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Portraying the language-culture link through spatia | representation
in three US language textbooks
Laura M. Hartwell
Maitresse de conférences a Grenoble 1

This paper investigates the representation of tiistic space”, in three
recent foreign language textbooks published inlth#ed States of America. It
follows a tradition of textbook research concernigghnic community
stereotyping and the objective of peaceful and nagion-state representation.
This perspective intersects with principles of ncultural education, an
iImportant tenant of teacher education, teachingtime and education research
in the United States (cf. Banks, J. A. and McGea&kBa C.A, 2004). The
premise is that no textbook is neutral, but dissameis political positions.
Greater awareness of how these positions are d@dpmay help teachers and
students to create more critical and reflectivernieg experiences and
judgment.

This paper examines the representations of whegdidn French and
Spanish language communities are geographicaliatsidl through illustrations
in language textbooks for adults published by dlu@mtial firm. A brief review
of the goals and issues of both textbook reseanchnaulticultural education
research will set the context for this case stédguantitative analysis bridges
three overlapping spatial facets: nation represemntaland-use, and time-
period. Space, which can be divided into spatiatigants for analysis, has been
accorded attention in the fields of geography avmosogy. Sociologists Lobao
et al (2007) summarize four existing trends in discipimee research when
considering space inequality: (1) space distrilbytiesse, and experience across
lines of class, gender, and race/ethnicity; (2)aashannel or amplifier of
inequality, such as in schools; (3) its creatiorotigh uneven development by



actors such as capitalists, labor, the state areos; and (4) finally spatial
processes as being intertwined with inequality @sses. This study concludes
that “linguistic space”, that is to say the spasigas in which the language is
spoken, is represented in contrasting ways withentbiree textbooks, connoting
contrasting political perspectives.

Multicultural issues of textbook research

Textbook research examines both the portrayal givan topic and how
one or more learning communities might read thebteok’s portrayal. It has
received international attention for several desads highlighted in UNESCO
documents includindiRecommendation concerning education for internation
understanding, co-operation and peace and educatdtating to human rights
and fundamental freedonfl§NESCO, 1974), which calls for a global approach
justly representing local and national aspects iférént subjects;UNESCO
Guidelines on InterculturaEducation which recommends the imparting of
knowledge about “the history, traditions, languaaged culture of existing
minorities to majority groups” (UNESCO, 2006: 33nd the UNESCO
Guidebook on Textbook Research and Textbook ReyRiogel, 2009), which
specifically addresses models of textbook analydm field is rich, including
such topics as modifications of Turkish textbookpart of the political move to
enter the European UnioiGdyir, 2009),the over representation of blacks as
“poor” in 15 US government college textbooks (Clawsand Kegler, 2000),
narrow stereotypes of Native Americans that aregggahically limited to
Reservations in US history textbooks (Hawkins, 2088, the construction of
negative images of French Canadians within Canadietory textbooks
(lgartua, 2008),and modifications to secondary school textbooks there
thought to enhance the peace process following vilae in Bosnia and
Herzegovina (Torsti, 2007). Although textbooks tgtly portray knowledge
legitimized by official institutions, they continu® be modified following
demands by both conservative and progressive grodmsle and Christian-
Smith highlight the political quality of textbookghen explaining that in [those
nations that have sought to overthrow their colooiaelitist heritage] “the
politics of the text takes on special importancecduse the textbook often
represents an overt attempt to help create a neurgudentity” (1991: 11).

Textbooks have also been of interest to educatbrheo multicultural
education reform movement who believe that racknieity, culture, social
class, and often gender are salient aspects toatduocand that ethnic and
cultural diversity enrich all members of societym 1997, the US National
Council for the Accreditation of Teacher Educatioavised the 1977
multicultural standard which stimulated multiculiireducation in teacher
education. Today, there is a substantial multicalteducation textbook market
and many US universities include this topic in theaching programs. Banks
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has described the major role of textbooks from dtioultural education

perspective:
Textbooks have always reflected the myths, hoped,dreams of the people in
society with money and power. As African Americahstinos, Asians, and
women become more influential participants on tbevgr stage, textbooks will
increasingly reflect their hopes, dreams, and gisepments. [...] Because
textbooks still carry the curriculum in the natisnpublic schools, they will
remain an important focus for multicultural curdizen reformers (Banks, 1999:
10).

