the country through discourses 

of homeland, belonging, and duty to serve and protect the country. The discussions though are 

relatively simple as there is no mention of the concept of national identity but rather homeland is 

used.  

Unlike the EFL1 textbook, the discussions about national identity in the fourth-year English 

language textbook are introduced to the learners through the life experiences of famous nationalist 

figures that lived during the period of French colonisation of Algeria. There are several 

representations that aim to create a sense of togetherness and belonging to the same nation via 

shared national history (see section 3). For example, there are representations related to the 

identity crisis experienced by Algerians who attended French schools during the French colonialism 

of Algeria. The learners are invited to reflect about this issue of identity crisis and the French school 

assimilation-policy which aimed to alienate the young Algerians from their national Algerian 

identity and their local socio-cultural values. These kinds of representations are used in the 

textbook to raise the pupils’ awareness of their national identity, and how important a national 

identity can be in an individual’s life. Furthermore, the writers of the fourth-year English language 

textbooks were explicit in communicating their intentions about national identity construction 

through statements such as “raising awareness of the importance of memory in shaping the identity 

of a nation,” and “raising awareness of the importance of safeguarding national identity” (EFL 4 

Textbook, page 85).  

The first-year French language textbook adopts a similar approach by using historical nationalist 

literary works to build a sense of nationalism and pride in national identity by evoking empathy and 

nationalist sentiments in the pupils. There are several representations that present the complex 

abstract notions of nation, national identity, and motherland for the learners. These historical 

representations serve to raise the pupils’ awareness about the historical past of their country, and 

to forge a sense of national identity. The textbook representations aim to create a national pride 

and positive emotion of love for one’s country and patriotism by shedding light on the culture of 

resistance to the oppression of the French colonial power. The textbook also promotes a patriotic 

nationalist discourse via patriotic poems expressing love for the country.  

Like the FFL 1 textbook, the fourth-year French language textbook also used common shared history 

as a unifying element to raise the pupils’ awareness about their national identity, national 

consciousness, and their sense of national belonging to Algeria. There are many representations 

that invite the pupils to think and reflect about the notion of homeland to get them to understand 

and affirm their Algerian national identity affiliation. Similarly, there are representations that aim 
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to get the pupils to develop patriotism for Algeria. For example, there is a patriotic song, in which 

the singer is expressing his unlimited and unconditional love for his country, Algeria.  

All four language textbooks analysed in this research promote patriotism and national identity 

construction. Looking at the politics behind the emphasis on national identity in these Algerian 

foreign language school textbooks, it may be argued that past colonial history of the country is a 

major factor for adopting such philosophy in schooling. This can be explained by a post-colonial 

need to construct/ reconstruct identity because the Algerian local languages and cultures were 

denied for a long time (132 years of colonisation) for historical colonial reasons. Algeria, like many 

other countries with colonial history experienced a post-war identity crisis or a post-independence 

identity struggle to construct/ reconstruct national identity. The birth of the strong nationalism in 

Algeria is a reaction to several years of French colonial oppression. Moreover, the use of patriotic, 

historical, and nationalist representations in the school textbooks can be seen as contributing to 

the process of nation-building after the independence. The building of the new nation after 

independence started with the aim of restoring Algerian national identity, which was censored for 

many years, by eradicating everything that relates to France. The strong emphasis on national 

identity in these textbooks gives the impression that there is an excessive fear of the other as a 

threatening danger to one’s national and even personal identity. Therefore, it can be said that the 

Algerian English and French language textbooks are used as vehicles to promote national identity 

and patriotism for Algeria.  

The over-emphasis on the construction of national identity in the Algerian school language 

textbooks can be linked to the discourses promoted in the national policy documents, principally 

the law of orientation for national education. As the following extracts highlight, all the policy 

documents heavily emphasise the need to promote the core national values stated in the law of 

orientation. This end is a top-down policy that dictates the need to cement on learners the following 

‘core national’ values: 

• A sense of ‘belonging’ to the Algerian nation. 

• A ‘profound’ attachment and ‘consciousness’ to the national symbols, religious (Islam), 

linguistic (Amazigh and Arab), social and historical values. 

• Develop a feeling of ‘loyalty’ and ‘proudness’ to their Algerian identity and local citizenships.  

• Promoting on learners a sense of preserving their national ‘unique,’ ‘collective,’ ‘unity’ and 

identity.  

 

All the above principles mentioned in the policy documents align with the approach of extensively 

constructing national identity in the foreign language textbooks analysed in this study. This could 



Chapter 6 

239 

 

be seen through the recurrent use of the cultural and national homogeneity statements throughout 

the different policy documents. For example, the intention to develop on learners a ‘profound 

attachment to the unique and collective Algerian national identity, languages and Islam as a 

religion’ (Law of orientation, art 02,08, 2008). This statement is represented as a legitimate national 

cultural representation that should be disseminated for the learners through the discourses of the 

Algerian foreign language textbooks. Similarly, post/colonial-historical, and literary narratives were 

the two approaches adopted to construct a discourse of national unity and identity in the analysed 

Algerian foreign language textbooks. This goes in line with Dervin et al. (2015) statement that, “the 

narratives, facts, people, events, also rules, norms and behaviours represented in textbooks 

[published by National Ministries of Education] often reflect the values and ideologies promoted by 

the nation-state” (p. 2). That is, the analysed foreign language textbooks promote the discourse of 

national identity and unity as a response to the top-down policy. This policy legitimises the ideology 

of a one-language/one-nation, one culture, and one religion. Therefore, the policy documents 

emphasise the need to promote national unity in the foreign language education and goes in line 

with the textbook analysis findings.  

“… to root in our children the feeling of belonging to the Algerian people; to raise them in the 

love of Algeria and the pride of belonging to it besides the attachment to national unity, 

territorial integrity and the representative symbols of the Nation…” (The Law of Orientation Art, 

No. 02, 2008) 

“Consolidating the Algerian personality and consolidating the unity of the nation by promoting 

and preserving the values related to Islam, Arabic and Tamazight. Therefore, the student should 

be made aware of his “belonging to a shared and unique collective historical identity, which is 

officially sanctioned by the Algerian nationality,” and to consolidate his “national feeling”, and to 

develop his attachment and loyalty to Algeria, and national unity”. (National Middle School 

Curriculum, 2015, p. 3) 

“REMINDER OF THE MAIN LINES OF THE OFFICIAL PROGRAM: The Orientation Law on National 

Education n°08-04 of January 23, 2008 defines the aims of education in the following terms: “The 

Algerian school aims to train a citizen endowed with indisputable national landmarks, deeply 

attached to the values of the Algerian people, capable of understanding the world around them, 

of adapting to it and of acting on it, and capable of opening up to universal civilisation” - Chapter 

I, art. 2.” (Teachers’ guidebook of French, 2019, p.6) 

The core values contained in the coursebook are derived from the LAW OF ORIENTATION, 04-08 

January 23rd, 2008. 

- National identity: The learner can use the markers of his identity when introducing himself to 

others: name, nationality, language, religion, flag, national currency ...  
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- National conscience: He can speak about our school days, weekend, and national public holidays 

(historic, religious, etc). (Teachers’ guidebook of English, 2016, p. 19) 

 

Regarding teachers’ perceptions, the findings indicate that all the teachers seem to agree on the 

nationalist approach to teaching socio-cultural content in the French and English language 

classrooms. They think that this nationalist approach enables them to reach three goals related to 

the formation of future Algerian citizens. The first goal is to foster on learners a sense of pride and 

protection to the nation. For instance, Kahina emphasised the importance of representing the 

national history in the textbook, stating “Of course, it is important to talk about national history 

and landmarks because learners need to be proud of being Algerians [..].” The second goal is to 

boost on learners a sense of belonging to Algeria. As Nadia quoted “[..] It is quite normal to find 

topics about Algerian history and symbols in the textbooks as they aim to teach learners to be proud 

of their national belonging and identity.” Teachers also agreed on the national approach to history 

which serves the development of learners’ national sentiments and feeling of love for Algeria. For 

example, Karim claimed that: “[..]it is important for the students to learn about their national 

symbols, landmarks, and outstanding figures. This will get the learners to love and protect their 

country [..].” In addition to these three goals, some teachers interpreted the need for nationalism 

in the foreign language teaching as a means to reduce the social issue of ‘Harraga’ (illegal migration) 

amongst the future Algerian citizens. Dihia for example, states that “[..] learning about Algerian 

national history will help the learners to develop a sense of nationalism and pride…I think this 

reinforcement of love for Algeria in the language textbooks can reduce the rate of Harraga in the 

future [..].” According to the interview quotes above, the teachers seem to have an interest on 

developing learners’ national identity through the nationalist and patriotic discourses of the 

textbooks. They seem to prefer and emphasise using foreign language classrooms to reinforce on 

learners the sense of attachments to their nation. This could linguistically be noted on their choice 

of emphasis words such as ‘of course,’ ’it is important,’ ‘need to be so proud’ of being Algerian. In 

addition, Dihia stated that the more the learners love living and belonging to the Algerian land, the 

less they get a sense of detachment from their nation and opt for illegal immigration ‘harraga.’ This 

end is a common social issue in Algeria (and other North African contexts), and it is mainly due to 

socio-economic factors (M’charek, 2020). This means that Algerian language teachers favour the 

nationalist and patriotic objectives to form mature citizens who prefer their lands from any other 

Western developed countries.  

This finding goes in line with Rabehi’s (2021) study of Algerian English textbook writers and teachers 

who perceived teaching English as “first and foremost a medium through which they can help 
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learners to construct and reinforce their national identity and boost in them a sense of pride and 

belonging” (p. 209). She further concludes that English, in addition to Arabic and French language 

teachers perceive foreign language teaching as “another medium that should be used to remind 

learners of who they are” (p. 211). Although including aspects and core values of national identity 

are important for learners’ sense of belonging (Efron, 2020; Foulds, 2013; Kim, 2009) the problem 

that may raise here is whether teachers are inclusive of other cultures in the classroom to prepare 

intercultural citizens (see section 6 in this chapter for more details).  

The national identity is extensively represented in all four foreign language textbooks analysed in 

this study through discourses of patriotism and nationalism. These discourses are emphasised in 

the policy documents and reiterated by most of the interviewed French and English language 

teachers. Hence, it can be argued that Algerian foreign language education is spreading the state’s 

national narrative and disseminate the discourse of national unity, patriotism, and love to the 

country. Through these discourses, learners are shaped into Algerian national citizens that adopt a 

homogenous look at their homeland’s identity and citizenship without potential for changes. What 

is problematic in this finding is the unclear distinction between promoting patriotism and 

nationalism. As Ashwil and Huang (2009, p. 144) explain, while “patriotism does not exclude 

openness to and even embrace other cultures”, nationalism “emphasises mainly the core values of 

national identity”. The present study finding is consistent with previous studies in the literature 

highlighting that foreign language textbooks tend to promote nationalism and patriotism (e.g., 
Efron, 2020; Pavlenko, 2003; Pellegrini, 2021; Shimako, 2000; Wang, 2016). For example, in his 

study on cultural representation in Moroccan Arabic textbooks, teachers practices and beliefs, 

Pellegrini (2021) concludes that the Moroccan Arabic language textbooks focus on promoting 

national identity and pride while the teachers execute these objectives in the classroom. The 

findings correspond with Pavlenko’s (2003) argument that patriotism is the most important 

characteristic of foreign language textbooks to promote the nation’s national identity. As 

mentioned earlier, in this study not only patriotism was promoted but also nationalism which may 

get learners to accept their national identity and affiliation as their sole fixed source of identification 

and belonging.  

6.4 National History: Between the Culture of Resistance and National Pride 

Algerian national history is represented in both English and French language textbooks, but the 

French language textbooks devote more space to this matter. These foreign language textbooks 

present the history of French colonisation of Algeria from a colonised (Algerian) perspective, mainly 

via narratives of anti-colonial resistance. While the English language textbooks emphasise the 

heroism of Algerian freedom fighters to promote national pride, the French language textbooks 
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have a strong focus on representing war crimes committed by the French colonial power. 

Furthermore, the textbook analysis revealed that France is exclusively represented in all four 

language textbooks analysed in this research as the ex-colonialist of Algeria promoting a negative 

image of France.  

The first-year English language textbook includes few references to Algeria’s national history 

related to the period of French colonisation. This is presented via the portrayal of Algerian 

nationalist military figures during the Algerian war for independence from France. The textbook 

promotes a discourse of nation pride by glorifying the resistance of these heroes to colonialism and 

their sacrifices for their nation.  

Unlike the EFL 1 textbook, the fourth-year English language textbook has several references to 

Algerian national history related to French colonialism. National history is mainly represented 

through Algerian post-colonial literature, and few testimonies of freedom fighters. The textbook 

also includes a range of biographies of freedom fighters and nationalist writers’ testimonies about 

their painful experiences during the period of colonisation. Most of the historical accounts 

presented in the textbook relate to the French school policy in Algeria during the period of the 

colonisation. It refers to the cultural assimilation imposed on Algerian school children by teaching 

them that France is their nation/ homeland and attempting to eradicate Algerian national identity 

and sociocultural values (Benrabah, 1999; Heggoy, 1975). Furthermore, there are also references 

to the othering and discrimination that Algerian school children suffered from in French schools as 

they were regarded as ‘inferior.’ The representations glorify the resistance of the Algerians to the 

French assimilation policy. The fourth-year English language textbook writers state in the textbook 

that they want to develop in learners the attitudes of “valuing common historical heritage and a 

national collective memory of suffering and struggling against colonialism” and “valuing the role 

played by national historical figures in the fight against colonialism” Page 85. 

The first-year French language textbook includes more references to national history in comparison 

with the first-year English language textbook. The textbook has an exclusive focus on covering the 

period of French colonialism. The textbook’s historical representations highlight Algeria’s colonial 

past through narratives of anti-colonial resistance. The first-year French language textbook also 

includes references to the French assimilationist policy exercised in Algerian schools. For example, 

there is a text discussing about nation and the attempt to reinforce in learners the idea that France 

as their nation. There is also a reference to the launching of armed revolts and the start of the 

Algerian war for independence from France. Moreover, there is also a reference to the culture of 

resistance to French colonialism via a literary text in the newly independent Algerian state. The 

representation refers to the desire to eliminate everything that reminds people of France. This 
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documents the birth of strong nationalism after independence as a reaction to the French 

imperialism and oppression.  

The fourth-year French language textbook has a strong commitment to represent Algerian national 

history. There are few references to pre-colonial Algerian history via representation of different 

civilisations and kingdoms that ruled and occupied Algeria in the past such as Amazigh kingdoms 

and Numidian dynasties, but most of the historical representations are about the French 

colonisation of Algeria. The content of the textbook gives the impression of a national history 

textbook written in English. The representations include both historical and literary texts 

documenting the period of French colonisation of Algeria. In a remarkably similar approach to the 

English language textbooks, the fourth-year French language textbook also glorifies the 

contributions of military and nationalist figures. It presents the Algerian resistance to the French 

colonisation via the representation of freedom fighters as symbols of this glorious resistance. There 

is an explicit emphasis on presenting the pains and sufferings of Algerians because of the oppression 

and the war crimes committed by the French colonial power in Algeria. The representations aim to 

make the learners feel the need to condemn the French colonisation of Algeria.  

All four language textbooks analysed in this research promote a negative image of France, as it is 

exclusively represented as the ex-colonialist that made Algerians suffer for many years. The English 

language textbooks present Algerian national history to create a sense of togetherness and 

belonging to the same community via a shared national history. The French language textbooks 

emphasise the criminal savagery of the French colonial power. It is undeniable that the French 

language in Algeria is linked to painful history of colonial oppression, and the French language 

textbooks adopt a highly political approach towards presenting France and the French language to 

the Algerian young learners. That is, the findings imply that the French language is associated with 

the culture of resistance through using the language of the oppressor and recalling the struggles of 

the oppressed. However, the English language is solely associated with the discourse of promoting 

national identity and pride towards the national history. This may probably increase the appeal of 

learners to learn English and encourages positive attitudes towards English as a way of preserving 

the national ‘self’ from the coloniser ‘other.’  

According to Delgadová (2011, p. 37), history is a particularly crucial element of culture, and it is 

important to disseminate historical knowledge to society at various levels. Representation of 

history in school textbooks is one way of disseminating the nations’ cultures and historical heritages 

(Foster and Burgess, 2013; Korytnikova, 2013; Morgan, 2014; Morgan and Henning, 2013; Mikulas 

and Mikulasova, 2016). In this study, national history takes the largest space in the Algerian foreign 

language textbooks, while history of other English and non-English speaking countries was 
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marginalised. However, not all the Algeria’s historical periods were represented equally as the 

largest historical space was devoted to Algeria under French colonialism. Both English and French 

language textbooks represent historical memories related largely to the colonial period, 

emphasising a negative image of France -though with a varying level. While French language 

textbooks focus on the brutal memories of wartime, English language textbooks highlight the 

braveness of the Algerian heroes. Although France as the ex-colonialist of Algeria is extensively 

represented in all four language textbooks analysed in this research, the fourth-year French 

language textbook devotes more space to this matter. The fourth-year French textbook explicitly 

highlights the pains and sufferings of Algerians during the period of colonisation by providing 

numerous historical narratives and poetic verses. Therefore, the comparative findings show that 

the French language textbooks represent the culture of resistance towards the French colonialism 

while English language textbooks promote the discourse of historical pride among learners. 

