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Abstract. National identity and culture are crucial concerns in the 
context of second language acquisition. This is because language plays a 
vital role in the formation of the same. Previous studies have shown that 
studying English encourages learners to adopt Anglo-American culture, 
as textbooks have prioritized the target culture at the expense of the 
local/source culture in language learning in which a balanced approach 
could have been instrumental in the context of international and 
multicultural interaction.  In the Saudi English as a foreign language 
(EFL) context, the cultural investigation of textbooks is a necessity as 
they are designed by educators from the target culture. Hence, the 
present study investigates the nature and extent of national identity and 
cultural representation in the Mega Goal textbook series. The 
investigation follows Fairclough’s model of critical discourse analysis 
(CDA). Data are analyzed using Byram’s model of the textual evaluation 
of cultural contents and further categorized using Chao’s model of 
analysing cultural identity. The results and discussion are divided into 
three segments: description, interpretation, and explication. The study 
finds that the Mega Goal series underrepresents the local/source culture 
by excluding the cultural components necessary for the awareness and 
representation of national identity in the context of international and 
multicultural interaction. 
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1. Introduction  
Language is an essential formative component of a nation in which nation-states 
attain legitimacy (Lee & Wang, 2023) and are conceived as “imagined 
communities” (Anderson, 2006). A citizen’s relationship with the nation is 
reflected in the identity (Barrett & Davis, 2007) that he or she, as an individual, 
shares with particular social groups based on common historical and cultural 
values, norms, and beliefs (Hodgins et al., 2016). According to Edensor (2020), 
national identity is the production of an enormous cultural set which provides 
innumerable elements of connection such as language, culture, history, and 
economy. Because it forms national identity, culture is the principal constituent 
of the modern nation-state (Zubrzycki, 2018). The nation, national identity, and 
national culture are represented through symbols and objects (Elgenius, 2005). 
For the integrity of a country, these symbols and objects should be expressed 
through its language. This is because the language–culture interface fosters a 
sense of solidarity and feeling of belonging to the social group of the nation 
(Ennaji, 2021). 
 
Learning a foreign language should be treated with caution because it exposes 
learners to foreign culture (Abid, 2021). This is inevitable because language and 
culture are inseparable (Fairclough, 2014). At the semiotic level, language is 
profoundly social and cultural (van Lier, 2004) because the usage of words is 
specific to the cultural context (Otto, 2008). To master a language, students need 
to learn both linguistic and cultural norms and develop culturally-appropriate 
behavior (Peterson & Coltrane, 2003). However, foreign language textbooks 
have an ideological background that upholds certain aspects of the interest, 
understanding, and reality of some social groups (Curdt-Christiansen & 
Weninger, 2015). The curriculum incorporates cultural issues pertinent to a 
specific foreign language to render language learning more effective (Peterson & 
Coltrane, 2003). 
 
English as a foreign language (EFL) textbooks are designed to teach the English 
language to non-native language users. At present, English has established its 
dominance as a global language (Crystal, 2003), indicating linguistic imperialism 
(Phillipson, 2013). EFL textbooks often promote the target culture to non-native 
speakers as knowledge of the target culture plays a strategic role in boosting 
their learning of the target language. The target cultures are British and 
American (Arslan, 2016) and this Anglo-American culture is idealized in 
English-language programs (Alghamdi, 2018). The promotion of Western 
cultures as an effect of globalization and the popularity of the English language 
in the media and education systems has also affected the local culture in Turkey 
(Acar, 2004). In Oman, EFL learning has been driven by a national policy of 
“Omanization” but has also motivated the youth to listen to English pop songs 
and follow British and American pop stars (Al-Issa, 2005). In Indonesia, 
enthusiasm to learn English has drawn learners to Western culture because the 
cultural contents of EFL textbooks are dominated by the target culture (Amalia, 
2014). 
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Hence, there is a need to evaluate the representation of national identity and 
culture in Saudi EFL textbooks. It must be ascertained whether the selected 
textbook series, Mega Goal, adequately represents the national source culture. 
The source culture refers to the culture of the learners while the target culture 
stands for the culture embodied in the target language (Cortazzi & Jin, 1999). 
The textbooks must not idealize and emphasize the target culture (Agustina & 
Kencana 2023). While cultural awareness is required to learn the usage of a 
particular word, there should be a moderation of the enthusiasm for and 
emphasis on the cultural contents that do not belong to the source culture. 
According to Byram (2006), language use constitutes national identity by 
developing a sense of belonging in the social group made up of the users of a 
particular language. Hence, the present study seeks to investigate which culture 
(target or source) is emphasized in learning a foreign language. Many studies 
suggest that EFL learning can be conducted in the source culture by reducing the 
content from the target culture and presenting it in the national and local context 
(Hall, 2019). Another way is to emphasize the cultural components of other 
nations in addition to Britain and the United States (Lopriore, 2020). 
 

2. Literature Review 
Numerous studies on national identity and culture have been conducted in 
Indonesian (Kultsum, 2022; Yonata, 2021), Chinese (Aoumeur & Ziani, 2022; Hua 
et al., 2021), Vietnamese (Phuong, 2022), Iranian (Gheitasi et al., 2022; Taki, 
2008), and Malaysian (Hua et al., 2021; James & Aziz, 2020) contexts. However, 
in the Saudi context, only Karimah (2022) has analyzed national identity and 
culture.  
 
Most studies in a Saudi context have focused on analyzing the cultural contents 
of textbooks (Alrashidi, 2021; Al-khresheh, 2020). National identity is discussed 
as a cultural resource of the source language (Alrashidi, 2021). 
 
In a survey conducted at the College of Languages and Translation at King 
Khalid University, Mekheimer and Aldosari (2011) considered nationality as an 
independent variable to analyze how EFL programs teach the target culture. The 
researchers recommended teaching the target culture to enhance EFL learning. 
Alfahadi (2012) considered nationality as a form of cultural variety among native 
English speakers around the world. El-Beheri (2013) argued that Saudi EFL 
learning may not affect national identity if it is framed in terms of Islamic and 
Arabic social traditions. Mahboob and Elyas (2014) discovered a Saudi version of 
English, with many grammatical innovations, forming a cultural variety of EFL 
speakers.  
 
