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Abstract
This article inquires into the coloniality present in EFL textbooks, which continue being used as
the core resource for language learning and teaching in Colombia. However, its instrumentalization,
imperialism, and exploitation as an instrument of subalternation suggest that EFL textbooks produced
by foreign and local publishing houses in the Colombian context are colonised in three interrelated
dimensions: knowledge, power, and being. Therefore, this research proposal aims at unveiling the
ontological, epistemological, and power criteria rooted in critical interculturality as a decolonial
alternative, and inspired by the decolonial turn, to orient the development of other contextualised
materials from the voices of Colombian teachers, authors and experts.
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Resumen
Este artículo problematiza la colonialidad presente en los textos de inglés porque continúan empleándose como recurso principal en la enseñanza y aprendizaje de este idioma. No obstante, su instrumentalización, imperialismo y explotación como instrumentos de subalternización sugiere que los
textos producidos por editoriales locales y extranjeras, en el Contexto Colombiano, son coloniales en
las dimensiones del saber, del poder y del ser. Esta propuesta busca develar los criterios ontológicos,
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epistemológicos y del poder, cimentados en la interculturalidad crítica e inspirados en el giro decolonial,
para orientar el desarrollo de materiales-otros contextualizados, desde las voces de los maestros, los
autores y los expertos colombianos.
Palabras clave: el libro de texto de inglés, la colonialidad del saber, el poder y el ser, interculturalidad
crítica

Introduction
The interest in this theme arises from my reflection as a teacher educator of in-service
English language teachers in the fields of research and materials development, and as an
author of textbooks, workbooks and teachers’ guides for EFL teaching. Other reasons
include the need for a critical interculturality-oriented curriculum and the development of
intercultural competences as central to teaching EFL and ESL. Lastly, the issue is that despite
the variety of EFL teaching resources, English language textbooks remain the ‘main resource
of the process of teaching and learning English’ (Castañeda & Rico, 2015; Davcheva &
Sercu, 2005; Núñez-Pardo, 2018b; Tomlinson 1988; Valencia, 2006). Thus, it is vital to
rethink and redefine EFL materials as sociocultural, pedagogical, didactic, and cognitive
mediations that facilitate linguistic and cultural interactions, and that are used in Colombia
for bilingual (English) education at all levels. These mediations fulfil their sociocultural,
political, academic, and aesthetic functions for teaching solidary, responsible, critical, and
autonomous citizens who are conscious of their own culture, respectful of those of others,
and aware of differences.
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Since the EFL “textbook misrepresents the plurality of the local and foreign cultures”
(Núñez-Pardo, 2018b, p. 1), they do not “respond to the local needs, interests, and life
experiences of the learners in their own context” (Núñez-Pardo, 2020a, p. 23), and they
decide whose culture, knowledge, and history become legitimised. This proposal aims at
unveiling the ontological, epistemological, and power criteria, rooted in critical interculturality
as a decolonial alternative, to orient the development of other contextualised materials,
created by other teachers, and for other students within their own particular context in the
periphery countries. It seeks to overcome its decontextualisation and long dependence on
foreign ideologies, and to offer spaces for the local, stemming from Colombian teachers’,
experts’ and authors’ voices. Critical interculturality, inspired in the decolonial turn, seeks
to contribute to the negotiation of socio-cultural diversity and to the conciliation of the
difference between what is local and what is foreign, or different (Walsh, 2005a). Hence, EFL
textbook content (terminology, themes, written and oral texts, iconography, and learning
activities) continue to legitimise, naturalise, and perpetuate predetermined knowledge,
ways of being, and by exerting power to conceal, distort or misrepresent the multiplicity
of sociocultural and political local realities. This proposal problematises the uncritical
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development of EFL textbooks as they are decontextualised in terms of knowledge, being,
and power.