A race-neutral or colorblind perspective to curiicn does not in any way
guarantee a neutral position. Ladson-Billings (9004¢marks that this
perspective may result in a “homogenized ‘we’ icedebration of diversity”.
She suggests that in the United States, this enoftduced to the concept that
everyone is an immigrant, and as a result AfricaneAcan, Indigenous, and
Chicano students inherit the responsibility for fladure to overcome their
immigrant status as Anglo and other migrants hagred(Ladson-Billings,
2004: 60). In a similar vein, Williams (1997) refte on the institutional
inclusion of Maori literary works in mainstream N&ealand literature as part
of complex political movements towards bicultunadiand national identity, but
against assimilation policies. Furthermore, as rBfaiggests, research is not
neutral as the “myth of neutrality may well sene hide processes which
exclude from publication the work of black and eatist researchers who write
about sensitive (and emotive) issues around ‘racd’ethnicity” (2004: 250).

Language teaching has often traditionally been stvas reserved for
“well-to-do” students who prepare for interactiomttwmembers of a foreign
culture (Herman, 2002: 2). This notion of elitisenechoed by Reyes (2002)
who suggests that in the case of Spanish langeagéinhg in the US, the accent,
literature, culture, and study abroad in Spain haeglitionally been more
valued than the accent, literature, culture andysbroad from the Americas.
She advocates broadening these limits by introgu@unthentic experiences
within Spanish-speaking contexts, such as to ddfgsistance in translation.
Similarly, Guerrieri (2007) proposes combining aafigh literature and
community service learning experience in the SagbiTijuana borderlands as
a means to develop studaminscientizacad?aulo Freire’s concept of centering
critical consciousness at the heart of literacyries. Commenting on higher
education courses taught by imported instructorsomsite transnational
education, Leask discusses the need for buildingtioaships within and
beyond the classroom in the context of “intercatwpace” (2008: 130). These
proposals underline both the cultural boundary sings that occurs when
acquiring a new language and also the fluidityaniguage community borders.
These crossings of borders also lead one to queti® validity of statistics
which limit the category “language-speakers” to ivegt second language
learners, or heritage speakers, while excludingviddals who learn a foreign
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language. Furthermore, they underline the deeateshof language and culture
awareness, by going beyond superficial manifestatmf culture. Nieto insists
on the positive impacts of a critical multiculturatlucation compared to a

superficial one:

But generally [students of all backgrounds] cantbeaugh a superficial focus on
diversity that emphasizes only cultural tidbits attnic celebrations. A critical
multicultural education builds on students’ intésesvithout trivializing (or
essentializing) the meaning of culture. This is amt@nt to remember because if
we are serious about developing a truly liberajpeglagogy, it means moving
beyond an understanding of culture as a producisothe static symbol of a
people (cf. Kalantzis and Cope; May, 1999). In wWwrds of Frederick Erickson,
“I am convinced that our pedagogy and curriculumcdoee genuinely
transformative, not just cosmetically ‘relevantt900, p. 23) (Nieto, 2004: 193).

Notions of space and nation

One of the most basic and often heated divisiorspate was the creation
of national borders. Following centuries of monaesh colonization, and self-
determination movements, new stereotypes linked Idcal and global
representations of national identity exist. In description of image studies and
“national stereotypes”, Chew reflects that:

Recent international developments, finally, markbey continued regional

conflicts and a global terrorism characterised ppaaent ethnic and religious
incompatibilities — famously stylised by some a%klash of civilisations” — has

lent added urgency to the deconstruction of comlexeotypes that seem to
obscure and hinder understanding “the other” rattmen provide the true

understanding and insight that can lead to a pehcefexistence, characterised
by humanistic values and common respect (Chew, :2I81§).

