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Abstract

The thesis deals with developing cultural awarsnegprimary level learners in
foreign language learning in classroom setting.tR purpose, relevant terms, such as
culture and intercultural awareness, are definetl lmmnefits, as reasons for including
culture learning into the learning process areetistThe aims of culture learning are
discussed in relation to the revised Bloom’s taxop®f teaching aims. The theoretical
part further deals with culture learning procesgives guidelines for culture teaching;
discusses recommended techniques and teachingaigtespecially textbooks.

Practical part consists of two studies conduatedrder to find out how cultural
awareness is being developed at Czech primary kehdoe level of the®grade. The
first study concentrates on cultural content oftierks. The research method is content
analyses and it examines what cultural aspectsnaheded in textbooks and to what
extent. The second study concentrates on mataralstechniques used in teaching
process. It is conducted as case study in a forguestionnaire for pupils in order to
find out whether textbook is used in the classs further interested in supplementary

materials and learners’ attitudes towards the tangiéure countries.



Abstrakt

Prace se zabyva rozvijenim kulturniho gabemi na drovni 24k zakladni Skoly
v hodinach anglického jazyka. Za timtéelem jsou nejprve vydefinovany relevantni
terminy, jako kulturni pasdomi a interkulturni komunikativni kompetence. Dfeu
uvedeny dvody pro implementaci prik kulturnich studii do procesu wovani
anglického jazyka a cile vyuky kultury cizoja@m¢ho vzdlavani jsou prodiskutovany
na zaklad revidované Bloomovy taxonomie. DalSi teoretickst prace se zabyva
doporiovanymi pokyny, metodami a materialy, zvtagicebnicemi, pro rozvijeni
kulturniho po¥domi 2ak.

Prakticka ¢ast prace obsahuje &vvyzkumna Séeni, kterd se zabyvaji
prostedky pouzivanymi k rozvijeni kulturniho palomi u Zak devatych ronika
zakladni Skoly. Prvni studie se z&mje na webnice s cilem zjistit, které aspekty
kulturnich studii obsahuji a do jaké miry. Druhdd#& se zabyva materialy a metodami
pouzivanymi v debnim procesu. Za timtocélem je provedenatipadova studie ve
formé dotaznik pro Zaky. Cilem studie je zjistit zda se zkoumaddbnice skuténé
uplatiuje ve vykovacim procesu a jaké dalSi materialy a metody yskonkrétni tidé
Zaka vyuzivany k rozvijeni kulturniho peédomi. Déale se studie zabyva postojemizak

k zemim cilové kultury.
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1. Introduction

For many generations of language learners, cultesgning meant to be
background information in foreign language learnifpgis attitude was presented not
only in lessons but also in textbooks. This viemtcasts with the current situation that
attributes great importance to culture learningumricula and academic publications,
for example Common European Framework for Langua@e92), and RVP ZV
(2004).

This change in understanding of culture learnm@ssociated with changes in
social and political environment as culture leagnis part of that complex. O’'Dowd
claims that goals and methodologies of foreign lagg education “will inevitably
reflect certain beliefs in how the world should diep and what role our learners should
play in this world.” (O'Dowd 2004:11)

This thesis answers the question why has beem goveulture learning such an
important role in foreign language education, wtdture learning actually means and
what activities it involves. It also deals with heeques and teaching materials which
are available to teachers who want to integratiiinto their lessons. It is important
to point out that this thesis deals only with crdtlearning that takes place in classes of
English as foreign language where “aspects of #yetd-day behaviour of the culture’s
members have been presented in authentic matandltextbooks.” (ibid.)

The practical part of the thesis therefore conmeges on textbooks used at Czech
primary schools at selected level. The aim of #earch is to identify what educational
value is there in cultural content of the textbod&s developing learners’ cultural
awareness. The research concentrates on cultunértoin order to examine what
aspects are included in the textbooks and to wttahe The second part of the research
focuses on materials-in-process. It is conceive@ asase study in order to find out
whether textbook is actually used in the lessors what other materials as well as

techniques are used at the particular class irr eod#gevelop cultural awareness.

2. Defining Culture



This chapter sets out to examine variaspects of culture and establish what
culture is considered appropriate in foreign lammguaeaching. Furthermore, it will
review terms relevant to culture learning such adtucal awareness, cultural
knowledge, cultural competence, intercultural cot@pee and cultural sensitivity.

Culture has many definitions, “it is very complaxd broad topic to be learnt”,
(Valdes 1986:5) “it is multifaceted”, (Moram 2008)lit “lies at the crossroads of a
number of fields of study and academic disciplihéStern in Valdes 1986:5) There are
many different approaches to this term. The kegiglises dealing with this topic are
sociology, sociolinguistics, and anthropology. @&d 1986:5) In sociolinguistic terms,
culture is understood as communication. It death wiays of communication; it means
verbal and nonverbal communication as well as theak situations under which
communication takes place. In anthropological termsture is defined by its
characteristics which are shared by a communityraakie it distinguishable from other
communities. This division is supported by Kramseho recognizes two kinds of
definitions which influence the manner in whichtook learning is dealt with. The first
definition comes from humanities and it “focusestibe way a social group represents
itself and others through its material productidees they works of art, literature, social
institutions, or artefacts of everyday life.” (Kraoh 1996:2) The second definition
derives from social sciences and refers to “thiudtts and beliefs, ways of thinking,
behaving and remembering shared by members otdimamunity.” (ibid.)

These definitions gave rise to twoaléint approaches to the studies of culture;
the historical and the ethnographical. Culture desy has been for a long time
associated with historical approach as languageh&a come from humanistic
background. Students were made to learn facts mudes about country’s culture
although connections between culture and language,present in ethnographic
approach, were missing. The culture traditionadlyght was called ‘big C’ culture, it
referred to “the great achievements of people dlected in their history, social
institutions, works of art, architecture, music aitdrature.” (Halverson 1985:327)
Customs, traditions and practices carried out ierglay lives were called ‘small ¢’

culture.



Definition of culture as products,agtices, perspectives, communities and
persons by Tomalin and Stempleski is best suitedh® purpose of language teaching.
They define culture as following:

Culture is the evolving way of life of a group aérgons, consisting of a shared

set of practices associated witharesth set of products, based upon a
shared set of perspectives on the world, setdwithin specific social
contexts. (Tomalin, Stempleski in Mo2001:17)

They further claim that “evolving way of life refles the dynamic nature of culture.”
(ibid.) All artifacts produced or adopted by menshesf the culture as well as
environmental issues are considered to be prodidise culture. The products range
from tangible objects such as written documentsthotg, and buildings to spoken
language, music and institutions as family, edocatpolitics, religion. “Products, both
tangible and intangible, are located and organaeg@hysical places.” (ibid.) Practices
are actions carried out by members of the cultndévidually or with other members.
Language and other forms of communication and esgifession are forms of these
practices as well as actions associated with sge@lps and use of products. Practices
are both verbal and nonverbal, including intergrets of time, space, and the context
of communications in social situations relatingoate appropriateness and taboos.
Perspectives provide meaning and constitute warldyvihey are often implicit. They
cover “perceptions, beliefs, values, and attituties underlie the product and that guide
persons and communities in the practices of thienaul (ibid.)

Not until the 28 century was it possible to separate culture ardaay people
live as those two were interrelated. People wera bdo the culture and stayed in it. In
the 2¢" century, people could create their own identity thoe first time and it was
mostly young people who used this opportunity fergnvarious kinds of subcultures.
Culture is a common identity for the members ofgbeiety or group members. Culture
influences world view of its members and the membefluence the culture. It is a
dialectic process in the dynamic force of cultuigch takes place in an encounter with
foreign cultures. (Fenner 2000:144) Kramsch adds dblture forms itself around three
axes; the diachronic axis of time, the synchromis af space, and the metaphoric axis
of the imagination. (Kramsch 1996)

Cultural awareness, another term relevant to ttesis, is according to Tomalin

and Stempleski “sensitivity to the impact of cudtily-induced behaviour on language



use and communication.” (Tomalin and Stempleski31®PCross-cultural, sometimes
also intercultural awareness “covers beliefs, \v@ladtitudes and feelings conveyed not
only by language but by paralinguistic features hswas dress, gestures, facial
expressions, stance and movement.” (ibid.) Develp@ensitivity and understanding
another ethnic group involves internal changedtitudes and values. Qualities such as
openness and flexibility towards other people gty important role in developing
cultural awareness. Cultural awareness must beleuppted by cultural knowledge.
To explain difficult concept of intercultural awaess Kramsch claims:

If...language is seen as social practice, cultueeoimes the very core of
language teaching. Cultural awareness must thenvibeed as enabling
language proficiency ... Culture in language teaghs not an expendable fifth
skill, tacked on, so to speak, to the teachingpafaking, listening, reading and
writing. (Kramsch 1993:27)

Kramsch further suggests that we cannot be compieid¢ine language “if we do
not have an awareness of that culture, and howdhi&ire relates to our own first
language/first culture.” (ibid.) She therefore olai that it is essential to have cultural
awareness together with intercultural awarenessder to be efficient in the language.
In Common European Framework for Languages (200@¢rcultural awareness is
explained as a product of the relation between kedge, awareness and understanding
of ‘the world of origin’ and ‘the world of the taeg)j culture’. Intercultural awareness
also includes awareness of regional and socialrsityeof both cultures and how the
culture appears from the perspective of the othéiui@; often in the form of national
stereotypes.

Skills and attitudes together with knowledge makempetence. This
competence is called by Common European Framewoclocultural. It enables a
language learner “to develop an enriched, more &®mpersonality and an enhanced
capacity for further language learning and greatgenness to new cultural
experiences.”(Common European Framework 2002:43ei®tcall this competence
intercultural competence and their definition isffatent. According to Byram
intercultural competence includes five elements:

+ Attitudes: curiosity and openness, readiness teesus disbelief about other
cultures and belief about one's own.

« Knowledge: of social groups and their products aragttices in one's own and in
one's interlocutor's country, and of the generatgsses of social and individual
interaction.



« Skills of interpreting and relating: ability to arpret a document or event from
another culture, to explain it and relate it towloents from one's own.

- Skills of discovery and interaction: ability to amge new knowledge of a culture
and cultural practices and the ability to operatevdedge, attitudes and skills
under the constraints of real-time communicatio iateraction.

+ Critical cultural awareness/political education: @uility to evaluate critically
and on the basis of explicit criteria perspectiy@actices and products in one's
own and other cultures and countries. (Byram 2000)

Byram uses two terms: intercultural competence ardrcultural communicative
competence. Intercultural competence refers to dbdity to communicate with
members of other cultures in one’s own language iatercultural communicative
competence refers to the same ability but usirgyeidn language.

Kramsch (1996) raised a question wheltieéng culturally competent means to
behave in accordance with social conventions oftthieire of target community. Long
time experience gives answer not to separate alltompetence and performance.
Kramsch concludes that taking over someone elsgis\iour is not guarantee that one
will be accepted by the group who speaks the lagguneither it would lead to mutual
understanding.

Cultural knowledge is a part of intercultural congree and can be understood
as familiarization with the characteristics of sigiand culture of the community in
which the language is spoken. Sociocultural knogéedovers features relating to
everyday living, living conditions, interpersona&lation, values, beliefs and attitudes,
body language, social conventions, ritual behavietor. Cultural knowledge is one
aspect of the knowledge of the world. Common EuaopEramework warns to pay
special attention to this part of the cultural cetgmce as it can be “distorted by
stereotypes.” (Common European Framework 2002:102)

Stereotypes and prejudices are commablems associated with culture
learning. They are not products of direct expaerebut are handed down and kept by
tradition. Byram claims that stereotyping:

...involves labeling or categorizing particular gosuof people, usually in a

negative way, according to preconceived ideas oadreneralizations about

them — and then assuming that all members of ttoatpgwill think and behave
identically. ...Prejudice occurs when someone prézpgia particular group or

individual based on their own stereotypical assuwngtor ignorance. (Byram,
Gribkova, Starkey 2002:21)



Kramsch points out, the cultural imagination of lulconsciousness has been formed
through centuries by cultural products, such asdity texts, and media, such as press
and broadcasting, and it is a big challenge foglage teacher to deal with this

problem.

Breaking down stereotypes is not jestlising that people are not the way one
thought they were, or that deep down "we are a@lgame". It is understanding
that we are irreducibly unique and different, aimat i could have been you, you
could have been me, given different circumstancesm-ether words, that the
stranger... is in us. (Kramsch 1996:3)

Developing cultural sensitivity, knowing culturaiffdrences without assigning values
to them is a way how to deal with this problem. iiseh suggests developing a third
perspective which “would enable learners to takid lam insider's and outsider’s view”

(Kramsch 93:210) on the target and their own caltdihis perspective requires a more
complete and less partial understanding of bottupes.

Concluding from the above mentionedtuca has in its broad sense two major
components. The first, sociological or anthropatagiculture refers to daily activities
of people, their values, and attitudes. Languag® delongs to this group. It is
necessary to study language in order to be ablendierstand the target culture since
society cannot be wholly understood without thewdeage of its language. The second
component is the history of civilization. It tradially represents elements of culture in
language teaching including geography, historyjea@ments in the sciences, the social
sciences, the arts and forms framework for theodmgical culture; “it represents the
heritage of people and as such must be appreclatethe students who wish to

understand the new target culture.” (Valdes 1986:54

3. Foreign Language Teaching and Culture

As language teachers we must be intetestthe study of culture (in the social
scientist's sense of the word) not because we Banbs want to teach the
culture of the other country but because we havedoh it. If we teach language
without teaching at the same time the culture inctvht operates, we are



teaching meaningless symbols or symbols to whieh student attaches the
wrong meaning; for unless he is warned, unlessbeives cultural instruction,
he will associate American concepts or objects witleign symbols.
(Jovanovich in Valdes 1986:123)

3.1 Language and Culture

In this chapter the overview of thaussurrounding the intersection of language
and culture will be provided and practical reaswisch can be derived from it for
language teaching will be mentioned.