The Problem
This inquiry identifies the coloniality of EFL textbooks in three interrelated dimensions:
its instrumentalisation shows that it is colonial in the dimension of knowledge; its
imperialism manifests that it is colonial in the dimension of power; and its exploitation as a
subalternation instrument indicates that it is colonial in the dimension of being. According
to Quijano (2014), in Latin America, European colonisation led to a Eurocentric vision of
knowledge and to relationships of superiority and inferiority between the dominant and the
dominated ones. As Fanon (1963) explains, colonialism oppressed, distorted, disfigured, and
annihilated people to promote cultural alienation and to convince them that its purpose was
to preserve them from darkness, barbarism, and from their ontological disgrace. Then, from
an epistemological stance, the boundaries of natural sciences are questioned to respond to
the broad range of social purposes (De Sousa, 2010a; Gadamer, 2002; Habermas, 1965;
Mardones, 2003; Torres, 2010; Valtierra; 2013; Vasco, 1990; Zuleta, 1990). This is so, since
the sense of lifeworld (Husserl, 2008) cannot be brought down to universal hegemony
assumptions, objectivity, determinism, monism, and neutrality of scientific activity, as nothing
in life is neutral or completely objective. It is from daily life that ontologies, epistemologies,
and critical autonomies are envisioned.
Power schemes emerged from European colonialism in the social and historic context
of the discovery and conquest of America (Quijano & Wallerstein, 1992). They are produced
and perpetuated in socio-historical environments, naturalising racial, social, and cultural
hierarchies, reproducing control relationships of territories (Howatt & Widdowson, 2004;
Quijano, 2014; Restrepo & Rojas, 2010), and maintaining the structure of centre-periphery
relations on a world-wide scale in a global coloniality (Castro-Gómez & Grosfoguel, 2007)
with epistemic structures (De Sousa, 2006, 2010a; Lander, 2000a). These power patterns
affect knowledge production and guarantee the exploitation of some human beings on a
global scale (Maldonado-Torres, 2008; Mignolo, 2007; Quijano, 2014; Quijano & Wallerstein,
1992). This, in turn, subalternates and obstructs the generation of local knowledge,
experiences, and ways of life of the subjugated and exploited individuals, spreading itself
beyond the colonial regimes. As expressed by Freire (2004), the First World has always been
an exemplar model of all types of scandals, harm, and exploitation.
This type of coloniality has been perpetuated until our times and it is perceived in
the sociocultural expressions of the modern experience of individuals, to the extent that
everything that originates from Western countries is more valued. This is the case of EFL
textbooks produced by foreign publishing companies and their branches in the periphery2.
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English textbooks have been instrumentalised by focusing on the mechanical use of
grammar structures (Kramsch, 1993; Masuhara, Hann, Yi & Tomlinson, 2008; Núñez-Pardo,
2018a, 2018b; Núñez, Téllez & Castellanos, 2013; Pennycook, 1994; Phillipson, 2012; Prabhu,
1987; Pulverness, 2013; Rico, 2012; Tomlinson, 2013). They have also been developed under
foreign methodologies that disregard the particularities of local contexts where English is
learnt and taught (Allwright, 1981; Canagarajah, 2002, 2005, 2010; Giroux, 1988; Giroux &
Simon, 1988; Kumaravadivelu, 2014; Núñez-Pardo, 2018a, 2020; Prabhu, 1987, 1990; Waters,
2009). Thence, EFL textbooks have turned the teacher’s role into a routine and repetitive
one (Fernández-Reiris, 2006; Kincheloe & McLaren, 2005; Littlejohn, 2012; Prabhu,
1987), which results in a conformist way of action (De Sousa, 2010a). In light of this, EFL
textbooks have been marketed and imposed as hegemonically naturalised instruments of
English language teaching par excellence, by foreign and local editing companies, as well as
by education and ministerial institutions. Moreover, EFL textbooks mainly promote cultures
that are alien to local ones, with an emphasis on superfluous, marketable, monolithic, and
static aspects of the predominant cultures (Prodromou, 1988; Núñez-Pardo, 2018a, 2020b),
or as Kramsch (1998) identifies them, by using the 4 fs: festivals, food, folklore, and statistical
facts. Similarly, Gómez (2015) and Bandura and Sercu (2005) name these superfluous aspects
as superficial culture whereas Waters (2009) refers to it as cultural bias, which constrains
the generation of knowledge and ‘comprehension of alternative counter-culture’ (Quijano,
1980). Thus, EFL textbooks maintain “their cultural supremacy [and a] homogenous vision
of universal culture at the expense of marginalising existing cultural diversity” (Núñez-Pardo
& Téllez-Téllez, 2020, pp. 30-31). This cultural incompleteness implies that the content and
iconography of EFL textbooks mostly represent North American and British cultures, which
is an instrument of cultural hegemony (De Sousa, 2018) that neither aids the construction
of intercultural competence (Rico, 2012; Bandura & Sercu, 2005), nor the development of
critical conscience (Freire, 1971; Pennycook, 1994, 1998), or critical interculturality (Walsh,
2009). This cultural universalism portrayed in EFL textbooks advocates the idea of a unique
predominant culture. It denies the cultural differences of the universe and, together with
an organized predetermined knowledge system, harms the socio-political purpose of EFL
materials as sociocultural mediations.
EFL textbooks are decontextualized since they “contain characteristics, values, attitudes
and stereotyped communication styles from dominant cultures, with no representative anchor
or context to be validated, which has not allowed learners to make it relevant to their own
cultural experiences” (Núñez-Pardo, 2018a, p. 241). Also, they have become a dependence,
submission, and subordination instrument since those locally produced are considered of
poor quality. This is what González (2012, 2010) identifies as ‘academic colonialism’ in
which foreign production is perceived as being better – due to their learning methods and
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strategies – than those that emerge from local experiences. Critical authors have referred
to this phenomenon in a similar way. For example, ‘intellectual colonialism’ (Fals Borda,
1970); ‘European colonialism, epistimicide, or cognitive colonialism’ (De Souza, (2010a,
2018); ‘colonisation of knowledge’ or ‘eradication or imposed civilisation’ (Lander, 2000a).
What this epistemic colonialism intends to do is to transform into universal something that
is universal for some. Indeed, Colombian unique historical, geographical, social, cultural,
economic and aesthetic wealth becomes invisible in EFL textbooks. Instead, foreign ways of
being, knowing and exerting autonomy are privileged and represented, which end up being
imposed and disseminated in a seamless way through contents and methodologies originating
from a culture that is not Colombian. In view of that, Núñez-Pardo (2020a) suggests:
By decen[tring] both the EFL textbook and the underlying methodologies, these resources are
more likely to meet students’ realities and thus, help them to make sense of learning a foreign
language, to provide them the opportunity to reflect on their lived experiences within their own
communities, and to propose alternative solutions to existing problems. (p. 15)

