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Abstract 

This essay investigates the representation of cultures in two course books for English 6 in the 

Swedish upper secondary school. The purpose of this essay is to investigate which countries 

and cultures are represented in the course books as well as how they are presented. My study 

is conducted with a quantitative and qualitative approach, where data on cultures’ 

representation are first gathered, then analyzed through a post-colonial perspective. The 

results show that cultures which have English as a native language are overrepresented and 

that cultures are portrayed differently depending on which part of the world they are from. 

The course books are therefore solidifying the image of a well-developed western world in 

contrast to an underdeveloped “other.” 
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1.	Introduction	
English is commonly regarded as the one true “lingua franca,” a world language which can 

grant speakers the power to communicate with people around the world, even if used in a 

context where it is none of the speakers’ native tongue. This is due to the spread of English 

around the world through colonization. Because of the importance of English as a global 

language, the Swedish syllabus for the English subject puts focus on learning about different 

cultures: “Living conditions, attitudes, values and traditions, as well as social, political and 

cultural conditions in different contexts and parts of the world where English is used. The 

spread of English and its position in the world” (Skolverket 3). This quote has inspired this 

essay’s focus, as it begs the question of who is allowed representation in teaching materials, 

and how they are represented. 

English no longer belongs solely to the native speakers of the language as it spread from 

Britain throughout the world, and it is now being spoken in different ways and used in varying 

cultures and contexts. While English is a way for speakers from around the world to connect 

with each other, I argue that the way it spread so greatly is problematic and has left marks and 

scars on the places it entered and never left. The consequences of the spread are both positive 

and negative, but its effects cannot be denied. It is therefore a sound idea to analyze how 

course books write about the different cultures and countries around the world where English 

is used.  

In a multicultural society such as Sweden, with a school that has a heterogenous mix of 

students from different parts of the world, knowledge and critical awareness of cultures 

portrayal in course material is of the utmost importance. The course books, Viewpoints 2 

(Gustafsson) and Blueprint B Version 3.0 (Lundfall) that are analyzed in this essay are among 

the most commonly used course books for English 6 in Sweden. If the course books are used 

without awareness of their portrayal of people, countries, and cultures from different parts of 

the world, it may give learners a false, simplified or negative image of how the world really 

looks. Due to this, this essay aims to highlight how course books for the English subject in 

Upper Secondary School represent the different people in cultures around the world where 

English is used. I have chosen to base my approach on the way the cultures are represented in 

the books on Braj B. Kachru’s model of “World Englishes” and apply a postcolonial 

perspective, with the help of Edward Said’s “Orientalism.” The model of World Englishes 

allows one to categorize how English is used in different contexts throughout the world, and 

postcolonialism and Orientalism allows one to analyze the representation these contexts are 
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given in the course books. Through these perspectives, this essay has the purpose to 

investigate how inclusive the course books are and see if traces of postcolonialism are still 

prevalent in the books in the way they present different cultures from around the world. 

1.1 Research	questions	
Even though the Swedish syllabus for English in Upper Secondary School suggests focus on 

the different cultures that use English, teaching materials and course books in the English 

subject tend to portray people of different cultures in ways which reduce them to an exotic 

other, which is problematic since English Second Language (ESL) learners only gain limited 

access to the reality of the cultures portrayed.  

The thesis above highlights the purpose of the study, to investigate the cultural representation 

through a postcolonial perspective, in the course books Viewpoints 2 and Blueprint B Version 

3.0. Below are the research questions which help guide the analysis of my essay. 

1. Which countries and cultures are represented in the course books? 

2. How are these cultures represented? 

2.	Background	and	Theoretical	Perspectives	
	
This section is dedicated to my theoretical background and approach, as well as summarizing 

the research which has been conducted in the fields this essay explores. 

2.1	Postcolonialism	and	Orientalism	
	
To understand postcolonialism, one first needs to understand colonialism. Colonialism refers 

to the invasion of one country by another, and the invaders subjugation of the other nation. 

The 18th and 19th century are often referred to as the “colonial times,” due to the exploitation 

of Africa and South America by what came to be known to as the colonial powers, primarily 

Great Britain, Portugal, and Belgium. The exploitation took several forms, ranging from 

economic, to institutional, and cultural. The power the colonizers came into the in the “third 

world” (term for describing less developed countries with a subordinate status to the 

colonizing countries) is still present to this day, and the structures of power and exploitation 

that are linked to the colonial times are what came to be known as postcolonialism 

(Hiddleston 1-25).	

An important concept within the field of postcolonialism is “hegemony.” Hegemony is 

discussed by Antonio Gramsci, Michel Foucault, and Edward Said with similar but slightly 
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different definitions. Gramsci’s definition is that hegemony is the “strategies employed by any 

ruling class to win its position of dominance” (Hiddleston 11-12). Gramsci describes 

hegemony as the tool that the ones that hold power may use to “win the consent of those it 

governs”. Foucault on the other hand, describes “discourse” in similar terms to how Gramsci 

defines hegemony, meaning that discourse oppresses and subjugates marginalized people, and 

that discourse holds “authority over the very construction of our subjectivity” (Hiddleston 80). 

Lastly, Said sees hegemony as a “mode of living,” a perspective on the world ingrained in our 

way of life due to “repetition and reinforcement,” which in turn functions as a hidden agenda. 

This hidden agenda is difficult to recognize, and thus implements itself as the truth of the 

western world (Hussein 176). 

The way hegemony, or discourse, operates is sometimes hard to grasp, and according to 

Foucault’s and Said’s arguments, this is because most people by default, agree to the values 

held and controlled by the hegemony. Foucault argues that discourse operates not by force, 

but by coercion. Said writes that hegemony is seldom recognized or criticized, since it is a 

concept that holds the values that control and is ingrained in how we view the world. Due to 

how hegemony operates, it may be described as part of the status-quo of the western world 

(Hiddleston) (Hussein). 