The term ‘cultures ambiguous. At large it is understood as a wikgktem of
learned behaviour handed over from generation teiggion. Language is a form of
learned behaviour and therefore a part of cultBedzman claims that it is “a key to the
cultural past of a society” (Salzman 1997:41) aecthkplains the relation of language to
culture to be that “of part to a whole.” (ibid.) &lmtrinsic relationship of language and
culture is widely recognized and although theredsie controversy over the extent to
which language shapes and controls its speakearitiy or reflects their world view
the correlation between vocabulary of the language culture is obvious. (Saville-
Troike in Salzman 1997) Duranti, who is interestethe affinity between language and
culture, describes their relationship as following:

...to be part of a culture means to share the prtponal knowledge and the
rules of inference necessary to understand whe#wain propositions are true
(given certain premises). To the propositional kisolge, one might add the
procedural knowledge to carry out tasks such akiego(1997, in Thanasoulas
2001:5)
Relationship between language and culture has aeéme center of interest of many
scientists and has undergone a profound developrmkatintersection of language and
culture is studied by methods of cognitive anthiogy. It is believed that even the
slightest differences in the culture are encodeatsimocabulary.

Sapir assessed that language and eudingr not correlated only to admit later
that language and our way of thinking are insepwgriaiked and can be considered the
same. The ideas by which he supported his presangpttould be summarized as
following: structure of cultural patterns is encdde language of its culture; language
Is a guide to “social reality” (in Salzman, 1997:44nd strongly conditions human

thinking about social problems and processes. Heveel that understanding the world



is determined by language habits of society. Worildlsvhich the societies are living,
are different worlds, not the same world understddterently. (Sapir in Salzman
1997:209) Whorf developed Sapir's presumptions wwtwat is nowadays known as
Sapir-Whorf hypothesis of linguistic relativity. iBhhypothesis posited that language
determines thought and the way of seeing the world:

...the background linguistic system ofctealanguage is not merely a

reproducing instrument for voicing ideas but ratiseitself the shaper of ideas
...We dissect nature along lines laid down by ouivealanguage. ...We cut
nature up and organize it into concepts, an aseigp@ficances as we do, largely
because we are parties to an agreement to orgaimizthis way — an agreement
which holds throughout our speech community ancbdified in the patterns of
our language. ...all observers are not led by #mesphysical evidence to the
same picture of the universe, unless their linguisackgrounds are similar, or
can in some way be calibrated. (Whorf in Hudson91991)

Whorf further suggests that users ofialsly different grammars are aimed at
different observations; therefore, they are notdhmme as observers but have to end up
with a different world view. Principle of languagketerminism, way of thinking is
determined by the language of its speaker, anglkge relativity, differences between
languages have to mirror in the differences o$jgsakers’ worldview, is considered too
extreme nowadays and it is clear that Wharf inhlyisothesis exaggerated.

Current ideas on this topic are represse by Hudson who argues that language
affects thought beyond the effects of specificdakitems:

... there is a good evidence that some semanticagiatwhich are expressed by
grammar are also applied outside the strictly lisfyti realm of language use.
Whether or not a person applies these contragieneral life seems to depend
on how their language expresses the contrasts cwtgobligatory, often,
rarely or not at all), so it seems reasonable soirag that language is the cause
and the ‘thought-patterns’ are the effects. (Huds@®9:101)

Even though it has been proved that language aftacught, language is not the only

kind of experience which has such influence. Lagguia and important instrument of
socialization relating to the fact that some catwoncepts, including abstract concepts,
are learned through language. The same appliesote general thought patterns as
Hudson suggests, these patterns might be influebgegrammatical patterns of the
language. Both these concepts and thought patteeesn to affect our behaviour not
only when talking but also in other activities.”&son 1999:105)

Another theory dealing with influendelexical and grammatical categories of a

language on its speakers’ perception of the warbdirad them is advocated by Duranti



who gives example of metaphbrsvhich provide, according to him, “conceptual
schemata through which we understand the worlddrdbti 1997, in Thanasoulas
2001:6) As Hudson suggests, semantic system ohguége is loosely linked to the
culture of its speakers. But the semantic systeiwvaous languages vary enormously
as well as do the cultures, so he confirms theectimess of semantic relativity. (Hudson
1999:91)

The issue of the relationship betweanglage and thought has a practical
relevance for language teachers as it brings iottsideration two opposite learning
theories. The first theory claims that in ordetdarn words, phrases and routines in a
foreign language and culture, learners also nedelro the ‘mindset’ behind them. On
the other hand, the second theory suggests thateleacquire the ‘mindsets’ by
learning language form in foreign language withoetessarily knowing about it.

As it can be seen, the developmenheftheories relating to the relationship of
language and culture went long way from radicabties to the evidence that language
and culture definitely interact but the effectseath other are not so extreme. Recently,
language educators came to conclusion that evargthianguage does not determine
how its users will think, some concepts can be neagly expressed in one language
than in another. (Cohen 2002) Brown claims thatilgvsome aspects of language do
provide us with potential cognitive mindsets, theaee still numerous universal
properties of language.” (Brown 2000, in Cohen 200Q A learner of the foreign
language needs to master the language to someedaguldind mindsets from his native
language and culture which he can apply to therddreguage in order to be able to
communicate and interact in the foreign language.

Both teacher and learner need to be aware of titere-specific meanings
encoded in the language and “attuned to the culbfira specific social group in a
particular time and space.” (Byram and Fleming 19@8 Cohen 2002:78) Cohen
suggests viewing the link between language andireulhs a “connection going both
ways.” (ibid.) Morgan and Cain suggest three pdssibeories of understanding the
link between language and culture for practical: uU8anguage denotes culture;

language creates cultural categories and cult@apeshlanguage.” (2000, in ibid.)

! On metaphobtinderstanding is seeirig based expressidrsee what you meathe metapholdeas are
foodcan be used to explain expressibgives me food for thoughttc.



Supporters of ‘language denoteduceil theory believe that to master a
language learners need to be able to understamgsvalf that culture. These values
should cover both, collectively shared values aatles of individual persons, as
members of the culture differ in their interpreda8 deriving from their personal
characteristics. Language does not only refer tei@e objects and actions, but also to
abstract concepts. That might, as Cohen suggeatssecdifficulties for language
learners who in order to learn these abstract quaaeeed to draw from their “cultural
data bank.” (Fisher 1983, in Cohen 2002:78) Teaclave to pay attention to the
plurality of culture, making their learners awafdtos fact.

‘Language creates cultural categories’ theisr based on presumption that
language is “acting as a primary classificationtasys (Cohen 2002:78) which may
sometimes obstruct students’ understanding of stoneepts that “lie outside of their
cultural frame of reference.” (ibid.) This theonyggests that language teachers should
teach apart from lexical items also “alternativadal categories” (ibid.) so that learners
would be able to encode new cultural constructs.

‘Culture shapes language’ theory derives from beff@t language use is
determined by culture norms. Language learneryderoto use language accurately in
particular situation, needs to be familiar withtgadar “language routines and cultural
patterns” (Cohen 2002:79) associated with the &ettigation.

Concluding from the above mentionedltuta is an integral part of the
interaction between language and thought. Valdesmsl that “cultural patterns,
customs, and ways of life are expressed in languagtire-specific world views are
reflected in language.” (Valdes 1986:45) Culturéimextricably and implicitly related
to language.” (Thanasoulas 2001:6)

3.2 Why to Teach Culture?

Even though the relationship between language aididire has been in the
interest of linguists and educators for ages, tegcltulture has been considered
important only for about a century, (Kitao 20003cking its climax in the 1990s. It was

not until the development of structural linguistichat language teachers started

? Linguists and cultural anthropologists made thatienships between language
and culture clearer with the development of stmattlinguistics. (Sapir in Kitao
2000)



emphasising the importance of culture in foreignglaage teaching. The rise of
communicative competence in the 1980s brought acletmement of sociocultural
dimension of language learning but the learnersicguiltural background was ignored.
Culture was one of the aspects to be learnt inrotdeachieve communicative
competence. Although various advantages of teaatuttgre in language classes were
accepted, there were still problems about whatetch and how. The reasons for
including culture in foreign language teaching ndass are dealt with in this chapter.

McKay claims that culture influenceadaage teaching in two important ways:
linguistic and pedagogical. Linguistically, cultuie significant in the linguistic
dimension of the language itself, affecting the aetic, pragmatic, and discourse levels
of the language. Pedagogically, it influences theice of language materials because
cultural content of the language materials and d¢b#ural basis of the teaching
methodology are to be taken into consideration evigiéciding upon the language
materials. (McKay 2003)

In many cases, culture is learned iombi through linguistic forms in which it
is embedded. To make students aware of the culteatlires reflected in the language
Peterson and Coltrane urge teachers to make tlopses texplicit by discussion in
relation to the linguistic forms studied. (Peters@oltrane 2003) Students should also
learn to
understand socially appropriate communication entdrget culture. McKay says that in
order to master a language students have to ledim its linguistic and cultural norms.
(McKay 2003)

Common European Framework claims caltlawareness and intercultural
learning part of its policies in order to promotgernational understanding and world
peace. Kitao also considers international undedstgra benefit of culture learning and
gives some other reasons why is it important tduohe culture in foreign language
curriculum. Kitao with reference to Stainer claithat studying culture gives students a
reason to study the target language because uadéirsy culture makes studying
foreign language and literature more meaningfuita@2000) One of the problems, in
language learning from the perspectives of learisets conceive the native speakers as
real persons. Although textbooks give example®af life situations, they might sound

‘strange’ to language learners without referenceulbural aspects. Chastain suggests



that if students were provided access into cultasglect of language, they would relate
abstract sounds and forms to a language. (Chastditao 2000) Another reason for
studying target culture is, according to Kitao,rgased interest in the target countries.
Wallach claims that activities based on cultureghsas role plays, singing, dancing,
etc., have influence on students’ choice of coastthey want to visit or live in.
(Wallach 1973, in Kitao 2000)

One of the main reasons proved by dégdée Gardner and Lambert why to
study culture is the affect of motivation in langealearning. The study of culture
increases not only learners’ curiosity about artdrest in target countries but also their
motivation to study foreign languages. Keller aretgason (1976), Klayman (1976)
give examples of students who showed an increaststest in studying foreign
languages after attending courses based on cufinr€itao 2000) Steiner urges to use
culture even for a purpose of short-term motivati@&@teiner 1971, in ibid.)

Studying culture is also useful for t@ag students to understand their own
culture. According to Rivers, students are ‘cultieund’, it means that their world
view is determined by the values of their own adturhis can lead to problems when
they are confronted with different cultures. Kitelaims that studying culture, besides
already mentioned benefits, “gives students likmgthe people of that culture”, (Kitao
2000) “helps avoid the stereotypes” (Nemni in Tism#as 2001:5) and is part of
general education.

Tomalin and Stempleski see the roleufure teaching in developing student’s
understanding of the fact that all people exhihiturally-conditioned behaviour and
that social factors, such as age, sex, influeneewhys in which people speak and
behave. Studying culture helps students becomeeawfaconventions of behaviour in
common situations in target culture, increases emess of cultural connotations of
words and phrases in the target language and gesv/die ability to evaluate and refine
generalization about target culture. (Tomalin atehtpleski 1993)

According to Peterson and Coltranehiamologists have long recognised that
“the forms and uses of a given language reflectcihieural values of the society in
which the language is spoken.” (Peterson and Cate®03:38) But as Krasner claims,
linguistic competence is not enough for languaganiers to be competent in the

language. Learners need to be aware of sociallyopppte behaviour in which the



language is used to be competent in the languaitgo Kuggests that “studying culture
is a useful part of foreign language instructioodese of its influence on language and
communication.” (Kitao 2000) It has benefits on daage learner as it increases
motivation and student’'s interest in target cultuaed its people, improves
understanding of student’s own culture. There hast been found any argument,
according to Kitao, relating to disadvantages ofiging cultures in foreign language

classes. (ibid.)

4. Aims of Culture Teaching in ELT

This chapter is going to deal with was characteristics of intercultural
competence, especially with its learning objectiaes practical consequences it may
have for foreign language teaching and learningraBys model of intercultural
communicative competence (Byram 1997:73) will beetaas a main point of reference.
This model, commonly referred to in the literatunas been already used in foreign
language classroom. Intercultural competenceheiltiscussed in relation to a revised
edition of Bloom’s taxonomy by Anderson and KratkW®hlraxonomy for Learning
Teaching and Assessing (2001). Although | am awétbe fact that Bloom defined in
his taxonomy of aims three domains (affective, d@gn and psychomotor) only
affective and cognitive domain will be relevant ftbre needs of this paper. The
knowledge dimension of the cognitive domain, defifney Anderson and Kratwohl
(2001) as factual, conceptual, procedural and roegaitive, will be discussed in terms
of factual and procedural knowledge which are ratévo this paper.

Byram suggests that “the acquisition ilwfercultural competence is never

complete and perfect” (Byram, Gribkova, Starkey 2@) as to be able to interact



successfully with target culture one does not nemdplete and perfect competence. It
Is impossible to acquire all the knowledge whiclylmibe needed for that interaction as
all cultures are constantly changing and one n&mews with whom he will interact.
Everyone’s values, beliefs and identities developugh meeting new experience. It is
a never complete process. It is important to pouttthat there is not such a thing as a
perfect model of native speaker whom learners showlto imitate. Learners are not
expected even “to acquire the social identity ob#ive speaker, such as a new national
identity.”(ibid.)

Valette defines four cultural goals: developingyr@ater awareness of and a
broader knowledge about the target culture; acygiai command of the etiquette of the
target culture, understanding differences betwéentarget culture and the student’s
culture; and understanding the values of the targktre. (in Valdes 1986:36) Moran
defines teaching goals from learner’'s perspectind aalls them ‘culture learning
outcomes’. They are: culture-specific understandiagiture general understanding,
competence, social change and identity. (Moran 2@&).