As Hedetoft explains while discussing the paradoaed tensions of
contemporary cinema caught between local originandnlevel global playing
ground:

Concepts like cultural “hybridity”, “creolization”;'clashes of cultures”, and
“ethnic diversity”; actors like a host of differemational institutes set up to
promote the global spread of national cultures @mgish Council, Alliance
Francaise, the Goethe Institutes, even the Danigtui@l Institutes...); and the
processes like the ongoing struggle between the aBd the USA to curb
American influence on the European audio-visual ketar for mass
communications — all indicate that cultural globation process at the
intersection between nation exceptionalism and arsal influence cannot be
reduced to a series of simplistic relations betweeea assertive “sender” and a
(number of) passive “receivers” (Hedetoft, 2003:92).

European colonization and the ensuing spread adff&an languages is a
worldwide phenomenon. Referring to W. E. B. Dubdispnardo (2004) notes
that few places on earth remain untouched by Eampelonization including
the more recent turn-of-the-century colonizationthyropeans and Americans
of the Philippines, Hawaii, and the West Indies.ridy (1997) notes that the
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break-up of the Empire was a factor in the threg eases of nation building:
Latin American countries in the nineteenth centygst-World War | Europe,

and post-World War 1l self-determination movemeintsAsia, Africa, and the

Caribbean. He highlights that the concept of “polstciality” stresses “a

common heritage of colonial oppression and subs#giecolonization, of the

struggle for the right to produce, rather than coms, images of self and the
local.”

In Africa, the heritage of shared languages and m@&mmunication
technologies “created a regional, as well as analji dimension to the issues of
cultural decolonization” (Murray, 1997: 9). Withthis evolution, the notion of
“space” is recurrent as in Fhlathain’s (1997: @atement that in “the latter half
of the nineteenth century, the Anglo-Indian comrym India was compelled
to inhabit the uneasy outer limit of Englishnes® space where it became
associated with the opposing quality of Indianngd992: 67). Thomas (1997)
also questions the very restricted notion of “nadid literature within the
radically different sociological realities of thecent neo-colonial African
context.

Traditionally, language and culture are intertwingdthin language
teaching and learning. The global history of catatipn has created intricate
layers of cultures that cross language boundaA¢san international level,
organizations such as UNESCO offer context-spedficdelines to reduce
tensions through textbook content in areas sudBas$ and Southeast Asia, in
the Middle East, Latin America, Southeastern Euiape Northern Ireland

With the emergence of nation states in the lastucgnt became quite obvious
that schoolbooks contain statements that glorigirtbwn nation and disparage
others, that glorify the ruling groups within onation or society and disparage
so-called minority groups. During this time conceaneducationalists and
politicians had already noticed that textbookseegly history textbooks, didn’t

and don’t only convey facts but also spread idgekdollow political trends and

try to justify them by imbuing them with historidalgitimacy (Pingel, 2009: 8).

New approaches to teaching and learning includgirgel students to
acquire critical reading skills in order to examthe subjectivity of documents,
even those presented as factual. For example, Geawd Osborn (2002)
suggest connecting history and foreign languagehteg to offer multi-vocal
narration brought through documents containing remting perspectives in the
target language as a means towards developing atwauframeworks.
Comparative analyses are fruitful methods of caltustudies that can be
integrated into both research and language studies.

Once more easily seen in terms of imperial reanhterms of colonization,
conquest, and migration, racial space is becorglagalizedand thus accessible
to a new kind of comparative analysis. [...] Meanwhsuch phenomena as the
rise of “diasporic” models of blackness, the cr@awf “pan-ethnic” communities
of Latinos and Asians (in such countries as theddkhe US), and the breakdown
of borders in both Europe and North America alhsée be internationalizing and
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racializing previously national politics, culturemd identities (Omi and Winant,
2004; 12).

The notion of “nation” is employed in this studyasommonly understood
notion of place with (generally) recognized phykisaundaries. However, the
concept of “space” encompasses here a broaderncret notion, for example,
one in which members speak a common language.