What all three theorists agree on, is that a problematic aspect of hegemony is how it views the 

non-western part of the world and devalues cultures and people from the eastern or southern 

parts of the world. This status quo is of value to the western world, since it solidifies the 

domination, both cultural, institutional and economical over the countries that are not seen as 

equal to them. Hegemony leads to viewing non-western parts of the world and people as 

exotic, as far from and sometimes even alien to the western culture. The capital held by the 

hegemony may be described as “cultural supremacy,” the viewpoint that one’s own culture is 

superior to that of another (Hiddleston 2). 

The perspective of viewing other cultures as exotic and alien can be described in relation to 

the concept of “otherness” and the term “the other.” In postcolonial theory (Hiddleston) and 

Orientalism (Hussein) “the other” is any culture or person not included by the Western 

hegemony. It is an umbrella term for people, countries and cultures which, according to the 

hegemony, differ from the culture of Western people, cultures, countries and life. Even 

though the world is greatly heterogeneous, parts outside the Western world are viewed as 

worth less and deprived of what makes them unique, and thus viewed as less worth than their 

western counterparts. It makes no difference to the hegemony of the West whether someone is 
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from Bangladesh or Somalia. They get grouped in the same category, their only defining trait 

is how different they are to people belonging to western culture and are thus held as “the 

other.” As Hiddleston notes, Orientalism claims to tell the truth about the non-western world, 

while simultaneously reducing the people to cultural stereotypes (Hiddleston 87).  

That cultures from separate parts of the world are different to each other is not problematic in 

itself; the problem here lays instead in the values held and controlled by the hegemony. The 

hegemony has the power to set the norms to which the countries, cultures, and people outside 

the Western world is measured and valued by. By default, viewing the western culture as 

superior, leads to the devaluation and degradation of “the other” culture and thereby an unjust 

relationship occurs between “the west, and the rest” (Hiddleston) (Hussein). 

Said has developed his own field of study, within or closely related to that of postcolonialism, 

called “Orientalism.” Orientalism is more focused on the western discourse toward the middle 

eastern and eastern part of the world. Said describes Orientalism as “a superficial 

appropriation of multiple and distinct others into the broad schema of the superior West pitted 

against the inferior East” (Hiddleston 90). Much like hegemony in postcolonialism, 

Orientalism is a perspective that devalues and views part of the world as worth less and 

primitive compared to the west, due to lack of understanding of “the other” culture. Just as 

“the western world” is not a homogenous culture or a single country, neither is the rest of the 

world, or the “Orient.” The hegemony and the perspective of Orientalism both simplify and 

misinform what the world really looks like, and what countries and cultures are like. As 

Hiddleston writes, Orientalism creates a “binary dichotomy” (Hiddleston 85) between “the 

West and the rest” in order to secure its own position of power at the cost of “the other.”  

A contribution by Said is his work on the role language has in upholding and reinforcing 

power structures, such as the hegemony or Orientalist discourse. Inspired by Foucault’s 

discourse, Said writes that texts are “never simply neutral” and are consequently imbedded 

with conflicting socio-political forces that “maintain a set of highly naturalized, strictly 

observed, hierarchically structured inclusions and exclusions” (Hussein 183). Given the 

hegemony’s way of working subconsciously in society, it imbeds itself in text of all forms, to 

maintain and uphold structures of inequality between people and cultures.  

The perspectives of postcolonialism and Orientalism where chosen for this study’s theoretical 

approach since it is a good complement to conduct an analysis with the perspective of World 

Englishes as discussed in the next section. By applying a critical postcolonial perspective on 
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materials for Upper Secondary School in Sweden, this essay hopes to highlight problematic 

aspects of the course books, to investigate whether the books portray cultures around the 

world in a fair manner, or if they simply reinforce the images of “the other” painted by the 

hegemony and the Orientalist discourse. 

2.2	Kachru	and	World	Englishes			
Braj B. Kachru was an Indian linguist who coined the term “World English” with which he 

analyzed the use of English around the world. Kachru criticized the traditional view of how 

English is supposed to be used and taught. In Kachru’s model, the spread and use of English 

around the world is viewed as three concentric circles (Kachru, Teaching World Englishes 

356). English has the same point of origin, but today it is used in far more contexts and places 

than just Britain and America, which has led to the development of different varieties of the 

language, with distinguishing features both linguistically and in the way they are used. It is 

also commonly referred to as “World Englishes,” since the model illustrates how English is 

used in such varied ways that it is not enough to speak of one English, but many. The 

pluralization of the word English thus shows how different parts of the world use the “lingua 

franca” in different contexts and for different purposes. 

The model for World Englishes (WE) viewed as three concentric circles illustrate the different 

cultures which use English, and how they use the language. The inner circle is the parts of the 

world where English is the native, first language of the speech community, like England and 

USA. The outer circle are parts of the world where English is a second language, often as a 

formal, national language. The defining feature of the outer circle is that the countries 

represented have acquired English through colonization, as for example India and Kenya. The 

third circle is the expanding circle, where English is used in more limited contexts, and the 

language lacks the official status seen in both the inner and outer circle (Kachru, Teaching 

World Englishes 355-357). 