4.1 The Affective Domain

4.1.1. Attitudes

The foundation of intercultural competence is, adt@ to Byram, in the
attitudes of intercultural speaker and mediatbor many years teachers have tried to
develop positive attitudes in learners towardst#rget culture assuming that learners
needed to see the target culture positively inome&vant to learn the foreign language.
This belief was modified in the mid 90y Byram who claimed to change attitudes of
students from positive to the ones of opennesscandsity in order to avoid positive
prejudice which can prevent mutual understandiBgrgm 1997) Intercultural attitudes
according to Byram should be those of “curiosityl apenness, readiness to suspend
disbelief about other cultures and belief about'®wevn.”(Byram, Gribkova, Starkey
2002:7) Byram uses term ability to ‘decentre’ xplain this concept:

This means a willingness to relativise’s own values, beliefs and behaviours,
not to assume that they are the only possible amaraily correct ones, and to
be able to see how they might look from an out&dperspective who has a
different set of values, beliefs and behavioutsd()

The list of attitudes given by Byram covers bagsens which are nowadays
considered to form intercultural learning such @srance and openness to difference.



There is also a special mention given to the wghiess to question and reflect critically
on the values which underlie one’s own culture afitingness to discover alternative
perspectives or the desire to interpret behavibrough the eyes of someone from the
other culture. It is necessary to point out that toncept of openness and curiosity is
not generally shared and that there are educatbecsbelieve in the role of positive
attitudes in foreign language learning, for exanpidner (1985), Risager (1998). (in
O’Dowd 2004)

Avoiding to stereotypes and prejudices is anof@ticularly relevant affective
aim of foreign language learning. Learners are eseg to be “willing to question their
own cultural assumptions and beliefs and willingattcept other ways of acting and
thinking without prejudice or discrimination.” (Paenter 2003:20) Parmenter believes
that foreign language teaching can perpetuate stsiderejudices about foreign culture
and she warns that language teachers have thensgistlity to promote positive rather
than negative attitudes towards all other cultares its people.

4.1.2. General Education

Many writers agree on intercultural arsfanding as the aim of intercultural
learning. The approaches towards this aim diffemficultural determinism, represented
by Said (1985, in O'Dowd 2004) who claims inabilioy learners to understand a
culture, the theory that assimilation can be thly ontcome of understanding another
culture, to the concept of the ‘third place’ aduwechby Kramsch. Kramsch claims
culture learning to be interactive and dialogicqass. The outcome of this process is
learner’'s world view which is constantly being restvucted, changed and adopted by
contact with other cultures. Kramsch encouragasngs to criticise and reflect the
values and beliefs of the target culture rathet tbablindly accept them. (Kramsch
1993) This opinion is also shared by Byram in misoal cultural awareness explained
by Parmenter as:

...an ability to identify and interpret values in #mer culture, the ability to
critically analyse and evaluate cultural practiceproducts from another culture
and the ability to interact and mediate in intetwt@ exchanges, drawing on
one’s knowledge, skills and attitudes. (Parmend&3220)
In this self reflective aspect of intercultural dieamg Byram requires learners to be
aware of their own values and how they may infleetieweir behaviour rather than to

adapt values of target culture. Valette suggesas students should be taught about



differences in values and attitudes between thein @ulture and target culture.
According to her, students are at first made awéithe existing differences in values
and attitudes and then an effort to develop an nstaleding of these new values is
made. (in Valdes 1986:78)

Byram further explains that intercultural undemnstiag is an ability to see other
cultural perspective and coming into contact witladjusting one’s own perspective.
Learners have to use the understanding which thehieeed to explain
misunderstandings and find compromise by usingskilés of interpreting and relating
and the skills of discovery and interaction. Ndtalthors agree with this approach.
Savignon and Sysoyev (2002) approached the intarabldialogue with intention to
avoid potential conflict by discussing neutral ttgiThis approach could be argued as it

does not teach learners to negotiate about anpitoaics. (in O’'Dowd 2004)

4.2 The Cognitive Domain
4.2.1. Factual Knowledge

In the early approaches to culture teaching eduedtncused primarily on
factual knowledge about the target culture. In mé¢enes, on the other hand, there has
been great turn and importance given to affectivmaln and procedural knowledge
leaving factual knowledge behind. But this does nwman that factual knowledge
should be left out completely as it makes part ofercultural communicative
competence.

Knowledge is an umbrella term for knedge of cultural and social conditions
of the target culture but also of student’s owntungl. Byram suggests that it should
cover “knowledge of how social groups and idergitienction and what is involved in
intercultural interaction.”(Byram, Gribkova, Stayk2002:8)

Objectives relating to the knowledge are accordmByram following:

= Historical and contemporary relationships betweere’® own and one’s
interlocutor’s countries.

= The means of achieving contact with interlocutamf another country (at a
distance or in proximity), of travel to and fromdamhe institutions which
facilitate contact or help resolve problems.

» The types of cause and process of misunderstarmitween interlocutors of
different cultural origins.



» The national memory of one’s own country and haaeitents are related to and
seen from the perspective of one’s interlocutoosntry.

= The national memory of one’s interlocutor’'s coundinyd the perspectives on it
from one’s own country.

» National definitions of geographical space in or@i country and how these
are perceived from the perspective of other coesutri

= National definitions of geographical space in onetrlocutor’'s country and
the perspectives on them from one’s own.

» The processes and institutions of socialization oime’s own and one’s
interlocutor’s country.

= Social distinctions and their principal markers,ome’s own country and one’s
interlocutor’s.

= |nstitutions and perceptions of them which impirggedaily life in one’s own
and one’s interlocutor’'s country and which condat influence relationship
between them.

» The processes of social interaction in one’s intador's country. (Byram

1997:51)

The knowledge described by Byram concentrates emdlationship between learners’
own and target culture in which learners are suppo® be aware of historical

relationship. Learners are required to have a dowmvledge of their own culture in

order to be able to interact successfully with timget culture as well as to view their
own culture from the perspective of the other. Tdst objective refers to the cultural
differences in communication and its aspects, sischon-verbal communication, taboo
words, and how it can influence intercultural conmication.

More theoretically, foreign languagasdes should involve issues and themes
which are representative of modern society but eiymation about historical context
which lead to the present practices and culturadlpets. Another aspect of knowledge
to which language learners need to be exposednsnemication and its various modes.
Of course, it is impossible to anticipate all theWwledge the learner might once need
(Byram, Gribkova, Starkey 2002:7), so learners needevelop procedural knowledge
and attitudes along the factual knowledge to be ablfurther develop intercultural

competence.

4.2.2. Procedural Knowledge
Skills are part of intercultural compete necessary for developing an
understanding of alternative cultural perspectigewall as for gaining knowledge.

Skills needed by intercultural speaker differ frahose of speakers from the same



culture. However, it is quite difficult to find ithe literature what these skills are as they
are referred to in vague manner.

Two sets of skills are considered ingor by Byram; the first set relates to the
skills of interpreting and relating and second s®tthe skills of discovery and
interaction. Byram explains the first set of skdks an “ability to interpret a document or
event from another culture, to explain it and eiato documents or events from one’s
own”. (Byram, Gribkova, Starkey 2002:8) He clairhattintercultural speakers need to
acquire the attitudes of decentring, discussedhen affective domain, and skills of
comparing in order to be able to understand hownasrstandings arise. By using the
ability to “put ideas, events, documents from twonwore cultures side by side and
seeing how each might look from the other perspetiibid.) intercultural speaker can
see how misunderstandings happen. The skills efpneting and relating should cover

ability to:

= |dentify ethnocentric perspectives in a documenteeént and explain their
origins;

= |dentify areas of misunderstanding and dysfuncimoan interaction and explain
them in terms of the cultural systems present;

= Mediate between conflicting interpretations of ptv@ena. (Byram 1997:52)

As intercultural speakers can not possibly antieipal the needed knowledge, it is
important for them to acquire skills of finding nemformation and integrating it with
those already known. Skills of discovery and intdoan are explained by Byram as:

Ability to acquire new knowledge of altare and cultural practices and the
ability to operate knowledge, attitudes and skiligler the constraints of real-
time communication and interaction. (Byram, Grib&p8tarkey 2002:8)

These skills cover ability to:

= Elicit from and interlocutor the concepts and valoéa document or events and
to develop and explanatory system susceptible qgbliGgtion to other
phenomena;

= |dentify significant reference within and acrossltaes and elicit their
significance and connotations;

= Identify similar and dissimilar processes of intti@n, verbal and non-verbal,
and negotiate an appropriate use of them in spagitumstances;

» Use in real-time an appropriate combination of klsolge, skills and attitudes to
interact with interlocutors form a different countand culture, taking into
consideration the degree of one’s existing famijfawith the country and
culture and the extent of difference between oow/s and the other;



= Identify contemporary and past relationship betweea’s own and the other
culture and country;

» Identify and make use of public and private ingiias which facilitate contact
with other countries and cultures;

= Use in real-time knowledge, skills and attitudes foeditation between

interlocutors of one’s own and a foreign cultu&yram 1997:52-53)

Intercultural competence consists, etiog to Byram, of attitudes, factual
knowledge, procedural knowledge and critical caltiawareness. Each of them plays
an important part in the competence. But as alreat3ntioned, intercultural
competence can never reach a point when one istahladerstand the other culture
completely as one does not even understand corplete’s own culture. Fenner
believes that foreign language classroom shouladen to encounters with foreign
culture and through these encounters reflect orisoomn culture. Learners should
employ knowledge of the foreign culture and skils interaction with others to
experience their own identity. (Fenner 2000:14%0Rur adds to the above an aspect of
cultural awareness. He claims that “the foreigrniurel provides the mirror in which we

can see ourselves reflected; it provides an outsiderr inside.” (ibid.)



5. Implementation of Culture into ELT

This chapter will answer the questiomvho incorporate culture into the foreign
language curriculum relating to the specifics ofe€@z primary schools. Teaching
guidelines, some common techniques and materiald imsteaching culture in order to
develop cultural awareness will be presented takig account the communicative
nature of language teaching; communicative languegehing being the most popular
teaching method nowadays. (McKay 2003) The leareimgronment dealt with in this
thesis is solely classroom although | am awaréneflteneficial aspects of visiting and
preferably staying in target country, great infloerof mass media on learners, and
specialised approaches, such as cultural studet®timography for language learners,
but these are going to be of no concern here.

Culture learning should be, accordingv/taran, a conscious, purposeful process
in which the tacit is made explicit. Teaching cudtus currently being understood as
“aspect of values education” (Tomalin, Stempleski® based on critical thinking and
developing tolerance towards differences. Accordm@yram, (1997) culture learning
IS seen as a comparative process in which leaarerencouraged to get aware of their
own culture and contrast it with the target culttEenphasis is put on developing skills
of analysis and interpretation of cultural datanfrghe target culture as well as
developing self-awareness. This “can have affe@ne motivational outcomes and link
to the psychological and cognitive objectives aigaage learning.” (Ellis 2003:16)

Learners are encouraged to collect authentic dataxploring resources available in



their society and by using technology to get imtatact with the target culture. Culture
teaching is described by Bateson as following:

a set of situations or circumstances involving ncuéural communication in
which the individual, as a result of the experiendecomes aware of his own
growth, learning and change. As a result of thducel shock process, the
individual has gained new perspective on himselfl has come to understand
his own identity in terms significant to himselfh& cross-cultural learning
experience, additionally takes place when the idda encounters a different
culture and as a result examines the degree tchwiaas influenced by his own
culture, and understands the culturally derivedies] attitudes and outlooks of
other people. (in Valdes 1986:38)

Cultural learning process consistsafgoing series of encounters with cultural

differences presented through structured particopain the language-and-culture
curriculum.” (Moran 2001:124) Fenner calls theseoemters interactions and prompts
to make these simulated situations as close tordhkinteractions with the foreign
culture as possible. He suggests choosing “appesaainich enhance the interactional
aspect” (Fenner 2000:146) of the encounter. Thexation can take place with spoken
or written authentic text through which learnerséhapportunity to “reinterpret their
understanding of the world, also the world outdfte classroom in which the authentic
text has been produced.” (ibid.) Literature mosttyrees on the authentic text as the
most effective way how to bring target culture iattificial, standardized environment
of the classroom. Fenner claims that developintucall awareness is dependant on the
communication with written and oral texts becausesiwhere learner encounters
language as culture. In order to promote commuaiegiproach in foreign language
learning, learners need to be able to use bothpir@etion and negotiation and be
aware of misunderstanding and conflict as posghte of intercultural communication.
(in Newby 2000)

Moran gives a list of factors affectiaglture learning; among others, there are
learner’s characteristics, the relationship betwten learner’'s culture and the target
culture, the teacher-student relationship, theruesibn context. Byram considers
important factors connected with the individualqmeralities characterised by attitudes,
motivation, values, beliefs, cognitive styles aretspnality types which contribute to
learner’s identity. According to him, attitudes goersonality factors can greatly affect
not only learner’s role in communication but algeit ability to learn. The development

of an ‘intercultural personality’ involves both,tiaides and awareness which raise



important ethical and pedagogical issues. Firstly, which extent personality
development can be an explicit educational object@econdly, which personality
factors facilitate and which prevent foreign langeidearning and acquisition. Finally,
how different personalities can be reconciled ie fitrocess of language learning.
(Byram, Gribkova, Starkey 2002)

In typical foreign language classes, which meettfioee hours per week, there
might not be enough time to dedicate to culturetigay. For this case, Brown suggests
a combination of culture with other language aspasta solution:

Since one must read, speak, or write about songgthimd listen to something,
why should not that something have a cultural fatéhe society which speaks
the target language, then read a selection on dhee dacet, it is virtually
impossible to teach a language without teachingurall content, although it is
not, unfortunately, impossible to attempt to sup@ese the native culture onto
the target language, particularly when the teacheaf the same cultural and
linguistic background as the students. Such a ma&dlown fitting of one
culture over another language must result in asggnasfit. (in Valdes 1986:121)

Kramsch proposes to make the foreigiguage classes a ‘culture island’. She
urges teachers to organize classroom that is éslbgiat culture island through the use
of posters, pictures and frequently changing ballbbard, all of which are designed
with the purpose of attracting students’ attentiehgiting questions and comments.
(Kramsch 1993) The teacher’s task is, therefore, to

. stimulate students’ interest in the target celfuand to help establish the
foreign language classroom not so much as a plaeeenthe language is taught,
but as one where opportunities for learning of aasi kinds are provided
through the interactions that take place between ghrticipants’. (Ellis in
Kramsch 1993:245)

Setting goals is one of the stageslammng culture teaching. Kramsch has
defined four categories of the teaching goals. #m purpose of rising cultural
awareness at primary level education, her follondieinition of teaching goal is the
most appropriate:

... developing a greater awareness of and a broadevi&dge about the target
culture; acquiring a command of the etiquette of tkarget culture;
understanding differences between the target eulund the students’ culture;
and understanding the values of the target cul{immsch 1993:4)

Byram urges teachers to be very specific about vy want to achieve in their

module, unit, or lesson because intercultural cdemze is such a complex concept that



it cannot be achieved in a few lessons and teadt®sld not be too ambitious. He
suggests clearly defining feasible aims. Thereddferent approaches to formulation of
objectives; they can be stated as a focus of anei@mnalysis of a text, learn to respect
otherness) or formulated in terms what learnersilshioe able to know and perform at
the end of the lesson or a unit (for example kndgéeof the cultural icons of Irish
identity or ability to design and develop a questiaire). (Planet, Byram 1999)
Important part of every learning pracas assessment. The assessment of

intercultural competence is very difficult concelptlo not intend to deal with this topic
profoundly as there are many various approachesgabl@& in the literature. Instead,
portfolio evaluation proposed by Council of Europé be mentioned. The portfolio is
used as a “record of learner's competences” (By&®0) rather than in traditional

terms of assessment such as testing and examihaumsists of three parts:

0 the Passport section provides an overview of thevidual's proficiency
in different languages at a given point in timeg thverview is defined in terms
of skills and the common reference levels in then@wn European Framework;
it records formal qualifications and describes laage competencies and
significant language and intercultural learning exgnces; it includes
information on partial and specific competencealibws for self-assessment,
teacher assessment and assessment by educatgtitations and examinations
boards; it requires that information entered in Bassport states on what basis,
when and by whom the assessment was carried out.

o The Language Biography facilitates the learner'solvement in
planning, reflecting upon and assessing his oldening process and progress;
it encourages the learner to state what he/shedoan each language and to
include information on linguistic and cultural exigaces gained in and outside
formal educational contexts; it is organised tonpote plurilingualism i.e. the
development of competencies in a number of languiage

0 The Dossier offers the learner the opportunity éte@ materials to
document and illustrate achievements or experiermexrded in the Language
Biography or Passport. (Byram 2000)

The portfolio has two functions: pedagogical angoréng. The first, pedagogical
function is a productive and practical tool thateg leaner responsibility for structuring
self-assessment and planning his learning. It shtedd to increased motivation and

improved quality of language learning. The secouadcfion, reporting, should give

information about knowledge and intercultural exgece of a learner.



5.1. Guidelines for Teaching Culture

This chapter is mostly based on dinds formulated by Lessard-Clouston
(1997) taking into consideration the dynamic natofeculture. Lessard-Clouston
considers important to develop knowledge aboutetamylture together with skills
necessary for mastering communication and behawothe target culture. He claims
cultural awareness necessary for developing learngrderstanding of the dynamic
nature of the target and learner's own culture.nfFrmethodological point of view,
teachers must adopt systematic and structured agpras learners benefit most when
culture lessons and the cultural aspects of largguagching are well planned and
developed. (Lessard-Clouston 1997) Culture learraegessment is part of learning
process and provides important feedback to learasrsvell as to teacher. Lessard-
Clouston points out that even though it has beeentty neglected it is a necessary part
of the learning process.

Teacher helps learners to express aspond to their cultural learning
experiences. Learners move through the stagesarhihg cycle building skills,
developing cultural behaviour, discovering cultueaplanation. The teacher’s role in
the learning cycle is crucial as it can to a goe=l influence learner’s attitude towards
culture learning. Teacher needs to establish a gaw#ing relationship with learners,
“creating an atmosphere of mutuality and respdéiilis 2003:17) Teacher needs to be
versatile. There are numerous roles he has to leet@alperform: “to present and elicit
cultural information, coach and model cultural bebes, guide and conduct cultural
research and analysis.” (Moran 2001:138) He alss fma listen to learners and
empathize with them. Teacher should share their cwltural experience with learners
to help them enter another culture.

It is obvious that teacher has a @mtle in developing cultural awareness of
his learners. He supplements learners with corennadd to integrate cultural objectives
into the learning process. He needs to be awatleedfact that every child is individual

and has his own cultural identity. Teacher encoesagctive reflection and cultural



comparison; develops metacognitive awareness wincludes cultural awareness.
(Ellis 2003:17)

5.2. Techniques for Developing Cultural Awareness

There are many various opinions aboodtwechniques should be used in the
classroom in order to develop cultural awarenedsamers. Literature and drama have
been found to be very effective for making learngessitive to alternative cultural
perspectives. (O’'Dowd 2004)

Planet and Byram consider important learner-cengssl in intercultural
teaching. (Planet, Byram 1999) This principle sdoehsure that learner’'s own culture
is not dealt with as an abstract concept but tieasas put on learner’s involvement in
it. Learners are encouraged to reflect on theitucel on the basis of their own
experience. The fact that these analyses take pla€aglish lessons and learners use
techniques which they would use to explain theimnosulture to people from other
cultures, make this different from culture teachingther subjects. Planet and Byram
warn not to provide learners with ready-made infaiion which they might need in
their analysis but instead, with information andurses where they might use
themselves. Even though learners were born intactiieire and are familiar with it,
they need to require a more distant and generkldoaheir culture together with some
information in these analyses. Byram urges teadioestart with reflecting on learner’s
own culture and only later introduce the targeturel The principle in which learners
are supposed to discover their own knowledge app@ien to dealing with the target
culture.

Technique for developing intercultural competencpperted by Byram is
comparative approach which, as he suggests, sHprddide a double perspective but
not to evaluate to see which is better.” (PlaneyraBr 1999:189) This double
perspective can be reached by fronting phenomema target culture and putting focus
on interpreting own ways of doing as not ‘natutait ‘cultural’ (learned and acquired
in home culture). The comparative approach cont@wgluation in the terms of

improving the familiar, “comparison makes the stranthe other, familiar and makes



the familiar, the self, strange — and thereforeesa® re-consider.” (ibid.) Teacher
begins each discussion period with a presentatioone or more items in the target
culture that are distinctly different from the stmds’ culture. The discussion then
centers on why these differences might cause prable

Culture assimilators, developed byciao psychologists for facilitating
adjustment to a foreign culture, are used as d dascription of a critical incident of
cross-cultural interaction that would probably bisunderstood by the students. After
the description of the incident, the students aresgnted with four possible
explanations from which they are asked to seleetdbrrect one. If they make the
wrong choice, they are asked to seek further in&tion that would lead them to the
correct conclusion. Culture assimilators are sup@ds be a good method to promote
understanding of cultural information and emotiosmipathy. (Hughes in Valdes 1986)

Among other techniques are culture gkpsvhich draw learner’s attention to
comparisons between the home and target cultuprdsenting isolated items about the
target culture. This technique uses visual aidshvillustrate the difference, and a set
of questions to stimulate class discussion. (ibidyltural problem solving covers
presentation of a problem for learners to solve @ndvoke discussion about culture
differences. Participants read or hear briefly abmueal-life problem. The problem
should illustrate the topic or theme of the disaussnd can be set out quite elaborately
with a number of points to discuss. Instead ofdiseussion about solving the problem,
learners can be offered alternate endings to they,sthe following discussion then
centers on deciding which solution to adopt. (Tisantas 2001)

Both previously mentioned technigass using discussion which should allow
students to express their own ideas. It can beused to form a way into a topic which
can stimulate students’ imagination and give altea@an indication of how much the
students already know. The emphasis should be alwaythe ideas which are being
expressed rather than on the accuracy of how thegtit is being expressed. Discussion
can be approached through brainstorming. Pupilsweaik in small groups as long as
there is a clear and concrete focus of the actanty it is kept short. (ibid.)

Very effective techniques are role pag drama. (O’'Dowd 2004) In a role play
students take on the role of another person. Tthatgn and sometimes some ideas are

given in instructions. Role play is a popular metior communicative use of language



where students are encouraged to use languageniatizgly and creatively. Being
based on real-life situations it is always welcoime role play to use authentic aids
from English speaking countries (for example tragkets, menus). Sometimes it is
useful to record the role play on a video or audassette for future reference.
(McKinnon, Rigby 2005) Drama is similarly usefarfdirectly involving students in
cross-cultural misunderstanding. In this technigelected members act out in a series
of short scenes a misinterpretation of somethiaglappens in the target culture and is
clarified in the final scene.

Among other techniques which can beduseteach culture can be mention
Audiomotor Unit or Total Physical Response, prityagiesigned as a listening exercise,
employs a carefully constructed list of oral coma®to which students respond. These
commands are arranged in such a way to make studehbut a cultural experience.
(Bowen 2005) There is a vast literature on thisaolpprovided only limited insight into
used techniques.

5.3 Teaching Materials

Various materials have been used in teaching @uiituforeign language classes.
Durant lists nine sources of materials which hesaters to be of great efficiency. The
sources vary from interaction with members of #mget culture, recorded testimony of
members of the target culture, visits to the coyntine country’s media, data from
ethnographic fieldwork, historical and politicaltdasurveys and statistics, heuristic
contrasts and oppositions to fashions and stytas the target country. (Durant 1997)
Literature, a very effective source of culture mats, is missing although this list is
considered to be quite comprehensive.

It is common issue that materials usedanguage teaching convey cultural
biases. It means that they implicitly express wadits towards the target and learner’s
own culture. In order to encourage interculturalnpef view, materials must treat
culture themes from at least two contrastive petspes, so called two-dimensions.
Unfortunately, one-dimensional point of view idlstiore common as it is very hard for
textbooks writers to avoid using culture-bound gle®unnett, Dubin and Lezberg urge
teachers to separate cultural habits and custooms fanguage teaching materials in
order to realize the implicit cultural message. yrhlaim cultural habits and customs to



be “elements that are broadly recognized as neotgbaniversally the same — from the
less transparent themes.” (in Valdes 1986:153)
5.3.1 Foreign Language Textbooks and InterculturalLearning

Textbooks usually play a dominant role among niterused in the lessons.
They serve as a rich source of topics, texts, \gsarad language as well as help to form
syllabus of the course. (Pulverness 2004:28) Tekbaused in English lessons at
Czech primary schools are primarily designed tdifate foreign language learning but
because of interrelation of language and cultere¢bboks are expected to include some
aspects of target language culture as well. Furtbes, to become fluent in the second
language, communicative competence is needed.vérsa cultural understanding of
social behaviour, routines and discourse nuanceghas society’s norms and values.
(Kramsch 1994) It establishes requirement for fyndanguage (further FL) textbooks
to include accurate representation of the targejuage culture.

Skopinskaja suggests that there are tiyges of textbooks currently used at
schools: international or global and locally proedidextbooks. International or global
textbooks are produced with international markenind; it means that these textbooks
are written to be as universally appealing as ptessirhey usually focus only on the
target culture and international level of encount@hese textbooks can represent either
culture-specific or culture-general orientationchbly produced textbooks, on the other
hand, are written by non-native author or in coapen with non-native speaking
authors. These textbooks are usually written imatance with national curriculum and
have approval of Ministry of Education of partiaulzountry. Being written by local
authors, they tend to introduce target culture flooal perspective and usually also
include some aspects of local culture. (Skopinsk@fR:42)

Both types of textbooks are used atc@zarimary schools side by side. The
decision is left on the schools which of theselegks they find more convenient for
their teaching. The choice of appropriate teacmagerials is one of the most difficult
problems language teachers are facing. The steuctuculture teaching in textbooks
should integrate knowledge, sociocultural competerand attitude. These three
categories must be interrelated so as to refleal ke situation where “gaining
knowledge usually happens simultaneously with thiéty to use this knowledge and

develop attitudes related to it.” (Camillery, FenmeNewby 2000:154)



Cultural information can be conveyed through writor oral texts, photographs,
maps, graphs, etc. Gaining knowledge serves assia i@ developing sociocultural
competence. There are various approaches to iadwwociocultural competence is a
process it must be developed through process agipr&alverness claims importance
of the comparative method in the learning procd$ss method, recommended by
many scholars, employs analysis, comparison andraginto be included in the
treatment of culture content in textbooks. (Puless12004) Newby suggests a variety
of interactive tasks to develop sociocultural cotapee and learner’'s understanding
foreign culture. (Newby 2000)

Learning a foreign language is considered a usaléool for developing better
understanding and tolerance to otherness. Contivaity foreign learners often develop
simplified and stereotyped views of the target walt Textbooks can challenge
simplification by presenting stereotyped attituddstarget and learner's own culture
and making them topics of discussions. Similatgytcan ask learners to perform tasks
where they have to interact with the members otdnget culture. Fenner suggests that
learners “aware of equivalent stereotyped attitudgld by members of target culture
can assist a process of getting beyond a simgificaand developing cultural
awareness.” (in Newby 2000:142)

There are many theorists who point out the extenbenefits of FL textbooks
while many other researchers and practitionersgssssritical views on this subject.
Pulverness considers textbook’s topics and artidldse possible danger for learners as
they might restrain teachers from expressing ogloémt of view than that adopted by
textbook writers. He urges teachers to go beyoaddktbook and provide learners with
supplementary resources that would introduce allgpolyphony and will ‘add value’
to the textbook. It is up to teacher to diverstig range of perceptions to be available in
the classroom. Pulverness claims that these supplamy materials should either
compensate for cultural dimensions that are totaligsing in the coursebook or take
“students well beyond the usual end-of-unit gestofeNow compare this with
houses/festivals/occupations etc in your couhtfipulverness 2004:28)

Textbooks are also being criticised for being adtificial in their presentation of
the target language. Their lack of authentic makdeads to an oversimplification of

language and unrealistic views on real-life situadi Other possible problems are



presented by Alptekin (1993) who suggests thausioh of foreign subject matter and
social construct in FL textbook can lead to misust@ndings due to learner’s lack of
cultural schemata and should be remedied by exiptenaiven by native-speaker
instructor. O’'Dowd in his overview of textbooks'itecism names researchers such as
Porreca (1984), Clarke and Clarke (1990), Carretl &orwitz (1994) and Renner
(1997) who have demonstrated that many FL textbaukgain examples of gender
biases, sexism, and stereotyping. Gray concentiatéds criticism on attempt of FL
textbooks to pass off certain western values anchnmenicative styles as being
universal. (2002, in O’'Dowd 2004:64-65)

While there can be found a wide area of criticeemhow culture is dealt with in
textbooks, there are also many suggestions anelgued how to improve the situation.
Cortazzi and Jin claim, in their series of propss#ihe need of constant interaction
between the cultural perspectives brought by ahtradearners and a textbook. They
demand a broader cultural content in textbooks elkas explicit intercultural elements
discussing different cultural interpretations afguistic and non-linguistic behaviour.
(1999, in O’Dowd 2004:66) Sercu provides a compmnshe list for evaluating cultural
content of foreign language textbooks but hasimstdtion as it does not cover skills.
(1998, in ibid.) Textbook in order to be effectivas to include role-plays, project work
and other activities which teach how to analyseudural document, carry out an
ethnographic research and identify cultural valaed perspectives encoded in target
culture. (ibid.)