Coloniality of Power
EFL textbooks are associated with the economic, political, and commercial interests of
the publishing industry (Álvarez, 2008; Apple, 1992; Canagarajah 2002; Cárdenas, González
& Álvarez, 2010; Giroux, 2001; González, 2010, 2012; Gray, 2013; Kumaravadivelu, 2014;
Littlejohn, 2012; Núñez-Pardo, 2018a, 2020a, 2020b; Núñez-Pardo- & Téllez-Téllez, 2018,
2020; Núñez et al., 2013; Pennycook, 1998; Phillipson, 2012; Rico, 2012; Usma, 2009). This
imposes upon users the type of English that is taught, the type of content to be explored,
the type of methodologies to be used, and even the type of learning activities and strategies
to be proposed.

The previous condition homogenises and naturalises EFL teaching and learning
processes in favour of the reductionist principle, ‘one-size fits all’, coined by Allwright (1981).
EFL textbooks legitimise the interest of the prevailing social order (Giroux, 1997) and serve
elitist interests permeated by colonialism, neoliberalism, and discriminatory discourses (Gray,
2013). Hence, content of EFL textbooks reproduce ways of being, knowing, and exercising
independence that silence subjects that do not belong to the predominant Anglo-Saxon
countries. According to Kincheloe (2008), this takes place in a world that is immersed in
power dynamics that naturalises the predominant ways of continuous exclusion. Similarly,
Kumaravadivelu (2001, 2014) claims that the methodologies that underlie EFL textbooks
neglect the post-method condition. First, they disregard the parameter of particularity that
entails comprehension of the sociocultural context (Sapir, 1949; Whorf, 1956). Second,
they disdain the parameter of practicality that implies the self-contextualisation and selfconstruction of pedagogical local knowledge (Canagarajah, 2002; Giroux, 1988; González,
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2009; Kincheloe & McLaren, 2005; Kumaravadivelu, 2003; Usma, 2009, Walsh, 2005b)
from the theorisation of practices and the practice of theorization. Third, they ignore the
parameter of possibility that involves critical socio-political awareness for the formation
of identity and for social transformation (Freire, 1998, 2004; Kumaravadivelu, 2003); all
being inherent in language teaching pedagogy. This standardisation of contents, methods,
ideologies and privilege of English variety assumes uniformity in EFL teaching and learning
processes. Hence, sameness leads to the naturalisation and perpetuation of ways of being,
understanding, learning, interacting, and coexisting autonomously that marginalise and
exclude subjects that originate from periphery countries (Asian, African, and Latin American).
It is necessary to resist hegemonic predetermined and decontextualized knowledge
originating from Western countries and from the centre with the view of generating localised
knowledge and teaching practices. Resisting the tradition of received knowledge with a
critical understanding (Pennycook, 1998) is needed since language use implies “a position
within the social order, a cultural politics, (and a) struggle over different representations of
the self and other” (Pennycook, 1994, p. 34). For this reason, decolonised local practices
and ideologies should constitute the basis for materials development, implementation and
innovation. Considering that one’s own cultural plurality conditions the development of
knowledge in varied configurations (García, 2004) and that the teaching textbooks need
to be questioned, deconstructed, and rethought (Edge & Wharton, 1998, Núñez-Pardo,
2020b), we need to reduce dependence on Eurocentrism as the unique source of knowledge3
(Walsh, 2009) and achieve validation of locally-built materials and methodologies for EFL
teaching. It means, discerning the criteria for other contextualised and decolonised materials,
as “mediations in sociocultural interactions among learners from diverse cultural worlds”
(Núñez-Pardo, 2020a, p. 18), in which differences and sociocultural diversity coexist, at the
same level of importance and validity.
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The enforcement of linguistic policies in Colombia have also been exposed to a
permeation of hegemony of power, since the teacher becomes a technician, reproducer
and preserver of foreign methodologies and contents, whose performance is evaluated
according to the achievement of said parameters. In Giroux’ (1998) insight, it is necessary to
examine the ideological forces and materials that have contributed to the proletarisation of
the teacher’s role. This tendency brings teachers down to the level of a technician, who fulfils
functions of management, and complies with curriculum programs instead of developing or
critically assimilating the curriculums to adjust to specific pedagogical concerns. Diminishing
the intellectual, pedagogical, and transformative role of teachers dehumanises them, limits
their agency in making contextualised curriculum and materials decisions, and “perpetuates
hegemonic language teaching and learning discourses” (Lucero-Babativa, 2020, p. 144).
If teachers wait for the MEN to make curricular, methodological and materials
decisions, subordination is promoted on this imposition of predetermined knowledge. It
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paves the way for the resulting reproduction, dissemination, perpetuation, and naturalisation
of decontextualized knowledge. One clear example of this situation is the existing alliance
between the MEN and the British Council for the inclusion of a Suggested Curriculum
(2016) in state-funded education institutions. Indeed, it is not a suggested curriculum but
rather an imposed one, since the MEN is constantly sending managers to ‘train’ teachers
on what should be taught and how it should be taught. It is evident that public bilingual
education policies do not consider the particularities of education institutions, since it is
through a ‘suggestions’ guise that they impose a series of predetermined contents and centre
methodologies to support the bilingual programme Colombia Very Well (2014). In view of
that, Moreno and Pájaro (2018) recommend ‘indisciplining’ the EFL syllabus to support
bilingual educational achievements.