The textbook’s approach to focus on nationalist historical representations aligns to a larger extent 

with the recommendations articulated in the 2008 law of orientation for education and the FFL 

curriculum. As the following excerpts comprehensively illustrate: 

“… to imbue the future generations with the values of the Revolution of November 1, 1954, 

and its noble principles; to contribute, through the teaching of national history, to perpetuating 

the image of the Algerian nation by strengthening their attachment to the values represented 

by the historical, geographical, religious and cultural heritage of the country…” (Law of 

orientation, Art, N02, 2008) 

-National consciousness: Beyond the geographical extent of the country and the diversity of its 

population, the student is aware of what makes national unity, namely a history, a culture, 

shared values, a community of destiny, symbols…” (French Middle School curriculum, 2016, p 

84). 

“National conscience: He can speak about our school days, weekend and national public 

holidays (historic, religious, etc)” (English Middle School Curriculum, 2016, p. 91) 

 

As the above quotes illustrate, the law of orientation emphasises the significant role of the school 

in the construction of national identity through the representation of colonial history. As discussed 

in the section 2.3.1., the historical date 1st November 1954 mentioned in the law of orientation 

refers to the outbreak of the Algerian revolutionary war. This means that the history of 1954-

onward was advised to be promoted and represented in the foreign language textbooks as 

legitimate values of national history to disseminate in Algerian schools. Moreover, the FL and EL 
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curricula also provide suggestions to promote nationalist discourses and feelings of national 

belonging through the representation of national history.  

As the following claims exemplify, all the teachers interviewed in this research believe that this 

nationalist approach to history in the foreign language textbooks enables them to develop the 

learner's historical knowledge and national pride. For example, Fatima stated “the inclusion of 

Algerian history in the English language textbooks is important as it enables us as teachers to teach 

learners about our national Algerian history and to be proud of their national belonging […].” 

Similarly, Karim: claimed “[..] it is very important for the learners to learn about our national 

history…to broaden their knowledge of outstanding historical figures, and to be proud of their 

country [..].” In addition to developing learners’ national pride, the interviewed teachers 

highlighted the importance of raising their learners’ awareness about the historical heroes as pro-

builders of the nation. As Nadia quoted “[..] I think it is good for the learners to know how our war 

heroes struggled to liberate the country (.) these historical figures are models for the learners to 

love and protect their country[..].” Most of the teachers also highlighted the need of learners to 

follow the footprint of the historical heroes and stand as protectors of the country from all forms 

of colonialism and imperialism. For instance, Amine: “[..] I think this consolidates what pupils 

learned in history classes and strengthens their knowledge about their own country’s history, 

outstanding figures and that they should protect the country from foreign interference [..].” This is 

slightly in line with Wang’s (2016) study that found self-sacrifice and proudness of national history 

as two characteristics of good citizens represented in the Chinese ELT textbooks. Therefore, the 

findings suggest that teachers do not question this nationalist approach to history and accept it as 

a legitimate discourse to transmit to their learners in foreign language classes.  

Although it is crucial for all citizens in democratic countries to be familiar with history because it is 

a central humanistic discipline and it helps to build active citizenship (Mikulas and Mikulasova, 

2016, p. 234), its inclusion in foreign language textbooks refer to socio-political meanings. That is, 

the Algerian foreign language education is adopting a nationalist approach to the representation of 

history for several reasons. On the one hand, promoting the culture of resistance through French 

language textbooks by presenting France negatively and reminding the learners about the brutal 

memories of war crimes. On the other hand, through the English language textbooks, a culture of 

pride towards the war heroes and their self-sacrifices for an independent Algeria is promoted and 

presented as a value-model for young Algerian learners. This finding is different from the approach 

to the representation of history in the Algerian foreign language textbooks published under the 

first-generation curriculum of 2003 (Douidi, 2020; Wang, 2016; Yassine, 2015; Zouaoui, 2019). For 

example, in her comparative analysis of first-generation Algerian foreign language textbooks, 

Zouaoui (2019) found that while English language textbooks lack any reference to the national 
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history of French colonialism, French language textbooks adopt the same politics of culture of 

resistance towards the representation of national history found in this study. According to Zouaoui 

(2020, p.166), the culture of resistance adopted in the first-generation Algerian French textbooks 

“arguably encourages the learners to develop a reluctant attitude towards learning the French 

language, considering it as the language of the enemy”. The persistence in the political nationalist 

approach to the representation of history in the recent Algerian French language textbooks is 

probably aiming to decrease the appeal of learning French. Unlike the approach to history in the 

first-generation English language textbooks, the current study argues that the English language is 

associated with the discourse of decolonising the nation and preserving its national identity through 

promoting on learners a sense of togetherness and pride of their history. This culture of national 

pride adopted in the recent English language textbooks may increase the appeal of learners towards 

learning English language and develop on them a positive attitude towards English as a global 

language linked to the protection of the ‘self.’ This aligns with the current political tensions between 

the two languages in question which was not a focus in the 2003 Algerian curriculum (see literature 

review Chapter 2 for a detailed discussion). 

In addition, the Algerian foreign language textbooks were found representing national history and 

marginalising the history of other English and non-English speaking countries. This finding is 

different from previous studies which found a considerable representation of international 

histories in foreign language textbooks (Awayed-Bishara, 2018; Mikulas and Mikulasova, 2016). For 

example, Mikulas and Mikulasova (2016) comparatively counted the historical periods represented 

in the three English language textbooks used in Slovakian schools and analysed the adopted 

historical approach. The findings show that 75% of the historical representations were 

predominantly related to USA and UK while other English and non-English speaking countries were 

marginalised. They used the historical approach of politics and economy to place the history of the 

two target countries at the centre of the Slovak English language textbooks. One reason for this 

difference in findings might probably be related to the current political discourse associated with 

English language in Algeria. It is placed as a proxy to French language and the English language 

textbooks might be devoted to a national mission by emphasising historical pride as a value of 

national identity (as discussed in the previous section 6.3).  

6.5 Local and Regional Cultural Diversity Serving a National Unity Discourse 

According to Ting-Tommey (1999), learners’ ethnic identities and cultural diversities are 

communicated through language. The analysis of the textbooks revealed that both English and 

French language textbooks represent Algerian local and regional cultural diversity. The language 

textbooks project diversity by drawing a positive image of Algeria as a culturally rich and diverse 
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country. Most of the socio-cultural representations in the English and French language textbooks 

are centred on the Algerian context. All the foreign language textbooks analysed in this study 

promote a discourse of one Algerian national culture yet rich and diverse- though with a varying 

level. The fourth-year French language textbook devotes a significant space for presenting these 

cultural diversities. All the textbooks highlight with varying extent, Algerian cultural products, and 

practices such as local festivals, food, celebrations, famous landmarks, customs, and traditions.  

The first-year English language textbook adopts a touristic representation of Algeria by highlighting 

several famous monuments and local tourist attraction sites. The representations aim at widening 

learners’ knowledge about their country and to encourage local tourists to visit and discover 

Algeria. Moreover, the representation of sites of historical and cultural significance from various 

parts of Algeria indicates a kind of a balanced image of Algeria, without clear biases to any specific 

city or region of the country. The textbook presents cultural diversity within Algeria as a richness of 

the historical and cultural heritage and not as a threat to the unity of the nation. For example, there 

is a text about local and regional cultural diversity represented inside the map of Algeria. This is 

very symbolic of the idea of acknowledging these diversities and implying that they all merge as 

part of the same national culture. It sounds inclusive in its approach to the representation of Algeria 

as it covers and accounts for the national and regional diversity of the country. This can also be seen 

as an attempt to explain to the pupils that despite the local and regional diversities that exist within 

the country, they are all part of the same united nation and all the regional differences merge into 

one national Algerian culture.  

Similarly, the fourth-year English language textbook includes multiple references to Algerian 

historical and cultural heritage sites and monuments. The representations highlight the 

advantageous aspects of the Algerian diverse historical and cultural heritage. For example, there is 

a text about Algerian cuisine highlighting that it has been influenced by the various countries, 

civilisations, and cultures that has come to Algeria throughout history. This kind of representations 

serves to raise the learners’ awareness about regional and cultural diversity. Moreover, the 

textbook presents diversity in a positive way through emphasising the richness of the Algerian 

national culture. It sounds more like an attempt to acknowledge diversity by reiterating that all 

these diversities merge in the same nation and the same national culture. This is set to serve the 

discourse of one country, one nation, and one culture. 

Unlike the English language textbooks, the first-year French language textbook does not highlight 

the touristic potentials of Algeria, as there are very few references to any Algerian tourist attraction 

sites. There are few references to local and regional diversities within Algeria in the textbook, but 

these are less articulated in comparison with the English language textbooks. The socio-cultural 
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diversity in Algeria is represented via the portrayal of different national socio-cultural groups such 

as people from southern parts of Algeria (mainly the Sahara), and Kabylia (Amazigh). These are two 

local social, ethnic, and cultural groups (regarded as ‘minority groups’) that were under-

represented- if not unrepresented- in Algerian school textbooks for many years. Given the fact that 

the target pupils of the textbook are pupils from mixed multicultural and linguistic backgrounds, 

this approach –though limited to one Amazigh group- sounds as a promising step towards inclusivity 

and acknowledging the linguistic and cultural plurality of the country. Although the representation 

of diversities is promising, it serves more a nationalist unifying agenda.  

Unlike the FFL 1 textbook, the fourth-year French textbook adopts a very touristic approach to the 

representation of Algeria (like the English language textbooks). There is a textbook chapter devoted 

to present the historical and cultural richness of Algeria. It refers to several historical monument 

and tourist sites located in Algeria with a focus on representing the diversified historical and cultural 

heritage in Algeria. The representations also aim to raise the pupils’ awareness about the touristic 

potential of their country through the inclusion of several tourist attractions and holiday resorts. 

This serves to promote local travel and tourism by encouraging Algerian pupils to travel around the 

country. Moreover, the textbook encourages the learners to act as ambassadors and tourist guides 

to promote local tourism and even attract international tourists via the presentation of brochures 

that highlight the historical, and cultural heritage of the country. The textbook also adopts an 

inclusive approach towards local and regional diversity in Algeria by presenting different Algerian 

local and regional celebrations and traditions in section “Oui a la culture!” (Yes, for culture!). This 

representational approach is set to illustrate and document cultural and social diversity in Algeria 

positively, as an enriching feature of the Algerian society and national culture. These 

representations take the pupils in a journey to different cities around Algeria to learn about several 

local and regional customs and traditions, arts, crafts, and celebrations. Moreover, the textbook 

features diverse Algerian social and cultural groups such as M’zab, Kabyles, and Touaregs. Referring 

to multiple regional, cultural, social, and ethnical groups within the same nation is both a way of 

acknowledging these local diversities and promoting national unity. These representations aim to 

promote a positive attitude towards diversities within the country. Such discourse contributes to 

value regional local diversities and to affirm national identity and unity. 

In both English and French language textbooks, there is an acknowledgement of diversity within 

the local country and cultures through the representation of ethnic, racial, regional, and cultural 

diversities as an enriching background of the country. The representation of these diversities –

although limited- sounds very promising as it clearly breaks up with the long-standing tradition 

which regards cultural diversities in Algeria as divisive for the country and a threat for national 

identity unity. The textbooks also aim to cement national identity by acknowledging these 
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diversities, as Algerian pupils (the textbooks’ target audience) regardless of their backgrounds may 

feel included and valued and this will further strengthen their acceptance of their national identity 

and discourse of the Algerian national culture promoted in the textbooks. Similarly, the policy 

documents emphasise this discourse of national unity and acknowledging local cultural diversity as 

a richness to the Algerian nation. As demonstrated in the following extracts, teaching foreign 

languages is shaped as a way of preparing future Algerian citizens towards accepting the local 

cultural differences and being proud of such differences as essential parts of their ‘collective’ 

national identity. They reiterated the discourse that Algeria is unite, diverse and at the same time 

homogenous. This echoes with Efron’s (2020) research findings which highlighted the importance 

of including local cultural diversities in language textbooks. 

Article 10: The State guarantees the right to education to every Algerian without discrimination 

based on sex, social origin, or geographical origin”.                                                        (The Law of 

Orientation Art, No. 10, 2008) 

“As a result, they must be supported by programs which, as recommended by the general 

frame of National law of school orientation, will give priority to the values which underpin 

national identity and guarantee national cohesion, with immediate effect the exercise of 

citizenship and national solidarity”.     (National Middle    School Curriculum, 2016, p. 4) 

“In terms of consolidating national origins: he gets acquainted with the principles of his 

Algerianness (Belonging to Algeria), expressing his respect for the symbols that represent it; 

Get acquainted with the institutions of the Algerian nation, expressing his adherence to them; 

He is imbued with a wide knowledge of the nation's heritage in the historical, geographical, 

linguistic, cultural and religious fields”. (National Middle School Curriculum, 2016, p. 13) 

“- Identity: The student is aware of the elements that make up his Algerian identity (Islam, 

Arabic, and Amazigh origin). 

-National consciousness: Beyond the geographical extent of the country and the diversity of its 

population, the student is aware of what makes national unity, namely a history, a culture, 

shared values, a community of destiny, symbols…” (French Middle School Curriculum, 2016, p. 

84) 

 

Regarding teachers’ perceptions, it seems that most teachers recognise the political goal of 

teaching foreign languages in Algeria as a means of promoting on learners the sense of acceptance 

to local cultural diversities. For example, Dihia claimed that “learners should understand that 

Algeria is a very large country with several diverse cities (.) the textbooks’ representations help the 

students to learn about different regional traditions, customs, and diversities within Algeria [..].” 
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Most teachers seem to have positive attitudes towards the inclusion of local cultural diversities in 

the foreign language textbooks as a means of promoting national peaceful coexistence. For 

instance, Nadia quoted, “You know, we have different traditions and cultures (.) our country is big, 

so learners need to be familiar with and proud of all these differences [..].” Similarly, Amine 

expressed, “[..] Personally, I think it is good that the textbook writers included all these Algerian 

traditions and celebrations in the textbook as it will help learners to stop divisive regional thinking 

about ethnic groups in Algeria, i.e., Kabyle, Tuergi, Arab, we are all part of Algeria despite of all the 

differences we have (.) The learners need to learn that to overcome this problem”. The teachers 

also associated the inclusion of local cultural diversities with the need to raise the learner’s 

awareness of the issue of regionalism in the country. For example, Fatima said: “[..] I think that the 

aim of including representations of Algerian traditions of different Algerian cities is to develop 

learners’ knowledge about the cultural diversity within Algeria [..] this can also help learners accept 

each other’s differences and regional customs, and to reduce the issue of regionalism (.)” 

 As explained in the literature review chapter, Algeria experienced ethnic conflicts after the 

independence due to the political ideological agenda of unifying the nation through the Arabisation 

system, which caused marginalising the Amazigh cultural heritage of Algeria (Benrabah, 2014). 

Recently, through the politics of education, local cultural diversities are acknowledged with a 

varying extent in both the analysed textbooks and noted in the policy documents. The teachers also 

seem to be aware of this political issue and the need to teach learners about their local diversity is 

linked with the discourse of reducing ‘regionalism.’  Therefore, it can be argued that the fear of 

ethnic conflicts within Algeria has pushed the regime to construct a new national identity that 

embrace the local cultural diversities rather than representing them as a threat to national unity. 

This echoes the findings of Zheng (1999) and Wang (2016) in the Chinese context, which concluded 

that English language textbooks promote the discourse of love to the mainland, appreciation to the 

beauty of the landscape and its ethnic diversities to avoid local conflicts. However, the present 

study findings counter previous studies in similar MENA contexts in which foreign language 

education promotes only one part of the countries’ culture and marginalises other social groups 

and cultural practices (Ait-Aissa and Said, 2015; Messkher, 2014; Pellegrini, 2019; Yassine, 2012; 

Yassine, 2015; Zouaoui, 2019). 

6.6 Inclusive Education 

The concept of inclusive education has been introduced as a reaction to the “segregate systems,” 

and focus on the premise of “equal” education that is responsive to diversity and difference 

(Thomas, 2013 p. 475). Its purpose is to prepare learners to accept and tolerate differences in the 

wider social context (Tamim, 2021). According to Cunningsworth (1995, p.91), “gender differences 
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are not the only area of possible discrimination or unflattering portrayal”. He further claims that “it 

is also illuminating to look at materials to see how coursebooks represent various people according 

to the following categories: ethnic origin, occupation, age, social class, disability” (ibid, 1995, p.91). 

That is, inclusive education does not only refer to one concept of discrimination, but it is inclusive 

of intersectional categories of social identity (ies) such as race, gender, ethnicity, disability, and 

religion. These social identities and their possible discrimination are increasingly included and/or 

excluded in school materials. For example, in his analysis of Turkey international ELT textbooks, 

Arikan (2005, p. 38) found that age, social class, and gender are problematic areas in the visual 

materials in ELT coursebooks in terms of their cultural, psychological, and social attributions. As a 

result, this study analyses the representation of inclusive education related mainly to social groups 

and/or individuals of diverse backgrounds relating to gender, disability, social class, ethnicity, race, 

and religion.  

➢ Gender 
In terms of gender representations, the four language textbooks analysed in this research have 

different approaches. The first-year English language textbook includes a balanced representation 

of female and male characters, but there is a gender bias in relation to jobs as it features more male 

characters. Unlike EFL 1 textbook, the visibility of males significantly outweighs females in the 

fourth-year English language textbook. Similarly, there is a gender bias in the first-year French 

language textbook as the people represented in the textbook are predominantly males. The fourth-

year French language textbook includes a discussion about the gender issue of violence against 

women. The textbook representations aim to raise awareness about this social issue, and this is 

promising in terms of empowering women and young girls. However, these representations are 

also promoting a stereotypical image of women as vulnerable, and some of the representations 

about gender inequality are themselves stereotypical regards the role of women in society.  