Linguistic spaces

The methodologies of estimating the number of spealof a given
language and their ensuing estimates vary. AccoriinJNESCO, 478 million
people speak English, 392 million speak Spanist,1&% million speak French
(Ouane, 2003)Ethnologuefinds that English as a first language is spokegn b
328 million people, Spanish by 329 million, and e by 67.8 million people
(Lewis, 2009).

Citing UNESCO, Fernandez and Roth (2006) relaysstiadistic that in
2005, 26% of Spanish speakers live in Mexico witd inillion people, 10.5%
live in Spain (41 million speakers) and some 5.68tcent of Spanish speakers
live in the United States (22.5 million). Howevéiney suggest that a more
precise number of speakers should include parpebleers. In this case, for
example, the number of Spanish speakers in theetriitates would nearly
double to 42.7 million people. Taking these widepylations into account, the
sum of native and non-native speakers of Spanist gtlidents of Spanish as a
foreign language would be closer to 438.9 milli@ople (Fernandez and Roth,
2006: 33-48).

According to the Organisation Internationale deFfancophonie (2010),
French is the official language in 29 countries adpoken by 200 million
people across the globe, including 72 million @drspeakers and 96.2 million
who live in Africa, the continent inhabited by thkergest number of French-
speakers. Arabic-speaking countries including Algaviorocco, and Tunisia do
not recognize French as an official language, babmntinues to be commonly
spoken there. Thus, large numbers of people camtiouspeak these three
languages across the globe.

Corpus of study

The set of this case study includes the fifth ediof the French textbook
Motifs: An Introduction to Frenc2011) the third edition oPlazas(2008) and
World English: Real People, Real Places, Real Laiggu2010) All of the
textbooks are the most recent edition and are ghdadi by Cengage Learning by
the multinational firm Heinle publishing company skd in Boston,
Massachusetts. The textbooks were selected fromgée ublisher in order to
examine textbooks with a common publishing perspecill three textbooks
were designed for adult learnevgorld English: Real People, Real Places, Real
Language (2010) was chosen among the publisher's three main English
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textbooks for adults because it contained photdwayb places. The publisher’s
other English textbooks for adults contained masigtches of different people
or generic places, such as an unidentified schodiboary. Hence, all three
textbooks for this case study contain photographead-life settings.

The clientele for these textbooks includes langutegehers in higher
education. In the United States, college textbdwkse become an “international
commodity” in an “open” market, as the publishers aften multinational
firms, (Altbach, 1991: 248-249), are under the atith of high-level executives
who consider its profitability (Silverman, 1991)hds, they are artifacts not of
society or a society, but of a product of commeroeces that must consider
social or political perspectives (Apple, 1991).

All of the photographs and nation-scale maps from inside cover and
chapters portraying exterior settings are includedhis study. Only maps of
nations, multiple nations, or world maps are codedcluding city or
neighborhood maps. Close-up photographs of indalglor vehicles in which
the setting is insufficiently detailed to be clgadentified, hand drawings, and
comic strips are not coded in this study. Alsoinoluded are occasional images
found on the front and back covers, indexes, appesdas these were often
copies of images present in the chapters and gli@adhted in this study.

A total of 304 illustrations are examined in thtady, comprised of 245
photographs (80.6%) and 59 maps (19.4%). The tektidéorld English which
draws uporNational Geographianagazine as a souragntained the greatest
number of entries including 105 photographs (84.2#%@ 19 (15.3%) maps. The
French language textbodWotifs had fewer illustrations falling into the two
categories of maps (12.5%) and photographs of iextsettings (87.5%) with
88 entries. A total of 92 illustrations are incldde this study from the Spanish
language textbooka Plazawhich contained 63 photographs of exterior seting
(68.5%) and proportionally almost twice as many snégil.5%) than the other
textbooks.

Methodology

Categories within the overlying themes of nationd atanguage
communities, land use or development, and time veeeated in order to
analyze the content of the maps and photograplextefior settings. Both the
types of categories and the coding of images aea tpinterpretation and other
studies might find differing results if other chetieristics are taken into account.