EFL texts serve the purpose of inculcating certain neoconservative ideologies to 
preserve Islamic national identity and the homogenous cultural values of Saudi 
society (Al Jumiah, 2016). In representing the target culture, the Saudi EFL texts 
refer to the British nationality to construct the archetype of native English 
speakers (Alshammri, 2017). EFL texts should focus on the local source culture 
(Almujaiwel, 2018). However, the representation of the target Anglo-American 
culture is idealized in preparatory-year (PY) English-language programs 
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(Alghamdi, 2018). Source culture content makes up a small percentage of the 
Flying High series of EFL textbooks (Hawiti et al., 2019). Likewise, in the 
secondary-level EFL Traveller series of textbooks, the target culture is dominant 
(Alrashidi, 2021).  
 
In the aforementioned studies, the Saudi textbook series Mega Goal has not been 
analyzed. Only four studies have either partially or fully focused on the series. 
Alsowat (2022) compared the models of hybrid and virtual learning among 
Saudi secondary school students but did not investigate the cultural contents of 
the textbooks. Al-Alyani (2017) mentioned the series only twice in reference to 
the Language Development Project of the Saudi Ministry of Education (MOE). 
Al-Shihri's (2019) investigation of learning strategies dealt with Mega Goal 2 to 
concentrate on secondary learners. Similarly, Alwehebi and Ghareeb's (2021) 
content analysis explored the reading and writing strategies implied in the 
language activities and instructions in the textbooks. None of the studies 
evaluated the national identity and culture represented in the text material of the 
series. Hence, the present study is not only unique but also unprecedented in the 
scope and context of existing research on Saudi EFL textbooks. 

 
3. Methodology 
The study conducts critical discourse analysis (CDA) of the textbook series 
entitled Mega Goal, which is intended for 10th- to 12th-grade students in Saudi 
Arabia. The Mega Goal series has been prepared under the English Language 
Development Project (ELDP) facilitated by the Saudi Ministry of Education 
(MOE) in collaboration with McGraw-Hill (Al-Alyani, 2017). Since the books are 
designed specifically for the Saudi students, each page of the books contains the 
following logo indicating the tutelage of the Saudi Arabian Government. 

 
There are two books for each grade, one theoretical and the other practical. All 
six books in the series are prepared by McGraw-Hill Education (UK). The editors 
of the books are Ana Laura Martínez Vázquez and Janet Battiste. The photo 
coordinator is Kevin Sharp. In addition, the publisher is Jorge Rodríguez 
Hernández and the editorial director of the series is Anita Raducanu. Notably, 
the series is approved by the Saudi Arabia MOE. Since the series introduces EFL 
to Arab students and is prepared by non-Arab educators, there is a need to 
evaluate the cultural contents of the textbooks to ascertain whether national 
identity is represented well. Hence, the present study measures the Mega Goal 
series books against the purposes of English education in Saudi Arabia as 
identified by the Saudi MOE which, according to Al-Hajailan (2003), include the 
acquisition of necessary language proficiencies, realization of English language 
as global lingua franca, development of the linguistic eligibility, promotion of 
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the Islamic concepts and matters, and importing the scientific and technological 
improvements.    
 
CDA is a commonly-used framework for analyzing English language learning 
and teaching. There are 131,000 studies that have used CDA to investigate 
various aspects of EFL including reading, learning, classroom interaction, 
intercultural competence, lecture, and learners’ identities (Derin et al., 2020). In 
research on the cultural contents and intercultural elements of a text, CDA 
serves as a useful methodology because it allows one to study the linguistic 
forms of social interactions and reveals the relationship between language and 
society (Wodak, 1997). As a critical theory of language, CDA looks into the social 
practices of language use in a given historical context and reveals the interests of 
language users (Blommaert & Bulcaen, 2000). In the epistemology of CDA, 
linguistic discourse is socially constructed. Therefore, CDA aims to disclose the 
social, economic, and cultural processes embedded in linguistic discourse 
(Chouliaraki & Fairclough, 1999). 
 
In the present study, CDA provides the analytical tool of investigation. The 
study follows Fairclough's (1995) model, comprising three interconnected 
processes of analysis. These three processes address the three dimensions: 
description, interpretation, and explanation. In the description process, the 
analysis is concerned with the representation of objects in various media, 
including textual and visual media. Human subjects make sense of objects when 
reading, writing, speaking, and viewing; the process of interpretation reveals the 
manner in which they produce and receive them. In the production and 
reception of objects, social and historical conditions play deterministic roles; the 
process of explanation conducts social analysis and reveals the role of socio-
historic conditions in forming discourse and language use.         
 
3.1 Procedure 
The study uses Byram’s (1993) model to evaluate the cultural contents of a text. 
The model comprises eight points that should be analyzed. They include “social 
identity and social groups [social class, regional identity, ethnic minorities], 
social interaction [differing levels of formality: as outsider and insider], belief 
and behavior [moral and religious beliefs; daily routines], social and political 
institutions [state institutions, health care, law and order, social security, local 
government], socialization and the life cycle [families, schools, employment, 
rites of passage], national history [historical and contemporary events seen as 
markers of national identity], national geography [geographic factors seen as 
being significant by members], stereotype and national identity [symbols of 
national stereotypes]" (as cited in Cortazzi & Jin, 1999, p. 203). In addition, the 
study further categorizes the cultural identity of the contents using Chao's (2011) 
model of five cultural categories: Source/Local Culture (SC), Target Culture 
(TC), International Culture (IC), Intercultural Interaction (ICI), and Universality 
Across Culture (UC). The representation of these cultural categories is then 
turned into percentages by considering the frequency with which each occurs.  
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The research follows a step-by-step procedure of identifying, analyzing, and 
then categorizing the cultural contents. First, the research analyzes the contents 
by category of media, which are textual and visual; second, it uses Byram’s 
model to categorize the cultural contents in the abovementioned eight points; 
and finally, it further categories the cultural contents by Chao's (2011) model of 
five cultural categories. For each category, one frequency rate has been assigned.  
 