Coloniality of Being
It is rooted on the binaries reason - no-reason, humanisation - dehumanisation in which
the English language teacher is not considered a member of the centre community (AngloSaxon countries) (Kachru, 1992), but of the subaltern one (Asia, Africa, Latin America),
without the capacity to produce knowledge and instead to consume it. This is related to
the dichotomies of native-speakers - non-native speakers (Graddol, 1999; Kumaravadivelu,
2012; Pennycook, 1998), the prevalence of hegemonic ideology of the native speaker (Faez,
2011; Fairclough, 1989; Kachru, 1992; Kubota & Lin, 2006; Viáfara, 2016), and the binary
hegemonic community - peripheric community (Dussel, 2007). Then, teachers and students
should make critical sense of such domination dynamics that shape identities, knowledge,
and self-directed actions.
If the subaltern community of non-native speakers wants to unsettle and disarticulate
hegemonic power structures, it should resort to the ‘decolonial option’ (Mignolo, 2010),
a category originally developed under the name ‘decolonial turn’ by the Puerto Rican
philosopher Nelson Maldonado-Torres (2006). This decolonial alternative requires not only
intellectual work, but also social action with coordinated and agreed collective results to
resist the unilateral hegemonic power. Kumaravadivelu (2014, 2012) exhorts the subaltern
intellectual teacher to provoke an epistemic rupture in the English language teaching field;
he also proposes Mignolo’s ‘epistemic decolonisation’ (2010). Similarly, Foucault (1972)
recognises the existence of multiple epistemes within a specific discourse, since according
to Kumaravadivelu (2014), the epistemic rupture is not exerted in a universal way. On the
contrary, the subaltern subjects ought to use this epistemic discourse to make sense of and
to legitimate their practices, as suggested by Fanon’s (1963) decolonial discourse. The author
claims that in times of struggle colonised intellectuals feel the need for expressing their
nation being the speaker of a new reality in action. Thence, it is through the stimulation of
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collective and coordinated creative capacity of local subjects, who know the local conditions,
that action is impelled to produce valid knowledge in pedagogical contexts.
As education for transformation and emancipation raises serious challenges, it deserves
teachers’ and students’ concern and endeavours. Resistance to hegemonically imposed
centre-based methods may be exerted by proposing other context sensitive methodologies
that underpin other contextualised materials that foster both students’ high-order thinking
skills, critical socio-political awareness, and teachers’ generation of “valid local knowledge,
aligned with local needs and to the historical moment” (Núñez-Pardo, 2020b, p. 215). In
this regard, Núñez & Téllez (2018) claim that “by resisting the use of decontextualized
and standardized materials, teachers become producers, not consumers, of context-bound
teaching resources” (p. 83). Developing other contextualised materials informed by locally
generated methodologies and learning strategies points to a decolonialised pedagogical practice
that cultivates teachers’ and students’ critical socio-political awareness, going beyond ‘abysmal
thinking’4 or ‘modern occidental thinking’ (De Sousa, 2014). Conducting research that stems
from the local demands generates genuine knowledge with a view to disrupting exclusive and
absolute dependence from Eurocentric visions and cultural universalism.

120

It is the duty of teachers and students to enquire into and develop materials, learning
strategies, and methodologies that emerge from their particular settings, including contents
that account for their voices, life experiences, and community problems. This action of
generating localised materials and methodologies acknowledges teachers as historical
thinkers and transformers of the world (Freire, 1998), and subjects of knowledge (Foucault,
1980; Quiceno, 1988) since they possess not only ‘content, pedagogical, curricular, learners,
and educational purposes’ knowledge (Shulman, 1987), but also “empirical, experiential,
normative, critical, ontological, and reflective-synthetic domains” (Kincheloe, 2004, p. 51). In
the Colombian context, Castañeda-Londoño (2018) argues both a traditional and universal as
opposed to a critical and emancipatory teachers’ knowledge base. Teachers are also regarded
as “agents of permanent change” (Núñez & Téllez, 2009, p. 184), “subaltern intellectuals”
(Kumaravadivelu, 2014, p. 76), and public and transformative intellectuals (Giroux, 1988)
within their communities. In essence, teachers’ cognitive and critical knowledges enable