In the policy documents, there seem to be less reference about how to approach gender in the 

school textbooks. As the following extracts show, the only reference to gender equality is related 

to the equal access of boys and girls for the right to compulsory and free education. However, the 

equality in social rights and values of men and women are mentioned in a tokenism manner. It 

seems that policy documents have only targeted the issue of gender by allowing all children to 

access education. This might have affected the textbook writers’ decisions to represent equal 

numbers of men and women while still representing heteronormative values in the school language 

textbooks. This might lead to females’ stigmatization and marginalization and men’s hegemony and 

power. As Asadullah et el. (2019) point that the children’s equal access to education will not help 

in eradicating the issue of gender stereotypes if learners are still socialised through gender 

stereotyped school materials. 
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Article 12: Education is compulsory for all girls and boys aged 6 to 16 years old. However, the 

duration of compulsory education may be extended by two (2) years, as necessary, in favor of 

students with disabilities …”              (The Law of Orientation Art, No. 12, 2008) 

 

In terms of teachers’ perspectives, the findings show that teachers are aware of the gender 

representations in the school language textbooks. However, English language teachers perceive the 

different representations as overtly balanced and related to the learners’ local culture. For example, 

Fatima stated that “[…] there are many visuals in the English language textbooks representing 

school children both boys and girls. This probably indicates that they have equal rights for education 

in Algeria [..] “. Similarly, Karim quoted “[..] the images of the textbooks represent women engaging 

in a variety of jobs such as nurse and teacher… I find this as a real reflection of the Algerian society 

[..].” Although the French language teachers share the same perceptions as the English language 

teachers, but they acknowledged the need of raising learners’ awareness (specifically girls) about 

the issue of violence against women. For instance, Nadia stated: “[..] We all know that violence 

against women exists in Algerian society (.) we need to teach girls not to accept any form of violence 

[..].”  Another French language teacher claimed:  

 “[..] I cannot think of any example of gender inequality represented in the textbooks (.) but, there 

is one sequence where we should teach the students about violence against women (.) It is good to 

teach learners about this topic to ensure that this issue will not be recurrent among future 

generations …You know, the violence that our mothers and grandmothers have experienced is 

more than enough [..]” (Kahina) 

This difference in perceptions between the French and English language teachers may probably be 

due to the differences of the gender content represented in the French and the English language 

textbooks. The French language textbooks contained discussions about violence against women in 

Algeria and this may have shaped the French teachers’ perceptions about gender representation. 

Women underrepresentation and patriarchal discourses have largely been issues in the discourse 

of foreign language textbooks (Gray, 2013; Mills and Mustapha, 2015; Sunderland, 2015). The 

present study findings highlight the dual gender identities promoted in the Algerian foreign 

language textbooks in which learners seem to be exposed to both the discourse of gender equality 

and inequality with a varying degree. Although the balanced gender visibility presents some 

advancement compared to the first-generation Algerian foreign language textbooks (Abdelhay and 

Benhaddouche, 2015; Lakhdar-Barka, 2011; Zouaoui, 2019), the issue of gender stereotypes is still 

prevalent in the second- generation textbooks. This finding is consistent with previous studies in 



Chapter 6 

253 

 

the literature (Arikan, 2005; Cook, 2015; Şahin and Açikalin, 2021). For example, cook (2015) 

compared the status of gender imbalance within a current version of EFL textbook used in Japan 

with an old, edited version of the same issue. The findings highlight that there are substantial 

changes made in terms of gender balance while the issue of sexism still lingers in the context of her 

study after a whole decade. However, the present study findings counter other studies, mostly 

conducted in East Asian, UK and European contexts, which illustrated a more egalitarian visibility 

and representation of men and women in the foreign language textbooks (Gray, 2013; Lee and 

Collin, 2015; Yang, 2014).  

➢ Disability 

Boutebal and Yahi (2018) emphasise the importance of working more conscientiously to integrate 

students with disabilities into mainstream schooling. Hodkinson et al. (2016) stress the need for 

including representation of disability in school textbooks as a first step towards inclusive education. 

Similarly, De-Beco, (2018) claims that the exclusion of children with disabilities from mainstream 

schools negatively affects their life chances, intensifies stigmatization, and has led to poor-quality 

education. Hence, this study analysed the representation of disability in Algerian school language 

textbooks, and how it is framed in official policy documents, and perceived by teachers.  

In relation to disability in the textbooks, the first-year English language textbook adopts an inclusive 

approach. There are several visual representations featuring wheelchair users within the school 

environment in the textbook. Unlike the first-year English language textbook, the fourth-year 

English textbook includes one brief reference to people with disabilities that is likely to go unnoticed 

by the learners. Similarly, the first-year French language textbook includes few references to 

disability and health issues but there is no attempt to provide an inclusive education. The fourth-

year French language textbook does not refer to disabilities, and no people with special needs are 

represented in the textbook. Therefore, it can be argued that disability is included mostly in the 

first-year English language textbook through visual cues while roughly represented in the other 

three textbooks. Although the representation of disability in the foreign language textbooks is 

extremely limited, its inclusion can be seen as a promising step towards providing an inclusive 

education for the learners and promoting the Algerian school as an inclusive environment. 

In terms of policy documents, the Law of orientation is the only document that mentioned people 

with special needs and highlighted the need for integrating them into schools and ensuring 

appropriate national schooling. As the following extract illustrates, special needs learners in 

Algerian schools are categorised into three groups: children with special education needs, learners 

with disabilities, and pupils with chronic diseases. For the schooling of students with special needs, 

it is mentioned that national schools should cooperate with hospitals and other organisations such 

as psychologists to ensure an appropriate education. This discourse serves to deconstruct the 



Chapter 6 

254 

 

traditional stereotypes that hamper learners with disabilities to access state mainstream schools. 

It is important to mention that children with special needs are being integrated to mainstream 

schools since 2016, and this goes in line with the production of the recent national reform, curricula, 

and textbooks. This may explain the reason for representing disability (limited) in the recent 

Algerian foreign language textbooks analysed in this study.  

Article 14: The State ensures that children with special needs can enjoy the right to education. 

The national education sector, in liaison with hospitals and other structures concerned, ensures 

appropriate pedagogical care and the school integration of students with disabilities and 

chronically ill patients”.                                                              (The Law of Orientation Art, No. 14, 

2008) 

 

In terms of teachers’ perceptions, the findings show that most of the teachers shared a sound and 

a positive perception towards representing learners with disabilities in the textbooks. For example, 

Amine quoted:  

“[..] This [inclusion of disability] can allow all the learners to feel comfortable in class and do the 

activities together without looking at the abilities or disabilities defining them [..] I think it is good 

to see this in the textbook and we [teachers] treat them all equally in the class, though it is a bit 

challenging when it comes to practice [..]”  

This teacher highlighted the importance of representing students in wheelchairs in the textbooks 

and showed his sense of positive perception. Moreover, some teachers also suggested the need for 

further actions from the top-down policy makers in order to practically implement inclusivity in 

language classrooms. As Kahina quoted “[..] I am in favour of an inclusive education, but education 

authorities need to think seriously about how to accommodate the needs of learners with 

disabilities in practice…including them in the textbooks is not enough [..].”  In addition, some 

teachers also believe that the inclusion of disability may decrease the issue of bullying in schools 

and develop on learners a sense of acceptance and respect towards the ‘other’ regardless of their 

health and physical conditions. For instance, Fatima expressed that: 

 “[..] It is great that there are images of people with disabilities in the English language textbooks. 

…for example, the pictures of wheelchair users in the first-year English language textbook can raise 

learners’ awareness of disability, and, therefore, reduce the issues of school bullying in our society… 

[..]”  
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Similarly, Dihia added “[…] I like the inclusion of pictures of learners with disabilities in the textbooks 

(.) This is probably meant to develop on learners the culture of respecting their disabled classmates 

(.) It can also help the learners to embrace everyone as equal and that all children have the right 

for education […].” These statements align with Gable (2004) that called for eradicating the ‘two-

box system’ and consider all learners despite their abilities and disabilities in one box-system of 

education to avoid spreading discrimination. Some teachers also highlighted the importance of 

their roles in the long-term success of such initiative of including disability in textbooks through 

providing equal opportunities of learning for both dis/abled learners (see Amine quote). This is 

consistent with the findings of Hodkinson et al. (2016, p. 1), claiming that the inclusion of disability 

in “school textbooks might be of significance in familiarising non-disabled pupils, teachers and 

authorities with the issues related to disability and disabled pupils”. The interviewed teachers also 

acknowledged the difficulty of practically integrating learners with disabilities in mainstream 

schools which is probably due to lack of training and support for teachers in Algerian schools. This 

finding relates to Arib’s (2021) claim that Algerian teachers theoretically know the importance of 

inclusive education, but they face socio-pedagogical constraints. This relates to the culture of 

education in schools which does not support learners with disabilities and lacks preparedness 

through special trainings (see also Bessai, 2018). As noted above, the Algerian policy documents 

guarantee an equal right for education for all children without discrimination based on disability; 

however, teachers proclaim the practical difficulties for accomplishing this goal in classrooms. 

Although the inclusion of disability in the Algerian foreign language textbooks seems promising, it 

is important to guarantee a practical scheme for promoting inclusivity in mainstream schools and 

preparing teachers and pupils for this transition.  

➢ Social Class, Ethnicity and Racial diversity 

In relation to the representation of people and their social identities, the analysed textbooks vary 

in the selection of fictional and non-fictional characters represented under different topics such as 

school setting, history, football, politics, arts, and science. The textbook fictional characters are 

represented via visuals mostly cartoons while the non-fictional characters are mostly represented 

via photographs. While the young people represented in the four foreign language textbooks are 

mostly related to school topics demonstrating their way of behaving and dressing, the adult people 

are represented in relation to their status as celebrities and/or social roles in different domains and 

disciplines. Although the famous figures represented in the textbooks are from a variety of domains 

and disciplines, they all have one common feature as they are all influential and leading figures in 

their respective fields. This can be seen as an aim to set successful people as models for the learners 

while the other adult representations as a way of setting an imagined adult identity for the Algerian 

children. This can be linked to the discourse of who they should be, what they should do, and how 
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they should behave in their future life as Algerian adult citizens. For example, the people 

represented in the first-year English language textbook display diverse socio-cultural identities. The 

people represented are predominantly school children with very few adults, presumably, of the 

same age group of the learners. It depicts school children within the school setting this may show 

to the learners the culture of clothing and behaving in Algerian schools. Unlike the EFL1 textbook, 

most of the people represented in text and images of EFL4 are adults from different age and gender 

groups including few textbook fictional characters, and several celebrities. The fourth-year English 

language textbook devotes an incredibly significant space for the representation of famous people. 

The represented celebrities include outstanding figures in arts and literature, scientists, politicians, 

actors, football players, and Algerian historical and national figures. A similar approach was adopted 

to the representation of people in the first- and fourth-year French language textbooks. That is, the 

people represented in the first and fourth-year French language textbooks are predominantly 

adults representing celebrities from various domains. This includes outstanding figures in arts and 

literature, sports figures, scientists, doctors, freedom fighters, thinkers, football celebrities, 

outstanding figures in arts and literature, and influential figures from Algerian ancient history, and 

few politicians. 

Through the representation of different people, the textbooks also provide an inclusive education 

that acknowledges to some extent the racial and ethnic diversities both at the local and global 

contexts. In all four textbooks, children and adult people are represented as ethnically and racially 

diverse in relation to the Algerian and foreign cultures with a varying degree. In the English language 

textbooks, the ethnic and racial diversity are mainly represented via visuals, but there are very few 

textual references to these topics. For example, the visuals, mainly fictional cartoons of the first-

year English language textbook display different physical characteristics such as different skin, hair, 

and eye colours of people belonging to both Algerian and British societies. Similarly, the fourth-year 

English language textbook provides an inclusive education through the visuals showing happy and 

smiling celebrities from diverse backgrounds. In comparison, the French language textbooks 

represented issues of racism and human rights through critical discussions that range from 

questions, texts, and narratives related to local and/or global matters. For example, the first-year 

French language textbook extensively includes references to ethnic and racial diversity mainly 

related to local Algerian context. It portrays different Algerian local ethnic and racial socio-cultural 

groups. Unlike the local approach of FFL 1, the fourth-year French language textbook devotes a 

significant space for discussion about racism, discrimination, and othering not only at local but also 

at global levels. These discussions are presented in relation to human rights education. Therefore, 

it can be argued that the Algerian foreign language textbooks to some extents have the potential 

to raise the learners’ awareness about racial and ethnic diversities and develop a sense of criticality 
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towards issues of racism, discrimination, and othering though with a varying degree from one 

textbook to another. The different representations of ethnic and racial groups may also promote 

on learners the values of human tolerance, understanding, and respect for people regardless of 

their origin or skin colour (see 6.7 for more details). Although it is of utmost importance to raise the 

learners’ awareness about local diversities as the case of the first-year French language textbook, 

the diversity should extend to global matters to provide an inclusive education as in the case of 

fourth-year French language textbook. The representation of ethnic and racial groups should not 

only rest at the visual level through simplistic references to British and Algerian societies as in the 

case of first- and fourth-year English language textbooks, but they should provide activities that 

engage learners in critical discussions about different global race and ethnic issues.  

In relation to social class, the first-year English language textbook has no reference to issues of 

social class, and there is no reference to wealthy or poor characters except Riyadh Mahrez as an 

International Algerian football celebrity. The fourth-year English language textbook includes 

discussions about poverty and charity work. There is an aim to raise the learners’ awareness about 

the social issue of poverty, and to promote the contributions of charities in providing help for 

people in need. The textbook also includes references to people that can afford local and 

international travel. Similarly, the first-year French language textbook represents people from 

different social classes, as it both refers to people that are financially at ease and people that are 

struggling to cover their monthly bills. The fourth-year French language textbook does not include 

explicit discussion about people from different social classes, but the coverage of content related 

to child labour highlights children from poor and unprivileged backgrounds are at higher risk of 

getting to work at an early age. There is also a high coverage of celebrities in different domains that 

can be related to the upper social class. Therefore, it can be argued that the Algerian foreign 

language textbooks include representations of different social classes through limited and 

simplified references related to poverty, celebrities, charity work, and the practice of travelling.  

In terms of the policy documents, the law of orientation is the only document that officially 

mentioned the need for ensuring education for all regardless of their social class. As the following 

extract illustrates, it seems that the document considers three key components for an inclusive 

education: no discrimination should be based on individuals’ sex, social class, or ethnic background. 

Although this might be the only reference to such an inclusive education, the textbooks’ 

representation of social class and ethnicity may be in response to such official guidelines.  

The state ensures the right for education to all the Algerians (men and women), regardless of 

the sex, social class, and geographical origin. (The Law of Orientation Art, No. 10, 2008) 
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“…to lay the foundations for the establishment of a society committed to peace and democracy 

and open to universality, progress and modernity, by helping students to appropriate the shared 

values of the Algerian society, based on knowledge, work, solidarity, respect for others and 

tolerance, and by ensuring the promotion of positive values and attitudes in relation, in 

particular, with the principles of human rights, equality and social justice”. (The Law of 

Orientation Art, No. 02, 2008) 

 

In terms of teacher-participants, all the interviewed teachers seem to be aware of the necessity to 

educate school children about ‘diverse diversities’ i.e., diversities related to social class, ethnicity, 

and race. However, the teachers were mainly concerned about the local issues of social class, 

ethnic, and racial diversities while neglecting the global matters. Most of the teachers conceptualise 

the Algerian school community as an inclusive environment that teach learners to respect 

differences of race, ethnicity, and social class. As the following quote of Fatima demonstrates, “[..] 

education in Algeria is for everyone regardless of their status, skin colour, ethnic background, or 

disability (.) raising learners’ awareness of diversity and that all humans are equal will get the 

learners to respect each other’s differences [..].” Additionally, some teachers mentioned the issue 

of colourism to exemplify the need for teaching their learners to respect each other’s physical and 

social differences. For example, Kahina stated, “Yes, it is good to teach our students to respect each 

other (.) I always tell them [her learners] that there is no difference between them in the classroom 

whether poor or rich, tall or small, black or white (.) Like this, I think they can stop bullying each 

other [..]” 

As mentioned in the literature review chapter, the Algerian population is racially and ethnically 

diverse, therefore, teachers acknowledge the importance of spreading the sense of mutual respect 

among white and black, poor, and rich, South, East, North and West Algerian learners. The teacher-

participants also highlighted the equality between all their learners belonging to different racial, 

ethnic, and social class groups in terms of rights and duties. Amine mentioned, “[..] As Algerians, 

we are racially and ethnically mixed, that is why education about racism is needed (.) Everyone 

should be treated fairly in the classroom, and we must teach our learners to stop pointing at each 

other as Arab or Kabyle, Black from Sahara, or White from North. This is our Prophet Muhammad’s 

advice as he reminds us in his saying [..].” Other teachers emphasised the need for preparing future 

citizens that avoid the traditional ethnic and regional conflict that has longstanding history in 

Algeria and raise their awareness towards respecting and sharing a sense of mutual love to their 

Amazigh and Arab classmates. For example, Karim quoted:  
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“[..] According to the sayings of the Prophet Muhammad, there is no difference between an Arab 

and a non-Arab, a white and a black except for piety (.) So as Muslims, we should teach learners 

about diversity and equality…for example, the visuals of people with different skin colours in the 

first year English language textbook can educate learners about ethnic and racial diversity and the 

need to respect each other regardless of differences [..]”.  

The above quote also indicates that some teachers associate Islam with inclusive education and 

exemplified how Algeria as an Islamic context socialise and educate citizens about tolerance of 

racial and ethnic differences. This point echoes Davies’s finding (2020) that Islam is embracing 

diversity and contains many verses and Prophet Mohamad’s sayings to exemplify the practice of 

inclusivity. He claimed that “Islam is more accommodating for diversity than often assumed” 

(Davies, 2020, p. 2; Abu Bakr and Fikri Nordin, 2017; Yousefzadeh, 2018). In this study, the teacher 

participants tend to perceive the topic of inclusivity from the local diversities while religion is one 

factor that affects their perceptions of the issue in question. 