In the following picture, the first page of Mega Goal 1 (Student’s book) has been 
analyzed.   

 
 
On this page, there are five textual and five visual representations. So, one 
frequency rate is assigned for each representation. 
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Frequency of textual and visual media 
 

Media Frequency 

Textual 5 
Visual 5 
Total 10 

 
The total number of frequency rates is 10. Among the frequency rates, the textual 
and the visual representations of the cultural contents are categorized further on 
the basis of Byram’s eight check points.  
 
The five textual representations are categorized according to the following check 
points. 
 

Check Points Frequency 

Social Identity and Social Groups 
Social Interaction 
Belief and Behavior 
Social and Political Institutions 
Socialization and Life Cycle 
National History 
National Geography 
Stereotype and National Identity 

0 
0 
2* 
0 

3** 
0 
0 
0 

 
* The following textual representations belong to the check point of Belief and 
Behavior. 
 

  

** The following textual representations belong to the check point of 
Socialization and Life Cycle 
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The five visual representations are categorized according to the following check 
points: 

Check Points Frequency 

Social Identity and Social Groups 
Social Interaction 
Belief and Behavior 
Social and Political Institutions 
Socialization and Life Cycle 
National History 
National Geography 
Stereotype and National Identity 

0 
0 
0 
0 
5 
0 
0 
0 

 
Notably, the frequency rates of the visual and the textual representations in the 
check points are not the same. Among the five, two textual representations 
belong to the ‘Belief and Behavior’ category because they mention beliefs such as 
“learning is the...pursuit of knowledge”, and “exercise and... healthy eating... [let 
one] stay fit throughout...lives”. The rest of the textual representations belong to 
the check point of Socialization and Life Cycle because they refer to the events 
associated with lifestyle. But all of the visual representations refer to the events 
of lifestyle that include scientific experiments and inventions aiming to enrich 
the human life, work, activity at home, and sports. The textual representations of 
the two visual representations* don’t belong to the identical check point of Belief 
and Behavior because the connotations of the beliefs are added to the visuals of 
the lifestyle activities such as working online and playing football.  
 
Furthermore, these visual and textual representations are evaluated with Chao's 
(2011) model of five cultural categories to understand the nature of cultural 
contents.   

Textual Visual 

Source/Local Culture (SC) 0 1 

Target Culture (TC) 0 0 

International Culture (IC) 0 0 

Intercultural Interaction (ICI) 0 0 

Universality across Culture (UC) 5 4 

 
The frequency of representations is also analyzed in the similar fashion in each 
check point and the media of representation to find out which media is used to 
impart what category of cultural content at which check point. Since the research 
aims to discover the frequency of representation of national culture, it compares 
such data with those of other cultural categories.     
 

4. Results and Discussion 
4.1 Description 
In the description phase, the analysis is concerned with the representation of 
objects in various media. The Mega Goal series utilizes both textual and visual 
media. Visual representations are more frequent than textual ones (see Table 1).   
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Table 1: Frequency of textual and visual media 

Media Frequency 

Textual 540 

Visual 578 

Total 1118 

 
The workbooks use visual representations more often than textual ones (see Fig. 
1). In a few cases, there are multiple illustrations for one textual representation. 
 

 
Figure 1: Textual and visual representation 

 
The frequency of textual representation is 196 and that of visual one is 234. 
 
In the following picture of page no. 37 from Workbook of Mega Goal 2, there are 
five visual representations for the four textual representations.  
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In the student books, the frequency rates of visual and textual representations 
are identical (see Fig. 2). 
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Figure 2: Frequency rates of visual and textual representations 

 
In the Student’s Book, the frequency of textual and visual representation is the 
same, that is, 344. However, the frequency rate is not the same in all of the books 
(see Fig. 3.).  
 

 
Figure 3 

 
In Mega Goal 1 (Student’s book), the frequency of textual representation is 40 and 
visual one is 48; In Mega Goal 1 (Workbook), the frequency of textual 
representation is 26 and visual one is 42; In Mega Goal 2 (Student’s book), the 
frequency of textual representation is 64 and visual one is 48; In Mega Goal 2 
(Workbook), the frequency of textual representation is 39 and visual one is 40; In 
Mega Goal 3 (Student’s book), the frequency of textual representation is 59 and 
visual one is 69; In Mega Goal 3 (Workbook), the frequency of textual 
representation is 30 and visual one is 14; In Mega Goal 4 (Student’s book), the 
frequency of textual representation is 72 and visual one is 79; In Mega Goal 4 
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(Workbook), the frequency of textual representation is 47 and visual one is 54; In 
Mega Goal 5 (Student’s book), the frequency of textual representation is 34 and 
visual one is 33; In Mega Goal 5 (Workbook), the frequency of textual 
representation is 29 and visual one is 39; In Mega Goal 6 (Student’s book), the 
frequency of textual representation is 75 and visual one is 76; In Mega Goal 6 
(Workbook), the frequency of textual representation is 25 and visual one is 45. 
 
Among the eight points on the checklist, the frequency of representation 
(including textual and visual) is higher for Socialization and Life Cycle than any 
other points (see Table 2 and Fig. 4 below). 
 

Table 2: Frequency of Representation 

Check Points Frequency 

Social Identity and Social Groups 
Social Interaction 
Belief and Behavior 
Social and Political Institutions 
Socialization and Life Cycle 
National History 
National Geography 
Stereotype and National Identity 

7 
3 
12 
0 

1019 
38 
30 
9 

 

 
Figure 4 

 
The percentage of frequency rate of Social Identity and Social Groups, Social 
Interaction, Belief and Behaviour, Social and Political Institutions, Socialization 
and the Life Cycle, National History, National Geography, and Stereotype and 
National Identity are as follows: 0.6%, 0.2%, 1.07%, 91.14%, 3.39%, 2.68%, and 
0.80%. 
 
For Socialization and Life Cycle, the frequency rate of source/local culture is less 
than 30% (see Fig. 5). 
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For example, the following ten pictures, which are of the first ten pages of the 
Student’s books from Mega Goal 2, illustrate how the frequency of representation 
(including textual and visual) is higher in the check point of Socialization and 
Life Cycle. 
 