Kachru discusses the traditional view on the English language in the international community 

as problematic in The Alchemy of English. He refers to parts of the traditional, or purist, view 

of English as the  “seven attitudinal sins” (Kachru, The Alchemy of English 102-107), and 

proceeds to counter the arguments which are still prevalent in some sociolinguistic 

communities, and still part of the consensus in the hegemony and discourse of the western 

world. I will here summarize and briefly explain three of Kachru’s arguments that are of 

importance to my analysis.  
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Kachru’s arguments all have a common theme, in that they criticize the perspective that non-

native varieties of English are worth less than the native ones. The first sin is that of 

“ethnocentrism,” which describes how the English used in the Outer and Expanding circle is 

under harsh and unjust scrutiny, simply due to being a different variety of English than the 

variety used in the Inner Circle. The second sin is that of “not recognizing English as culture-

bound codes of communication.” Kachru states that the English used in the Outer and 

Expanding circle undergo a “process of acculturation” and implement English in their culture 

to “provide a link in culturally and linguistically pluralistic societies” (Kachru, The Alchemy 

of English 103) What this means is that the people in these communities use English to 

provide a link in communication, as a tool for clear communication where they are 

multilingual. Thus, English provides a common ground and acts as a mediator for bi- and 

multilingual communities. Lastly, the third sin is that of “exhibiting language colonialism.” 

Kachru states that valuing the Inner Circle’s use of English higher than others sets the unjust 

standard that communities from the Outer and Expanding Circle should learn “proper and 

native” English, instead of the local variety. Kachru argues that this is detrimental to these 

communities and embodies the spirit of colonialism, since they would gain much more from 

the pragmatic use of the local variety of English instead of the “proper” version used by their 

former colonizers.  

Kachru is critical towards the way English is viewed, and taught, around the world. Common 

examples, when learning English as a second language, is to replicate the Received 

Pronunciation (RP), the well-regarded British dialect, and General American (GA), the 

standard version of American English. What Kachru is critical to is not that these dialects and 

forms of English are problematic in themselves, but that English as a lingua franca is used in 

more contexts and ways than just these two. The fact that RP and GA are still used as shining 

beacons of “true” English when teaching around the world, is testament to the power they 

hold over other types of English (Kachru, The Alchemy of English). But, to learn the native 

forms of English is simply not enough to grasp the large hold English has of the world. One 

also need knowledge of localized and global varieties of English to have a more complete 

picture of the contemporary use of the language. 

Kachru’s claim of a pluricentric approach to English is appropriate in an ESL teaching 

context. At the end of The Other Tongue (Kachru, Teaching World Englishes 360-361) 

Kachru argues why this approach is of value to teachers. According to “Variety Exposure,” 

learners should be exposed to multiple forms of English. Not only is this of pragmatic 
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significance and in line with the syllabus for English in Sweden, it is also important since 

learners are likely to encounter more than the native form of English throughout their life. 

Secondly, teaching with sensitivity to different varieties of English, as Kachru mentions under 

“Attitudinal neutrality,” also makes the classroom more inclusive to different cultures, and 

thus less likely to propagate for the problematic “native speaker” (Kachru, Teaching World 

Englishes).  

Kachru’s model of world English is discussed in relation to teaching in the article “To Teach 

Standard English or World Englishes? A Balanced Approach to Instruction” by Thomas 

Farrell and Sonia Martin. In the article, Thomas Farrell and Sonia Martin argue that learners 

have much to gain from being exposed to a variety of Englishes and discuss the problems 

with “Standard” English. According to them, there is no such thing as a Standard English, due 

to the internationalization and spread of English (Farrell and Martin 2-3). Nevertheless, their 

definition of a standard variety of English would be all native forms of English. Farrell and 

Martin problematize Standard English further, when they draw the example that an Irishman 

and a Canadian, even though both have English as a native language, have different standards 

for English (Farrell and Martin). Thereafter, Farrell and Martin argue that striving to teach 

Standard English is problematic, mainly for two reasons. The first is that it is not realistic to 

expect a second language learner to be able to produce perfect, native English. We cannot 

measure an ESL learner by the same standards by which we measure a native speaker. The 

second reason they give is that by always striving for one native variety of English, one 

devalues other English varieties. As such, Farrell and Martin argue that just because a variety 

is different to the native tongue, it does not mean that it is inferior (Farrell and Martin 3-4). 

To avoid devaluing different varieties of English, Farrell and Martin instead encourage the 

teaching of WE. By embracing and teaching the different varieties of English around the 

world, teachers are closer to the different realities the language exists in, which better 

prepares learners to meet other English speakers of the world. Farrell and Martin also urge 

teachers to be sensitive to the context the education takes place in, as well as the learners’ 

backgrounds and preferred version(s) of English (Farrell and Martin). 

Kachru’s theories have been up for debate and criticism, which I will discuss here. First, I will 

discuss an article by Ian Mai Chi Lok, on the differences between Edward Said’s and 

Kachru’s theories, followed by a discussion of the criticisms aimed at Kachru, and thereafter I 

argue why Kachru’s model is relevant despite the criticism it received. Will Baker, a 

sociolinguist who works in the field of English as a Lingua Franca, in his book Culture and 
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Identity through English as a Lingua Franca recognizes Kachru’s contribution to the field of 

global English but is critical to his model of World Englishes and instead promotes the field 

of English as a Lingua Franca (EFL). Below I present three arguments taken from his work. 

Baker is critical to Kachru’s view on culture, especially the distinction he makes between 

native and non-native English speakers, while also recognizing his contribution to the field of 

global sociolinguistics. Firstly, similarly to Said, Baker argues that Kachru’s definition of 

culture is too rigid. Instead, Baker notes that culture and language are dynamic, fluid, and 

something we cannot place in predetermined categories. Secondly, Baker claims that the 

distinction between native and non-native language users made by Kachru is problematic, and 

explains that “the two categories are notoriously difficult to agree on” (Baker 11). He claims 

that the distinctions do more to obscure than identify differences between language users, as 

well as hinder intercultural communication for those that do not share a native language. 