 As mentioned above, the English and French language textbooks follow different approaches to 

inclusive education related to race, ethnic and social class. There was limited and simplified 

references to upper, lower, and middle classes, ethnic and racial minorities. This finding is slightly 

consistent with Arikan’s (2005) and Cunningsworth’s study (1995) which highlighted an imbalanced 

distribution and a bare representation of social classes, ethnic and racial minorities in the 

international ELT textbooks. However, the findings counter Shardakova and Pavlenko’s study (2004) 

which found an “almost exclusive focus on middle-class individuals” (p. 35) in the critical discourse 

analysis of Russian language textbooks. It also counters Mahmood’s et al. (2014) study which found 

that only local issues of social class, ethnic and racial diversities were represented in two Pakistani 

EFL textbooks. In this study, there are references to both local and global social, racial, and ethnic 

groups from both the outer and inner circles, though briefly and critical tasks around these issues 

were barely evident in the first-year textbooks compared with the four-year textbooks. The 

interviewed teachers also seem to perceive Islam as a factor that shape their perception about 

education for diversity in Algeria and promote a local perspective of social class, ethnicity, and racial 

issues. 

➢ Religion 

In relation to religion, the English and French language textbooks have different approaches. While 

English language textbooks follow a brief and mostly implicit references to Islam and Christianity, 

French language textbooks adopt an explicit approach and extensive reference to Islam as the main 

legitimate religion in Algeria. For example, the first-year English language textbook includes several 

references to religious (Islamic) celebrations and practices, but there is no direct discussion about 



Chapter 6 

260 

 

it. There is also a brief reference to Christianity via the representation of two Christian religious 

celebrations namely Christmas and Easter. Similarly, the fourth-year English language textbook 

does not include explicit references to religion, but it includes visuals of two girls wearing the Islamic 

veil ‘Hijab,’ which can be seen as a reference to Islam. Unlike the English language textbooks, the 

French language textbooks include several explicit references to religion, all of which relate to 

Islam. The first-year French language textbook refers to multiple Islamic religious practices and 

celebrations such as fasting Ramadan and celebrating Eid. These representations highlight the 

Islamic religious affiliation of Algeria and Algerian people. Similarly, the fourth-year French language 

textbook represents Algeria as an Islamic country by emphasising its belonginess and affiliation to 

the Arab Islamic culture via a reading text about organising the religious event of ‘capital of the 

Islamic culture’ in Algeria. The representations are directing the learners to develop and extend 

their knowledge of Islam and its religious socio-cultural values.  

In terms of policy documents, Islam is promoted by the state as the national religion in Algeria. All 

the policy documents emphasise three categories that essentially shape the Algerian national 

identity: Arabic, Islam, and Amazigh origin. They repeatedly place Islam at the centre of the Algerian 

national identity. This explains the extensive reference to Islam in the foreign language textbooks 

while other religions received limited and simplistic references. 

“… to strengthen consciousness -both individual and collective- of national identity, the 

cement of social cohesion, by promoting values related to Islam, Arabic and Amazigh 

origin…” (The Law of Orientation Art, No. 02, 2008) 

“A basic Islamic education that works on developing individual and collective behavior in line 

with the noble values of Islam (the spirit of justice, cleanliness, health, solidarity, love of work 

and diligence, integrity, and tolerance...). In addition to learning the Noble Qur’an and the 

Prophet’s Hadith” (National Middle School Curriculum, 2016, p.5) 

Identity 

- The learner values the three dimensions of his identity (Arab, Islamic, Amazigh) and expresses 

them through English. 

- He asserts his Algerian personality by including the founding myths of Algerian in his oral or 

written messages/stories. (English language Curriculum, 2016, p. 416) 

 

In terms of teachers’ perceptions, most teachers were aware that all the textbooks are guided by 

an Islamic orientation. They provided some examples from the textbook and justified such inclusion 

of Islamic religious practices as legitimate and related to the Algerian culture and the learners’ 

national and religious identity. For example, Fatima claimed that “as a Muslim country, it is 
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understandable that there are references to Islam in the textbooks. It is the religion of the learners, 

and it is part of our culture, national and religious identity [..].” Furthermore, some teachers draw 

a correlation between the mentioning of Islam in the textbooks and the opportunity for developing 

on learners a sense of belonging and proudness of their Islamic religious affiliation. For instance, 

Kahina expressed that: 

 “Learners should be proud of their Islamic culture (.) for example, there is a text about Islam in the 

fourth-year French language textbook. Teaching them about Islam offers learners a feeling of 

religious belonging to Algeria (.) The sequence of culture in the textbook relates Algeria to the other 

Islamic countries with similar traditions and backgrounds [..].” 

The above quote also highlights how the teachers expressed a sound and positive attitude towards 

teaching about Islamic practices in the foreign language classrooms as it is one strong component 

of the Algerian society and culture. This finding aligns with Mahmoud’s (2015) call for implementing 

Islamic culture in local foreign language textbooks to protect learners from the ‘fear of losing 

identity’. Corroborating with the point of Croucher (2017), the teacher participants highlighted that 

their learners’ Islamic faith is an integral part of their national identity and culture. The present 

study findings show that religion (Islam) plays a significant role in shaping the Algerian foreign 

language education. In line with Bouherar (2020), references to Islam and the Quranic practices are 

a constant feature of all Algerian educational matters (see also Miliani, 2011; Rabhi, 2021). This 

extensive reference to Islam may aim at reinforcing Islamic socio-cultural values in pupils as an 

integral part of their so-called “homogenous” national identity.  

To conclude, it is also important to mention the representations of cultural groups (social class, 

gender, religion, ethnicity, and race) are more of simplistic references in the first-year textbooks 

addressed to young learners aged 10-12 years old while they are more critical-oriented in the four-

year textbooks. Fourth year textbooks provide some opportunities for learners to engage in debates 

about issues of poverty, violence against women, and children’s rights. The difference in the 

complexity of the socio-cultural representations between first year and fourth year textbooks can 

be linked to the age and cognitive levels of learners. Inclusive education in the Algerian foreign 

language textbooks needs to incorporate more explicit discussions about ‘diverse diversities. 

6.7 Transnationalism, Globalisation, and citizenship Education through Language 

Textbooks  

➢ Citizenship Education 

The analysis of the foreign language textbooks showed that both English and French language 

textbooks aim to support citizenship education, but the textbooks of the two languages approach 
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citizenship education from different angles. While the EFL textbooks promote character education, 

charity and community work, and democratic citizenship, the FFL textbooks are more oriented 

towards environmental education, human rights, and social justice citizenship. In both language 

textbooks, there is an aim to develop and inculcate the values of citizenship in school children to 

create a modern generation of Algerians who are active responsible citizens able and willing to 

contribute to society. Both English and French language textbooks largely evaded discussions about 

political aspects of citizenship.  

The first-year English language textbook includes several representations that focus on developing 

citizenship values. It introduces the learners to key aspects of democracy via rights and duties, 

freedom of speech, and respecting others. The good citizen in the textbook is represented as 

someone that understands their rights and duties, and whose able and willing to adhere fully to 

regulations and norms, and to respect others’ rights. Therefore, it can be said that moral, civic, and 

character education are the targeted educational goals with regards to citizenship education in the 

textbook. The goal of these representations is probably to prepare the young school children to 

become adult citizens of a democratic society. The fourth-year English language textbook includes 

a chapter about citizenship. Citizenship education is mainly represented in relation to charity work, 

national solidarity, and community service. The textbook presents volunteering and charity work 

as ways young people can contribute to the improvement of their community and society. The 

model of citizenship education promoted in the textbook is that of an active responsible citizen 

who is able and willing to contribute to community and society.  

Discussions about citizenship education in the first-year French language textbook are exclusively 

centred on the environment and becoming an eco-citizen. The textbook promotes environmental 

awareness via representations of several environmental issues. This is likely to get the learners to 

understand the complexity of environmental issues and get them to feel concerned about the 

environment and understand the need to protect it. This will get the learners to think about how 

they can contribute to protect the environment and to take an active role as young citizens. The 

textbook promotes an eco-citizenship culture and encourages the learners to grow into 

environmentally aware citizens. The fourth-year French language textbook adopts a similar 

approach to the first-year French language textbook in relation to environmental issues. It includes 

a textbook chapter devoted for discussions about major environmental issues. The textbook 

presents knowledge about environmental issues, and then invites the learners to understand and 

develop appropriate attitudes and behaviours for tackling the issues. In addition to that, the 

textbook also approaches citizenship education via representations of problems of social 

inequalities and human rights. This includes discussions about living together in peace and human 

rights issues, namely racism, violence against women, and child labour. The textbook adopts a form 
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of social justice-oriented citizenship and provides human rights education to empower the learners 

to understand and challenge racism and all forms of social inequalities and discrimination. The 

discourse about human rights and peaceful coexistence can be linked to the role of schools in 

promoting social cohesion.  

➢ Global citizenship   

A global citizenship level is also represented in the foreign language textbooks, by positioning the 

learners as global citizens. The first-year English language textbook highlights the global citizenship 

perspective via global connections and the need for tolerance, mutual understanding, and 

accepting people from various parts of the world. The fourth-year English language textbook 

represents global charity work and international humanitarian aid which can be seen as a way of 

positioning young Algerian learners as world citizens with a duty to contribute to the global 

community for a better world. The first-year French language textbook is also highlighting the global 

citizenship orientation through discussions about the environmental issues. The topic of 

environment is covered in both French language textbook from both a local and global perspective. 

The discussions about the key global environmental issues are part of the debate around the world, 

and the learners are required to act and to participate in the global efforts for protecting the 

environment. Furthermore, the concept of citizenship in the fourth-year French language textbook 

transcends the nation by emphasising key social problems of the world such as racism and gender 

inequalities. The textbook also promotes universal values of tolerance and celebrating diversity 

with reference to international peaceful coexistence.  

➢ Transnationalism 

All parts of the world are affected by transnational and global processes and both language 

textbooks present links between countries to some extent.  

The English language textbooks present global connections via transnational contacts between 

individuals from various parts of the world via digital communication and social media. There are 

also representations of transnational communication which requires the learners to engage in 

situations of imagined contacts with people from other countries. These representations are 

probably preparing the learners for future situations of international or intercultural 

communication. Moreover, the fourth-year English language textbook includes an open discussion 

about transnational relations and globalisation. It includes a representation about cultural 

globalisation to raise the learners’ awareness about the global flow of ideas, products, and 

discourses. The textbook is positioning the learners as global citizens, but it also presents a concern 

or a fear from the influence that cultural globalisation can have on the learners and their cultural 
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and national affiliations. The English language textbook writers voiced their willingness to promote 

globalisation, but not cultural globalisation.  

The use of the English language to connect with people from various parts of the world is promoting 

the position of the English language as a global and international language as it is used as a lingua 

franca. For example, the use of the international blog to practice English can be interpreted in 

relation to the position of the English language as the dominant language of international 

communication. The English language in the context of the blog is used for lingua franca purposes 

to communicate with the global community. This aligns with the current discourses of English as 

the universal language. Unlike the English language textbooks, the French language textbooks do 

not present situations of international communication, but the French language is also represented 

as an international language in its capacity as a language of the United Nations. The French language 

textbooks present several texts and documents of the UN in the discussions about human rights 

and issues of social inequalities.  

In terms of policy documents, Citizenship education is mentioned as one of the aims of schooling 

in Algeria, and all school subjects are required to contribute to the development of responsible 

Algerian citizens. However, as shown in the following extracts, education for citizenship is meant 

more as a reinforcement of nation-state dichotomy. This aligns with Byram’s (2006) perspective 

that in some contexts, citizenship education is developed following the nationalist perspective of 

nation building. Furthermore, the policy documents highlight the need for forming global citizen 

learners that tolerate differences and open to the world.  

“…developing students' civic sense and educating them in the values of citizenship by enabling 

them to acquire the principles of justice, equity, equality of citizens in rights and duties, tolerance, 

respect for others and solidarity between citizens. 

• provide education in harmony with children’s rights and human rights and develop a democratic 

culture by teaching students the principles of debate and dialogue, of accepting the opinion of 

the majority and leading them to reject discrimination and violence and to favor dialogue. 

• make young generations aware of the importance of work as a decisive factor in leading a 

dignified and decent life and in achieving autonomy, and above all as lasting wealth capable of 

compensating for the depletion of natural resources and to guarantee the sustainable 

development of the country…” (The law of orientation, Art, No. 05, 2008) 

“Training on citizenship by learning the culture of democracy to ensure social harmony and 

national unity” (National Middle School Curriculum, 2016, p. 3) 

In terms of opening to the world, the student should: be aware of the multiplicity of countries, 

civilisations, and cultures across the world alongside the civilisation and culture of his own 
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country... Recognize the problems that humanity suffers from (poverty, insecurity, health, the 

environment), and know the existence of institutions and well-known international bodies in his 

surroundings, with a general idea of their tasks” (National Middle School Curriculum, 2016, p.12) 

"Values: 

Identity: The student is aware of the elements that make up his Algerian identity (Islamity, 
Arabism and Amazighity). 

National consciousness: Beyond the geographical extent of the country and the diversity of its 
population, the student is aware of what constitutes national unity, namely a history, a culture, 
shared values, a community of destiny, symbols... 

Citizenship: The student can delimit in all objectivity their rights and duties as a future citizen and 
to put this weighting into practice in their relations with others. (Cf. Algerian Constitution). 

Openness to the world: While being aware of their identity, the basis of their personality, the 

student can take an interest in knowing other civilisations, to perceive the similarities and 

differences between cultures to open the civilisations of the world and respect otherness.” 

(French Middle School Curriculum, 2016, p. 84) 

 

As the above extracts illustrate, the Algerian education system intends to form global citizens that 

are aware of the different international cultures, human issues, and know their national and global 

rights and duties. Moreover, as shown in the following extracts, the policy documents reiterate the 

need for preparing learners to learn about other transnational cultures and cementing on them the 

culture of openness and peaceful co-existence. However, as the following extracts show, the policy 

documents brought up acculturation as a threat to be avoided while socialising global citizen 

learners. That is, although Algerian education wants to form global citizen learners that explore and 

accept the differences of other transnational cultures, they are also concerned with a fear that the 

learners may deny and demean their local cultures once in contact with the foreign cultures. This 

is similar to what Guilherme (2002) names as “the danger of cultural colonisation” which she 

concluded from her interviews with Upper secondary Portuguese teachers. That is, Guilherme 

(2002) argues that the interviewed teachers perceive globalisation as having both positive and 

negative effects on learners’ identity. Globalisation may help learners get familiar with other 

cultures, but it may threaten their national cultures and identities. In the Algerian context, the 

policy documents conceptualise citizenship education from this dual sided effect on learners’ 

identity construction.  

“…to have an openness to foreign civilisations and cultures, to accept differences and to co-exist 

peacefully with other peoples…” (The law of orientation, Art, No. 45, 2008) 
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“The teaching of French as a foreign language (FLE) contributes to the achievement of the 

overall profile of middle school education in the field of the formation of the personality of the 

adolescent, in the field of transversal skills and in the field of knowledge. Thus, the teaching of 

French supports national identity values, intellectual values, aesthetic values in relation to 

national and universal themes”. (French Middle School Curriculum, 2016, p. 83) 

“1.1. Goals Of English at Middle School The teaching of English must meet the following 
objectives: 

 - To help our society to live in harmony with modernity by providing the learner with linguistic 
tools essential for efficient communication  

- To promote national and universal values - To develop critical thinking, tolerance, and 
openness to the world 

 - To contribute to the shaping of a good citizen, aware of the changes and challenges of today 
and tomorrow 

 - To give every learner the opportunity to have access to science, technology and world culture 
while avoiding the dangers of acculturation” (English Middle School curriculum, 2016, p.90) 

In terms of teachers’ perceptions, most of the interviewed teachers about the extent to which 

citizenship education is incorporated in the foreign language textbooks showed familiarity and 

awareness about its importance to learners as future global citizens. For example, Fatima stated 

that: “[..] Teaching learners about citizenship is to get them to know their rights and duties, and 

also to open up to the world (.) the English language textbooks cover the topic of citizenship, for 

example, there is a sequence about citizenship in the first-year textbook [..].” Additionally, most 

teachers conceptualise citizenship as values related to learners’ openness to the world, national 

citizenship belonging, and familiarity with social democratic values. As Dihia claimed: “[..] discussion 

about citizenship in the textbooks is important for the learners. It trains them to respect the 

opinions of others, to be proud of their national belonging as Algerian citizens [..].” Furthermore, 

the teachers refer to citizenship values related to environmental awareness, respect, and tolerance 

of differences. For instance, Kahina stated that, “[..] It is important for learners to be global citizens 

(.) they can also present themselves as Algerians proudly to other people (.) they can learn how to 

protect their own environment from pollution (.) For example, in one of the sequences learners 

were asked to prepare a project about environmental problems [..].” Similarly, Nadia conveyed “[..] 

we teach students about how to protect their environment and how to live together in-peace and 

respect each other’s differences (.) no discrimination, no racism between them (.) we are kind of 

preparing them to be global citizens proud of being Algerians [..].” The findings show that the 

interviewed teachers focus more on the openness to the world and acceptance of differences as 
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key values for preparing global citizen learners as well as boosting on them a sense of national 

citizenship. This corroborates with Petosi and Karras (2020) which noted that EFL teachers tend to 

lean towards the dimension of openness to the world while asked about attitudes towards global 

citizenship education. However, the present study findings to some extent contradict with Atay et 

al.’s (2009) findings which indicated that Turkish EFL teachers support their learners to look inwards 

and understand their own culture better than moving beyond accepting differences. It also slightly 

differs from Dawson and Liu’s (2018) study which shows that Japanese elementary English teachers 

and students lack critical reference to global citizenship while they indirectly indicate global values 

through sense of openness to foreign cultures, sentiment of travel and social responsibility. There 

is a difference in terms of how English and French language teachers conceptualise citizenship as 

French language teachers lean more towards environmental and social justice citizenship values, 

but English language teachers focus more on openness to the world in comparison with learners’ 

national belonging and cultures. This can be linked to the differences in the citizenship orientation 

adopted in the French and English language textbooks.  