All of these textual and the visual representations in the ten pictures refer to the 
check point of the socialization and lifecycle. It is because they relate to the 
common place events and habits.  
 
In Picture 1 below, there are four textual and four visual representations. The 
four visuals represent a self-driving car, a marine animal, a flight simulator, and 
a yogurt store. These things talk about lifestyle as indicated by the companion 
texts. The first text invites the students to imagine travelling in a driverless car 
and anticipate the benefits of predetermined determination without human 
intervention by focusing exclusively on enjoyment and relaxation. The second 
text encourages the students to experience a sleepless night in the desert away 
from the concerns and noise of the city with complete sensory awareness of the 
natural surrounding spread across an infinite territory where events are 
unpredictable and incomprehensible. The accompanying visual of a marine 
animal with semi-open eyes suggests the necessity of caution and awareness of 
the surrounding in the natural world. The third text deals with the educational 
and entertaining values of flight simulators. It asks the students to guess the 
object with a visual of a pilot flying an aircraft at a high altitude. The text 
indicates the benefits of flight simulators in training before the actual missions. 
The flight simulators are helpful to the employees and executives of aviation 
industries, research and military programs. Both the visual and the text refer to 
the specific lifestyle of the people associated with aviation technology. The 
fourth text discusses the use of biodegradable wrappers as an edible 
complement with yogurt. The visual of a bright blue colored spelling of frozen 
yogurt is printed on the cover of the yogurt packet. Eating both the content and 
the package refers to an advanced way of consumption which doesn’t produce 
wastage. The text urges the students to look for environment friendly lifestyle 
where plastic as an environmental hazard can be avoided in packaging the food 
items. 
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In Picture 2 below, there are two textual representations and one visual 
representation. The visual represents a 3D-printed image of a motorbike. The 
accompanying text describes the 3D printing technology, not the motorbike. 
However, both of the representations infer the things that improve the lifestyle 
of people associated with designing and creating prototypes and models. The 
3D-printed model of the motorbike helps in manufacturing flawless motorbikes 
for sale. The text about the 3D technology informs the students how the 
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technology has increased the extent of convenience in producing successful 
business models. The second text is a collection of inquiries of the students’ 
opinions about the impact on their life of the technological and cultural things 
described in Pictures 1 and 2. 
 

 
 
In Picture 3 below, there is one visual and one textual representation. Beside the 
text, there are two sub-texts which are not a textual content but instructions on 
how to utilize the main text subsequently. The visual is of a credit card which 
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the text mentions. The text is a transcript of conversation between the shoppers 
Yasmin and Amal, and the shop assistant. The conversation, later, shifts from 
choosing a gown to using the mode of payment for it. Both of the concerns, 
deciding an item to buy and the mode of payment, are related to the lifestyle.  
 

 
 
In Picture 4 below, there are two visual and one textual representation. Besides, 
the three sub-texts are instructions to the students on the subsequent use of the 
text. The visuals refer to the counting and exchange of the cash, a mode of 
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payment, which the shop assistant would accept for the purchase of a gown by 
Yasmin and Amal mentioned in Picture 3. The text is the transcript of the 
conversation of Yasmin and Amal with the Bank Clerk regarding the 
withdrawal of cash, an event proceeding from the occasion of shopping for a 
gown for Yasmin described in Picture 3. Again, using credits card and opening 
accounts to withdraw cash from the bank are related to the lifestyle.  
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In Picture 5 below, there are two visual and one textual representation. The 
visuals are about graduation cards: one is an advertisement for an online site 
that sells graduation cards; and another is a sample graduation card. The text 
has no relation with the visual representations because the text presents an email 
conversation between a Saudi businessman with an American manufacturer of 
shoes. The text presents how the businessman deals with the American 
manufacturer and lays down the plan for finalizing the deal with a face-to-face 
meeting. The email is part of the plan that begins with expressing a possibility of 
a deal and continues with an invitation to the American supplier of shoes. Both 
the visuals and the text relate to the lifestyle.  
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In Picture 6 below, there are two textual and one visual representation. The 
visual refers to an image of the Eiffel Tower. The tower is situated in France and, 
hence, doesn’t belong to the check point of national geography. However, the 
visual is an accompanying cultural content with the text mentioning Melanie’s 
emailed request to stay with her friend Olivia during her visit to Paris. The 
second text is an advanced intimation by David to his colleague of his leave 
from 19 to 22 October and an email contact in emergency. Both of the texts deal 
with the concerns of commonplace affairs and including the image, all of the 
three representations belong to the check point of Socialization and Life Cycle. In 
addition, there are two sub-texts which are not additional cultural contents 
being instructions on the usage of the contents of both Pictures 5 & 6. 
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In Picture 7 below, there is no cultural content as the texts are lessons on 
grammar. 
 

 
 
In Picture 8 below, there are three visual and one textual representation. The 
three visuals refer to the inventor, device, and process of transmission of the 
telegraph system. The text presents a brief history of the development of the 
telegraph system. The issue of these contents is related to the improvement of 
lifestyle. The additional two sub-texts are exercises, not cultural contents. 
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In Picture 9 below, there are two visual representations. The first one depicts a 
trainer/instructor/leader interacting with students/trainees in a 
class/boardroom. Since such interaction is the part of job/task of a 
trainer/instructor/leader, it refers to lifestyle. The second visual shows an 
individual sitting on his bed confused about waking up early. It refers to the 
activity of waking up which is a part of daily routine. So, it belongs to the check 
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point of belief and behavior. Besides, there are three sub-texts which are 
exercises, not cultural contents. 

 
 
In Picture 10 below, there are three visual and one textual representation. The 
first visual is of a graduation certificate. The second visual is a collection of two 
photographs of Saudi nationals. The third visual is of a meal. The text is a 
conversation between two friends/acquaintances about attending a graduation 
event. Ahmad tries to validate the reason for not coming to the event, but 
Abdullah disagrees. Ahmad cannot come to the event owing to a family get-
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together while Ahmad is demure at accepting the reason for the importance of 
the graduation event in his life. The conversation deals with the conventions of 
respecting family reunion and of celebrating the graduation day which requires 
the participation of friends/acquaintances. Since the cultural contents of the text 
deal with social customs including the cancellation of RSVP, the context of the 
conversation belongs to the checklist of lifestyle. There are also four short textual 
notes. But these are exercises for the students.     
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Figure 5: Frequency rate of source/local culture 

 
Among the total representations of this category, Universality Across Culture 
occurs with the highest frequency. Among the textual representations, Target 
Culture has a higher frequency rate than Source/Local Culture and appears 
almost as frequently as Universality Across Culture. 
 