them to express critical dissent and proposals regarding curricular, materials, and teachingpractices decisions.
This proposal problematises decontextualised EFL textbooks produced by foreign and
local editing companies. Their contents, cultural representations, iconography and learning
activities, as well are their methodologies do not comprise the changing complexity of historic,
sociocultural, political, economic, education, and aesthetic experiences of local contexts and
communities in which they are used. Power structures, originating from colonialism, affected
sociability, public space, private space, culture, ways of thinking and subjectivities (De Sousa,
2010) that are maintained through capitalist globalisation in the periphery, and transcend
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racial and social status, reproducing epistemic and territorial dominions. Such structures
exploit individuals on global scales, subordinate and obstruct knowledge emanating from the
living experiences of the other submissive and exploited (Quijano, 2014) which, according
to Dussel (2007), aims at homogenising humankind under criteria and values derived from a
single English-speaking culture.
The previous condition implies that the anti-capitalist struggle in tandem with the
anti-colonialist fight advocates for social class and ethnic equality, in which difference is
appreciated and respected, and equality is sensitive to sociocultural diversity from across
the world. However, global capitalism, represented through the ‘cosmopolitan’ or ‘global’
EFL textbook, idealises and naturalises consumerism practices including international trips,
entertainment, and free time activities that impose the idea to irrationally spend money on
gross luxuries (e.g. visiting exotic international landmarks and spatial touristic places). While
teachers turn into naive consumers instead of critical producers of knowledge, students
become dependent users, who can memorise and mechanically learn grammar structures,
and who neither develop their communicative competence (Bandura & Sercu, 2005; Gómez,
2015), nor their intercultural communicative competence (Rico, 2012).
Constraining the production of culturally, methodologically and epistemologically
localised EFL materials maintains the asymmetry in sociocultural, economic, political, and
academic relationships world-wide. Other contextualised materials reject the idea that there
is a common homogenised culture. Also, they stimulate the inclusion, tackling and discussion
of deep culture aspects as opposed to the exacerbated superficial culture. According to
Byram (1997), Kramsch (1998), Moran (2001), and Núñez-Pardo (2020b), superficial culture
supports, exaggerates or poorly represents culture through racist, sexist, classist, hetero
sexist, ageism, and ableism stereotypes, privileging dominant cultures to the detriment and
marginalisation of local ones. Since individuals’ life experiences form part of the essential
and complex aspects of their cultural universe, other contextualised EFL materials, based on
critical interculturality, may offer better possibilities for cultural revival and appropriacy, and
for students’ and teachers’ construction of high order thinking skills, critical socio-political
awareness, and critical intercultural communicative competences.
This research proposal aims at providing a set of criteria for the development of
other contextualised EFL materials grounded on critical interculturality. A contribution is
intended towards this political, social, epistemic, and ethical project, which is also aesthetic in
relation to its construction (Walsh, 2009). Firstly, it is conceived by the individuals in diverse
educational places, in which the difference between local and foreign is harmonised (Walsh,
2005). Moreover, omissions of inexistences, denials of knowledge, time, differences, and
covered faces are questioned (Dussel, 1994), as well as the absent (e.g. missing) categories
(De Souza, 2010a). Secondly, spaces are created for equality-in-difference, since we have the
right to be equal when the difference makes us inferior, and to be different when equality
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puts our identity at risk (De Sousa, 2010b). Diversity requires us to decentre and to critically
ponder our own experience to make possible the education of autonomous, conscious,
informed, and solidary citizens. Diversity demands attaining structural changes in our society
(Pérez-Gómez, 1998), which are not limited to recognition as they dismiss differences and
inequalities regarding ways of being, knowing, learning, feeling, dreaming and coexisting in
an autonomous way.