The history of colonization by Spain, France, antjlgnd has largely
influenced which languages are spoken in many casntoday. In order to
better understand how the geographic spaces ditbe linguistic communities
are represented in these three textbooks, | fixsiméne which nations are
represented through photographs and maps. Thiseidinst spatial category
included in this study.
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Second, is the question of the language spokeawwly colonization in
the form of either official or commonly used langea. England, France, and
Spain are the mother countries of languages nokespm daughter countries.
For example, one of these new language commungidéise United States of
America which has no official language. On the othand, Morocco’s only
official language is Arabic, yet the French occugatof this country and
continuing political and social ties have resultada large French-speaking
population in this country. Images representingntoes that do not belong to
the given language community are found in the Hresnod English textbooks.
This is discussed later as are the many photognapith cannot be associated
with a given nation and are coded as nationallydaiermined” settings.

Third, the photographs depict multiple types of dadevelopment.
Common categories of urban, rural and nature las®l wiere insufficient in
conveying the richness of spatial types. Urbansagea often defined as any
settlement of more than 1,500 to 2,000 inhabitafitse Organisation for
Economic Co-operation and Development delimits lityra at 150
persons/kilometér However, this definition tends to consider vikkadocated in
rural areas or remote settlements as “urban” (Reret al, 2005: 46). The
images coded as “rural” in this study have scatterdow-density construction.
Agriculture or farming tends to take place in rusie¢as and is a modified form
of the natural environment. Given the importancagyiculture in contemporary
society, the category “agriculture” was coded. Hynasport activities were a
common theme in all textbooks. These settings @iedlly outdoors, yet the
surrounding environment, whether rural or urbargfien obscure. As the main
focus of the pictures was land use for sport orspla} activity, a category was
added for these types of illustrations.

Fourth, the buildings or constructions within thkustrations evoke
differing time periods. Given the historical impamte of colonization on
current language practices, history was divided ithiiree major periods for
analysis. Spanning thousands of years, the firgftame used here is the “pre-
contact” period before 1492. Next comes the petazkled “recent history”
when colonizing monarchies from present-day Eurggread across the globe.
Last is the “modern” period which covers the lagntary, a period of
decolonization, post-colonization and neo-colomat Some illustrations
contain images of, for example, both older stoniédings from “recent history”
next to modern concrete structures. In this cdse,jllustration was classified
under the predominant focal point of the photogr&ume older buildings, such
as Notre Dame, were begun during the “pre-contpetiod. Although work
may have continued during later dates, the origpeiod of construction is
coded. Photographs of nature are not includedisnsiction on time.
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National or regional space

The French textbooMotifs most closely associates the language taught
with the “mother country” as more than two-thirds £ 56, 72.7%) of its
photographs represent France, and only 14.8% (1) are from the French-
speaking areas. The maps include two of Europegetiof France, plus one
world map. The photographs evoked several regiookiding Sub-Saharan
Africa (n = 5), Quebecr(= 3), North Africa ( = 2), and the Caribbeans € 1).
There are no photographs from French speaking megio Europe outside of
France, such as Belgium, Switzerland, Andorra, ondto. The co-text to the
image of the Alps evokes sport in France. Numdgicghe maps offer a wider
view of French-speaking countries than the photaggaf exterior settings.

This emphasis on the representation of France asistwith the statistics
on French speakers across the globe. As mentioa€éiiere more French
speakers are found in Africa than any other contin€he accent on France
mirrors the French tradition of separating Frentérdture from Francophone
literature. Hence, while a range of places are edpla quantitative analysis
highlights how the language-space representatiarives essentially around the
Hexagone.

The authors of the Spanish textbdelazasadopted a contrasting approach
to representing the many nations where Spanigboises1. They had encouraged
teachers of Spanish to submit photographglatasof their region. The first
chapter addresses learners in the United Statepatrdys areas of this country
where Spanish speakers have or continue to infaieaciety, such as San
Augustine in Florida. Within the textbook, 6.5%tbe illustrationsf = 6) are
of the United States, which is slightly greaternththe UNESCO estimated
number of 5.6% percent of the world’s native Sparsigeakers who live in the
United States, but less than other estimates @fmadndez and Roth, 2006).
Spain is represented ten times or in 10.8% of thpsrand photographs. This
percentage is almost equivalent to the actual wemwmfhestimated native
hispanophones from Spain (10.5%).