For example, there is a total of 31 representations in Pictures 1-10. Among them, 
4 representations are visual and belong to the source culture. 
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There is one visual representation that belongs to the cultural identity of 
International culture. The visual is a graphic illustration of the Eiffel Tower 
which represents the geographical identity of Paris, France. 
 

 
 
There are two representations that belong to the target culture. The visual is of 
Joseph Henry, an American scientist. The text presents the early operation and 
development of the Telegraph system in America. 
 

 
Picture 8 
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Picture 8 

 
The rest of the representations belongs in cultural identity to the category of 
Universality across Culture because none of these visuals and texts is culturally 
specific. For instance, the following texts talk about cultural practices, such as 
spending time alone and staying at a friend’s place away from home, which are 
found universal across cultures. 
 

 
 

Picture 1 Picture 6 

 
The following visuals present the events which are culturally non-specific. 
Giving the graduation card and feeling confused after getting up early are 
common experiences in life. 
 

  
Picture 5 Picture 9 

 
Among the total representations of this category, Universality across Culture 
occurs with the highest frequency. For example, the frequency count of the 
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representations of the Universality across Culture in the sample is 78%, that is, 
24 out of 31 representations belong to this category.    
 
Among the textual representations, Target Culture has a higher frequency rate 
than Source/Local Culture and appears almost as frequently as Universality 
Across Culture. In the sample too, there is no representation of the Source/Local 
Culture in comparison to the one textual representation of the target culture.  
 
Among the other categories, International Culture has the third-highest number 
of contributions (see Fig. 6.).   
 
 

 
Figure 6: International culture 

 
In the Socialization and the Life Cycle category, the textual representation of 
Source/Local Culture (SC), Target Culture (TC), International Culture (IC), 
Intercultural Interaction (ICI), Universality across Culture (UC) are as follows: 
99, 124, 93, 26, and 149; the visual representation of Source/Local Culture (SC), 
Target Culture (TC), International Culture (IC), Intercultural Interaction (ICI), 
and Universality across Culture (UC) are: 173, 39, 97, 5, and 213. 
 
In the category of Cultural Identity, Universality Across Culture appears with 
the highest frequency (see Fig. 7.) 
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Figure 7: Cultural Identity and Universality Across Culture 

 
The frequency rate of the textual representation of Source/Local Culture (SC), 
Target Culture (TC), International Culture (IC), Intercultural Interaction (ICI), 
Universality across Culture (UC) are 129, 130, 103, 28, and 150; the frequency 
rate of the visual representation of Source/Local Culture (SC), Target Culture 
(TC), International Culture (IC), Intercultural Interaction (ICI), Universality 
across Culture (UC) are 204, 45, 105, 6, and 218. 
 
Intercultural Interaction is the least frequent, with only 2.95%. Of the 33 total 
representations, 31 are in the category of Socialization and Life Cycle. There is 
one representation each in the categories of Social Interaction and Belief and 
Behavior. Intercultural Interaction is not represented in five of the categories on 
the checklist. The sample analysis also shows no representation of the 
intercultural interaction. However, it is represented in the Socialization and the 
Life Cycle category because this category has a high frequency overall (see Figs. 
8, 9 & 10). 
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Figure 8 

 
The frequency rate of Source/Local Culture (SC), Target Culture (TC), 
International Culture (IC), Intercultural Interaction (ICI), and Universality across 
Culture (UC) in the category of Intercultural Interaction are 333, 177, 208, 33, and 
367.  

 

 
Figure 9 

 
The Percentages of the Frequency Rates of Source/Local Culture (SC), Target 
Culture (TC), International Culture (IC), Intercultural Interaction (ICI), and 
Universality across Culture (UC) in the category of Intercultural Interaction are 
29.78%, 15.83%, 18.60%, 2.95%, and 32.82%. 
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Figure 10 

 
The frequency rates of Social Identity and Social Groups, Social Interaction, 
Belief and Behaviour, Social and political institutions, Socialization and the life 
cycle, National History, National geography, and Stereotype and National 
Identity in the Intercultural Interaction category are 0, 1, 1, 0, 31, 0, 0, and 0. 
 
The frequency rate of the source culture is close to that of the target culture in 
textual representations (see Fig. 11). 
 

 
Figure 11: Textual representations of source culture and target culture  

 
The frequency rate of the source culture in textual representations is 129 and that 
of the target culture is 130. 
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In the visual representations, the frequency rate of the source culture is higher 
than that of the target culture. (see Fig. 12). In the sample analysis, all of the four 
representations under the category of source/local culture are visuals. 
 

 
Figure 12: Frequency rate of the source culture 

 
In the visual representations, the frequency rate of the source culture is 204 and 
that of the target culture is 45. 
 
The frequency rate of the source/local culture in both visual and textual 
representations is less than that of non-source/local culture (see Fig. 13). The 
sample analysis clearly indicates a 99% count of non-source/local culture 
representations.  
 

 
Figure 13: Frequency rate of the source and non-source cultures 
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The frequency rate of the source/local culture in both visual and textual 
representations is 333 and that of non-source/local culture is 785. 
 
Among the representations of the source/local culture, the frequency rate of 
visual representation is higher than that of textual ones (see Fig. 14). 
 

  

 
Figure 14: Visual representation of source culture 

 
The frequency rate of textual representation is 129 and that of visual 
representation is 204. Of the eight categories on the checklist, the frequency rate 
of source/local culture is equal to or greater than 50% in National History, Belief 
and Behavior, and Stereotype and National Identity (see Fig. 15). 
 