Lastly, he suggests that despite the differences between the fields of WE and EFL, they both 

have a similar aim and purpose, to “expand research and understanding of Englishes beyond 

the narrow confines of ‘native speakers’” (Baker). 

Ian Mai Chi Lok’s article “World Englishes and postcolonialism: Reading Kachru and Said” 

is an article which focuses on the similarities and differences between Kachru’s and Said’s 

theories. While they both wish for cultural and linguistic liberation for those oppressed by the 

traditional view of English, their views on culture is what separates them (Lok). Kachru 

argues that linguists, English scholars, and teachers should take a pluricentric approach to 

English. This approach is Kachru’s argument against what he calls the “purist view” on 

English, the dichotomy between native and non-native users of the language. Lok writes that 

Kachru’s view is that this dichotomy creates and withholds a power structure within English, 

where the “native” use of English is well regarded, while any variety not fitting within that 

norm is looked down upon. Kachru’s pluricentric approach proposes the focus to be on the 

different uses English has around the world, and to appreciate the various uses different 

cultures have for the language (Lok). 

Said, on the other hand argues that culture and the use of language are not as strictly bound to 

the time and place where they are used. Said is critical to the way Kachru makes cultures 

seem rigid, and instead promotes “cultural hybridity.” According to Lok, Said wants scholars 

to focus on the fact that a person can make up their own cultural identity, and it needs not be 

bound to the person’s native language or country. Said is critical to the term culture itself, as it 

has traditionally included “a country’s best works” (Lok), and before students are allowed to 
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read works from other countries, they are made to read and appreciate their own country’s 

masterpieces. Even though the purpose is to promote cultural diversity, Said means that this 

leads to structures of cultural supremacy being reinforced, rather than criticized (Lok).	

Even though Kachru’s definition of culture is viewed as too rigid by both Said and Baker, I 

find his categorizations of English to be useful when conducting a study on cultural 

representation. Even if cultural identity is not solely bound to language or native country, they 

are still important and distinct identity markers. The model of WE allows one to categorize 

different parts of the world as represented in texts, and in combination with the post-colonial 

perspective, should give a well-rounded and critical analysis. 

2.3	Earlier	research	in	the	field	
	

Earlier research has been conducted in the field of postcolonial analysis and analysis of how 

cultures are represented in course books in the English subject. There are mostly international 

studies, but also some in a Swedish context. In this section I will present and summarize 

earlier research that is of relevance to my essay.  

Ka-Ming Yuens article The representation of foreign cultures in English textbooks analyzes 

the representation of culture in English course books in Hong Kong secondary schools. Even 

though the context may differ to the Swedish one, the material and analysis is still of 

relevance to my study. The article discusses a case study examining English textbooks, to see 

whether the material reflects the status of English as an international language. Yuen comes to 

the conclusion that cultures and English users that have English as their native, first language, 

are vastly overrepresented, and cultures which have it in an ESL context are underrepresented.  

An interesting point Yuen brings up is that culture and language are intertwined. This is 

important since when learning a language, it always comes embedded with culture. With 

materials brought forth for teaching, it is therefore of importance for teachers to have 

awareness of the values imbedded in the texts they use in teaching.	Yuen argues that it is 

important that there is a heterogeneous representation of cultures, to show the learners that 

English is not only used in Britain or USA, and that the language belongs to any culture or 

speaker who use it in their life. However, the norm seems to be that cultures that have English 

as their native language are valued more than those that do not (Yuen). 

Another example of course book analysis is Meral Seker and Ayça Dinçer’s article An 

Analysis of Gender Stereotyping in English Teaching Course Books (Seker and Dinçer). 
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While not on the subject of culture, as it analyzed whether English course books’ in Turkey 

portrayed gender in a stereotypical way, and how the learners were affected by the material. 

The findings concluded that the course books reinforced gender stereotyping in the learners, 

and instead of complementing an inclusive approach to teaching, it reinforced gender roles 

and harmful structures. The conclusion they arrived at, that course books affect the learner’s 

thinking is important to keep in mind when conducting a course book analysis, so even 

though this study is not in the exact same field as my study, it is still relevant to have in mind. 

In the Swedish context, another independent C essay was conducted by Josefin Barkhem 

titled Vilka länder får synas i engelskböckerna? (Which countries are represented in the 

English books? [My translation]) which evaluated course books in grades 1-3 in Swedish 

school with the same methods and theoretical framework as I propose to use. Barkhem 

analyzed which countries were represented in course books and how that representation took 

shape. Just as Yuen, Barkhem concluded that countries and cultures from the inner circle are 

overrepresented (Barkhem).  

Another report, which investigated Swedish course books for the subjects of History and 

Social Studies in grades 7-9 by, Anna Johnsson Harrie, found problematic aspects of the 

books analyzed. While not on the subject of English, this study is still relevant to my work 

because it shows how the discourse operates and imbeds itself into materials used in the 

Swedish schools. The study sought to look for signs of racism and intolerance, and while none 

of the materials analyzed was explicitly racist, Harrie still found aspects of the books which 

categorically divided different parts of the world into a discourse interpreted by Harrie as “us 

and them.” As such, Harrie concluded that the materials risked to exclude and alienate readers 

from the materials and reinforced a discourse against “the other” (Harrie). 

To summarize the research I have found in the field, it seems course books in varying subjects 

are problematic both in a Swedish context, and internationally. This begs for critique aimed at 

the authors of course books worldwide, to make course books more inclusive than they seem 

to be at the moment. 