Review of Related Studies
Mainstream research on EFL textbooks demonstrates latent tensions, criticisms and
tendencies in the national and international context, as I have already discussed elsewhere
(See Núñez-Pardo, 2018a). The 50 related studies reviewed (see next lines) argue how the
content of EFL textbooks operates and contributes to the naturalisation and perpetuation
of ways of being, knowing, and exerting power; ways that hide, distort or misrepresent the
multiplicity of sociocultural realities in local contexts.
Several categories were identified:

122

•

Sexism and stereotypical representation of genders (Craeynest, 2015; Dabbagh,
2016; Datzman, 2013; Ghorbani, 2009; Hall, 2014; Hill, 1980; Lee, 2014; Ndura,
2010; Nofall & Qawar, 2015; Pereira, 2013; Porreca, 1984; Syarifuddin, 2014).

•

Discourses of otherness and Eurocentric knowledge represent, reproduce, and
perpetuate geo-cultural, historical, sociological and ethnological stances about ‘the
other’ (Guijarro, 2005) with a manifest ranking of cultures (Yasinne, 2012).

•

Decontextualisation of knowledge and an uncritical approach as hegemony legitimise official knowledge (Aicega, 2007; Di Franco, Siderac, & Di Franco, 2007).

•

The cultural component in the texts, learning activities and iconography privilege
the superficial, visible, aesthetic, and monolithic culture of Anglo-speaking countries (Ahmed & Narcy-Combes, 2011; Aliakbari & Jamalvandi, 2013; AL-Obaidi,
2015; Bahrami, 2015; Bonilla, 2008; Dehbozorgi, Amalsaleh & Kafipour, 2014;
Fuentes, 2011; Habib, 2014; Jahan, 2012; Kirkgöz & Ağçam, 2011; Nguyen, 2015;
Rimani & Soleimani, 2012; Varón, 2009; Xiao, 2010).

•

Intercultural competence and intercultural communicative competence are not developed through EFL textbooks (Jiang, 2010; Rico, 2012; Gómez, 2015; Ajideh &
Panahi, 2016).