Schooling is a democratically chosen way of socialising people into a democratic way of life and 

preparing young people for civic engagement. In the current project, the four analysed textbooks 

display representations of citizenship values with various depths and different topical focus. While 

the French language textbooks incorporate more environmental education, human rights, and 

social justice citizenship, the English language textbooks promote charity and community work, and 

democratic citizenship. This finding counters the recent study in Asian context which found that 

Japanese EFL textbooks include very limited global citizenship values that engage learners in the 

sentiment of openness to the world (Dawson, 2018 and Liu, 2018). Similarly, McConachy, (2018) 

found that Japanese EFL language textbooks contain problematic cultural representations which 

may inhibit learners’ uptake of global citizenship values.  

Although Algerian foreign language textbooks promote citizenship education, there is a 

represented worry about learners’ acculturation as explicitly mentioned in the policy documents. 

One of the possible reasons for such cautious approach to global citizenship and fear from 

acculturation can be linked to the French cultural influence on the Algerian society and lifestyle. 

During the 132 of French colonialism, Algerian society and education was French-oriented, i.e., 

France utilised assimilation policy and banned the teaching of national languages, religion, history, 

and cultures (Masoud, Reynolds and Brownlee, 2015). As a result, Algerian government after 

independence used school and official policy documents as a top-down approach to reconstruct 

the nation from all the colonial legacy and carefully conceptualise global citizenship from a 

nationalist approach. This cautious approach is meant to protect the young Algerian learners from 

acculturation and the risk of detachment from their own culture, religion, and traditions. Therefore, 
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global citizenship values are presented in the Algerian policy documents as transcultural awareness, 

mutual respect, open-mindedness, social justice, and social responsibility while insisting on 

protecting learners from the issue of acculturation. This can – to some extent – explain the 

extensive reference to Algerian culture(s) and the inculcation of national patriotism in the four 

analysed foreign language textbooks. Algeria, like many other North African countries, seems to 

continue localising their publishing industries to deal with colonial legacies and to construct an 

independent nation through adopting a more nationalist and patriotic approach to cultural 

representation in foreign language textbooks.  

6.8 Conclusion 

In this chapter, I presented the comparative analysis of approaches to cultural representation in 

the contemporary French and English language textbooks used in all Algerian state middle schools. 

The four textbooks adopt different approaches to address culture, diversity, inclusivity, citizenship, 

however they share a similar essentialist approach to the representation of national history, 

cultures, and citizenship core values. In the policy documents, citizenship education in Algerian 

schools is set to prepare young people to assume their social roles as future adult citizens while at 

the same time raise their awareness towards the dangers of acculturation or risk of losing their 

socio-cultural identity. The foreign language teachers find the diverse cultural representations in 

the school language textbooks important for the learners to build a sense of proudness and 

belonging to Algeria. The teachers also express positive attitudes towards forming global citizens 

that accept differences, respect cultural diversities, and protect the environment. 
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Chapter 7 General conclusion 

7.1 Introduction 

This qualitative explorative study aimed to comparatively analyse the cultural representations of 

English and French language textbooks used in Algerian middle schools. Subsequently, some policy 

documents and teachers’ interviews were also analysed to provide a triangulated thick 

understanding of how culture is conceptualised and addressed in Algerian foreign language 

education. This concluding chapter provides the main conclusions drawn from the data, and it will 

be dived into five parts. The first part summarises the key findings, whereas the second part 

highlights the research contributions to the wider literature. Then, the third and fourth parts of the 

chapter address the limitations of this research project and provide suggestions for further 

research. The final part provides some implications for future research, teaching, and policy design.  

7.2 Main findings 

RQ1: What representations of culture, society, and the world do the Algerian English and French 

school language textbooks portray? 

The analysis of the four language textbooks reveals various cultural representations that are 

implicitly and/or explicitly embedded in the textual and visual content of the textbooks. The type 

of cultural representations is widely characterised with essentialism and banal nationalism, though 

embracing the ‘national’ cultural diversities to some extent. In doing so, the textbooks provide a 

vision of Algeria as a nation with homogenous, fixed sense of identity at the same time rich and 

diverse. That is, the diverse local cultures are projected as part of the collective Algerian unity. 

Through this predominantly Algerian-centred cultural representations, all four textbooks attempt 

to cement on learners a sense of patriotism, belonging, national identity and national 

consciousness. In terms of the representation of countries that are traditionally associated with the 

English and French languages, the English language textbooks follow the native speakerism 

approach in which most of the cultural representations are heavily associated with Great Britain. 

Unlike the English language textbooks, the French language textbooks follow a neutral approach as 

references to French speaking countries are represented in a tokenism manner. Moreover, the 

French language textbooks present a negative image of France as the ex- colonial power 

emphasising war crimes. In all four language textbooks, there is no attempt to represent Arab 

countries or countries from the Middle East (Few Asian and African countries are represented) although most 

of the cultural representations related to the Algerian context were emphasising its affiliation to the Arab-

Islamic world. The analysis of the English and French language textbooks revealed that both 



Chapter 7 

270 

 

language textbooks are used as vehicles for cementing national identity and forging a sense of 

patriotism. The discussions around national identity and patriotism are more explicit in the English 

language textbooks (more articulated/ voiced), but in the French language textbooks the discourses 

are more implied (implicit). 

Moreover, all four language textbooks attempt to refer to inclusive education aspects such gender, 

disability, race, ethnicity, social class, and religion though with varying degrees. In terms of gender, 

the four language textbooks reveal patchy or mixed findings. In the first-year English language 

textbook, there was a balanced gender visibility, but it includes few instances of gender stereotypes 

in presenting occupational roles. The other three language textbooks are slightly characterised by 

male-dominance and underrepresentation of women (although they include discussions about 

issues of violence against women). In relation to disability, references to students with physical 

disabilities were mostly represented in the first-year English language textbook’s visuals while this 

was occasional in the other three language textbooks. This indicates a shy attempt to raise the 

learners’ awareness of disability and provide an inclusive education. In terms of the intersectional 

representation of social class, ethnic, and racial groups, all four language textbooks have a limited 

attempt to represent diversity in race, social class, and ethnicity both at the local and global 

contexts. Concerning the representation of religion, the four language textbooks exclusively and 

heavily refer to Islam, promoting the discourse of one nation, one language and one religion to all 

the Algerian community. Except an occasional reference to Christianity in the first-year English 

language textbook, other religious groups are excluded from the textbooks. 

Finally, both English and French language textbooks have an aim to socialise learners about the 

values of citizenship to create a modern generation of Algerians who are active responsible citizens 

able and willing to contribute to society. Learners are also positioned as global citizens that can 

contribute to the world through the careful selection of representations about environment 

protection (mostly in French language textbooks) and charity work (mostly in English language 

textbooks). 

RQ2: Do the English and French language textbooks have similar or different approaches to the 

representation of culture, society, and the world? How? 

In general, the compared language textbooks are remarkably similar in some respects, but in other 

respects significant differences were identified. In terms of the representation of culture and 

countries, the French and English language textbooks follow different approaches but both 

approaches fall under the banal nationalism and essentialism perspectives. While the French 

language textbooks adopt a scientific and linguistic-oriented approach to the representation of 

cultures and countries, the English language textbooks take a more touristic-oriented view to 



Chapter 7 

271 

 

cultures and countries. In the first-year English language textbook, there are representations of 

factual knowledge about other countries while most of the representations are Algerian-centred 

and mostly presented via visual-based content. Therefore, the learners are constantly exposed to 

Algerian identity markers such as flags, national dish, currency, geopolitical map, names of different 

local cities. The fourth-year English language textbook follows a touristic approach to cultural 

representation as the learners are projected as tourists interested in geography and the touristic 

potential of Algeria and other countries. Moreover, the learners are exposed to instances of cross-

cultural comparison between the different countries and cultures depicted in the textbook following 

the essentialist perspective of ‘what Algerian have and do” versus ‘what others do and have.’ Unlike the 

English language textbooks, the French language textbooks adopt a more linguistic and scientific perspective to 

the representation of cultures and countries, though following characteristic of banal nationalism and 

stereotyping. The first-year French language textbook represents the world- leading countries in terms of 

technology, environment, and health while also providing an essentialist representation of unhealthy eating as 

related only with American people. The fourth-year French language textbook heavily exposes the learners to 

Algerian cultural aspects and national markers while limited cultural aspects were provided about other cultures 

and countries. There are also few instances of stereotypical representations of British and Egyptian football fans 

in the context of raising the learners’ awareness about the devastating effects of ‘football 

hooliganism.’ 

As mentioned above, although both the French and English language textbooks adopt similar 

essentialist approach to the representation of cultures and countries, slightly different approaches 

were followed in their representation of Algeria and Algerian national identity. On the one hand, 

the French language textbooks exhibit a culture of resistance to the French colonialism of Algeria 

with an aim to promote nationalism. They employed colonial narratives and emphasised discourses 

of French war crimes and violence to remind the learners about the pains and sufferings of Algerian 

people during the colonial period. In other words, the French language textbooks related mostly to 

colonial narratives and related with the ideological discourses of colonial legacies. On the other 

hand, the English language textbooks have a patriotic approach to the representation of Algeria with 

a strong emphasis on the representation of Algerian national symbols and markers of national 

identity. There are several short texts and poems that aim at inculcating patriotism and love for the 

country through discourses of homeland, belonging, national history, and duty to serve and protect 

the country. It is also important to mention that the English language textbooks approach cultural 

representation from the perspective of openness to the world and related to the discourse of 

cementing national pride and identity on learners. This may reflect the current political debate 



Chapter 7 

272 

 

about the two languages in Algeria in which English is positioned as a proxy to French, hence, a way 

of preserving Algerian national identity from any ex-colonial memories.  

Furthermore, the four language textbooks follow a roughly different approach to addressing 

inclusive education. In relation to the representation of people and their social identities, the 

analysed textbooks vary in the selection of fictional and non-fictional characters and celebrities. 

These social groups are represented under different topics such as school setting, history, football, 

politics, arts, and science to acknowledge different race, ethnicity, and social classes. Disability was 

represented mostly in first year-English language textbook through visual cues while rarely or 

practically absent in the other textbooks. Moreover, the four language textbooks exhibit a roughly similar 

approach to the representation of religion with extensive references to Islam and the exclusion of other 

religions. The four language textbooks also followed a patchy approach to the representation of 

gender. 

Finally, although both English and French language textbooks aim to support citizenship education, 

they attempted to approach citizenship education from different angles. While the EFL textbooks 

promote character education, charity and community work, and democratic citizenship, the FFL 

textbooks are more oriented towards environmental education, human rights, and social justice 

citizenship. There are also differences in the discussions about citizenship in the first- and fourth-

year language textbooks. While the first year English and French language textbooks follow a 

simplistic representational approach probably to fit with the learners’ cognitive level and age, the 

two fourth year textbooks seem to follow a more engaging approach in which the teenage learners 

are invited to discuss global issues. 

RQ3: How are the representations of culture, society, and the world defined and conceptualised in 

the foreign language policy documents? 

The findings indicate that all the textbooks follow the banal-nationalism and essentialist view of 

culture through promoting a ‘centred’ positive image about Algeria and constructing a ‘periphery’ 

discourse about other countries and cultures. This aligns with the core aim provided by the national 

policy documents that construct a discourse of using foreign languages as instrumental tools to 

access technology and science. The policy documents also encourage learners to be open and 

tolerant to transcultural differences, and to act as global citizens. Although there are instances of 

positioning the learners as global citizens, the policy documents clearly highlight a fear from 

acculturation as a threat to the learners’ national and cultural identity. This explains the ideology 

of teaching foreign languages in Algeria which is centred on representing the self while 

simultaneously giving limited and careful attempts towards global citizenship. Regarding inclusive 

education, the policy documents acknowledge the existence of different ethnic and social groups 
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and their equal rights to education. Education about diversity in the policy documents was addressed in a 

tokenism manner in relation to the issues of racism and discrimination. Moreover, the policy 

documents do not provide detailed guidelines for textbook design to shape textbooks free from all 

form of discrimination.  

RQ4: How do English and French language teachers perceive the representations of culture, society, 

and the world in the textbooks? 

Teachers’ perceptions revolved around the concept of culture as a static and coherent whole, 

limiting its meaning to the material aspects of culture. This provides a potential essentialist approach 

of teaching culture in the Algerian classrooms. All the interviewed teachers also did not question 

the nationalist approach to the representation of sociocultural and historical content in the French 

and English language textbooks. They consider this nationalist approach as particularly important to 

“educate” learners about national pride, belonging and consciousness that may lead to avoiding 

the issue of Harraga (illegal immigration to western countries). That is, both French and English 

language teachers view the languages as a means of teaching learners about their national identity 

markers instead of other foreign cultures. Regarding the projected local cultural diversities in the 

textbooks, the teacher participants seem to like this approach and link it to solving the long-lasting 

issue of regionalism in Algeria. That is, they claimed that such an inclusion of local cultural diversities 

may encourage learners towards acceptance of various ethnic groups in Algeria (Amazigh and 

Arab). The aspect of religion (Islam) seems to be a principal factor that shaped their views towards 

inclusive education or more principally the local ethnic, racial, and social class diversities portrayed 

in the textbooks. The teachers stand in favour of including images of disabled students in the 

textbooks to encourage tolerance, harmony, and reduce the issue of school bullying among the 

learners. In terms of gender representation, teachers view them as overtly balanced and related to 

learners’ culture and identity. This may determine the uncritical approach that teachers adopt 

towards the construction of gender identities in the school textbooks. Finally, the teachers 

conceptualised citizenship as values related to learners’ openness to the world and familiarity with 

social democratic values, national citizenship belonging, environmental awareness, respect, and 
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tolerance of differences. To further illustrate their views, they relate their conceptualisation of 

citizenship to the specific content of the addressed language textbooks. 

Having provided answers to the research questions, the next section discusses this study’s 

contribution to knowledge. 

7.3 Contributions of the study 

Based on the several findings presented in chapters 4, 5, and 6, this qualitative comparative study 

makes remarkable contributions to the Algerian context and to the wider literature in the field of 

textbook and cultural studies research in foreign language education.  

First, most previous studies of cultural representations of foreign language textbooks were 

conducted in Western and Asian contexts, but this issue remains under-researched in North African 

and Middle East contexts (Risager, 2021). This study fills this gap and contributes to the growing 

body of literature in North African countries by examining the cultural representations of four 

recently published foreign language textbooks used in Algerian state middle schools. It highlights the 

different approaches of addressing cultural representation in two foreign languages used in Algeria 

and provides an account of French and English language teachers’ perceptions about the textbooks’ 

content. It demonstrated how a touristic approach to international and target cultures is 

predominant in the Algerian foreign language textbooks. The concept of banal national culture 

remains the favoured approach to addressing local cultures in the locally published and government 

approved Algerian language textbooks. Although the results of the study are not generalizable, the 

research sheds light on the specific challenges that national identity, and religion present in 

contexts similar to Algeria. It is noted that blurred boundaries between culture, religion, and 

national identity is maintained in the Algerian foreign language textbooks. This contextual 

contribution highlights how Algeria’s politics, religion (Islam), its local multicultural and multilingual 

aspects were intersected to conceptualise cultural representations in foreign language education. 

More importantly, the findings of this study can also be relevant to other similar contexts such as 

Tunisia and Morocco. 

Second, this study also addresses the call for more comparative research on cultural 

representations in different foreign language textbooks and their ideological perspectives. Based 

on the literature, this is the first comparative study that explores the cultural representations and 

approaches to cultures, inclusivity, and diversity in the recently published French and English 

language textbooks used in the Algerian middle schools. It is argued in this thesis that foreign 

languages are associated with different ideologies and that foreign language textbooks may adopt 

different or similar approaches to cultural representation. The findings of this comparative analysis 
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demonstrated how the political ideological discourses associated with the English language as a 

global language and a proxy to French ex-colonial language were translated through foreign 

language textbooks. As the English language textbooks promote a discourse of nation pride while 

French textbooks promote a culture of resistance by highlighting war crimes and negative aspects 

of colonisation. It highlighted how the French textbooks are reminding learners that the French 

language in Algeria is linked to colonial memories of oppression and colonisation. This research also 

adds to knowledge about how countries with past-colonial histories promote discourses about 

history even in foreign language education. In comparison with previous studies in the literature, 

the present study findings exemplify how the representation of national history is predominantly 

represented in the foreign language textbooks. Although other school subjects in Algerian middle 

schools such as geography, history and civic education were meant to teach historical knowledge 

for the learners, the Algerian foreign language textbooks follow a national-history oriented 

approach. In other words, the present research demonstrate that the national orientation of the 

curriculum prioritises the development of national identity and pride which reinforces an 

understanding of the cultural as tightly linked to nations and countries. Moreover, this study also 

provides comparative insights of French and English language teachers towards the nationalist 

approach to culture, diversity, and inclusivity. Most of the teachers carry a positive attitude towards 

the nationalist approach of the textbooks, highlighting the need of preparing learners to meet the 

global demands and equally protect their national identity. Therefore, this thesis contributes to the 

advancement of knowledge in the field of textbook studies in general and cultural comparative 

studies in foreign language education. 