5.3.2. Other Resources

Use of authentic materials is rewarding and statid) for both learners and
teachers and should be used as far as possitidecdimmonly used with higher level
students but can be equally used with lower levBiaditional songs, rhymes, riddles,
and other children’s lore are ideal for youngetdren. (Ellis 2003) Authentic materials
do not include only newspapers and literature sd materials such as web pages, TV
broadcasts, films, leaflets, posters, basicallytldaing written in the target language and
used unedited in the classroom. The same matarabe used in classes of various

levels provided that the task is graded to leasnabilities and interests. (Newby 2000)



Using authentic materials is relatively easy andvemient way of improving learner’s
general skills as well as confidence in real situnet

Many aspects of culture, that are reatally found in a textbook, are present in
the newspaper but as Blatchford claims it “is marimand to tackle one in a foreign
language is a great task.” (in Valdes 1986:135)r@h& so much cultural interference
and language difficulty in newspapers that studgetsasily discouraged and teacher’s
firm guidance in working with this media is essahtGood cultural insights can readily
be found in headlines, advertisements, editorigierts pages, comics, even the weather
report. The humor found on the comic pages is eslhecevealing. Through newspaper
teaching, learners are given “lots of practicehi@ language as well as some instruction
in how the newspaper fulfills its social role offarming, advising, helping, and
entertaining.” (ibid.135-136)

Literature, in a foreign classroom wehdirect contact with the target culture is
missing, can serve as rich resource of authemiguage showing interaction between
culture and language. According to Valdes, litemttcan offer a broad, state of the
nation view but can also give students myriad imsignto the sensibilities of the
British and the texture of life in contemporary @Bm.” (Valdes 1986:138) She
considers literature in foreign language classrotorise “viable component” (ibid.) at
appropriate level. She sees literature as “anniohgdd fiction, drama, poetry, or essay
written for an educated audience of native speakérthe language in which it is
written, purporting to represent life as it realy’ (ibid.) From this can be derived the
level for which teaching literature is appropriateom an upper-intermediate to
advanced learners. Readers are suggested for lewadrstudents but in this case
teachers should be aware of the fact that theggliisd versions of great literary works
don’'t have any elements of literature in them ahdugd be used only for linguistic
purposes. Readers are not going to be of conceen theugh.

The main role of literature teachingad from all the other aspects covered in
it, is, according to Valdes, presenting “valued tinaderlie the behaviour of characters
and points of view of the authors.” (ibid.) Studemtre not supposed to judge these
values but to understand them as well as to uratedsihe literary works that contain
them. The values of any cultural group are not ers&l but, as Valdes suggests, there

are “certain concepts” (ibid.) in each cultural gpahat can be considered as a “general



consensus.” (ibid.) Teacher’s role in teachingéditere depends on understanding these
values and presenting them to pupils by selectiniifesary work of interest and
proficiency appropriate to students, extractingrtand including in teaching process.
Authentic children’s literature provgla rich resource for culture learning as it
contains cultural information divided by Ellis aBdewster into eight categories:

- Linguistic: for example, conventions of politeness;

- Geographical: for example, information on differeatntries, flags,
capitals;

- Historical: for example, information on dinosaurs;

- Festivals: for example, information on Easter;

- lllustrations: for example, information conveyedaingh illustrations;

- Everyday life: information on shops and shoppingahtimes;

- Citizenship-related issues: for example, tolerance;

- Song, music and rhymes: many traditional songsriaymes link well to
stories and provide authentic exampfeshildren’s lore. (Ellis
2003:16)

Poems and plays can also be includedoieign classroom. Both cultural
content and meaning can be approached in them. $2sbould be read aloud and
explained holistically while teacher’s task is &ittmpt to overcome students prejudice
and lead students to consider all sides of an is¢Waldes 1986:145) Even though
plays might seem easier literature genre to appr@acthey contain real speech and
characters interacting in the plot, it is still damding task for teacher to guide his
students to reveal cultural patterns hidden inatbek.

Films, filmstrips and slides providdtatal insights as well as welcome variety
of classroom activities. Excellent filmstrips onltawally related subjects are available
commercially, and slides that teachers have celtent their travels can be worked into
short, first-hand cultural presentations. In gehestudents find the use of videos
motivating and stimulating. Videos are a usefuligiehfor learning more about the
topic, for making cross-cultural comparisons and foaking the language more
memorable. To talk about cross-cultural aspectdestuwrite down after viewing four
things they noticed which are different from theidture (objects, buildings, clothes,
food, etc) and four things that are the same. Remnton board and discuss why the

things are the same or different. (McKinnon 2005)



6. Research

6.1. Introduction

In the theoretical part of this thesis were ad#edaeasons for including culture
teaching into foreign language curriculum, aspeaftsintercultural communicative
competence were presented as well as common tedmignd resources used in
teaching culture. The research part of the thesis rmassume to the conveyed
information. It consists of two studies proceedaedorder to find out how cultural
awareness is being developed at Czech primary kclacselected level. The first

study concentrates on textbooks used in Englishpulage lessons in order to found out



to what extent cultural aspects are present in thiEme research method is content
analysis of the textbooks and it refers to theoattvalue especially to construct validity
of the textbook’s materials. (Breen 1989, in Skegaja 1992) The second part of the
research is interested whether textbook is actuadlgd in the lessons in order to
develop cultural awareness and what other reso@segell as techniques are used in

the lessons. Data for this study were collected Questionnaire for pupils.

6.2. Evaluation of the Cultural Content of EnglishTextbooks

The aim of this study is to find out how culturegigsented in English textbooks
currently used at Czech primary schools at seleldeel. The study is interested in
cultural content and how this content is presentederms of cultural knowledge,
attitudes, intercultural awareness and relationdbgbween culture and language.
Textbooks chosen for this study were selected fcamently used textbooks at Czech
primary schools at random order. The textbooksaared at learners of thé'@rades
of Czech primary schools. Cambridge English for dath and Project represent
textbooks that are used internationally while Agtilia pro 9.réniky ZS is locally
produced textbook that meets requirements of thiema curriculum Zakladni Skola

and have official approval from Ministry of Eduaati



Breen identifies three phases of classroom matesaluation: materials-as-
workplan, materials-in-process, and outcome fronteneds. (1989, in Skopinskaja
1992:43) In case of this study, the phase of nmalteas-workplan is relevant as it refers
to its theoretical value, “namely construct valdiof materials which provides
information about the materials as they stand, hatithout reference to their actual
utilisation in the classroom.” (ibid.)

Although | am aware of the multiplicity of sourcdealing with evaluation of
teaching materials, evaluation criteria selectedSkgpinskaja is going to be used for
the need of this study. This list of criteria issigreement with the information conveyed
in the theoretical part of this thesis and is medifto the needs of this study. The
modified list of evaluation criteria according tedpinskaja is following:

A. Cultural content of the TM that is culturally sens versus tourism-oriented
portrayal of the cultural character of the foreigountry; integration of the
cultural content into the FL course; and the natafethe TM character
representation with regard to learners’ age, sadeals, interests, mentality and
family situation.

B. Presentation of content through cultural knowledimt is inclusion of the
historical, geographical, political, ideologicaleligious and creativity arts
perspectives to explain the national identity af thrget language community;
portrayal of different ethnic origins and sub-cudlugroups; presentation of
socio-political problems, socially acceptable obadma topics as well as
cultural/racial/gender stereotypes; and refereadbé learners’ own culture

C. Presentation of content through attitudinal perspecthat is development of
tolerance and empathy towards otherness as wall fagling of the national
identity; challenging the learner’s existing stéypes; arousing curiosity about
otherness; and preparing students for an adequettaviour in the target
language;

D. Presentation of content through intercultural pecsipe, that is encouraging
learners to compare the foreign culture with theiam; and offering mutual
representation, images and stereotypes of the rdkidewn and the foreign
culture;

E. Presentation of content through culture-and-languggprspective, that is
development of students’ linguistic as well as pagaistic awareness; teaching
appropriate register; and authenticity of the matersed in the texts, exercises,
tapes, etc. (Skopinskaja 1992:46)

This list is further developed into twenty-fourntequestionnaire; out of which A part
consist of three questions, B part ten questionsaiCfive questions, D part two, and E

part of four questions.



Sheldon observes ‘it is clear that coursebook assest is fundamentally a
subjective, rule-of-thumb activity, and that no né&amula, grid or system will ever
provide a definite yardstick.” (in Skopinskaja 1982) Being so, the scale for
evaluation of the selected criteria was definedh®y author of the thesis to maintain
objectivity of the evaluation. For the need of qutative analysis every question of the
questionnaire is marked from zero to four pointekehzero is the lowest and four is the
highest possible score. The highest score of thelemable is 96 points; out of which
twelve points in A part, forty points in B part,émty points in C part, eight points in D
part, and sixteen points in E part. Textbooks a@ysed also qualitatively apart from
the quantitative analysis.

The questionnaire was piloted by experienced teaeWteose data of the
evaluated textbook were compared with the data faothor’'s evaluation of the same
textbook. The divergence was found only minor dmel questionnaire was considered
convenient for ensuring objectivity of the evaloati The evaluation was conducted in
January 2006.

6.2.1. Analysis of the Data

The order of the textbooks is following:

1. Littlejohn, D., Hicks, ACambridge English for Schools Thr&gUP, 1997.
2. Hutchinson, TProject 4 OUP, 2001.
3. Lacinova, EAnglictina pro 9.ra'nik ZS Praha: SPN, 2001.

The quantitative analysis is followed by the qumiite analysis and the defined
criteria for quantitative analysis after each quest The whole questionnaire is
included in the thesis in appendix 1, the critéoiaevaluation in appendix 2.

6.2.1.1. Cultural Content

1. To what extent does the textbook reflect théucal character of |4 1 |3
foreign society?
2. To what extent is the cultural content integratethe course? 3 |2 |4




3. To what extent are the characters in the tektlvepresentative o8 |3 |2
the foreign society?

1. The presentation of cultural character in Riogeems as to be taken from
travel brochure. It deals with topics such as Bhitsummer, Australia, the United
Kingdom, giving very brief description of only ptse aspects of the national
character; the only exception is made in the cdseelggious trouble in Northern
Ireland. Sercu points out that “tourism orientextlteoks only discuss situations which
are marginal to the ordinary everyday situationsnimers of the foreign culture find
themselves in.” (1998, in O'Dowd 2004:67) On thkeesthand, Cambridge English and
Angli¢tina include also negative aspects of the foreigriesy. AnglEtina deals with
stowaway in Bristol Channel, Munich Agreement sgytimat it was “the darkest chapter
in British — Czech relation” (Lacinova 2001:23) wehthe Cambridge English employs
a larger scale of negative topics. It talks abanltution in Britain, slavery, declining

number of Aborigines and Indians, etc.

From information conveyed the cultural charactefoogign society is not obvious.
Only tourism-oriented situations are incorporated.

Negative or problematic social and cultural aspastsconveyed to some extent
Negative or problematic social and cultural aspantsconveyed to a large extent.

Al WML O

Negative or problematic social and cultural aspests conveyed in profound
manner to give realistic picture of the foreignisbc
2. In the Project, culture is presented only ipasated units which are included

in every third lesson and link between them andrést of the lesson is not evident.
Cambridge English apart from the culture units exiesof some other cultural content
which is incorporated into the context; for examipigtory of rock music (The Beatles),
Franklin Expedition. Angtitina succeeded in integrating cultural content itite
context of the lessons. It deals with culture tigtoaut its context.

0 | Cultural content is presented only in isolated<aghich are not integrated into the
context of the textbook.
1 |Cultural content presented by songs, poems, sta@teswhich are not integrated
into the context of the textbook.
2 | Cultural content presented in context of specidisuthedicated to culture teachipg
(usually called culture page, culture matters,)ettich are not further integrated
into the textbook.
3 | Cultural content presented in context of speciatisutiedicated to culture teachipg
which are further integrated into the textbook; sotaltural content is integrated
in the textbook.




4 | Cultural content presented in context throughoettéxtbook.

3. | found the depiction of textbooks’ charactarsibout the same level referring

to features of their age, social class, interestsl family situation. The characters

portrayed in Anglitina seem to possess opinions slightly above theimtal age.

are not representative of the foreign society.

0 |Characters’ age, social class, their intereststafignand family situation picture

d

society.

1 | Only limited amount of the characters’ features apresentative of the forei

on

2 |Only some features are representative of the foreigiety.

textbook.

Almost realistic characters of the foreign sociarg presented throughout f

he

4 | Realistic characters of the foreign society ars@néd throughout the textbook.

6.2.1.2. Presentation of Content: Knowledge

national identity of the target culture?

1. To what extent is the historical perspectivespre to explain the3

2. To what extent is the geographical perspectresent to explai
certain features of the national character of thmet languag
cultures?

D

2

3. To what extent are the political (also ideoladiend religious
perspectives of the target culture taken into @mrsition?

4. To what extent does the textbook offer insigi ithe creative ar
of the target language culture?

1

5. To what extent does the textbook offer insigitbia variety o
cultures (for example, British, American, Indiatg.¥?

[3

6. To what extent does the textbook offer insigitbia variety o
sub-cultural groups?

[3

7. To what extent does the textbook offer insigtib ithe socially
acceptable or taboo topics of the target cultube(s)

8. To what extent does the textbook offer insightoi the
cultural/racial/gender stereotypes?

9. To what extent does the textbook offer insigtio ithe students
own culture?

50

10. To what extent does the textbook offer insigtd socio-politica

problems of the target language culture(s)?