Hence, the nations represented Rlazas tend to mirror actual
hispanophone populations worldwide. The Spanisiguage is grounded,
literally, in the many countries where it is spokas an official or common
language.

The title World Englishis an interpellation of English asliagua franca
taught and spoken with no national boundaries. Thiconfirmed by the
photographs and maps within its covers. In the naaggsphotographs, England
is represented only 10 times (8.1%), the UnitedeSt25 times (20.2%), but
these countries are far from constituting the nexiisthe geographical
grounding. On the contrary, several chapters avetdd to countries in which
English is not an official language such as thehBigands and Morocco. In fact,
27.4% of the studied illustrations from this textkorepresented areas where
English was not an official language, while therféte textbook contained only
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two images of predominately non-French speakinga amed the Spanish
textbook none. Furthermore, the English textboaslo &lad the greatest number
of photographs coded as being of “undeterminedibnat setting (25.8%n =
32) compared to the French (9.1%,= 8) and the Spanish (9.8%, = 9)
textbooks. These illustrations included, for exanipbaches or cityscapes with
insufficient markers for codage and the absenamédgext rendering the subject
difficult or impossible to locate on a map.

Thus, in World English the English language is disconnected from a
specific English-speaking culture. People and celtemain the nexus of the
textbook, but without linking the language taughd any determined
geographical place. In this way, there are no bsrggaced on the spatial
community of English speakers.

Spatial development

The images in these textbooks portray varying p&stengs, ranging from
congested urban centers, to Renaissance constisictiioimpressive pre-contact
edifices of monumental scale. Three common typelsmd use include urban
areas of commerce, industry and housing, ruralsandeere agriculture plays a
central role, and nature parks or other areas wtereesnvironment has been
preserved. These representations evoke, and heogedgthe language taught,
in differing spatial or development types. Howeude representation of land
use differs across the three textbooks.

Slightly more than half (52.7%) of the photographkghin the three
textbooks were of urban areas. However, the Fretesttbook contained
considerably more illustrations of urban areasi¥@n = 56). While thePlazas
contained 37 images of urban areas (58.A0yld Englishcontained much
fewer with only 34.3% r{ = 36) of the photographs representing urban areas.
However, the latter had proportionally almost twasemany portrayals of rural
areas with 21.9%n(= 23) compared to the French 7.8%%= 6) and Spanish
11.1% 6 = 7) textbooks. These figures of rural areas isfiooed by the
number of farming or agricultural scenes/dsrld Englishcontains 7.6%r(= 8)
farming scenes compared to those in the French §1993) and Spanish 1.6%
(n=1) textbooks.

These percentages are lower than the actual estnmatmber of 50% of
the people worldwide who live in rural areas anéo38 the world’'s land which
Is dedicated to agriculture according to the Wdgkhk (2010). However, the
numbers of Latin Americans and Caribbean who liveural areas are contested
by Ferrantiet al who, using a different methodology, estimate ##2% of this
population live in rural areas, as compared toviteeld Bank estimate of 24%
(2005: 30-60). Although it does not have the saoralroccupation as Latin
America, there are almost twice as many peopledivn rural areas of France
than in the other original European countries. 89, 18% of the mainland
population lived in rural areas, with an increas@dration towards those areas

EDL 18

——

]
521




since 1990. As in Latin America, the services ohynaf these populations are
of notably lesser quality than in urban areas @reret al 2005, & DATAR,
2003).

All of the textbooks contain fairly equal numberrepresentations of sport
activities, such as hang gliding, rodeos or bioyglithat often take place in
natural settingsMotifs has slightly more portrayals of sports or physical
activities at 10.4%n( = 8) thanWorld English9.5% f = 10) orPlazas6.3% 6
= 4). However, much greater differences are foundan sport related nature
scenes. While almost one quarter of the photograpbise English 26.7%n(=
28) and Spanish 22.2% € 14) textbooks portray natural settings such as th
beach or mountains, the French textbook contaifysfoar such images (5.2%).
Perhaps the US language instructors are not pextdiy the textbook industry
as correlating France to touristy natural areasnag be the case for, especially
Latin American countries and nature.