 
Figure 15: Frequency rate of source culture, national history, belief and behavior, and 

stereotype and national identity 
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The frequency rate of source/local culture in Social Identity and Social Groups, 
Social Interaction, Belief and Behaviour, Social and Political Institutions, 
Socialization and the Life Cycle, National History, National Geography, and 
Stereotype and National Identity are as follows: 42.85%, 33.33%, 50%, 0.00%, 
26.69%, 60.52%, 70%, and 77.77%. 
 
The frequency rate of the source/local culture is the highest in the category of 
Socialization and the Life Cycle (see Fig. 16). However, this is less than 30% of 
the overall frequency rate (see Fig. 17). 
 

Fig. 16. 

 
Figure 16: Frequency rate of the source culture in the category of Socialization and the 

Life Cycle 

 
The frequency rates of the source/local culture in Social Identity and Social 
Groups, Social Interaction, Belief and Behaviour, Social and Political Institutions, 
Socialization and the Life Cycle, National History, National Geography, and 
Stereotype and National Identity are 3, 1, 6, 0, 272, 23, 21, and 7. 
 

 
Figure 17: Frequency rates of the source/local culture 
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In the Socialization and the Life Cycle, the percentage of Source/local culture is 
29.78% and that of Non Source/local culture is 70.21%. 
 
The series includes no textual or visual representations of Social and Political 
Institutions. Similarly, the category Social Identity and Social Groups has no 
textual representation. Of its seven visual representations, three belong to the 
source/local culture. The Social Interaction category has three textual 
representations, of which only one refers to the source/local culture. It has no 
visual representations.    

 
Among the books, Mega Goal 1 (student book and workbook) contains 
representations of all seven categories (excluding Social and Political 
Institutions). The books for the other grades do not include Social Interaction, 
Belief and Behavior, and Stereotype and National Identity. Mega Goal 3, 4, and 5 
have very few representations of National History or National Geography (see 
Fig. 18). 
 
 

 
Figure 18: Representations of all seven categories 

 
In Mega Goal 1 (Student’s book), the frequency rates of Social Identity and Social 
Groups, Social Interaction, Belief and Behaviour, Socialization and the life cycle, 
National History, National geography, and Stereotype and National Identity are 
0, 3, 11, 62, 4, 2, 1, 0, and 0; In Mega Goal 1 (Workbook), the frequency rates of 
Social Identity and Social Groups, Social Interaction, Belief and Behaviour, 
Socialization and the life cycle, National History, National geography, and 
Stereotype and National Identity are 7, 0, 1, 63, 0, 0, 2, 0, and 0; In Mega Goal 2 
(Student’s book), the frequency rates of Social Identity and Social Groups, Social 
Interaction, Belief and Behaviour, Socialization and the life cycle, National 
History, National geography, and Stereotype and National Identity are 0, 0, 0, 
96, 1, 5, 1, 0, 0, and 0; In Mega Goal 2 (Workbook), the frequency rates of Social 
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Identity and Social Groups, Social Interaction, Belief and Behaviour, 
Socialization and the life cycle, National History, National geography, and 
Stereotype and National Identity are 0, 0, 0, 77, 0, 0, 0, 0, and 0; In Mega Goal 3 
(Student’s book), the frequency rates of Social Identity and Social Groups, Social 
Interaction, Belief and Behaviour, Socialization and the life cycle, National 
History, National geography, and Stereotype and National Identity are 0, 0, 0, 
101, 2, 4, 5, 0, and 0; In Mega Goal 3 (Workbook), the frequency rates of Social 
Identity and Social Groups, Social Interaction, Belief and Behaviour, 
Socialization and the life cycle, National History, National geography, and 
Stereotype and National Identity are 0, 0, 0, 44, 0, 9, 0, 0, and 0; ; In Mega Goal 4 
(Student’s book), the frequency rates of Social Identity and Social Groups, Social 
Interaction, Belief and Behaviour, Socialization and the life cycle, National 
History, National geography, and Stereotype and National Identity are 0, 0, 0, 
144, 5, 1, 0, 0, and 0; In Mega Goal 4 (Workbook), the frequency rates of Social 
Identity and Social Groups, Social Interaction, Belief and Behaviour, 
Socialization and the life cycle, National History, National geography, and 
Stereotype and National Identity are 0, 0, 0, 97, 6, 4, 0, 0, and 0; ; In Mega Goal 5 
(Student’s book), the frequency rates of Social Identity and Social Groups, Social 
Interaction, Belief and Behaviour, Socialization and the life cycle, National 
History, National geography, and Stereotype and National Identity are 0, 0, 0, 
59, 2, 11, 0, 0, and 0; ; In Mega Goal 5 (Workbook), the frequency rates of Social 
Identity and Social Groups, Social Interaction, Belief and Behaviour, 
Socialization and the life cycle, National History, National geography, and 
Stereotype and National Identity are 0, 0, 0, 58, 0, 0, 0, 0, and 0; ; In Mega Goal 6 
(Student’s book), the frequency rates of Social Identity and Social Groups, Social 
Interaction, Belief and Behaviour, Socialization and the life cycle, National 
History, National geography, and Stereotype and National Identity are 0, 0, 0, 
147, 4, 0, 0, 0, and 0; and In Mega Goal 6 (Workbook), the frequency rates of Social 
Identity and Social Groups, Social Interaction, Belief and Behaviour, 
Socialization and the life cycle, National History, National geography, and 
Stereotype and National Identity are 0, 0, 0, 70, 0, 0, 0, 0, and 0. 
 
4.2 Interpretation 
The Mega Goal series focuses on the Socialization and Life Cycle aspect of 
cultural content as this category represents more than 90% of the total 
representations. It deals with everyday events in families, schools, employment, 
and rites of passage. The concern with social and life events indicates the series’ 
tendency to address the cultural affairs of daily life.  
 
In the total representations, the elements of local culture make up less than 30%. 
The representation of non-local/source culture is two times higher than that of 
the source/local culture. Hence, the local lifestyle is underrepresented. 
Moreover, in the total textual representations, the frequency rate of the local 
culture is similar to that of the target culture. In the portrayal of facts related to 
EFL learning, the local culture is forced to compete with the target culture.  
 