•

Literacy findings suggest that contextualised reading comprehension activities foment literacy whereas the instrumental comprehension activities do not promote
abstraction, inference, or critical reading (Valencia, 2006; Anvedsen, 2012; Zhang,
2017).
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•

Children are not represented as rights-holders but as passive subjects who are unaware of them (Herrera, 2012). In light of this, Núñez-Pardo (2018a) recommends
teachers and students to recognise “the hidden messages in these materials… to
identify their poorly constructed and represented lost voices, and to critically examine their life experiences and their relationship with others in their communities and
the wider world”. (p. 235)

Despite this range of studies, research particularly centred on the analysis of EFL
textbooks from the critical interculturality perspective is incipient and continues to awaken
tensions and debate. As the criteria of knowledge, power, and being founded on critical
interculturality have not been established to orient the development of other contextualised
and decolonised materials, this proposal disrupts the uncritical instrumental approach of
developing commercial EFL textbooks. As Núñez-Pardo (2020a) claims, “contextualisation
destabilises mainstream ways of developing standardized, homogenized, decontextualized
and meaningless materials” (p. 19). Undeniably, these criteria advocate other contextualised
materials informed by locally emerging content and methods that are sensitive to cultural
diversity, without omissions, distortions, biases, favouring the development of politically and
culturally-aware subjects in accordance with their ethnic origin, social status, gender, age,
creed, identities, and capacities.
Critical content analysis is proposed for the written texts, the iconography, and the
reading comprehension activities of the six most used EFL textbooks in the Colombian
context, during 2004 and 2016. This period corresponds to the time when the MEN’s
education policy was formulated and reformulated, affecting the production of EFL
textbooks. Nonetheless, local and foreign EFL textbooks are facing a crisis in developing
individuals’ intercultural communicative competence, as it was previously argued. Lastly,
the absence of critical analysis of the reading texts, iconography and comprehension
activities in EFL textbooks used in the Colombian education context makes this enquiry
worthy. Therefore, a main research question and three subsidiary questions are posed, as
shown in Table 1 below.
This research proposal does not seek to analyse critical interculturality in the six most
used textbooks since it arises as a response to existing coloniality in EFL textbooks; it does
not assume the creation of an education EFL programme as the study stems from my own
trajectory as an educator of in-service EFL teachers; and it does not suggest the development
of a textbook because it cannot be decolonised with the same colonising instrument. This
study calls for students’ and teachers’ resistance to hegemony, a search for their critical sociopolitical awareness, a committed agency, and generation of local knowledge, so that subaltern
communities are considered as the locus for other epistemologies.
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Table 1. Research Questions and Sub-questions
Title: Decolonising the EFL Textbook in the Colombian Context: A Venture from Critical
Interculturality
Research question: What are the ontological, epistemological, and power criteria grounded on
critical interculturality as a decolonial alternative that orient the development of the EFL textbook
to overcome its decontextualisation, from the voices of Colombian teachers, authors and experts?
Research Objective: To unveil the ontological, epistemological, and power criteria, grounded on
critical interculturality as a decolonial alternative, to orient the development of the EFL textbook
with the aim of overcoming its decontextualisation from the perspectives of Colombian teachers,
authors and experts.
Subsidiary Questions
Subsidiary question 1: What coloniality traces can be observed in the written passages, the
iconography and the learning activities of the EFL textbooks, which have been most widely used in
the Colombian context in the period from 2004 to 2016?
Subsidiary question 2: What possible transformations have taken place in the existing contents of
the written passages, iconography and learning activities in the EFL textbooks that have been most
widely utilised in the Colombian context in the period between 2004 and 2006?
Subsidiary question 3: What perceptions do Colombian teachers, authors and experts have
regarding existing coloniality among the written passages, comprehension activities and iconography
contained in the EFL textbooks that have been most widely used during the period between 2004
and 2016?
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Specific Objectives
Specific Objective 1: To characterise the contents related to existing coloniality in the written
passages, comprehension activities and iconography within the most widely used EFL textbooks
in the Colombian context during the period between 2004 and 2016, to identify coloniality traces.
Specific objective 2: To identify the discourses related to decoloniality that are evident in the
written passages, comprehension activities and iconography contained in the most widely used EFL
textbooks in the period between 2004 and 2015, to determine the aspects related to decoloniality.
Specific Objective 3: To understand the perceptions of Colombian teachers, authors, and experts
regarding any existing coloniality in the written passages, iconography and comprehension activities
that are contained in the most widely used EFL textbooks in the Colombian context during the
period between 2014 and 2016, to unveil their awareness of coloniality.
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