Third, the use of Risager’s (2018) framework as conceptual and theoretical framework to the local 

Algerian foreign language textbooks makes a theoretical contribution to the literature. Given that 

the framework was originally designed and applied for analysing global European foreign language 

textbooks, this study provides a local situated perspective to the theory by addressing the cultural 

approaches adopted in the Algerian foreign language textbooks. By assessing its applicability to the 

Algerian context, it highlights the possibility of this framework to expand its components and 

analyse the local approach to cultural representation in Muslim, North African, and Middle East 

contexts. The different culture-specific aspects found in this study such as narratives of French 

colonialism and the use of emotionally loaded content to influence learners can be applicable to 

former French colonies such as neighbouring countries to Algeria. Other examples provided in the 

comparative analysis chapter such as the culture of resistant and the culture of national pride are 

emerging themes that future studies can employ in countries with post-colonial experiences. 

Additionally, Risager’s (2018) framework originally adopted only for analysis of cultural 

representation in language textbooks. In this research, I added the policy documents, and teachers’ 
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interviews to have an idea of the top-down policy involved in the design of the textbooks and how 

teachers as users perceive the textbook representations. Importantly how these cultural 

representations found their way to textbooks. It demonstrates how the ideologies/ agenda of the 

government were translated into socio-cultural content of textbooks. The emerged themes from 

the analysis of interviews and policy documents contribute to extending the application of Risager’ 

(2018) model to other data than only coursebook. This research also stresses the interplay between 

the local, national, and international priorities in foreign language textbooks. As the findings 

demonstrated conflicting and contradicting discourses about globalisation and openness to the 

world on one hand, and a fear from acculturation and an explicit statement of the threat of cultural 

globalisation on the other hand. 

Finally, in terms of methodological contribution, most comparative cultural textbook studies 

ground mostly on quantitative content analysis of mainly the textbooks’ content. However, the 

findings of this study are not only based on textual analysis but also a triangulation of three data 

sources (textbooks, policy documents and teachers) using a combination of qualitative content 

analysis and critical discourse analysis. As Santos (2012) argues, there is a need to move towards 

multiple methodological approach to address social and cultural phenomena. This thesis shows 

how combining three data sources provide more explanatory and holistic insights to the approach 

of cultural representation in Algerian foreign language education. Simply, this project contributes 

to the scholarship in textbook analysis with the critical examination of four foreign language 

textbooks (two English and two French) through a comparative analysis of the similarities and 

differences amongst these textbooks and their receptive teachers’ insights. 

7.4. Limitations of the study 

Although this qualitative study provided an in-depth comparative analysis of cultural 

representations in Algerian foreign language education, some unavoidable limitations can still be 

addressed. 

The first limitation lies in the absence of teachers’ classroom observations. Observations could have 

provided insights about how teachers actually address the diverse cultural representations in the 

classroom (Simpson and Tuson, 2003). It would enable comparing the classroom practices of the 

French and English language teachers with the views that they have expressed during the interviews 

in relation to the cultural representations of the French and English language textbooks. These 

comparisons would have served to theorise how language teachers may vary or alike in their 

negotiation of cultural representations as expressed in interviews and how they tackle them inside 

the classroom. For example, when teachers expressed their insights about the inclusion of local 
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cultural diversity and its importance for building a harmonious learning and acceptance of local 

diversities, the classroom experiences might provide how this issue is discussed in the classroom 

(what materials are adopted, what teaching strategies are used and how it is integrated with other 

teaching components). Teachers’ insights and classroom experiences would have provided a rich 

body of knowledge to future researchers interested in understanding teachers’ beliefs and practices 

related to cultural representation in foreign language education. As this research focuses more on 

the comparative approach to cultural representation in the French and English language textbooks, 

and due to feasibility and timeframe of this comparative study, it was not possible to conduct 

classroom observations. This research provided an in-depth analysis of the diverse cultural 

dimensions of each of the four textbooks that potentially serve as primary sources for French and 

English language teachers to plan their classroom lessons and shape their practices. 

The second limitation may relate to the small sample of teachers interviewed in this research. I am 

aware that including a larger sample of teachers could have allowed understanding the 

perspectives of different teachers from diverse cultural and linguistic backgrounds (Cohen et al., 

2018); however, only six language teachers volunteered to participate in my research. Although a 

small sample of accessible teachers were interviewed in this research, some useful teachers’ 

insights about cultural representation in foreign language textbooks were obtained. In addition, the 

study does not aim for generalisability of the findings but rather to their transferability to other 

similar contexts (see section Error! Reference source not found.). The study could have benefited 

from more diverse perspectives if I had the opportunity to collaborate with more French and English 

language teachers. A larger number of teacher participants could have allowed me to hear from 

pre-service, novice and experienced teachers teaching in different educational sites which may lead 

to a more nuanced interpretation of the data.  

Another limitation of this study is its focus on two French and two English language textbooks used 

in first and fourth levels of the Algerian middle schools. I acknowledge that a diachronic comparison 

of all four French and four English language textbooks issued for use in the Algerian middle school 

would have provided a more general picture of the various cultural aspects represented in the 

textbooks (Koster and Litosseliti, 2021). However, the aim of this study is to provide an in-depth 

analysis of the specific cultural representations in the four selected corpus and their meanings in 

relation to the Algerian socio-cultural background. Risager’s (2018) framework requires analysing 

five different dimensions which need a careful evaluation of each selected textbook accordingly. In 

addition, triangulation of three data sources allowed comparing data obtained from textbooks with 

policy documents (e.g., curriculum, teachers’ guidebooks) and teachers’ interviews. Given this PhD 

thesis timeframe alongside its triangulation approach, it was practically impossible and ambitious 
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to analyse the cultural representations of all eight textbooks in all four levels of the two foreign 

languages addressed in this study.  

Another limitation is the absence of accounts or interview insights from textbook writers and 

publishers about the potential aims of the cultural representations included/excluded in the 

analysed corpus. Interviewing them would have provided deeper insights on understanding the 

underpinning reasoning about the cultural representation in the English and French language 

materials. It would also provide a deeper understanding of how the textbooks’ cultural 

representations are shaped and why are they shaped in that way. These insights would have helped 

me to clarify more the meanings of the cultural representations extracted from the corpus 

textbooks. For example, in the textbook, there is an extensive reference to the Algerian culture, a 

discussion with the textbook writers would have clarified the intended reasons and their final aims 

for the targeted learners. Although I attempted to reach the publishers and the textbook writers 

several times, it was challenging to get them accept taking part in the study as they claimed busy 

work schedules. Another reason, the textbook writers’ anonymity cannot be guaranteed as their 

names are already mentioned in the cover page of each selected textbook. This might make them 

hesitant to participate in the present study. Due to time constraints, a triangulation of three 

datasets is deemed reasonable and feasible to achieve the comparative purposes of the present 

study. 

7.5. Suggestions for further research 

The above-mentioned research limitations have already provided further floors for research. First, 

future research would incorporate classroom observations to provide insights of how Algerian (or 

other context) teachers address cultural representation in their daily classroom practices. In 

addition, this research was pre-dominantly focusing on the comparison of the cultural 

representations of French and English language textbooks used in first and fourth middle school 

levels, further research can conduct other comparative or monolithic studies of different subjects’ 

textbooks and levels. For example, a comparison between the cultural representation of Arabic and 

Tamazight national language textbooks in Algerian middle, primary or secondary schools. They can 

employ Risager’s (2018) analytical framework adapted in this study and contribute to its 

advancement from different perspectives, textbooks, policy documents, and teachers’ practices. 

Moreover, it would also be interesting to conduct research on larger sample of teachers to account 

for their perceptions of cultural representations in different textbooks. Equally important, studies 

on students’ perceptions towards the cultural representation in their foreign language textbooks 

would be beneficial. Finally, as mentioned in the introductory chapter, the trend of cultural 

representation in foreign language education is in its early development in the Algerian, North 
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African and MENA regions (Risager, 2021). Hence, it would be interesting if further studies are 

conducted in different regions from different angles to cross-compare the cultural representational 

approaches in foreign language education in the Arab world and North African regions. 

7.6. Implications of the study  

 The findings of this study provide valuable implications to teacher education and policy designers. 

Although these implications are addressed particularly to the Algerian context, they can be 

transferable to other similar or different settings.  

In terms of policy designers, the findings suggest that Algerian foreign language textbooks and 

policy documents should be amended to reflect diverse cultural representations rather than a huge 

explicit focus on national identity, culture, and remembrance of colonial memories. National 

Ministry of Education and culture should try to move away from a simplistic comparison between 

Algerian and foreign cultural representations in the policy documents if the aim is to prepare a 

generation of global and critical citizens (see e.g., Guilherme,2002). For example, teachers should 

receive a teacher guidebook that explicitly state the importance of teaching culture and provide 

practical tasks for raising awareness of learners and teachers towards the importance of learning 

about national and international cultures. Additionally, the forwards in textbooks should not only 

be designed to mention in a tokenism manner the openness to the world but it should be written 

in a way that engage learners in critical reflections about the self and the other identities and 

cultures. Moreover, Gray (2013) suggests that using artworks in textbooks can provide spaces for 

reflections and criticality around cultural representations. Hence, textbook producers (writers, 

illustrators, reviewers, and publishers) should be well trained to consider various aspects of social 

and cultural diversities in the textbook through incorporating different texts and artworks.  

In terms of teacher education, this study highlights that both French and English language teachers 

did not reflect critically on the cultural representations of the textbooks due to their busy schedules 

and teaching objectives. Thus, National Ministry of Education and Ministry of Higher education 

should collaborate to organise conferences, monthly seminars, and design trainings for pre-service 

and in-service teachers about the concepts of cultural diversity, inclusivity, and citizenship 

education. This way, teachers can develop a sense of reflexivity towards their classroom practices 

and critically reflect on the homogenous cultural content represented in the textbooks (Giroux, 

2010). Teachers should also be encouraged to use their personalised materials instead of the 

standard coursebooks (Thornbury, 2013; McConachy, 2009). On their side, teachers should develop 

action-research skills towards their teaching that will enable them to take informed-decisions and 

practically theorised judgments towards the different aspects of pedagogy, social, cultural justice, 
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and global diversities. It is of high time to incorporate intercultural approach to addressing culture 

teaching in foreign language pedagogy (Chen and McConachy, 2021). Teacher education should 

encompass practical activities and intercultural encounters that can prepare teachers for the 

globalised and diverse world.  

 In conclusion, to meet the new requirements of the 21st century, the textbooks should go beyond 

presenting national cultures, and simplistically comparing cultures, to focus more on 

diversity. Cultural diversity is part of everyday life, and it should be seen as a richness rather than a 

thread (Holliday, 2013). Kramsch (2013, p. 24) claims that “textbooks are crucial instruments in the 

shaping of the future citizenry of a nation or of the global community to which these citizens will 

belong”. Therefore, textbook writers, teachers, Ministries of Education, and researchers in the field 

of curriculum design and textbooks should be critical about every content of the textbooks, and the 

discourses and ideologies it promotes. As the main source of input in the language classroom, the 

textbook has the power to encourage or hinder learners’ intercultural awareness. Accordingly, 

there should be a critical approach in designing, selecting, and adapting any teaching materials.  
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Appendix A Participant Information Sheet  

Study Title:   Cultural representations in Foreign Language Teaching: A comparative Analysis 

of English and French Language Textbooks, and Teachers’ Beliefs towards cultural 

representations in Algerian middle Schools. 

Researcher: Kamelia Kerkache 

ERGO number:       

Please read this information carefully before deciding to take part in this research. It is 

up to you to decide whether or not to take part. If you are happy to participate you will 

be asked to sign a consent form. 

What is the research about? 

This research is conducted as part of the requirements needed for PhD degree in 

Modern Languages. The researcher is a PhD student at the University of Southampton, UK. 

The researcher is interested in cultural education in Foreign Language Teaching. The research 

aims to analyse cultural representations in Algerian EFL (English as a foreign language) and 

FLE (Français comme langue étrangère) textbooks designed for middle school education. The 

aim of this research is to detect the place given to cultural aspects in the textbooks, and to 

analyse their potential contribution to the development of learners’ cultural awareness. The 

research will also explore teachers’ beliefs, understanding, and attitudes towards cultural 

representations in teaching materials. 

The objectives of the research are the following:   

• Analyse the cultural representations included in Algerian English (EFL) and French (FLE) 

language textbooks, and their accompanying teachers’ books.  

• Find out how cultural representation is approached in foreign language policy 

documents 

• Find out the teachers’ attitudes, beliefs, and their personal evaluation of the cultural 

representations included in the textbooks. 

Why have I been asked to participate? 

You have been chosen to take part in this study as you are teaching English or French in an 

Algerian middle school. 

What will happen to me if I take part? 

You will be invited to an interview. The interview will be audio recorded, and will be 

conducted via Skype, or face to face as convenient for you. The interview time will not 

exceed 30 minutes, and it will be done in a time convenient for you.  

Are there any benefits in my taking part? 

Your participation in this research will help the researcher to conduct the research project, 

which aim to add to the current knowledge about intercultural education in foreign language 

teaching. 

 

Are there any risks involved? 

The interview will not include any sensitive topics. The data collected from the interviews 

will only be used for the purposes of this research project, and it will not be shared with any 

third party.  
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Will my participation be confidential? 

The information obtained from or about the participants will not be shown by or displayed 

to any third party, other than the researcher and the supervisor. The participants will be 

given pseudonyms in the interview transcriptions, and the transcribed data of the audio 

recordings. All the data will be kept on a password protected computer. 

What should I do if I want to take part? 

If you would like to take part in this research, please let the researcher know, by emailing 

Kamelia Kerkache at K.Kerkache@soton.ac.uk  

What happens if I change my mind? 

Once you change your mind and want to withdraw, just let the researcher know. Your 

participation in the research is voluntary, and you have the right to withdraw at any time 

without being required to even give a reason. 

What will happen to the results of the research? 

The results of the research will be part of a PhD thesis written up and published. The results 

will be stored for a minimum of 10 years in line with the University of Southampton data 

retention policy. The participants can have a copy of the PhD thesis if requested. 

Where can I get more information? 

Contact the researcher, Kamelia Kerkache by email at K.Kerkache@soton.ac.uk or contact my 

supervisor, Dr Alison Porter via email at amp1g09@soton.ac.uk 

What happens if something goes wrong? 

If you have any concerns or complaints, you can contact the Chair of the Faculty Ethics 

Committee, or, the Research Integrity and Governance Manager (023 8059 5058, 

rgoinfo@soton.ac.uk). 

Thank you. 

Thank you for taking the time to read this information sheet, and for considering taking part 

in the research. If you would like to participate, please contact the researcher.  

 

 

mailto:K.Kerkache@soton.ac.uk
mailto:K.Kerkache@soton.ac.uk
mailto:amp1g09@soton.ac.uk
mailto:rgoinfo@soton.ac.uk
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Appendix B Consent Form  

 

 

Study title: Culture Education in Foreign Language Teaching: An Analysis of English and 

French Language Textbooks, and Teachers’ Beliefs towards cultural representation in 

Algerian Middle Schools. 

 

 

Researcher name: Kamelia Kerkache 

ERGO number: 

 

Please initial the box (es) if you agree with the statement(s): ￼ 

 

 

I have read and understood the information sheet (version 2/ Interview/ 

09.11.2018) and have had the opportunity to ask questions about the study. 

 

 

 

I agree to take part in this research project and agree for my data to be used 

for the purpose of this study. 

 

 

 

I understand my participation is voluntary and I may withdraw at any time for 

any reason without my rights being affected. 

 

 

 

I understand that my interview will be audio recorded 

 

 

 

 

 

Name of participant (print name) ………………………………………………………………………… 

 

 

Signature of participant……………………………………………………………………………………. 

 

 

Date………………………………………………………………………………………...……. 

 

 

Name of researcher (print name):         Kamelia Kerkache 

 

 

Signature of researcher ……………………………………………………………………………………. 

 

 

Date…………………………………………………………………………………………………………... 
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Appendix C Policy documents 

• English Language Curriculum 2016 

 

• French Language Curriculum 201
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➢ Excerpts from policy documents: (translation is mine) 

➢ Banal nationalism:  

“… permettre la maîtrise d’au moins deux langues étrangères en tant qu’ouverture sur le monde 

et moyen d’accès à la documentation et aux échanges avec les cultures et les civilisations 

étrangères…” (The law of Orientation Art, No.04, 2008) 

Translation: “… allow the mastery of at least two foreign languages as a way of opening to the 

world and a means of accessing knowledge and exchanges with foreign cultures and civilisations”  

 

ه العلمي و التكنولوجي "المدرج في إشكالية التكوين   التفتحّ و االندماج في الحركة التطوّرية العالمية، وذلك بترقية التعليم ذات التوجّ
من التحكم )نهاية  الروحي و هارات" عن طريق تنمية تعليم اللغات األجنبية "قصد تمكّن التلميذ الجزائري  اكتساب المعارف والم

مة تربوية أخرى التعليم األساسي( في لغتين أجنبيتين"، وذلك بجعل نظامنا التربوي في سياق أنظ  

(National Curriculum for Middle School, 2016, p. 2) 

Translation: “Opening up and integrating into the global evolutionary movement, by promoting 

education with a scientific and technological orientation "included in the spiritual formation and 

the acquisition of knowledge and skills" by developing the teaching of foreign languages "in order 

for the Algerian student to be able to master (by the end of fundamental education) two foreign 

languages", and that by making our educational system keep pace with other educational 

systems”. 