 

 

3.	Method	and	material	
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3.1	Presentation	of	course	books	
The material analyzed in this essay are two course books for English 6 in the Swedish Upper 

Secondary School, Viewpoints 2 and Blueprint B Version 3.0, both published in 2018 and 

with a focus on alignment with LGY 11 (Skolverket). Since they both are recent, have similar 

amount of reading samples, and are produced with English 6 in mind, they are well fit for 

analysis and comparison on how cultures are represented. The readings that are analyzed are 

91 pages in Viewpoints and 123 pages in Blueprint.  

I have focused my analysis on the reading parts of the course books. Both books have their 

respective chapters divided by theme, and even though not all chapters have a focus on 

culture, many texts have cultural references nevertheless. The themes are similar in both 

books, all related to the content of communication for English 6. The themes range from 

societal life around the world, different cultures, youth culture, love life, history and human 

rights. In order to do a better analysis on culture, I have chosen to avoid limiting myself on 

only the readings relating to culture, since cultural references are embedded in the majority of 

readings in both books. However, due to the wide range of materials in the books, I have 

limited the scope of my essay to focus solely on the reading samples in the books.  

Since the books are course materials, they contain more than just reading samples, they also 

have exercises in line with the production part of the syllabus, as well as listening samples. A 

criticism aimed at this essay might therefore be, that since the scope is limited to the readings 

only, this study does not cover all material available for analysis. A further analysis of the 

exercises and listening samples may very well paint a more complete picture of the books’ 

presentation of culture. On the other hand, the readings alone contain interesting references to 

cultures around the world, and this essay’s scope should therefore still be justified.  

	

3.2	Method	for	analysis	and	collection	of	data	
The first part of my analysis is a content analysis, in which I will categorize the references to 

different cultures in each of the course books according to Kachru’s three circles of English. 

The Oxford’s dictionary of social research methods defines content analysis as “dividing 

content into predetermined categories” (Elliot). In this case Kachru’s circles of Englishes are 

the predetermined categories I will divide the content into. Thereafter, I will perform a critical 

discourse analysis (CDA) in line with Teun A. Van Dijk’s definition in The Handbook of 

Discourse Analysis (Van Dijk 465-479). My method of choice for analyzing my gathered data 

is therefore a critical discourse analysis. CDA investigates texts at different scales, from 



12	
	

macro to micro, and from the general to the specific. The focus for CDA is primarily on social 

problems and political contexts. As Van Djik writes, “CDA focuses on the ways discourse 

structures enact, confirm, legitimate, reproduce, or challenge relations of power abuse 

(dominance) in society” (Van Dijk 467) The critical discourse analysis will be used to 

investigate, and to illustrate which cultures are represented, and how they are represented 

through the lens of postcolonialism. 

The first part of my analysis is therefore expected to show which countries are present in the 

books, both implicitly and explicitly. This part will act as the quantitative base ahead of the 

critical discourse analysis, in which the focus is on interpreting the statistics gathered, thus 

answering the first research question on which countries are represented. The second part of 

the analysis, the CDA, may therefore be seen as a deeper exploration of the texts in order to 

answer my second research question on how cultures are represented. I will use the 

perspective of postcolonialism to investigate the general discourse throughout the books, and 

draw examples of misrepresentations, oversimplifications, and acts of exoticisms of cultures, 

to solidify my claims in the coming analysis. 

Given CDA’s focus, it is well fit for analyzing the way cultures are represented, since it 

allows one to evaluate closely the structures within the text. CDA is also a method that is 

often employed within the field of postcolonialism and ethnocentrism, according to Van Djik, 

since analyzing discourses reveals hidden power structures and prejudices imbedded in texts 

(Van Dijk 477). Thus, this method should allow this study to reveal the discourse in the books 

towards cultures and countries outside the Western world as well as how it cements the image 

of the West as superior. 

4.	Analysis	
4.1	Cultural	references	in	the	books	
In this section I present the data gathered during the quantitative content analysis of the course 

books. First, I present the references to culture in the two course books analysed, in the form 

of a table. Direct references are explicit references to a country or culture. Indirect references 

are of cultural artefacts, which implicitly state where the text takes place or references part of 

a culture. In these cases, the reader might need previous knowledge of the culture to recognize 

the references.  

The table shows the number of direct and indirect references to culture in the course books. 

Each reference is in relation to one text, where a country or culture is mentioned either 
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directly or indirectly. However, texts may have more than one reference to that same country 

or culture. For example, a text which explicitly mentions India several times, still only counts 

as one direct reference, in the table since it is only in one text that India is mentioned in. 

 Viewpoints 2.0 
(91 pages total) 

 Blueprint B Version 
3.0 
(123 pages total) 

 

Countries Direct references Indirect 
references 

Direct references Indirect 
references 

Inner Circle Total: 11            
 

Total: 7 Total: 16 Total: 14 

Great Britain 
 
USA 
 
Australia 
 
Ireland 
 
 

5                  
 
3                  
 
3 

5 
 
2 

6                     
 
6                     
 
3 
 
1 

8 
 
6 

Outer Circle 
 

Total: 5                     
 

Total: 1 Total: 4                     
 

Total: 0 

India 
 
South Africa 
 
Jamaica 
 
Sierra Leone 
 
Kenya 

2 
 
1 
 
1                   
 
1 

 
 
 
 
1 

2 
 
 
 
1 
 
 
 
1 

 

Expanding Circle Total: 1 Total: 1 Total: 2 Total: 2 

Saudi Arabia 
 
Italy 
 
Germany 
 
Uruguay 
 
Holland 
 

1 
 
 
 

 
 
1 

 
 
 
 
 
 
1 
 
1 

 
 
 
 
1 
 
1 

Table 1. Countries represented in the course books 
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4.2	Differences	and	similarities	between	the	books	
As shown in Table 1, Blueprint has a greater number of references to cultures and countries 

than Viewpoints. This may be due to the fact that Blueprint has more reading samples and thus 

more pages for analysis than Viewpoints (123 vs 91 pages). Viewpoints has more texts which 

are neutral in their cultural markers, where no culture or country is implied or explicitly 

stated. It seems like the authors of the course books want part of the content to be applicable 

to as many readers as possible. This in turn makes the readings more neutral, since readers 

can relate the text to a context closer to their own cultural background.  