In the Socialization and Life Cycle category, the textual representation of the 
local culture is lower than that of the target culture and the Universality Across 
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Culture category. On the other hand, the visual representation of local culture is 
4.4 times higher than that of the target culture. This denotes that facts from the 
target culture are used to define visual depictions of the local lifestyle and 
culture. By emphasizing that the factual base of EFL learning is the target 
culture, the series prioritizes its knowledge.   
 
The target cultures of America and Britain represent Western culture, which, in 
turn, has developed the categories of International Culture and the Universality 
of Culture (Mutua, 2002). Hence, the target culture plays a predominant role in 
defining objects from the source/local culture. The match in the number of 
textual representations may seem to suggest that the source/local culture and 
target culture are equally represented. However, the poor representation of 
Intercultural Interaction refutes this possibility. It forecloses the EFL learners’ 
equal ability to understand the source/local culture and the target culture. The 
greater factual/textual representation of the target culture encourages the 
knowledge and pursuit of the target culture instead of the target language. Since 
EFL learners can recognize the source/local culture easily, it could be utilized to 
learn the target culture. However, the knowledge of the target culture is put to 
no use, as the scope of Intercultural Interaction is very limited owing to its poor 
representation.  
 
The categories of National History, National Geography, and Stereotype and 
National Identity are generally ignored. This can be attributed to the poor 
representation of the source/local culture, which is closely associated with these 
cultural aspects. However, the series’ overall concern with the cultural aspect of 
lifestyle also contributes to the low representation of these aspects. Hence, the 
series has ignored the national and local cultural identities of Saudi EFL learners. 
 
The variety of cultural content is not maintained in all of the books. Except Mega 
Goal 1, the other books of the subsequent series contain either very few or no 
representations of Social Identity and Social Groups, Social Interaction, Belief 
and Behavior, Social and Political Institutions, National History, National 
Geography, or Stereotype and National Identity. The absence or poor 
representation of these categories shows the overall disregard for Saudi EFL 
learners’ need for diverse forms of cultural understanding.  
 
4.3 Explanation 
4.3.1 De-valuing the Source/Local Culture 
The Mega Goal series underrepresents the source/local culture. This is evident in 
the fact that it makes up 29% of the total representations. Consequently, the 
series misses out on the benefits of including the source culture in EFL learning. 
The learners cannot adapt to a foreign culture without a commitment to the local 
culture (Byram, 1994). Moreover, including content from the source/local 
culture provides comprehensible input, which is crucial in second language 
acquisition as it allows learners to understand the EFL text material through the 
knowledge they have acquired in the source/local language (Krashen, 1985). In 
addition, cultural material from the target language increases stress and burden 
among EFL learners (Richards, 2001). The students find the culturally different 
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materials unusual and irrelevant (Shahed, 2013), rendering the learning 
experience inconvenient and uninteresting (Thinley & Maxwell, 2013). 
 
In fact, Thinley and Maxwell (2013) demonstrated that translated works from the 
source culture (Bhutanese folk literature) provide a better and more enjoyable 
learning environment and a greater scope of preservation and integration of the 
Bhutanese culture. Source culture material stimulates reading comprehension by 
incorporating personal and relevant information and experience (McKay, 2003). 
EFL students can recognize the cultural contents because they are similar to their 
personal experiences. Their familiarity with the cultural contents encourages 
easier reading and comprehension of the texts (Gürkan, 2012). Similarly, in the 
context of Iranian EFL learning, Mahabadi (2013) showed the importance of 
localized materials in providing the benefits of easy recognition and learning 
through fun.  
 
Hence, the poor representation of local culture impoverishes the language 
learning strategies (LLS) of the Mega Goal series. The finding accords with those 
of Ghareeb, who pointed out the absence of thirteen vital strategies for 
vocabulary learning in the Mega Goal series that uses: 

“pictures or visuals to guess the meanings of words and remembering 
them; making one’s own mental images to represent the meanings of 
words; connecting words to personal experience; connecting words to 
physical actions; using media; repeating words orally; and analyzing 
words by breaking them into roots and affixes” (2021, p. 1574).  

 
Evidently, the vocabulary of the series excludes the strategies of using pictures, 
mental images, and media because such a cognitive exercise requires familiarity 
with the personal experience of Saudi EFL learners. Since the source/local 
culture is ignored, the series cannot incorporate these vital language-learning 
strategies. 
 
4.3.2 Poor Representation of National Identity and Culture 
The insufficient use of the source/local culture affects the representation of 
national identity and culture. National identity is represented by history (Hilton, 
2005), geography (Kaplan & Herb, 2011), social and political institutions (Berg & 
Hjerm, 2010), in-group identification (Meeus et al., 2010), and symbols of 
national stereotypes (Rezende, 2008). Since the cultural aspects of Social and 
Political Institutions, National History, National Geography, and Stereotype and 
National Identity have very few representations, the Mega Goal series does not 
adequately represent national identity and culture. There is only one reference to 
national history, a mention of Saudi Vision 2030. There are no other historical 
references.  
 
There are also no references to the diverse social groups in Saudi Arabia. The 
fact that they are absent from the text means that it does not contribute to 
students’ intra-group cultural awareness and cohesion. There are also no 
representations of Social Interaction outside of Mega Goal 1 student book. Social 
interaction induces meaningful learning (Wenger, 1998) by engaging students in 
the tedious tasks of learning and practicing collocations, idioms, and phrasal 
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verbs by communicating with each other (Bedel, 2016). In Saudi EFL classrooms, 
its use has been found to be effective in advancing the progress of second 
language acquisition (Alsharidi, 2018). This finding is in line with the content 
analysis by Alwehebi and Ghareeb (2021, p. 1575), who argued that “no use is 
found in regard to the ‘effective strategy’… although it is really important in 
reducing students’ anxiety, especially in oral activities where students always 
feel the stress of making mistakes before peers, in developing learners’ inner 
motivation to learn the foreign language”. The “effective strategy” is an aspect of 
the social strategy of language use in the classroom, which is achieved through 
social interaction. Students interact well with local or familiar cultural material 
(Shin et al., 2011).  
 