Time and space

Lastly, the photographs were coded for the time&ahey evoked. The
percentages of illustrations from each time penbthe FrenchVotifs and the
SpanishPlazaswere similar. Approximately half the photographmenfi both
textbooks portrayed modern settings, with slightipre found in the French
textbook (53.2%n = 41) than in the Spanish one (5086 27). In comparison,
62.6% € = 57) of the settings portrayed Wiorld Englishwere modernHence,
all textbooks place the language taught in a modemntext.

Less than half of the photographs from the Fremh3%,n = 31) and
Spanish textbooks (38.9%,= 21) were from the period of recent history. In
contrast, only 17.6% of the photographs from thglish textbook depicted
images from the colonial period of “recent histog'= 16).

However, if the maps, which all offer a “modern&wipoint, are excluded
from the analysis, these comparisons are alterbd. cbnsiderable amount of
maps in the Spanish textbook increases its fig@ireanodern” settings. If one
examines only the photographs, the percentagesniodern” and “recent”
settings in Plazas are nearly reversed as there are proportionally emor
illustrations of “recent history” in the French tbaok with 35.2% 1§ = 31) of all
the illustrations studied, compared to 25.3%=(21) of the total illustrations
studied in the Spanish textbook or 14.5#0= 16) of those in the English
textbook.

The textbookWorld Englishcontained proportionally more photographs
representing pre-contact constructions than theratho textbooks. These 18
photographs included images from predominately iBhedpeaking countries
such as Stonehenge in England, rock carvings irtréliess and from countries
that are not predominately Anglophone including yemaa el Fna market
place in Marrakech, Morocco, Incan pueblo ChincherBeru, the Pyramids of
the Giza Necropolis in Egypt, and the Easter Islatatues in Chile. These
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photographs of pre-contact settings make up 19 B#teophotographs iMvorld
English compared to only 11.1%n (= 6) for Plazasand 6.5% 1t = 5) for
Motifs. So, the illustrations iWorld Englishoccupy the exterior ranges of the
timescale, both modern and pre-contact. Therelyyngeheavily upon culture as
a center of interest, but not limiting its scopeAnglophone regions. On the
contrary, Motifs' illustrations evoke the “recent history” timeframn which
France played a major international role.

Discussion

While language textbooks are often designed to heimers discover a
new culture or cultures, issues of motivating stisleand offering themes
related to students’ realm of understanding are ledy to their conception. One
example of this is the recurrent topics of spomploysical activity that are found
in all of the textbooks. However, textbooks alsoveeas windows into cultural
worlds.

The Spanish textbook had the greatest number ofsméipis presence
reflects the authors’ decision to represent theyn@untries across the globe
where Spanish is a commonly spoken or official leagge. The French textbook
displayed a greater number of images evoking tHena period. Many of
these correspond to famous French monuments suttiea&rc de Triomphe,
the Luxembourg Palace, and the Louvre. In contrdm, English textbook
corresponds to Ziguras (2008) description of gliakedl curricula which are:

generic, universalized programs produced in onatioe for global consumption.
This relies on removing specific references to l@sgeriences and examples that

may confuse or distract remote students, and fogusn universal approaches
that can be applied in any context. (2008: 49)

This study finds that these three textbooks portagtrasting “language
spaces”. Although there are traces of internatigmdakers of French, the
French textbookMotifs revolves mainly around France and its attractive
historical monuments. In contrast, the Spanish bte#, Plazas crosses
multiple national borders to portray the many urbamces of this language,
while sidestepping farming or rural spaces. AltHoubge English textbook,
World English,contains many pictures and maps of the UnitedeStait breaks
the traditional language and culture link by evgkmany regions where English
Is not a commonly spoken or official language. Threak is embodied in
portrayals of modern settings and couched in tipgctien of pre-contact space.
In this way, it counters UNESCO affirmation thahdaage “is at the heart of
issues of identity, memory and transmission of kieoge” (2006, UNESCO).
In fact, the textbook contains a chapter on oufscs, thereby projecting
language outside the borders of our universe.