The common theme in both books is that the Inner Circle (IC) is overrepresented and 

presented in a different manner compared to the Outer and Expanding Circles. The pattern 

that emerges is that there are more texts about countries within the IC, and the number of 

original authors the samples are from are mostly English native speakers. The syllabus for 

English 6 (Skolverket 7) writes that the course should cover “literature; authors and literary 

periods.” While many of the authors of the reading samples in the books are considered 

classics, for example Jane Austen, Shakespeare, and Mary Shelley, there is a great 

discrepancy in how many of the reading samples are from the IC compared to the OC and EC. 

This in turn sets responsibility on the teachers to bring forth external material besides the 

course books, to fulfill other parts of the syllabus.  

In view of “Content and Communication,” for English 6, which stipulates attention to: 

“Living conditions, attitudes, values, traditions, social issues as well as cultural, historical, 

political and cultural conditions in different contexts and parts of the world where English is 

used” (Skolverket 7), the discrepancy between the different circles becomes concerning. The 

syllabus does not state that “X number of different countries should be represented,” but 

considering the overrepresentation of the IC in the course books, one may draw the 

conclusion that Viewpoints and Blueprint do not fulfill this part of the syllabus, even though 

the material was written with LGY 11 in mind. 

One could further argue that even though different cultures are represented in the course 

books, they do not represent how the countries and cultures use English in their daily life. The 

syllabus only speaks of “parts of the world where English is used,” but under Reception it 

states that learners should come in contact with “different social and dialect features” 

(Skolverket 7) of which the books have very few examples in the reading samples. Kachru 

argues that cultures outside the IC use English in a different manner and context compared to 

native speakers (Kachru, The Alchemy of English). Yet, the texts in the books which are 
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about or take place outside the IC are all in the “Standard” English as argued by Farrell and 

Martin (Farrell and Martin). An argument may therefore be made that both Viewpoints and 

Blueprint paint an oversimplified or false image of the way the cultures outside the IC use 

English. 

As shown in the table, both Viewpoints and Blueprint have a similar number of references to 

the outer and expanding circle. One point of interest however is that even though Viewpoints 

has less pages analyzed than Blueprint, it still has more references to the Outer Circle (OC). 

Judging by numbers alone, a claim may be made that Viewpoints is more inclusive to 

countries and cultures in the OC.  

The Expanding Circle (EC) is more prominent in Blueprint than in Viewpoints, with double 

the number of references there (2 vs 4). However, in comparison to the Inner or Outer Circle, 

the EC is the most underrepresented. Both books also focus more on discussing the cultures in 

the EC, than their actual use of English. If we want to focus on teaching English in line with 

Kachru’s WE or Baker’s ELF, these books are therefore not enough to show the 

internationalization and spread of the contemporary, global use of the English language 

(Kachru, Teaching World Englishes) (Baker).  

Above I have shown the similarities and differences in the course books in regard to the 

number of references and general representation of cultures. The forthcoming sections are 

dedicated to examining the references more critically, in order to gain a deeper understanding 

of how the representation of culture in the different circles takes shape. 

4.3	The	Inner	Circle	
As shown in the table, Viewpoints 2.0 has fewer total references to the inner circle than 

Blueprint B Version 3.0, but both books reference the Inner Circle (IC) more than any of the 

other circles. Where the books differ is the discrepancy between indirect and direct references, 

especially in regard to references to the USA and Great Britain (GB). While Viewpoints has a 

similar number of indirect and direct references to GB and the USA, Blueprint has a greater 

number of indirect references than Viewpoints. 

The books largely include indirect references to the IC without further explanations. One 

example is Flashbacks in Viewpoints (Gustafsson 39-44), which has several indirect 

references to USA, and specifically to US politics, but the cultural references are not 

explained in the text itself. Thus, the authors of the course books presume the readers have 

previous knowledge of the USA, an assumption which is prevalent in both books. According 
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to Said, this is one of the ways the hegemony enters texts to form the agenda of what is 

desirable, and what is less desirable (Hussein). By having indirect references to cultures from 

the IC without clear explanations, the authors set the agenda that cultural references within the 

IC are common knowledge and may therefore be seen as desirable content that needs no 

further explanations. 

Having many unexplained indirect references to the IC, poses a problem primarily for ESL 

learners who do not share the cultural references of the IC or are from parts of the world 

outside of the “Western world.” For readers with a background in the IC this may not be an 

issue, as they may be able to understand references to for example “The Guardian,” “Big 

Ben,” or “Kennedy.” Even though both course books have explanations for difficult words or 

certain cultural references next to the readings, many words are not explained. For a reader 

with roots outside the western part of the world these references may create a sense of 

alienation from the texts, and causing them to feel as part of “the other” when they do not 

immediately understand these references (Hiddleston).  

Another issue with many of the texts which reference the IC is that in many cases the 

countries and cultures are portrayed as well developed, culturally rich and only rarely discuss 

negative things from the IC. An example of this is the text The Foreign Londoner in 

Viewpoints (Gustafsson 85-89). The text is about a South African man who has “fled” to the 

UK in search of a better life. The character describes that “South Africa is like an albatross 

around his neck” (Gustafsson 87) and that he seeks to integrate himself into the new country 

he has found himself in, and in that he wishes to forget his roots which he is ashamed of.  