« L’enseignement/apprentissage des langues étrangères doit permettre aux élèves algériens 

d’accéder directement aux connaissances universelles, de s’ouvrir à d’autres cultures. (…) Les 

langues étrangères sont enseignées en tant qu’outil de communication permettant l’accès direct 

à la pensée universelle en suscitant des interactions fécondes avec les langues et cultures 

nationales. Elles contribuent à la formation intellectuelle, culturelle et technique et permettent 

d’élever le niveau de compétitivité dans le monde économique » - cf. Référentiel Général des 

Programmes. (Teachers’ guidebook of French, 2019, p.6) 

Translation: “The teaching/learning of foreign languages should enable Algerian students to have 

direct access to universal knowledge, to open up to other cultures. (…) Foreign languages are 

taught as a communication tool allowing direct access to universal thought by encouraging fruitful 

interactions with national languages and cultures. They contribute to intellectual, cultural and 

technical training and enables to raise the level of competitiveness in the economic world” - cf. 

General Program Repository.”  

“0uverture sur le monde : Tout en ayant conscience de son identité, socle de sa personnalité, 

l'élève est en mesure de prendre de l'intérêt à connaître les autres civilisations, de percevoir les 

ressemblances et les différences entre les cultures pour s'ouvrir sur les civilisations du monde et 

respecter l’altérité”. (French Middle School Curriculum, 2016, p. 84) 

Translation: “Openness to the world: While being aware of their identity, the basis of their 

personality, the student is able to take an interest in knowing other civilisations, to perceive the 

similarities and differences between cultures to open up to the civilisations of the world and 

respecting otherness”. (French Middle School Curriculum, 2015, p.84) 
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“Openness to the world: He is keen on learning about others’ markers of identity”  

(English Middle School Curriculum, 2016, p. 91) 

 

ثقافة  على صعيد التفتح على العالم ، فعلى التلميذ أن: يعي تعددّ البلدان و الحضارات و الثقافات عبر العالم إلى جانب حضارة و "
"   بلده  

(National Middle School Curriculum, 2016, p.12) 

Translation: “On the level of openness to the world, the student should: be aware of the 

multiplicity of countries, civilisations and cultures across the world in addition to the civilisation 

and culture of his country”.  

➢ Patriotism and National Identity Construction  
“… d’enraciner chez nos enfants le sentiment d’appartenance au peuple Algérien ; de les élever 
dans l’amour de l’Algérie et la fierté de lui appartenir ainsi que dans l’attachement à l’unité 

nationale, à l’intégrité territoriale et aux symboles représentatifs de la Nation…”  
(The law of Orientation Art, No.02, 2008)  

 

Translation: “… to root in our children the feeling of belonging to the Algerian people; to raise 
them in the love of Algeria and the pride of belonging to it besides the attachment to national 

unity, territorial integrity and the representative symbols of the Nation…”  
 

ة  وحدة  الجزائرية و ترسيخ الشخصية  ترسيخ توعية  ينبغي لذا .باإلسالم، و العروبة و األمازيغية المتصلة القيم وحفظ بترقية األم  
ها والتي،  ووحيدة مشتركة جماعية تاريخية هوية إلى بانتمائه" التلميذ الوطني الشعور" الجزائرية"، و ترسيخ الجنسية رسميا تكرسّ " 

ه" وتنمية،  لديه ها بالجزائر و الوفاء تعلقّ الوطنية  وبالوحدة، ل "  
(National Middle School Curriculum, 2015, p. 3)  

 
Translation: “Consolidating the Algerian personality and consolidating the unity of the nation by 
promoting and preserving the values related to Islam, Arabic and Tamazight. Therefore, the 
student should be made aware of his “belonging to a shared and unique collective historical 
identity, which is officially sanctioned by the Algerian nationality,” and to consolidate his “national 

feeling”, and to develop his attachment and loyalty to Algeria, and national unity”.  
 
“RAPPEL DES GRANDES LIGNES DU PROGRAMME OFFICIEL: La Loi d’Orientation sur l’Education 
Nationale n°08-04 du 23 janvier 2008 définit dans les termes suivants les finalités de l’éducation : 
« L’école algérienne a pour vocation de former un citoyen doté de repères nationaux 
incontestables, profondément attaché aux valeurs du peuple algérien, capable de comprendre le 
monde qui l’entoure, de s’y adapter et d’agir sur lui et en mesure de s’ouvrir sur la civilisation 

universelle» - Chapitre I, art. 2.” (Teachers’ guidebook of French, 2019, p.6)  
 

Translation: “REMINDER OF THE MAIN LINES OF THE OFFICIAL PROGRAM: The Orientation Law on 
National Education n°08-04 of January 23, 2008 defines the aims of education in the following 
terms: “The Algerian school aims to train a citizen endowed with indisputable national landmarks, 
deeply attached to the values of the Algerian people, capable of understanding the world around 
them, of adapting to it and of acting on it, and capable of opening up to universal civilisation” - 

Chapter I, art. 2.”  
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The representation of the core values in the coursebook  
The core values contained in the coursebook are derived from the LAW OF ORIENTATION, 04-08 

January 23rd, 2008.  
- National identity: The learner can use the markers of his identity when introducing himself to 

others: name, nationality, language, religion, flag, national currency ...   
- National conscience: He can speak about our school days, weekend, and national public 

holidays (historic, religious, etc)  
(Teachers’ guidebook of English, 2016, p. 19)  

➢ National History 

“… d’imprégner les générations montantes des valeurs de la Révolution du 1er novembre 1954 et 
de ses nobles principes ; de contribuer, à travers les enseignements de l’histoire nationale, à 
perpétuer l’image de la nation algérienne en affermissant leur attachement aux valeurs 

représentées par le patrimoine historique, géographique, religieux et culturel du pays…”  
(The law of Orientation Art, No.02, 2008)  
 

Translation: “… to imbue the future generations with the values of the Revolution of November 1, 
1954, and its noble principles; to contribute, through the teaching of national history, to 
perpetuating the image of the Algerian nation by strengthening their attachment to the values 

represented by the historical, geographical, religious and cultural heritage of the country…”  

 
« Conscience nationale : Au-delà de l'étendue géographique du pays et la diversité de sa 
population, l'élève a conscience de ce qui fait l'unité nationale à savoir une histoire, une culture, 

des valeurs partagées, une communauté de destin, des symboles…”  (French Middle School 

curriculum, 2016, p 84).  
 

Translation: “National consciousness: Beyond the geographical extent of the country and the 
diversity of its population, the student is aware of what makes national unity, namely a history, a 

culture, shared values, a community of destiny, symbols…”  

“National conscience: He can speak about our school days, weekend and national public holidays 

(historic, religious, etc)”   
(English Middle School Curriculum, 2016, p. 91)  

➢ Local and Regional Cultural Diversity Serving a National Unity Discourse  

 
“Article 10 : L’Etat garantit le droit à l’enseignement à toute Algérienne et tout Algérien sans 

discrimination fondée sur le sexe, l’origine sociale ou l’origine géographique”.  
(The law of Orientation Art, No.10, 2008)  

Translation: Article 10: The State guarantees the right to education to every Algerian without 

discrimination based on sex, social origin, or geographical origin”.  



Appendix C 

288 

 

 

“De ce fait, elles doivent être prises en charge par des programmes qui s'accorderont, comme le 
recommande le référentiel général, la priorité aux valeurs qui fondent l'identité nationale et 
garantissent la cohésion nationale, avec comme corollaires immédiats l'exercice de la citoyenneté 

et de la solidarité nationale”. (National Middle School Curriculum, 2016, p. 4)  

Translation: “As a result, they must be supported by programs which, as recommended by the 
general frame of national law of school orientation, will give priority to the values which underpin 
national identity and guarantee national cohesion, with immediate effect the exercise of 
citizenship and national solidarity”. 

 

ها؛    ...   على صعيد ترسيخ األصول الوطنية: يتعرّف على مبادئ جزائريته )االنتماء للجزائر(، معبرّاعن احترامه للرموز التي تمثلّ
ة في المجال التاريخي و الجغرافي   يتعرف على مؤسسات األمة الجزائرية، مبديا تمسكه بها؛ يتشبع بمعرفة واسعة لموروث األمّ
  و اللساني )اللغوي( و الثقافي و الديني؛

(National Middle School Curriculum, 2016, p. 13) 

  
Translation: “In terms of consolidating national origins: he gets acquainted with the principles of 
his Algerianness (Belonging to Algeria), expressing his respect for the symbols that represent it; 
Get acquainted with the institutions of the Algerian nation, expressing his adherence to them; He 
is imbued with a wide knowledge of the nation's heritage in the historical, geographical, linguistic, 

cultural and religious fields”.  

 

“- Identité : L'élève a conscience des éléments qui composent son identité algérienne (l'Islamité, 

l'Arabité et l'Amazighité).   
-Conscience nationale : Au-delà de l'étendue géographique du pays et la diversité de sa 
population, l'élève a conscience de ce qui fait l'unité nationale à savoir une histoire, une culture, 

des valeurs partagées, une communauté de destin, des symboles…”  (French Middle School 

curriculum, 2016, p 84).  
 

Translation: “- Identity: The student is aware of the elements that make up his Algerian identity 

(Islamity, Arabism and Amazighity).  
-National consciousness: Beyond the geographical extent of the country and the diversity of its 
population, the student is aware of what makes national unity, namely a history, a culture, shared 

values, a community of destiny, symbols…”  

➢ Inclusivity  

“Article 12 : L’enseignement est obligatoire pour toutes les filles et tous les garçons âgés de 6 ans 
à 16 ans révolus. Toutefois, la durée de la scolarité obligatoire peut être prolongée de deux (2) 

années, en tant que de besoin, en faveur d’élèves handicapés…” (The law of Orientation Art, 

No.12, 2008)  
 

Translation: Article 12: Education is compulsory for all girls and boys aged 6 to 16 years old. 
However, the duration of compulsory education may be extended by two (2) years, as necessary, 

in favor of students with disabilities …”  
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“Article 14 : L’Etat veille à permettre aux enfants ayant des besoins spécifiques de jouir du droit 
à l’enseignement. Le secteur de l’éducation nationale, en liaison avec les établissements 
hospitaliers et les autres structures concernées, veille à la prise en charge pédagogique 

appropriée et à l’intégration scolaire des élèves handicapés et des malades chroniques.”  
(The law of Orientation Art, No.14, 2008)  
 

Translation: Article 14: The State ensures that children with special needs can enjoy the right to 
education. The national education sector, in conjunction (liaison) with hospitals and other 
structures concerned, ensures appropriate educational (pedagogical) care and the integration of 

students with disabilities and chronically ill patients to the mainstream schools”.  
 

 

Art 10: L’Etat garantit le droit à l’enseignement à toute Algérienne et tout Algérien sans 

discrimination fondée sur le sexe, l’origine sociale ou l’origine géographique. (The Law of 

Orientation Art, No. 10, 2008)  

Translation: Article 10: The state ensures the right for education to all the Algerians (men and 

women), regardless of the sex, social class, and geographical origin.  

 
“…d’asseoir les bases de l’instauration d’une société attachée à la paix et à la démocratie et 
ouverte sur l’universalité, le progrès et la modernité, en aidant les élèves à s’approprier … les 
valeurs partagées par la société algérienne, fondées sur le savoir, le travail, la solidarité, le respect 
d’autrui et la tolérance, et en assurant la promotion de valeurs et d’attitudes positives en rapport, 

notamment, avec les principes des droits de l’Homme, d’égalité et de justice sociale”. (The law of 

Orientation Art, No.02, 2008)  
 

Translation: “…to lay the foundations for the establishment of a society committed to peace and 
democracy and open to universality, progress and modernity, by helping students to appropriate 
…the shared values of the Algerian society, based on knowledge, work, solidarity, respect for 
others and tolerance, and by ensuring the promotion of positive values and attitudes in relation, 

in particular, with the principles of human rights, equality and social justice”.  
 

“… d’affermir la conscience, à la fois individuelle et collective, de l’identité nationale, ciment de la 
cohésion sociale, par la promotion des valeurs en rapport avec l’Islamité, l’Arabité et l’Amazighité 

…”  (The law of Orientation Art, No.02, 2008)  
 

Translation: “… to strengthen consciousness, both individual and collective, of national identity, 

the cement of social cohesion, by promoting values related to Islam, Arabic and Tamazight…”  

  والصحة،و   والنظافة،  العدل  روح)  لإلسالم  النبيلة  يتماشى و القيم  فردي و جماعي  سلوك  تنمية  على  تعمل  قاعدية  إسالمية  تربية

هة ، و التسامح التضامن، و حب الشريف النبوي الكريم و الحديث  القرآن تعلمّ إلى باإلضافة...(.  العمل و االجتهاد ، و النزا   
(National Middle School Curriculum, 2016, p.5)  

 
Translation: “A basic Islamic education that works on developing individual and collective 

behavior in line with the noble values of Islam (the spirit of justice, cleanliness, health, solidarity, 

love of work and diligence, integrity, and tolerance...). In addition to learning the Noble Qur’an 

and the Prophet’s Hadith”  
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- Identity The learner values the three dimensions of his identity (Arab, Islamic, Amazigh) and 

expresses them through English.  
- He asserts his Algerian personality by including the founding myths of Algerian in his oral or 

written messages/stories. (English language Curriculum, 2016, p. 416)  

 

➢ Globalisation and citizenship Education 
 
“… développer le sens civique des élèves et les éduquer aux valeurs de la citoyenneté en leur 
faisant acquérir les principes de justice, d’équité, d’égalité des citoyens en droits et en devoirs, de 

tolérance, de respect d’autrui et de solidarité entre les citoyens ;   
• dispenser une éducation en harmonie avec les droits de l’enfant et les droits de l’homme et 
développer une culture démocratique en faisant acquérir aux élèves les principes du débat, et du 
dialogue, de l’acceptation de l’avis de la majorité et en les amenant à rejeter la discrimination et 

la violence et à privilégier le dialogue ;   
• faire prendre conscience aux jeunes générations de l’importance du travail en tant que facteur 
déterminant pour mener une vie digne et décente et pour accéder à l’autonomie, et surtout en 
tant que richesse pérenne à même de suppléer à l’épuisement des ressources naturelles et de 

garantir le développement durable du pays …”  
(The law of Orientation Art, No.05, 2008) 

  
Translation: “…developing students' civic sense and educating them in the values of citizenship by 
enabling them to acquire the principles of justice, equity, equality of citizens in rights and duties, 

tolerance, respect for others and solidarity between citizens.  
• provide education in harmony with children’s rights and human rights and develop a democratic 
culture by teaching students the principles of debate and dialogue, of accepting the opinion of the 

majority and leading them to reject discrimination and violence and to favor dialogue.  
• make young generations aware of the importance of work as a decisive factor in leading a 
dignified and decent life and in achieving autonomy, and above all as lasting wealth capable of 
compensating for the depletion of natural resources and to guarantee the sustainable 

development of the country…”  
 

 

الوطنية االجتماعي و الوحدة  االنسجام لضمان الديمقراطية ثقافة تعلمّ  خالل  من المواطنة على التكوين   
(National Middle School Curriculum, 2016, p3)  

 
Translation: “Training on citizenship by learning the culture of democracy to ensure social 

harmony and national unity”  

  بلده  حضارة و ثقافة جانب   إلى العالم عبر البلدان و الحضارات و الثقافات  تعددّ يعي: أن التلميذ فعلى،  العالم على التفتحّ صعيد على
ها  تعاني   التي  المشاكل   على  يتعرّف...  هيئات  مؤسسات   وجود   الصحة البيئةـ(، و يعرف،  األمن  الفقر،انعدام)  البشرية   من   دولية   و

ة  فكرة تكوين مع، محيطه في  معروفة  ها عن عامّ هامّ م   
(National Middle School Curriculum, 2016, p.12) 

  
Translation: In terms of opening up to the world, the student should: be aware of the multiplicity 
of countries, civilisations, and cultures across the world alongside the civilisation and culture of 
his own country... Recognize the problems that humanity suffers from (poverty, insecurity, health, 
the environment), and know the existence of institutions and well-known international bodies in 

his surroundings, with a general idea of their tasks”  
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“Valeurs :  
Identité : L'élève a conscience des éléments qui composent son identité algérienne (l'Islamité, 

l'Arabité et l'Amazighité).  
Conscience nationale : Au-delà de l'étendue géographique du pays et la diversité de sa population, 
l'élève a conscience de ce qui fait l'unité nationale à savoir une histoire, une culture, des valeurs 

partagées, une communauté de destin, des symboles…  
Citoyenneté : L'élève est en mesure de délimiter en toute objectivité ce qui relève des droits et ce 
qui relève des devoirs en tant que futur citoyen et de mettre en pratique cette pondération dans 

ses rapports avec les autres. (Cf. Constitution algérienne).  
0uverture sur le monde : Tout en ayant conscience de son identité, socle de sa personnalité, l'élève 
est en mesure de prendre de l'intérêt à connaître les autres civilisations, de percevoir les 
ressemblances et les différences entre les cultures pour s'ouvrir sur les civilisations du monde et 

respecter l’altérité.”  
(French Middle School Curriculum, 2016, 84) 

Translation: "Values:  
Identity: The student is aware of the elements that make up his Algerian identity (Islamity, Arabism 

and Amazighity).  
National consciousness: Beyond the geographical extent of the country and the diversity of its 
population, the student is aware of what constitutes national unity, namely a history, a culture, 

shared values, a community of destiny, symbols...  
Citizenship: The student can delimit in all objectivity their rights and duties as a future citizen and 

to put this weighting into practice in their relations with others. (Cf. Algerian Constitution).  
Openness to the world: While being aware of their identity, the basis of their personality, the 
student can take an interest in knowing other civilisations, to perceive the similarities and 

differences between cultures to open the civilisations of the world and respect otherness.”  
 