The importance of these contrasting perspectivesh&s on issues of
globalization and learning.
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As Jelfs (2008) highlights, globalization has ledthe phenomenon of
higher education now becoming a market commodity. &ample, United
Kingdom transnational education translated into .81fillion euros (£99
million) provisions to higher education instituteom 2001-2002. According to
the Atlas of Student Mobilitysome 3 million students studied abroad in 2008,
21% in the United States, 13% in the UK, 7% in Aals&d and 9% in France.
Among those 3 million students, 624,000 were frova United States. Of the
266,448 international students enrolled in Framobeny came from former
colonies, notably Morocco, Algeria, Tunisia, Sedeameroon, Vietnam, and
Lebanon. Students from China, Germany, and Italyg adlake up a major part of
the foreign student population in France (Institafelnternational Education,
2010).

Many fewer international students travel to Spasisbaking countries, as
Spain counted 18,206 enrolled foreign universitydents in 2006 and Mexico
2,880 in 2007 of which 34% came from the Unitedt&teaand 15.5% from
France (Institute of International Education, 2018judents need high-level
language skills to participate in in-country or tdice learning university
programs. If Spanish and French are portrayed sisiated to a non-global
space, the interest in learning the language dghes when compared to
English which is conveyed as borderless.

Second, the research in multicultural education haghlighted the
necessity to evoke the multiple voices in educaficettings. It is through
multiple perspectives that students have the oppiytto construct questioning
or critical approaches. In the language classraossoes of language, literature,
history, politics, culture, or the self as memberd aagent of overlapping
communities benefit from multiple perspectives. Tadvantage of this to
student development is not limited to marginalisaadents, but profits students
from all backgrounds. The conclusions of this sttalge important issues about
the language and culture link. This study findg th@nch is not represented as
a fully international language, especially of frapbone regions — including
many areas of Africa or Latin America. Spanishegresented in a broad range
of countries, yet again is not portrayed as spakdside these limits. While the
lack of localising information in the English tertik may encourage student
identification with the subject matter, it does restcourage the discovery or
respect of local identities. These consideratiolay @ert teachers to consider
the international scope they wish to convey inlmguage classroom.

It appears that the anchoring of a language invangspatial region is
linked to overriding political powers. The longstamy French dichotomy
dividing France/Francophone based on a colonidbfyishat considers some
members as “Other” actually sets the ground forldlse of French language as
an internationalingua franca. This position contrasts significantly with the
perspective found in the Spanish textbook that eodw multiple national
representations. In its usurping of internationaltwral icons such as the
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pyramids of Giza or the Mayas and display of uniifiexl locations, the English
textbook trivializes the significance of culture ¢rgating a homogenised “we”.

The foreign language classroom and foreign languegsearch are
promising spaces for a sincere exploration of theerdity of cultures and
international realities. Apple places the realinépeople worldwide at the very
center of meaningful educational frameworks:

The denial of basic human rights, the destructibthe environment, the deadly
conditions under which people (barely) survive, khek of a meaningful future

for the thousands of children [...] — all of thisnst only or even primarily a

“text” to be deciphered in our academic volumesvaspursue our post-modern
themes. It is a reality that millions of people esipnce in their very bodies every
day. Educational work that is not connected de&ply powerful understanding of
these realities (and this understanding cannot uataca serious analysis of
political economy and class, race, and genderioastvithout losing much of its

power) is in danger of losing its soul. (Apple, 20022).

The intricate link between language and culturgval as the introduction
of subjects that build relationships between cefumean that these two aspects
should be represented in language textbooks. Tleeased international
teaching oflingue francheespecially English, requires that we examine what
cultures and knowledge are being taught. The reskains that less taught
cultures and knowledge, especially from the ThirdrM/ be trammelled once
again in the marketplace economy of education gshatild not be designed to
uniquely serve elite populations.
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