Not only is the UK painted to be almost utopic, it clashes with the image of the main 

character’s native country of South Africa, which is described as a place of racism, 

primitiveness and lack of infrastructure. While apartheid and South Africa’s history are 

important to remember and discuss with learners, the text does little to justify the contrast in 

the descriptions between the UK and South Africa. This is a clear example of how the 

hegemony paints the world outside the Western society in that it puts itself in a place of power 

and cultural supremacy (Hiddleston) when describing “the other.” The description of South 

Africa may therefore be seen as an example of exoticism (Hussein). 

Another text which highlights the hegemony’s way of painting the West as a hive of educated 

and culturally rich people is Suffragette in Blueprint (Lundfall 126-128). The story is about 

the suffragette movement in Britain during the early 1900’s. While the suffragette movement 
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was utterly important for society, we may contrast it with the text about the women’s rights 

movement in India, as discussed in part 4.4. Keeping in mind how hegemony and western 

discourse are discussed by Said, Foucault and Gramsci, there is a great contrast in how these 

issues are highlighted, depending on which culture or country is mentioned, and the IC seem 

to be above criticism, since texts with references to it are seldom problematized or show 

negative phenomena. (Hussein) (Hiddleston). 

The number of texts which directly take place in or reference the IC is also much larger than 

those from any of the other circles. While may be logical that there are more texts by authors 

which have English as their native language, the number of times the IC is referenced in 

comparison to the OC or EC, does not seem in line with the syllabus since it states “different 

contexts and parts of the world where English is used” (Skolverket 7). While it may be logical 

that more reading samples are from the IC, the books could have been more balanced and 

chose to include more samples from other parts of the world. As the material stands right 

now, it reinforces hegemonic perspectives and solidifies the discourse that the western world 

is superior to “the other.” 

4.4	The	Outer	Circle	
As shown in the table, when the Outer Circle is referenced, it is almost solely done directly 

and explicitly. While the IC is mentioned indirectly almost as much as it is directly, this is not 

the case with the OC. A reason for this may be that the authors of the course books presume 

that readers have previous knowledge of the countries mentioned in the IC, but lack 

knowledge of the OC, and thus mention these cultures directly and explicitly in order to create 

a clear context for the readers to grasp. 

When the Outer Circle is referenced in the books, it is solely via direct references with one 

exception, the text Where Freedom Grows in Viewpoints (Gustafsson 151-157). The text has 

both a direct and indirect reference to Jamaica. The text is about slaves from Jamaica, hence 

the direct reference, and their dialogue is written in the Jamaican creole, marked as an indirect 

reference. Even though this is an example of a localized form of “World English,” for a 

learner in upper secondary school though, awareness of Jamaican English creole is not very 

likely, and the way the slaves are represented in this text may therefore be problematic. A 

likely scenario is that the reader pictures them as uneducated due to lack of knowledge of the 

Jamaican variety of English, and view the creole’s spellings as inaccurate in relation to 

“standard” English (Farrell and Martin). Another problematic aspect of the text is that there is 

no explanation given by the authors of Viewpoint, to help describe the context of the text and 
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history of Jamaican slaving, so the learners understand why the characters are speaking the 

way they are. 

A country that dominates the number of references to the outer circle in both course books is 

India. In Viewpoints, India is first mentioned in the text “A Fight for Equal Rights,” with 

direct references to India. This text is written by a female, Indian author, but may still be seen 

as problematic in certain aspects. The text is about how Indian women fight for equality, how 

far they have come in that fight, and what changes they wish for in the future. The 

problematic aspect is that even though the text claims that “it’s better now,” it still paints the 

picture of India and Indians as primitive and under-developed in relation to the Western 

world. An argument that could be made is that equality is a problem everywhere in the world, 

so why was India chosen for this topic? As both Said and Hiddleston note, the hegemony likes 

to paint itself in a good light in order to solidify the image that the Western world is more 

educated and civilized than the “Orient” or “the other” (Hussein) (Hiddleston). 

So instead of taking the opportunity to showcase that equality is a problem worldwide, the 

authors of Viewpoints cement the image that the Orient is lacking in social justice, and may 

imprint the image in the readers’ mind that “at least we are and have it better than ‘the other’” 

(Hussein). Another problem with this text in particular is that of “Exhibiting language 

colonialism” (Kachru, The Alchemy of English), in that the text is written in “Standard” 

English, and not the local, Indian variety. According to Kachru, this further downplays the 

role language has in forming cultural identities, as instead of using the language to promote 

Indian culture, the language used is that of professionals within the IC. From a syllabus 

perspective this could have been an excellent way for the authors of the course books to 

showcase how English is “used in different parts of the world” (Skolverket), but in the book 

this opportunity is missed. 

4.5	The	Expanding	Circle	
As noted in the presentation of the cultural references in the course books, the Expanding 

Circle (EC) is the circle with the fewest number of references. This is not entirely illogical, 

considering Kachru’s argument that these countries use English in a more limited context than 

the other circles (Kachru, Teaching World Englishes). The main problem with the cases 

where the EC is referenced in the books is that the focus is not on how these countries use 

English in their daily life. Instead, the readings which reference the EC are used to tell a story 

of the different and exotic “other.”  
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One example is the text Nuptial Problems in Viewpoints (Gustafsson 51-57). The text is set in 

Saudi Arabia and is about a woman who is to undergo an arranged marriage, and the struggle 

she goes through in that process. While the syllabus states that the subject should cover 

different cultures and parts of the world which use English, this text is not very nuanced, 

especially considering that this is the only reading sample relating to the middle-eastern part 

of the world. Given that there is only one reference to Saudi Arabia in the whole book, this 

text gives the readers an oversimplified image of what the “Orient” may be like (Hussein).  