Since the series underrepresents the local culture, the scope of social interaction 
and its representation are drastically decreased. Social interaction results from 
communication in different cultural clusters facilitated by various social and 
political institutions (Zarlenga et al., 2016). The absence of social interaction 
content leads to the lower representation of Social and Political Institutions, 
Belief and Behavior, and Social Identity and Social Groups. This is because these 
cultural aspects provide the material that constitutes social interaction. 
 
4.3.3 Imposition of Target Culture 
In the Mega Goal series, disregard for the source/local culture coincides with the 
imposition of the target culture. This can happen when EFL textbooks are 
designed by educators from the target culture (Aldera, 2017). In a study on the 
Saudi EFL textbook series Traveller, Al-Alyani (2017, p. 132) observed that “the 
subject and content of the textbook is not pertinent to the student’s interests and 
needs”. This is because the text material is incomprehensible owing to the 
inclusion of “few topics related to Saudi Arabia” (Al-Alyani, 2017, p. 130). Here, 
Al-Alyani’s (2017) observations match the findings of the present study that the 
local culture is insufficiently represented. Like the Traveller series, the Mega Goal 
books are prepared by the UK-based publisher McGraw-Hill Education and 
contain more than 70% non-local cultural material. Apparently, the textual 
representation of the target culture is matched with that of the local culture. 
However, this is technically achieved by including international and universal 
cultural material. This strategy was also identified in Aliakbari's (2004) study of 
Iranian ELT textbooks: 

53 percent of the books dealt with general, culture-free passages . . . 
English-speaking countries, Islamic tradition and cross-cultural 
comparison formed only 3 percent of the content of each. No reference to 
eastern countries was found, nor was a text exclusively dealing with 
Iran or the national culture (Aliakbari, 2004, p. 11). 

 

In the Saudi EFL context, the CDA of other textbook series may identify the 
aforementioned strategy: the imposition of the target culture. The deficiency of 
representation of the local culture is also present in another Saudi EFL textbook 
series, Flying High. In a descriptive-evaluative study on Flying High, Alharbi 
(2015) attributed the issue of cultural deficiency to the educators’ background in 
the target culture. Therefore, the present study reiterates Faruk's (2015) 
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suggestion for competent educators with Saudi, Islamic, and Arabic cultural 
backgrounds to [re]-design Saudi EFL textbooks.  
 
4.3.4 Ignorance of Intercultural Competence 
The lack of local/source culture also decreases the potential of the series to 
promote intercultural competence among Saudi EFL learners. The series’ 
emphasis on Socialization and Life Cycle, with the least frequent representations 
of Intercultural Interaction, undermines the primary goal of EFL learning in the 
present century:  preparing “intercultural speakers who can deal with linguistic 
and cultural complexity and take part in multicultural situations” (Tran & 
Duong, 2018). Students cannot develop intercultural competence without a 
scope of intercultural interaction. The imposition of the target culture in EFL 
texts does not represent their local and national beliefs and stereotypes or allow 
them to play the role of “social actor,” which would promote nationality in a 
bicultural or multicultural setting (Abdullah & Lulita, 2018).  
 
Smith (2023) demonstrates that inner-circle dominant perspective and othering 
prevail over six units of lessons in a well-known, widely used EFL textbook. 
Zhang and Su (2021) compared and analyzed the cultural representation in 
English textbooks and discovered differences in the cultural integration of the L1 
and L2 in EFL texts in inner, outer and expanding circle countries. The inner- 
circle countries have the majority of native English speakers in contrast to the 
outer circle countries where English has spread under imperialism and become 
an “indispensable communication tool” (Zhang et al, 2022) across various 
language users. But in the countries of the expanding circle, English serves as a 
lingua franca for international communication only. The curricula of outer and 
expanding circle countries (Kachru, 1985, as cited in  Zhang & Su 2021)  rely on 
international culture and tend to exclude local cultures in order to teach the L2 
and its culture. Since Saudi Arabia belongs to the countries in the expanding 
circle, the designers of the Mega Goal series have ignored the local and national 
culture. Hence, the findings are in agreement with those of Hamiloğlu and 
Mendi (2010) and Taki (2008). 

 
5. Conclusion 
National identity and culture are important constituents of EFL text materials. 
The evaluation of these components reveals the extent to which the source 
culture and language are represented. Source culture plays a vital role in second 
language acquisition by facilitating and motivating intercultural interaction. The 
existing studies on Saudi EFL textbooks such as Flying High, Traveller, and Mega 
Goal have shown that the source culture is underrepresented. The present study 
reveals how the target culture has been given an upper hand in its ideological 
representation.  
 
The CDA of the various cultural aspects and categories addressed in the visual 
and textual materials presents the minute and exact number and manner of 
imposition of the target culture. The designers of the Mega Goal series follow two 
methods. First, the series ignores cultural aspects that use more components 
from the source culture, such as Social Identity, Belief and Behavior, and 
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Cultural Stereotypes. Second, there is a greater emphasis on the knowledge of 
the target culture. This is achieved by including a greater number of textual 
representations for the visual identification of the source culture. The focus on 
daily lifestyle to teach the target language for daily use undermines the necessity 
in Saudi EFL learning of creating cultural ambassadors with intercultural 
competence. Since EFL learners do not encounter the source culture when 
reading and understanding the text materials, the series pays less regard to the 
category of Intercultural Interaction, which requires a more balanced approach 
to presenting the source and target culture in the text. The categories of 
International Culture and Universality of Culture are extensions of the target 
culture because these categories possess no determinate cultural value and 
understanding. Moreover, the factual base of the target culture dominates the 
understanding of these categories in the absence of material from the source 
culture. Like other Saudi EFL series, the Mega Goal textbooks underestimate 
Saudi students’ need for the awareness of national identity and culture in the 
context of bicultural and multicultural interaction. Hence, the educators who use 
the series should maintain balance toward a better intercultural and 
multicultural communication. To compensate for the low Saudi national culture 
effect in the Mega Goal textbooks, teachers should re-create vocabulary learning 
and post-reading strategies in the classroom with a special focus on and 
reference to contemporary Saudi historical, social, cultural and national 
stereotypes, behaviors, and events. 
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