1. All three textbooks cover historical perspeetbut only Cambridge English is

more extensively dealing with it. The topics sushEaropean colonisation, history of

Australia, Native Americans in the past and slavagyincluded. Angttina covers only

topic of ‘Poppy day’ and Project gives very brié$tbrical perspective of the countries

of the UK and Australia.



0 |Historical perspective is not present at all.
Only some isolated facts presented about histopeepective of certain features
of the national character of the target languadgei@s.

2 | Limited historical perspective given in contexistame national identities.

3 | Most national identities presented in textbook explained from historical poif
of view.
4 | All national identities presented are explainedrfroistorical point of view.

[ —

—
~+

2. Cambridge English includes geography of AustfdlSA and Canada. It is
mostly presented through maps and pictures. Prdges basically the same but also
includes the UK and Australia. Anglina does not contain any geographical features to

explain the national character.

0 |Geographical perspective is not present at all.

1 [Only some isolated facts presented about geogralplperspective of certajn
features of the national character of the targejuage cultures.

2 |Limited geographical perspective given in contexséme national identities.
3 [Most national identities presented in textbook exglained from geographical
point of view.

4 | All national identities presented are explainedrfrgeographical point of view.

3. Complete lack of political issues was foundthe textbooks. Cambridge
English does not deal with this topic at all; Pobjenly mentions religious situation in
Northern Ireland and Angfiina only talks about election in the Czech Repuliti
relation to which one character points out thatphefers “honest people to political
parties.” (Lacinova 2004:78)

0 |Political, ideological and religious perspectivésiee target culture are not taken
into consideration at all.
1 |Only few facts about political, ideological andigabus perspectives of the target
cultures are presented.
2 |Some aspects of political, ideological and religioperspectives of the target
cultures are presented in the textbook
3 |Political information reduced to factual informati@bout political system of|a
country; ideological and religious perspectivesdealt with.

4 |Most target cultures are realistically presenteaimfrpolitical, ideological an
religious perspective.

[®X

4. Anglictina includes in every unit poem or short storytieri by famous
author from the target language culture, for exan®l Wilde, W. Wordsworth, and
introduces students to architecture of the UK. Qahgle English talks about famous

music groups, singers and composers. Project diieontain this feature.



0 |Creative arts of the target culture are not inctuishethe textbook at all.

1 | Some facts about creative arts of the target aite included in the textbook
2 | Limited amount of information about creative artegented; eventually one-sided
interpretation of the perspective.

3 |Large scale of information about creative arts @nésd.

4 |Profound and realistic picture of the creative astancluded (history, famous
works and authors, popular artistic movements, etc)

5. The broadest variety of cultures is depictedCambridge English. It deals
with Australian population — the Aborigines, Eurapeimmigrants, USA - Native
Americans, Afro Americans, etc. Project informs atbpopulation of Australia and
about people from the four countries of the UK whiAnglictina talks about

globalisation and population generally pointing thé mix of races in the USA.

0 | Textbook shows the target cultures as uniform cettudoes not show its varieties.
1 | Some facts about varieties of cultures presentdaenextbook.
2 |Information conveyed about varieties of culturesas sufficient; eventually does
not give realistic picture.
3 |Varieties of cultures are pictured to a large eixtaut not sufficient for realistic
depiction.

4 | Profound picture of varieties of cultures is given.

6. While Angliitina does not cover this feature at all, Projedy omentions few
facts such as people living on farms in Australiapeople in Northern Ireland who
differ in religious confession. Cambridge Engliskeats for example with the
Aborigines, Afro-Americans but also with the changlethe role of women in the

society.

0 | Sub-cultural groups are not deal with at all in tisetbook.

1 | Very limited amount of information about sub-cuéilgroups is presented in the
textbook.
2 | Information conveyed about sub-cultural groupsas sufficient; eventually does
not give realistic picture.
3 | Sub-cultural groups are pictured to a large exteuat;eventually not sufficient for
realistic depiction.

4 | Profound picture of sub-cultures is given.

7. This feature is totally missing in the textbeok

0 |Socially acceptable or taboo topics of the targétuices are not dealt with at all.

1 | Only limited amount of facts about socially accépgaor taboo topics included |in
the textbook; not sufficient at all.
2 | Socially acceptable or taboo topics are dealt withn insufficient manner.




3 | Socially acceptable or taboo topics are dealt wath large extent but the outcome
is not sufficient.
4 | Socially acceptable or taboo topics dealt withriofpund manner; giving learners
realistic picture about the topic.

8. Only Cambridge English deals with this topicowing lives of ethnic
minorities living in Australia and the USA. Evenrbgthe treatment of the stereotypes

is not sufficient.

0 | The topic of cultural/racial/gender stereotypesasdealt with at all.
1 | Some facts about cultural/racial/gender stereotppesented in the textbook.

2 | The topic of cultural/racial/gender stereotypesiéslt with but not in sufficient
manner.
3 | The topic of cultural/racial/gender stereotypedaslt to a large extent; eventually
the final outcome is not sufficient
4 | The topic of cultural/racial/gender stereotypesiéslt with in profound manner
giving learner realistic picture of the currentiation

9. Only Anglitina is dealing with student’s own culture as itosally produced
textbook. It contains features of student’s cultuae article from Czech newspaper,
quotation by Czech writer. There are Czech chammdepicted throughout the textbook
who comment on various features of culture (architee, election, globalisation,

travelling, adoption, etc).

0 | Student’s culture is not dealt with.

1 | Some facts about student’s culture are presented.

2 | Student’s culture is dealt with but in insufficiananner.
3 | Student’s culture is dealt with in most of the tppresented about target culture
in the textbook giving student opportunity to castr and compare the two
cultures.
4 | Student’s culture is dealt with in profound manserthat students are able|to
contrast and compare the two cultures.

10. While Anglitina does not deal with this topic at all, Projenty mentions
religious troubles in Northern Ireland. Cambridgegksh deals with slavery, declining
number of Aborigines and Indians, pollution caubgdraffic.

0 | Textbook does not show socio-political problemsheftarget cultures at all.

1 |Some facts about socio-political problems of thgdt cultures are presented in
the textbook but do not have any influence on thalflearner’'s picture about
target culture.
2 |Textbook deals with socio-political problems of tterget cultures but only in
limited manner.




Textbook deals with socio-political problems of tterget cultures to a large

extent.

Textbook deals with socio-political problems of theget cultures in profound a

nd

realistic manner.

6.2.1.3. Presentation of Content: Attitudes

1. To what extent does the textbook develop totratowards?2 1 1
otherness?

2. To what extent does the textbook challenge theests’ existing3 1 0
stereotypes?

3. To what extent does the textbook develop arfgedi the national2 1 |4
identity?

4. To what extent does the textbook encourage sityiabout othef3 |2 |3
cultures?

5. To what extent does the textbook prepare stademtbehave4 1 0
adequately when in contact with the members ofrathiure(s)?

1. The textbooks were found not to deal with tf@ature adequately only

Cambridge English includes topics such as drivim@ritain or USA — a melting pot

that might provoke students to comparing the diifiees.

0

Textbook does not deal with attitudes at all.

1

Textbook’s presentation of otherness does notehgd students to further action

and so does not have any influence on their adgud

2

A few encounters with the target culture includedthe textbook leading 1
students’ realization of otherness but not necéggartolerance; provoke studer
to examine their attitudes to otherness.

0]
ts

Several encounters with the target culture inclugedhe textbook which hel
students to explain and understand otherness.

Through series of encounters with the target celttextbook presents stude
with possible sources of conflict which should seras a starting point f

nts

discussion and so developing tolerance to otherness

2. Presentation of Australia in Project as a waauntry full of sport lovers or

British enjoying Wimbledon in the summer are jusfeav examples of stereotypes

which are not further worked with and leaving théiative to teacher to explain the

simplified view to students. Cambridge English un#s more information about

stereotypes helping students to realize the simaglifiew.

|0 | Textbook does not deal with stereotypes at all.




1 |Some examples of stereotyped attitudes are includdue textbook; they do npt
challenge presumptions held by students.
2 |Textbook includes some examples of stereotypetldés without encouraging
students to work further with the information.
3 | Textbook helps students to become aware of theiestyped views through series
of interactions with the foreign culture.
4 | Textbook presents examples of stereotyped attithdiesby people of both target
and native culture; simplifications become conssiand can be made a topic for
discussion.

3. Project shows some features of the Britishtider British way of spending
summer or free time activities of British teenagetnfortunately, they are not
particularly challenging for students. The sim#égplies to Cambridge English, with the
difference of bigger variety of the pictured feasir— the USA and Canada, giving
students more materials for comparing. Aétigiia contains features of student’'s own

culture along the target one, referring to a widgety of topics.

0 | Textbook does not deal with attitudes at all.
1 |Some examples of national identity included intdrbook; they do not challenge
students to further exploration and comparison.
2 |A few encounters with the target culture includedthe textbook which not
necessarily lead to students’ realization of natiodentity.
3 | Textbook apart from identity of target culture aldeals with student’s own
national identity, helping students to realize tthiéferences and similaritie
textbook may provide ‘ready made’ answers.

4 | Through serious of encounters with the target caltstudents gain also
understanding of self, their national identity.

UJ

4. Anglictina and Cambridge English were found about theesdaewel of
provoking student’s curiosity about other cultur@hey provide a wide variety of
interesting topics about target cultures. Cambridgaglish makes attractive
presentation of target culture through photogragid pictures while Anglictina relies
on authentic material in a form of literally worksd articles taken from newspapers

and magazines.

0 |Cultural content of the textbook is completely damesting for students.

1 |Cultural content not appropriate for students beeaf their level of English, age,
interests, social class, etc.
2 | Textbook provides only ‘ready made’ answers abanget culture; difficult to
awake interest in students.
3 | Cultural content appropriate to students’ interdsgving enough space for
interpretation and discussion.
4 | Cultural content is so motivating and stimulatirey Students that it encourages




their further interest in target culture; work witlther materials; look out for
further information.

5. Only Cambridge English contains adequate exasnpf behaviour in target

culture. It is in a serious of dialogues betweearabters that appear throughout the

textbook and deal with various topics, for examipiendship and loyalty, borrowing

things from people, equality at school, etc.

0

Textbook does not deal with appropriate behaviddn® target country at all.

1

Textbook only transmits knowledge or set of behawipatterns; students are not
actually taking part in interaction with the targetture.

2

Textbook shows examples of behaviour of the tacgentry which might cause
misunderstandings; they might seem strange andyfote students.

Textbook presents adequate behaviour of the tardeire, leaving enough space
for students to discover, compare, and solve prnoble

Textbook includes apart from knowledge about bahawof the target culture and
behaviour patterns also interactive tasks whichelibgv students’ socioculturgal
competence; textbook also contains tasks which niadteidual interpretations
topics for classroom discussion.

6.2.1.4. Presentation of Content: Intercultural Avareness

1. To what extent does the textbook encourage stsde compare3 |3 |4
the foreign culture with their own?

2. To what extent does the textbook offer mutugresentationsQ |0 |3
images and stereotypes of the students’ own anfibtbign culture?

1. This feature is dealt with well in the textbeoK he international textbooks

urge students to find information about their owaltw@e and compare them to the

information presented while the local textbook pdeg enough comparisons for

learners to realize the differences and similaxitimong cultures.

0 | Students are not encouraged to compare targetvamduture at all.

1 | Very limited access to cultural comparisons is pies by textbook.

2 |Some cases of cultural comparisons are providethentextbook but result in
‘ready made’ information.

3 | Textbook encourages students to compare selectddrds of target culture fo
student’s own culture; systematic approach toghadlem might be missing.

4 | Textbook encourages students to compare presespextta of target culture to

student’'s own culture at most cases providing ehaafprmation for student’s
realistic realization of intercultural differencaad similarities and so developing
student’s intercultural awareness.




2. Only Anglitina includes “materials written by members of tthéerent

nationalities living in the foreign country” (Ser¢i989) in O'Dowd 2004:67) in this

case presented by the British living in the Czeepublic.

0

Textbook does not include mutual representatiocutifires at all.

1

Mutual representations, images and stereotypesidést’'s own and target culture

are not given special emphasis and are dealt withaginal features.

2

Textbook includes some examples of mutual repratens of both cultures b

it

the final picture of both cultures is not sufficidar breaking national stereotyqes

about the cultures.

Textbook deals with mutual representations, images$ stereotypes of studejt’s

own and target culture to a large extent but thalfpicture of both cultures is
realistic or well-balanced.

ot

Textbook provides realistic picture of student’sroand target culture as seen
members of other nationalities living in the foreigountry; deals with mutu

by
al

stereotypes and images.

6.2.1.5. Presentation of Content: Culture and Langage

1. To what extent does the cultural content oftthébook developl 1 0
students’ awareness of different linguistic meamsexpress the
attitudes?

-

2. To what extent does the textbook develop stsdemtareness o0 |0 | O
the paralinguistic means to express their attitddes

3. To what extent does the textbook teach regegtpropriate tothed |0 | O
students’ needs (formal-informal, slang, regiodams, etc.)?

4.
dialogues, etc., authentic?

To what extent is the material used in the teesercises,l 1 2

1. The textbooks were found to be totally inappiatp for developing studen

awareness of different linguistic means.

ts’

0 |Linguistic means for expressing attitudes are cetepl missing in the textbook.

1 | Only one way of expressing attitudes is includethatextbook.

2 |Only limited scope of linguistic means for expregsattitudes is presented in the
textbook.

3 |Several varieties of linguistic means for expregsttitudes are presented in the
cultural content.

4 | A large variety of linguistic means for expressigjtudes are presented in the

cultural content making students aware of its caxipy.

2. Total lack of paralinguistic means for expregsstudents’ attitudes was

found in the textbooks.

Textbook does not deal with paralinguistic featwkethe target culture at all.

Paralinguistic features are not paid special atiarto.




2 |Paralinguistic features are presented in the tekibaithout being properl
explained or presented in context.