This text is indeed a clear example of how the discourse of Orientalism works and embeds 

itself into texts (Hussein) (Hiddleston). Of course, themes like arranged marriages are 

important to discuss, but unless the readers have previous knowledge of the middle-eastern 

parts of the world, they might be inclined to believe that this text is representative of the entire 

range of middle-eastern cultures. The way this text presents itself is problematic from several 

aspects. For one, a reader with roots in that part of the world may not recognize the picture 

painted of their culture and thus feel alienated by it. Secondly, it may give readers without 

relevant previous knowledge the impression that this is true for all countries in the middle-

east. Given Hiddleston’s definition of Said’s Orientalism, this is a clear example of the 

reductionism involved when the West talks about the east (Hiddleston).  

The common theme in both Viewpoints and Blueprint when the EC is referenced is that the 

authors use these texts to tell a story, but disregard completely how these countries use 

English in their culture. As mentioned in section 3.2, the syllabus does not mention the 

different uses different parts of the world has for English, only that the course should include 

“parts of the world where English is used.” However, the story discussed above may 

definitely be part of showcasing the “living conditions, attitudes, values, traditions [and] 

social issues” (Skolverket 7). Based on the arguments given by Lok and Kachru, it does not 

seem as if the authors of the course books give much thought to a pluricentric approach to 

language and culture, and instead continue to promote the purist view that the only true 

English is the native variety (Lok). It seems the authors of the course books are pleased with 

only presenting a small glimpse of a different culture, and care less about either how that 

culture uses English or to portray their use of English in a fair way. 	

5.	Conclusion	
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5.1	Concluding	arguments	
The Inner Circle is overrepresented in both books, and most cultural references are of the 

Inner Circle. The reasons for this are multiple. One reason is that the books have many 

examples of “classic” literature and literary periods, which are almost exclusively British or 

American. Given that the syllabus for English 6 states that the course should cover these 

themes, it is not surprising to see that the books have materials of this kind. Another reason 

may be that this is a sign of how the hegemony of the western world embeds values in texts of 

all kinds, namely by presenting the western worlds’ best works. However, since the syllabus 

also states that the course should cover different cultures and places around the world which 

use English, the discrepancy between how many texts are from the IC and the other circles is 

unjustified. 

The portrayal of countries and cultures of the Outer and Expanded Circle is presented in a 

simplified manner, both regarding how they make use of English, and in the way their 

cultures are described. From a postcolonial perspective, many of the reading samples present 

a simplistic and exotic picture of the cultures which are outside the Inner Circle. From a 

pluricentric approach to teaching English the course books are lacking, since they only show 

different cultures which use English, but not how they use the language within their culture 

and unique context. The books thus promote the purist view that a native variety of English is 

more desirable than non-native varieties. 

A final issue the books have is the difference between which texts are chosen for the different 

circles. In most texts which discuss countries or cultures from the IC, they are described as 

well-developed and are seldom problematized. The texts with references to the OC and EC on 

the other hand are generally non-nuanced and give an oversimplified image of these countries 

and cultures. This general approach may lead learners to think that the world outside the 

Western world is primitive and not as developed or culturally rich as those of the IC. The 

course books therefore solidify the image that the West is superior to the “rest.” 

For further research in the field of course book evaluation and postcolonial analysis it would 

be of value to investigate how the exercises and sections apart from the reading samples 

influence or allow a deeper understanding of cultural representations. Since this essay is 

limited to the reading samples, it can only speak for the selection of reading materials chosen 

by the authors, but not the implications the other parts of the books may have in a postcolonial 

perspective. 
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5.2	Implications	for	teaching	
Many of the reading samples in the course books I examined are fit for teaching, and in line 

with the syllabus in part. However, if used in the course for English 6, teachers need 

awareness of how the books portray cultures, in order to make the teaching of the materials 

more inclusive and representative of the real world. In a multicultural society such as Sweden, 

and with a national syllabus which puts focus on awareness of different cultures, 

inclusiveness is critically important. If these course books are used without critical awareness 

of their content regarding their incorrect representation of diverse cultures, it is likely to give 

learners a limited and simplified image of what the world looks like. However, if these 

materials are used by a teacher with awareness of the problematic aspects of the books, issues 

may be avoided, and a clearer and more truthful context for the learners can be given. Another 

entry point may be to see the value in the problematic aspects of the text, and discuss those 

with learners, to teach about cultural insensitivity. 

As argued in the analysis, the syllabus does not state a specific number of cultures to be 

presented to learners. However, both Viewpoints and Blueprint present cultures from different 

parts of the world in a limited manner. USA and Great Britain are overrepresented, and 

cultures from non-native English-speaking countries get limited representation in relation to 

the Inner Circle. A conclusion may therefore be drawn that the course books are lacking 

alignment with the part of the syllabus which mentions “different parts of the world where 

English is used” (Skolverket 7). Using only these books, learners will therefore not get 

enough exposure to different parts of the world which use English. Moreover, even though 

Viewpoints and Blueprint give insight, albeit limited, into different cultures which use 

English, the texts are not presented in a pluricentric way in order to show the difference in 

how English is used around the world. The books only show a handful of parts of the world 

which use English, and does not give a context to how the language is actually used in their 

daily life. Obviously, in order to apply a pluricentric approach to teach English, other 

materials are needed to complement these course books. 
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