 

  
“… d’avoir une ouverture sur les civilisations et les cultures étrangères, d’accepter les différences 

et de co-exister pacifiquement avec les autres peoples …”  
(The law of Orientation Art, No.45, 2008)  

 

Translation: “…to have an openness to foreign civilisations and cultures, to accept differences 

and to co-exist peacefully with other peoples…”  

“L’enseignement du français comme langue étrangère (FLE) contribue à la réalisation du profil 
global de l'enseignement moyen dans le domaine de la formation de la personnalité de 
l’adolescent, dans le domaine des compétences transversales et dans le domaine des 
connaissances. Ainsi, l'enseignement du français prend en charge les valeurs identitaires 
nationales, les valeurs intellectuelles, les valeurs esthétiques en relation avec les thématiques 

nationales et universelles.” (French Middle School Curriculum, 2016, p 83)  
 

Translation: “The teaching of French as a foreign language (FLE) contributes to the achievement 
of the overall profile of middle school education in the field of the formation of the personality of 
the adolescent, in the field of transversal skills and in the field of knowledge. Thus, the teaching 
of French supports national identity values, intellectual values, aesthetic values in relation to 

national and universal themes”.  
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“1.1. Goals Of English at Middle School The teaching of English must meet the following 

objectives:  
 - To help our society to live in harmony with modernity by providing the learner with linguistic 

tools essential for efficient communication   
- To promote national and universal values - To develop critical thinking, tolerance, and openness 

to the world  
 - To contribute to the shaping of a good citizen, aware of the changes and challenges of today 

and tomorrow  
 - To give every learner the opportunity to have access to science, technology and world culture 

while avoiding the dangers of acculturation” (English Middle School curriculum, 2016, p.90)  
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Appendix D Piloting stage: Teachers’ Interview Guide  

Background Information 

1. What is your teaching qualification? 

2. How long have you been teaching English? 

Teaching Objectives 

1. What is the most important objective for you in teaching English? 

2. What are your other priorities in language classes? 

3. Have these priorities amended or changed during your career? How? 

4. How familiar are you with any of the ELT methods and approaches? 

Material Use 

1. How do you find the new textbook of first year and fourth year? 

2. To what extent do you use the standard textbook in general? 

3. Do you usually rely on standard textbook for teaching? Yes, or no justify why? 

 

Cultural Representations in the Textbooks 

1. What do you think of these representations?  

 

2. What do you think of this representation?  
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3. What do you think of this representation? How do you see it? 

 

4. What do you think of these representations?  

 

5. What do you think of these representations?  

 

6. What do you think of these representations? 
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Appendix E English Language Teachers’ Interview Guide 

Background Information 

3. What is your teaching qualification? 

4. How long have you been teaching English? 

 Teaching Objectives 

5. What is the most important objective for you in teaching English? 

6. What are your other priorities in language classes? 

7. Have these priorities amended or changed during your career? How? 

8. How familiar are you with any of the ELT methods and approaches? 

Material Use 

4. How do you find the new EFL textbook of first year and fourth year? 

5. To what extent do you use the standard textbook in your classes? 

6. Do you usually rely on standard textbook for teaching? Yes, or no justify 
why? 

  Cultural Representations in the Textbooks 

1. How would you define culture? 

1.a. What aspect of cultures (Algerian, Foreign) do you expect to find in the 
English textbooks? 

1.b. How important it is for your pupils to learn about other cultures at this 
stage? Why? 

2. What do you think of the representation of countries in the textbooks? 

2.a. What do you think of these representations?  

 
 

      



Appendix E 

296 

 

 
2.b. What do you think of the representation of Algeria in the English language 
textbooks for first year? And fourth year? 

2.b.a.  What do you think of these representations?  
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3. What do you think of the representation of history in the textbooks? References to the 

French colonial period of Algeria? The war for independence? 

3.a. What do you think of this representation?  

 
 

4. What do you think of the representation of people in the textbooks? Textbook characters? 

Celebrities? Gender? Racism? Disability? 

4.a. What do you think of these representations?  

 
 

5. What do you think of the representation of citizenship values in the textbooks? Charity 

work? Right and duties? The rule of law? Peaceful coexistence? Environmental issues? 

 

5.a. What do you think of the following representations?  
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6. What do you think of the representation of transnational/ global connections in the 

textbooks? International communication? Globalisation? Cultural globalisation? 

 

6.a. What do you think of the following representations?  
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Appendix F Textbook Analysis Codebook 

The five key analytical dimensions of Risager’s (2018) framework were translated into umbrella codes. 

The themes and the sub-themes bellow emerged from the data (context specific), followed with 

exemplary topics. It is important to note that the themes and sub-themes that emerged from the data 

are interrelated and complementary. For example, the representation of Algeria in the textbooks 

follows a patriotic and nationalist approach, emphasising the notion of national pride, valuing national 

history and national citizenship values that are interplayed under the five readings. The overall codes, 

the emerged main themes and sub-themes are summarised in the following table.  

Risager’s (2018) 

Readings (codes) 

Themes  Sub-themes Topics 

National Studies 

Reading: 

Analysing the 

representation of 

countries in the 

textbooks 

➢ Representation 

of Algeria 

➢ Representation 

of International 

countries 

➢ Representation 

of target 

language 

countries  

➢ Ancient History 

and civilisations 

➢ Nationalism 

and Patriotism 

➢ Touristic 

representation 

➢ Simplistic 

essentialist 

representation  

➢ Basic 

geographical 

information 

➢ Technologically 

advanced 

countries 

➢ Algeria as Arab-Islamic, 

and Amazigh Origins 

➢ Diversity in Algeria 

➢ Patriotic image of Algeria 

➢ Monuments and tourist 

attractions (e.g., travel 

means and tourism) 

➢ Travel and Tourism 

➢ Arts and Literature  

➢ (inter)National Symbols 

(e.g., flags, maps) 

➢ (inter)national food, 

clothing, and traditions 

➢ National identities 

➢ Technology, science, and 

innovation 
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Post-colonial 

studies Reading: 

analysing the 

representation of 

history in the 

textbooks 

➢ Representation 

of Algerian 

history  

➢ Representation 

of Ancient history  

➢ Representation 

of history related 

to target 

language 

countries 

➢ Representation 

of International 

histories 

➢ National pride  

➢ Representation 

of pre-colonial 

Algerian history  

➢ The period of 

French 

colonisation of 

Algeria  

➢ Representation 

of 

English/French 

colonial power 

and colonies 

➢ Representation 

of Palestinian 

cause 

➢ Ancient history 

as cultural and 

civilisation 

heritage 

 

➢ (inter)National historical 

figures and heroes  

➢ Culture of Resistance and 

Algerian revolution 

(glorify the resistance of 

Algerian freedom fighters 

and military heroes) 

➢ Oppression of French 

colonial power in Algeria 

(e.g., sufferings of 

Algerian colonised 

people, war crimes, and 

devastating effects of 

colonialism, negative   

image of France as an ex-

colonialist 

➢ Ancient history (e.g., 

Romans, Ottomans…etc.)  

Cultural Studies 

Reading:  

Analysing the 

representation of 

socio-cultural 

identities in the 

textbooks 

➢ (inter)national 

well-known 

figures  

➢ Representation 

of diversity and 

inclusivity 

➢ Influential 

national figures  

➢ International 

celebrities 

➢ Representation 

of Gender 

➢ Algerian military heroes 

and revolutionary leaders  

➢ Famous literary and 

sports figures  

➢ Males and Females social 

visibility and invisibility 
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➢ Representation 

of socio-cultural 

groups 

➢ Family life and 

social relations   

➢ Representation 

of disability 

➢ Representation 

of social class  

➢ Representation 

of Race and 

Ethnicity  

➢ Representation 

of Religions 

➢ Representation 

of Algerian and 

European 

families 

 

(e.g., females/males in 

jobs and social activities) 

➢ Religious celebrations 

and practices (reinforcing 

Islamic values) 

➢ Violence against women  

➢ Family life, school life, 

jobs, and entertainments 

➢ Discrimination, 

Stereotypes, and social 

exclusion (racism) 

➢ Acknowledging Ethnic 

and Racial diversity in 

Algeria 

➢ Inclusive education (e.g., 

images of students in 

wheelchairs; images of 

students of colour) 

➢ Ideal families and the 

culture of pet-keeping.  

 

Citizenship 

Education 

studies reading: 

Analysing the 

representation of 

citizenship in the 

textbooks 

➢ Citizenship 

Education 

➢ National 

Citizenship 

values 

➢ Global citizenship 

values 

➢ Democratic 

citizenship 

values 

➢ Moral and civic 

education 

➢ Understanding Rights 

and Duties, and 

respecting norms and 

regulations (e.g., good 

conduct and acceptable 

behaviours) 



Appendix F 

303 

 

➢ Character 

education and 

socialisation  

➢ Active 

citizenship, 

Social and 

community 

engagement 

➢ Algerian 

National 

identity and 

political 

citizenship 

➢ The notion of ideal junior 

citizens  

➢ Sense of national 

belongingness, love for 

the country and duty 

towards protecting 

Algeria  

➢ National solidarity, 

Charity work and 

volunteering  

➢ Citizenship: Nationalist vs 

globalist  

➢ Environment protection 

and eco-citizenship 

➢ International human 

rights and human aids 

➢ International 

understanding, peaceful 

co-existence, and human 

tolerance  

Transnational 

Studies Reading: 

Analysing the 

representation of 

transnational 

relations in the 

textbooks 

➢ Transnational 

infrastructure 

and 

communication  

➢ Transnational 

mobility 

➢ Transnational 

organisations 

➢ International 

humanitarian 

and cultural 

organisations 

➢ Children rights  

➢ Immigrants and 

refugees (e.g., 

Palestinian, and 

➢ Activities of the World 

Health organisation and 

global charity work 

➢  UNESCO and protection 

of international cultural 

heritage 

➢ Activities of protecting 

children such as UNICEF 
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➢ Transnational 

flow of ideas, 

discourses, and 

practices 

 

sub-Saharan 

refugees) 

➢ International 

politics and 

diplomacy 

➢ Travel and 

tourism 

➢ Intercultural 

communication  

➢ Globalisation 

and world 

culture 

➢ International digital 

communication and 

intercultural encounters 

(e.g., international blogs, 

e-mail exchanges, written 

correspondences, virtual 

communication with 

people from different 

parts of the world) 

➢ Supporting the 

Palestinian cause  

➢ Transnational relations of 

Algeria  

➢ Cultural globalisation and 

Fear of acculturation 

➢ Pros and cons of 

globalisation   
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Appendix G Policy Documents data codebook 

Codes Sub-Themes Description and Examples 

Representation 

of countries 

and cultures 

 

➢ International 

countries 

➢ Inter and National 

languages 

 

➢ National country 

➢ Patriotism and 

national identity 

construction  

This describes how the representation of different 

countries, languages, and cultures were 

conceptualised in the policy documents. 

For example, the objective of language education 

in Algerian schools is to “… allow the mastery of at 

least two foreign languages as a way of opening to 

the world and a means of accessing knowledge and 

exchanges with foreign cultures and civilisations.” 

(The Law of Orientation Art, No. 04, 2008) 

“… to root in our children the feeling of belonging 

to the Algerian people; to raise them in the love of 

Algeria and the pride of belonging to it besides the 

attachment to national unity, territorial integrity 

and the representative symbols of the Nation…”  

(The Law of Orientation Art, No. 02, 2008)  

Representation 

of history 

 

➢ National history 

➢ International 

History 

➢ Sense of national 

identity and 

consciousness. 

This describes the policy documents guidelines for 

addressing national and international histories in 

the foreign language textbooks and classes. 

For instance: “… to imbue the future generations 

with the values of the Revolution of November 1, 

1954, and its noble principles; to contribute, 

through the teaching of national history, to 

perpetuating the image of the Algerian nation by 

strengthening their attachment to the values 

represented by the historical, geographical, 

religious and cultural heritage of the 

country…”  (Law of orientation, Art, N02, 2008)  
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Representation 

of socio-

cultural 

identities 

➢ Diversity and 

inclusivity  

➢ Gender 

➢ Religion 

➢ Social role 

➢ disability  

➢ social class 

➢ Race and ethnicity 

 

This theme addresses how the policy documents 

conceptualise diversity and inclusivity in education 

For example, “Article 10: The State guarantees the 

right to education to every Algerian without 

discrimination based on sex, social origin, or 

geographical origin”.  

(The Law of Orientation Art, No. 10, 2008) 

Article 14: The State ensures that children with 

special needs can enjoy the right to education. The 

national education sector, in conjunction (liaison) 

with hospitals and other structures concerned, 

ensures appropriate educational (pedagogical) care 

and the school integration of students with 

disabilities and chronically ill patients”.  

(The Law of Orientation Art, No. 14, 2008). 

Representation 

of citizenship 

➢ Duties and Rights 

➢ Democratic 

expressions 

➢ Openness to the 

World 

➢ Avoiding 

acculturation 

This defines what citizenship values are included 

and promoted in the policy documents and how. 

For instance, “Training on citizenship by learning 

the culture of democracy to ensure social 

harmony and national unity”  

(National Middle School Curriculum, 2016, p. 3) 

Representation 

of 

transnational 

relations 

➢ Transnational 

infrastructure and 

communication  

➢ Transnational 

mobility  

This determines what transnational relations are 

incorporated in the policy documents, and how are 

these international relations presented to the 

learners and promoted through education.  
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➢ Transnational 

organisation 

➢ Transnational flow 

of ideas, 

discourses, and 

practices 

 

For example, “…to have an openness to foreign 

civilizations and cultures, to accept differences 

and to co-exist peacefully with other peoples…”  

(The law of orientation, Art, No. 45, 2008)  

“To give every learner the opportunity to have 

access to science, technology and world culture 

while avoiding the dangers of acculturation”   

(English Middle School curriculum, 2016, p.90)  
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Appendix H Teachers’ Interview data codebook 

During the data analysis of Teachers’ interviews, I followed several steps. First, I read and skimmed 

through all the transcripts. I then attempted to generate few themes, following a manual coding 

strategy. Although this strategy takes time and energy, it enabled me to delve into the data and get 

the overall main themes of the transcripts (McLafferty and Farley 2006, p.88). I started by grouping 

the interview scripts into common themes, select main extracts and highlight the key words that 

determine the meaning of the generated theme. After going through all the transcripts, I created a 

table to divide the general themes into sub-themes. For example, I categorised the extract “culture as 

set of shared traditions” under the main theme/code conceptualisation of culture and then add a label 

“essentialist and banal nationalist” conceptualisation of culture as a sub-theme.  

Codes Sub-themes Description and Examples 

Conceptualisation of 

culture 

➢ Simplistic view (e.g.: Big 

C and small c) 

➢ Essentialist view 

➢ Nationalist view 

 This shows how teachers define 

culture and how do they view it? 

e.g., “culture is about traditions, 

customs, food, clothes...” (Fatima) 

Representation of 

national cultures  

➢ Foster on learners’ sense 

of pride and protection 

to the nation. 

➢ To boost on learners a 

sense of belonging to 

Algeria. 

➢ To develop on learners a 

feeling of love to the 

country. 

 

This explains the teachers’ insights 

towards the nationalist approach 

adopted to the representation of 

countries and cultures in the textbook. 

E.g., “it is important for the students 

to learn about their national symbols, 

landmarks, and outstanding figures. 

This will get the learners to love and 

protect their country” (Karim) 

Representation of 

history 

➢ To develop on learners’ 

national pride 

➢ To develop on learners’ 

awareness about their 

national heroes and pro-

builders of the nation. 

This highlights the teachers’ 

perceptions about the nationalist 

approach to history in foreign 

language textbooks. 

E.g., “I think it is good for the learners 

to know how our war heroes struggled 
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➢ National historical 

heroes as models for 

learners to protect their 

nations 

to liberate the country [..] they are 

models for the learners to love and 

protect their country” (Nadia) 

Representation of 

socio-cultural 

identities 

 

➢ Local Cultural diversities: 

Promoting on learners’ 

sense of acceptance to 

local cultural diversities 

➢ Raising learners’ 

awareness about the 

issue of violence against 

women 

➢ Reducing the issue of 

bullying and teaching 

learners to accept and 

respect people with 

disabilities. 

➢ Developing on learners a 

sense of belonging and 

proudness of their 

Islamic affiliation. 

➢ Raising awareness of 

learners towards the 

localised issues related 

to social class, ethnicity, 

and race to increase a 

sense of harmony and 

acceptance for 

difference (inclusivity) 

This enables understanding teachers’ 

visions towards the representation of 

local diversities, socio-cultural 

identities (religion, gender, social 

class, ethnicity) and inclusive 

education in the foreign language 

textbooks. 

E.g., “our country is a continent, so 

learners need to be familiar with all 

these differences and proud of all of 

those differences.” (Nadia) 

e.g., “Yes, it is good to teach our 

students to respect each other (.) I 

always tell them [her learners] that 

there is no difference between them 

in the classroom whether poor or rich, 

tall or small (.) Like this, I think they 

can stop bullying each other [..]”  

(Kahina) 

Representation of 

citizenship and 

transnational 

relations 

➢ Awareness and 

familiarity of teachers 

with citizenship values 

and their importance 

This explains teachers’ perceptions 

towards the representation of 

citizenship and transnational relations 

in the textbooks 
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➢ Forming global citizens 

and developing a sense 

of openness to the world  

➢ Forming future national 

citizens 

➢ Raising awareness about 

environmental issues 

➢ Develop sense of 

respect, tolerance, and 

respect to differences.  

E.g., “[..] Discussion about Citizenship 

in the textbooks is important for the 

learners. It trains them to respect the 

opinions of others, to be proud of 

their national belonging as Algerian 

citizens [..]” (Dihia) 
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