3 |Textbook introduces students to a broad scope giroppiate non-verba
communication of the target culture; explaininguse and function.

4 | Tasks and exercises urge students to use paraftyigatures of the target cultu
presented in textbook; comparisons are encouraged.

3. Only formal expressions were found to be useallitextbooks.

0 | Textbook uses only formal expressions.

1 | Textbook introduces students apart from registeioohal also to some informal
expressions of the target country’s language.

2 |Some elements of other than formal register arkidiec in the textbook without
being further explained or specified.

3 | Students are introduced to very limited registeinédrmal, slang, regional idioms,
etc. with brief explanation.

4 | Textbook introduces students to formal and informedjister of the target

<

language, gives a brief overview of its regionalietées, slang used by their peers

in target countries, giving clear explanation abitsiproper meaning and use.

4. While Project and Cambridge English containemals that only seem to

be

authentic — face genuineness. (Newby 2000:17) Amgdi makes use of great amount

of literature, articles from newspaper and magazisengs, etc.

0

Textbook does not contain any authentic materials.

1

Only ‘face genuineness’ appears in the textbodkseans that text seems genu
as text types are simulated in the textbook; faanexle letters, advertisemen
announcements, dialogues, etc.

Some cultural content is authentic; textbook malkss of authentic materials su
as traditional songs, rhymes, pieces of literatetre,

Majority of cultural content is authentic; it meathsit students are exposed to
contexts, are using language spontaneously covéraiggenuine needs.

Textbook employs all three types of authenticitgxtt authenticity — spoke
written, graphic used in textbook; behaviour autiogy — the tasks, languag
activities, exercises which students perform; pesb@uthenticity — the studen
own attitudes towards, acceptance or rejection ekt tand behavioy

ine
ts,

ch

real

e
'S

-

authenticity.(ibid.)

6.2.2. Conclusion

The first section of the questionnaire was conakmwéh cultural content.

It

showed positive trend in textbooks to include alsgative aspects of the target cultures

not only information that is marginal to everydasek of people from the target culture.
(Sercu 1998, in O’'Dowd 2004:67) The local textbasitowed bigger amount of



integrated cultural content than the internaticeatbooks but the textbook characters
representative of the foreign culture are bettertraged in international textbooks.
Cambridge English meet 83%, Project 50% and Atigh 75% of the defined

requirements.

The second section was interested in knowledgeneha the historical,
geographical, political, ideological, and so onprder to convey the national identity of
the target language community. Socially acceptaiietaboo topics and political
perspectives were found to be totally neglectetthéntextbooks. Project and Angiina
were found inconvenient in most aspects of thegmtasion of knowledge apart from
presentation of student’s own culture and presemtatf creative arts in Angitina.
Cambridge English that showed the best resulteerevaluation does not present even
half (42.5 %) of the required knowledge, Projecesants only about 23% and
Anglictina 25% of the required knowledge.

The section C was designed to find out aboutudii$ which are being
developed by the textbook writers. Even here, &salts are not satisfactorily in Project
(meeting only 30% of requirements) and Atggia 40%. Cambridge English meets
70% of the defined requirements. Arigiiha showed good results in the next section
dealing with raising intercultural awareness. ltetseabout 88% of the requirements for
developing intercultural awareness while Cambridgmeglish and Project meet only
about 38%. The international textbooks lack mutaplesentation of student’s own and
target culture. The textbooks were proved compfetetonvenient relating to the
linguistic features presented in the last partefquestionnaire dealing with culture and
language. All textbooks meet only 13% of requirataalefined for this section of the

questionnaire.

The textbooks showed good results in portrayahefcultural character of the
foreign society. They contain only some elementsthef cultural knowledge and
inadequately deal with developing certain attitudegercultural awareness is best
developed by the local textbook and the treatmédnlinguistic features for being
competent in intercultural communication is totaligsufficient. On the whole

Cambridge English for Schools meets 48% of the irements formulated in the



modified list by Skopinskaja; Project meets 27% Andli¢tina pro 9.réniky ZS meets

38% of the requirements.

6.3. Case Study: Resources and Techniques Used faeveloping Cultural

Awareness

The aim of this study is to find out whether thatib®ok evaluated in the
previous chapter is actually used in teachinguceltand what other supplementary
materials are used in the lessons at selectedile@dech primary school. The textbook
relevant to this study is Cambridge English for &b 3. The study is further interested

in techniques used in lessons and attitudes hektuments towards the target culture.



The research is conducted as a case study anddtanof data collection is in the
form of questionnaire for pupils.

The class of participants in this stwes selected randomly. The criteria for the
choice were the textbook which the class uses henl level. They were 12 pupils
attending the ' grade at primary school in Brno (10 boys, 2 gitlBhe school is
situated in the centre of the city and is of medgire referring to Czech standard. The
school specializes in teaching mathematics andnseiesubjects and is following
curriculum Zakladni Skola s rozéhou vyukou matematiky &ipodopisnych pednttu.
Pupils have to pass entrance exam from math forgbeicepted to the"6grade of this
school. The teacher of this group has been tegdbmglish for five years. This group
has the same English teacher from tflegéade. English is taught three lessons per
week and the group is using textbook Cambridge iEim@br Schools 3.

The questionnaire was piloted at theesachool with a group of four pupils at
the appropriate grade. The teacher of this groupdifferent from the group where the
following research took place. The piloting was dwocted two weeks before the actual
research and did not show any inconveniences imtiestionnaire. The questionnaire
proved to be understandable and easy to use falsmfpthe 9" grade of the primary
school.

The questionnaire was written in Czech (pupils'tmeo tongue) in order to
ensure pupils’ understanding and avoid complicatiovhich might be caused by
language unfamiliarity. The participants were infed that all the questions are
concerned with culture teaching in English lessomly. The questionnaire is included
in the thesis in appendix 3. It was designed byatlthor of this thesis consists of seven
items aimed at: (1) resources (items 1, 2), (2hnepes (items 3, 4, 5, 6) and (3)
attitudes (item 7). The form of questions is ‘yeshuestion’, apart from the second
item which is solely multiple choice type of questi The first, fourth and fifth
questions if answered positively are followed byltple choice questions. In the
multiple choice questions, pupils can choose mioa@ bne item on the list. In the case
of the last item, which is open ended, participaars supposed to give their own
answers. The last item if answered positively lfoWed by two open ended questions.
The choice of questions is based on informatiorsgated in theoretical part of this

thesis. In the first two items, pupils were askdtere they get information about culture



of English speaking countries (further only ESC)nit The second theme of the
guestionnaire aimed at investigating whether recendad techniques are used in the
classroom. The last theme assessed the contribofiaculture teaching to pupils’
attitudes towards the target culture referring talldéh who claims that “studying
English increases student’s choice of countriey thant to visit.” (1973, in Kitao
2000)

Data collection was conducted at thgiftr@ng of January 2006. Pupils filled in
the questionnaires during their regular Engliskdeswhere author of the questionnaires

was present. The return rate of the questionnaiessdue to this fact hundred percent.

6.3.1. Analysis of the Data

6.3.1.1. Resources

| began the questionnaire with the item askingtivaearticles about culture of
English Speaking Countries (further only ESC) a®&drin the English lessons. All 12
(100%) participants gave affirmative answer to itesn which suggests that cognitive
knowledge about culture of ESC is being developethis group of pupils. Textbook
was chosen by 11 participants as the most commsouree of articles read in the
lesson, followed by English/American newspaperssehoby 9 participants and
English/American magazines and other resourcespamied, were mentioned by two

participants.

12+

101

O textbook

B magazines

O newspapers

M other resources




The second item asked whether suggested supplameantterials are used in
the culture teaching in the English lessons. Lisigto cassettes and CDs was stated by
9 respondents, watching video tapes by 3, watclimg by 8, getting information from
photographs by 8, other resources were mentione@ pwgrticipants: textbooks and

getting information from teachers.

Olistening to cassettes
and CD

B watching videotapes

Owatching films

B from photographs

DV W N N W G N

Oother resources
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6.3.1.2. Techniques

In this theme of the questionnairefiéd to investigate whether techniques
recommended by scholars are actually used in tlghidBnclasses. In the third item, |
asked whether pupils discuss information receiveninfthe resources. Majority of
participants gave affirmative answer 9 participa(s%) against 3 participants (25%)
who do not discuss the information received.

The fourth question tried to find out whether camgtive approach, suggested
by Byram (1999) as very effective technique, imbeised in the class. | asked pupils
whether they compare received information aboutucell of ESC with information
about their own culture: 10 (83.3%) participantsveered positively, 1 participant
negatively and 1 participant did not answer thissgion. Out of those who answered
positively 8 participants compare information isalission, 1 participant individually in

written form, and 5 in a form of project work.



Project work, another recommended technique waseiriocus of the fifth item
where to the question whether pupils work on thejguts about ESC: 11 (91.6%)
participants gave affirmative and 1 participantate@ answer. The participants who
answered positively further claimed that: 2 papicits look up information needed for
their projects in textbooks, 3 in encyclopedias ahgarticipants use internet as source
of information.

The sixth item dealt with role play, technique aeenended for developing
communicative competence, in culture teaching. @dréicipants answered the question
whether they take part in role plays during themghsh lessons: 3 of them gave

affirmative and 9 (75%) participants gave negasimswer.

6.3.1.3. Attitudes

The purpose of the final item of the questionnaess to find out what attitudes
to ESC pupils possess, referring to Byram’s suggestttitudes of openness and
curiosity. | asked pupils whether they would like visit any ESC: 11 (91.6%)
participants expressed their agreement and 1 ipemit disagreed to do so. The
participants who expressed their wish to visit BE&@ned Ireland twice, England four
times, Canada once, New Zealand once, USA twiceGueat Britain three times as

their ideal destinations.



Olreland

B England
OCanada
ONew Zealand
B USA

O Great Britain
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The reasons for visiting these countries differedalowing: 2 participants expressed
their wish to visit ESC to improve their Englishparticipants wanted to broaden their
worldview; 4 participants wanted to visit ESC besmwf their natural beauty; 5
participants because of its culture (,USA- je tdjmen”, ,Kanada, Novy Zéland - kii
piirodk”, ,Irsko - pfiroda, prostedi, ochota lidi,...", ,Velka Britanie - zajima &
.velka Britanie, Amerika - ctd bych poznat jiné ze#i, ,Irsko - pfiroda, Anglie -
Londyn®, ,Velk& Britanie - blizko, hodh k vidéni®, ,Anglie - abych se obohatil o
kulturné-hudebni hodnoty mého Zivota“, ,Anglie - kulturgAnglie - nawit se mluvit,

jiné prostedi“, ,Anglie - zdokonaleni angfiiny").

6.3.2. Conclusion

Majority of the corresponding answers were takemata valid for concluding
this research referring to the identical teachingi®nment from which the participant
come from. The results showed that culture of ESQaught in the class of the
participants. The textbook, Cambridge English fech&®ls 3, is the most commonly
used resource of information about target cultuvBofved by English/American
newspapers. Cassettes and CDs, fiilms and photagrapdh other supplementary
materials used in this particular class in ordedéwelop pupils’ awareness about the
target culture. The study showed that comparatpmaach is being practiced relating
to the fact that received information are furthescdssed in the class and compared to



the information about pupils’ own culture. The cargd information is further
discussed. The participants also work on projdataiiculture of ESC where internet is
used as the most common sources of informatiorovi@t by encyclopedias and
textbooks. Role play, recommended by Sercu (1988pd useful for developing
students’ skill of analyzing cultural documentnst used in this class. The participants’
skills of discovery and interaction, interpretingdarelating (Byram 2002) has been
developed in discussion, comparative approach aogeqs work. The attitudes of
openness and curiosity of the affective domain wiffercultural communicative
competence (Byram 1997) towards ESC were provedha last item of the
guestionnaire where majority of pupils showed wdkhess to visit ESC and gave a wide
variety of reasons for doing so. Unfortunatelystsiudy does not show whether it was
solely due to the culture teaching realized in k&son at school or due to other

influences such as mass media.

6.4. Conclusion

The first part of the research section of this h@soved selected textbooks to
be inconvenient for developing cultural awarenessearners of English as foreign
language due to various aspects; evaluated culsgacts were cultural content, and
presentation of the content through -cultural knolgks attitudinal perspective,
intercultural perspective and culture-and-languagerspective. This finding is
corresponding with opinions by Clarke and Clark@o(), Risager (1990) and others as
presented by O’'Dowd. (O’'Dowd 2004:64-65)

The textbooks mostly showed best results in reflgahe cultural character of
the foreign society, integrating cultural contentoi the course and the nature of

textbooks character representation with regard t$o aige, social class, interests,



mentality and family situation. Presentation of tetdl content in relation to
encouraging curiosity about other cultures was ajade sufficient. Unfortunately,
linguistic aspects needed for intercultural comroative competence showed to be
totally missing in the textbooks as well as dealiwgh stereotypes and socially
acceptable and taboo topics of the target culture.

The locally produced textbook contains, as preskemty Newby (1997) and
Freebairn (2000) (in Skopinskaja 1992:42), insights the students’ own culture and
offeres mutual representation of both culture. sltbetter at developing feeling of
national identity and comparing the foreign cultu@ student's own than the
international textbooks.

The second study conveyed that even though thbdelk, Cambridge English
for Schools 3, was not found to meet all requiretsiereeded for developing cultural
awareness, it is the most common source of infoomatsed in the class of participants
of the case study together with supplementary nad¢erThe supplementary materials
are newspapers from target culture, audio recosdingms and photographs.
Techniques used in this particular class are coatipar approach, discussion and
project work, these being the most recommendednigabs by Byram (1997) and
Pulverness (2004). The respondents showed a geahbticuriosity and openness, the
attitudes advocated by Byram (2002), in willingneswisit some of the target culture
countries giving culture as their reason for daogn 42% of responds.

What transpires from the research is the fact évan though the evaluated
textbooks do not meet requirements for developimtue awareness, there are other
supplementary materials being used in the lesssrubrerness claims compensate or
diversify the cultural content of the textbook. Runess 2004) Skopinskaja suggests
that it is up to teacher to decide how to use Hqudar textbook. She considers textbook
to be:

...a tool in the hands of a teacher who must knowamby how to use it, but
also how useful interculturally it can be. By hayia clear idea of cultural goals
of FL [foreign language] instruction as well as @@ in mind the students’
interests and needs, the teacher should try tahese TM [teaching materials]
critically as well as creatively. (Skopinskaja 199253)



7. Conclusion
This thesis set out to look at how cultural awassnis developed in primary

level foreign language learners. For this purpaséture defined by Tomalin and
Stempleski (in Moran 2001:17) as products, prastigerspectives, communities and
persons and intercultural communicative competeroomsisting of attitudes,
knowledge, skills and critical cultural awarene€®yram 2000) were taken as
authoritative sources. The second chapter reviahedlevelopment of theories of the
relationship between language and culture and lesield culture to be “inextricably
and implicitly related to language.” (Thanasoul@)26) International understanding,
increased interest in the target countries, ine@@asotivation, and understanding own
culture were given as reasons for implementinguceltlearning into the foreign
language education. The potential of culture leaymivas discussed in relation to
Bloom’s taxonomy of teaching aims; attitudes andegal education in the affective
domain, factual and procedural knowledge in thentog domain. The last chapter of



the theoretical part examined culture learning esscand gave guidelines for culture
teaching. In relation to modern approaches, focas put on development of attitudes,
skills and cultural knowledge. The principle ofreer-centredness and techniques such
as comparative approach (Byram 1999) and cultusendators (Kramsch 1993) were
discussed as well as some tangible teaching aipgeci& attention was paid to
textbooks, commenting on their function, their sgtas and weaknesses.

The practical part of the thesis consistswaf studies performed in order to find out
how cultural awareness is being developed at Cpeatary schools at the level of the
9" grade. The first study concentrated on culturaiteot of textbooks used in English
language classes. The evaluated textbooks wered fooh to meet adequately the
criteria necessary for developing cultural awarsnblevertheless, the textbook proofed
to be used in the lessons together with newspdimerstarget culture, audio recordings,
films and photographs. Comparative approach, dsscaosand project work are
techniques used. That emerged from the case strabegded at one of the Czech
schools. Finally, it is necessary to point out thiais the responsibility of language
teacher to deal more explicitly and more compreibgnsiith the cultural component in
the classes.” (O'Dowd 2004:94)



Resumé

Prace se zabyva moznymitgoby implementace prikkulturnich studii do
vyuky anglického jazyka na Urovni zakladni Skolytedretickéasti prace jsou za timto
Ucelem vydefinovany terminy souvisejici s touto peobéitikou. Je objagn pojem
kultura, v Sirokém pojeti se skladajici ze dwasti: sociologické a&in civilizace.
Prvni ¢ast zahrnuje denni aktivity lidi, jejich hodnotyostoje, pafi sem také jazyk.
D¢jiny civilizace, které zahrnuji geografii, histqni¢decké objevy, spotenské ¢dy a
umeni, tvari rAmec pro sociologické chapani kultury. (Vald@8d) Pro paeby této
prace se nejlépe hodi termin vydefinovany TomalinenStepleskim (1993) jako
produkty, praktiky, stanoviska, komunity a lidé. tdrkulturni komunikativni
kompetence (intercultural communicative commpeteiedinovana Byramem (2000)
se sklada z: postinj védomosti, dovednosti interprétach, uvadni v souvislosti a
dovednosti objevovat a uuddve vzajemné vztahy, dalgast tvai kritické kulturni
powdomi (critical cultural awareness). Byram rozliSujmezi interkulturni
komunikativni kompetenci a interkulturni kompetenkde prvni termin vyjadje
schopnost komunikovat mezi kulturami v cizim jazyzatimco druhy termin v jazyce
matdgském. Kramsch (1993) uvadi, Ze k dosazeni schapkostunikovat v cizim
jazyce je zapdéebi kulturniho ¥domi a mezinarodni komunikativni kompetence.

Druh& kapitola pojednéavajici ailézitosti zaazeni prvk kulturniho studia do
cizojazyné vyuky nejprve nabizitehled teorii o vztahu jazyka a kultury. Je zde
uvedena Whorfova hypotéza, kterd rozviji SapirowySlenky (princip jazykoveho
determinismu — zjsob jak myslime je determinovan jazykem, kterymvirhe), ktera
se dnes jevi, podle Salzmana (1997), nadsazen&a$Swu nazory na toto téma jsou
prezentovany Hudsonem (1999), ktery tvrdi, Ze iZkzyk neovliviuje mysleni jeho
mluvcich, rekteré pojmy mohou byt snaginvyjadieny v jednom jazyce nez v druhém.
Vzajemny vztah jazyka a kultury fimo vyzivd k implementaci kultury do
cizojazyného vzdlavani. Mezinarodni porozumi, propagované Evropskym
ramcovym programem, zvySena motivace, zvySeny zdecflové zem, stejré jako
porozungni vliastni kultde jsou nejastji uvadkné Finosy tohoto vysiovani.

Cile vyuky kultury v cizojaz§gném vzdalavani jsou prodiskutovany na zakéad
revidované Bloomovy taxonomie v dal&asti prace. Je zde citovana Byramova

mySlenka nedostiZznosti docileni kompletni a dokéniiterkulturni komunikativni



kompetence. Ke schopnosti @Sp komunikovat s cilovou zemi proto musi byt u®ék
rozvijena afektivni a kognitivni oblast této komgrete. V oblasti afektivni se ustupuje
od rozvijeni pozitivnich vztah k cilové kultde a je doporéovana otekienost a
zvidavost jako kliové postoje, spote¢ s toleranci. Blezitym cilem afektivni oblasti
kompetence je takét@dchazeni stereotym a gedsudkm wvici cilovym kulturdm a
mezinarodni porozuémi, rozvijené uydomovanim si rozdilnych hodnot. Znalost takt
(factual knowledge) a prooiegprocedural knowledge) je s&asti kognitivni oblasti
kompetence. ¥domosti zahrnuji znalost kulturnich a socialnickdmpinek, kdezto
procesy zahrnuji rozvijeni dovednosti pracovaf@aimacemi - ziskavat, vyhledavat a
interpretovat, uvast v souvislosti.

Posledni kapitola teoretickésti se zabyvaipmo vywovacim procesem, tedy
roli witele v tomto procesu, metodami a materialy, kigo@ pro rozvijeni kulturniho
powdomi vhodné. Vyuka kultury v cizoja&iyém vywovani je v sotasné dob
chapéna jako vyuka hodnot (Tomalin, Stempleski 128BZendé na kritickém mysleni
a rozvijeni tolerance k rozdih. Podle Byrama (1997) jde o komparativni proces ve
kterém jsou studenti vedeni kd&domeni si vlastni kultury a jejimu porovnani
s kulturou cilové zegh Autentické materidly jsou dopamvany jako velice efektivni
zpausob griblizeni cilové kultury zakm. Jelikoz se jedna o dlouhodoby proces je
dulezité jas® formulovat dosazitelné cile hodinfipadre jinych webnich cell.
Hodnoceni, dlezity aspekt z§tné vazby, je v tomtoifpact pojato formou portfolia,
které ma dokumentai spiSe nez klasifikai funkci. Hodnoceni pomoci portfolia je
propagované Radou Evropy. Déle je pojednano o paidtymloportiovanych pro teni
kultury, a to pevazré Lessard-Cloustonem (1997) a Moranem (2001).

Duraz je kladen na autonomii zaka, tedy jeho akthagojeni do procesuteni.
Komparativni pistup k vyuce kultury je dopokavany Byramem (1999), dale jsou zde
uvedeny pouzivané metody kulturni asimilace (cel@ssimilators) a kulturnich kapsli
(culture capsule). Jako velmgiané jsou uvaéhé literatura, hrani roli (role play) a
dramatizace. Eebnice, které obvykle maji dominantni postaveni immaterialy
pouzivanymi v hodinach, jsou Skopinskou rdedy na mezinarodn pouzivané
ucebnice a tebnice vydavané misinvétSinou se souhlasem Ministerstva Skolstvi
uréené pro jednotlivé staty. Kulturni aspekty jsoucehnicich prezentovany nejen

v textech, ale také s pomoci fotografii, map, @yrafpod. Webnice musi zahrnovat



rozvijeni vdomosti, postdj a sociokulturni kompetenceg¢ébnice jsou kritizovany pro
neautentické vyzami obsahu, zjednoduSeni jazyku a nerealistickérgabrazeni
skute&nych situaci z cilové kultury. Mezi navrhovanymiigpby napravy je uv&do
zahrnuti autentickych materniélDale doportiované jsou tisk a literatura, stéjjako
filmy, které jsou velice finosné pro vyuku kultury.

Prakticka ¢ast prace obsahuje &wstudie zabyvajici se vyukou kultury na
zakladnich Skolach €eské republice. Prvni studie se z#ila na webnice pouzivané
v devatych ronicich zakladnich Skol s cilem zjistit, které aspekulturnich studii
obsahuji a do jaké miry. Za timtaalem byla pouZita metoda obsahové analyzy
ucebnic. Kritéria pro hodnoceni bylagpata od Skopinské (1992) a modifikovana pro
tuto potebu do gti bodi: kulturni obsah, presentace obsahu z hlediskBbbmosti,
presentace obsahu z hlediska pdstpyesentace obsahu z interkulturniho hlediska, a
prezentace obsahu z lingvistického hlediska. Prtrepg hodnoceni byl sestaven
dotaznik skladajici se z 24 otadzek. Byla provedewaluace if ucebnic, dvou
pouzivanych mezinarodna jedné vydané speciélrpro poteby ceského Skolstvi:
Littlejohn, D., Hicks, A. Cambridge English for Schools Thre€UP, 1997;
Hutchinson, TProject 4 OUP, 2001; Lacinova, EAnglictina pro 9.ra®nik ZS Praha:
SPN, 2001.

Prvnic¢ast, zabyvaijici se kulturnim obsahem okegjistila, Ze @ebnice zahrnuji
také negativni stranky cilové kultury ve snaze awibrrealisticky pohled na cilovou
kulturu. Mistré pouzivana &ebnice zahrnuje podstdétivice z&lenény kulturni obsah
nez webnice mezinarodni, ty vSak jsodrehodréjSi ve vyobrazeni postav, které
reprezentuji cilové zefnv uebnicich. Druh&4st dotazniku se zaiiila na prezentaci
védomosti a zjistila, Ze aebnice opomijeji sdovat, kterd témata jsou spoémsky
piijatelna a ktera naopak naprosto figpelna pro cilovou kulturu. Také politicka
témata jsou opomijena. Co secdy prezentace &domosti z geografie, historie,
naboZenské otazky a pod@brukazaly se &ebnice Project a Angfiina naprosto
nevhodné. Cambridge English, ktera se umistila ja&pepsSi v tétacasti dotazniku,
neobsahuje ani polovinu poZzadovaného obsahu kidtukidomosti.

Ani vysledky dalStasti nejsou uspokojivé, vyjimku tsioCambridge English se
70% definovaného obsahu, ktery se zabyval afektobiasti vzdlavani. Tatocést

dotazniku pojednava o rozvijeni tolerance k zemiihové kultury, odbouravani



stereotyfi, uvédomeni si narodni identity, rozvijeni zvidavosti®v cilové kultue a do
jaké miry seznamujecebnice zaky s vhodnym chovanim cilové Zend rozvijeni
mezinarodniho chapani se lépe @kila mistre vydana debnice, jelikoZz zahrnuje
porovnani kulturnich aspekakovy zens se zemi cilovou. Posledédst zabyvajici se
lingvistickymi disciplinami se ukazala byt nedostat zahrnuta ve vSech zkoumanych
ucebnicich. Celko¥ se &ebnice ukazaly byt nevhodnymi pro vyuku kultury kol
mluvicich zemi. Cambridge English for Schoolsna@ pouze 48% poZadovanych
kritérii, Project 27% a Angitina pro 9. réniky ZS 38%.

Druhacast vyzkumu se zaffila na webni proces, konkré&nzda je debnice
pouzivana fi rozvijeni kulturniho ¥domi Zak devatych roénika zakladnich Skol. Dale
se vyzkum zawtil na pouzivané dopkové materialy, techniky a postoje, které Zaci
vaci kulture anglicky mluvicich zemi chovaji. Vyzkum byl pojako piipadova studie
jehoz data byla ziskana pomoci forntalgpro Zaky. Jelikoz respondenti pochazeli ze
stejné tidy byla za validni povaZzovana data shodét8iny respondeiit

Vysledky prokazaly, Ze vyuka kutl anglicky mluvicich zemi se v tétddg
negastji uskute&nuje za pomoci ¢ebnice, Cambridge English for Schools. Dale je
k rozvijeni kulturniho potdomi gistupovano pomoci tisku z anglicky mluvicich zemi.
Audio nahravky, filmy a fotografie jsou v tétéid¢ pouzivany k rozvijeni kognitivni
oblasti interkulturni komunikativni kompetence. k&sé informace o kulte anglicky
mluvicich zemi jsou veftitlé prodiskutovany a porovnany s informacemi o vlastni
kultuie. Vysledné informace jsou dalgegmétem diskuze, je tedy uplaivan Byramem
doporwovany komparativni ifistup. Zaci pracuji na projektech o kituanglicky
mluvicich zemi. Jako n&js&jSi zdroj informaci je P této ¢innosti vyuzivan internet,
nasledovan encyklopediemi atalbnicemi. Hrani roli se v tétoridé neuplatiuje.
Prevazna wtSina zak projevila zajem navstivit gkterou z anglicky mluvicich zemi,
¢imZz se dokazuje dopafovany postoj oteenosti a zvidavosti afektové oblasti
piislusné kompetence. Jakavod navatvy anglicky mluvici zer uvedlo jeji kulturu
42% dotazanych.

Zawrem je fteba uvest, Ze ckoliv se ukazali byt zkoumané ¢ebnice
nevyhovujici poZzadawkn na rozvijeni kulturniho &domi 274k, jsou v hodinach
pouzivany materialy, kterécebnice dopluji, piéipadré nahrazuji. Skopinskaja (1992)

poznamenava, Ze rozhodnuti, jak se bud&ebnici pracovat je ponechano rigteii.
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Appendix 1: The evaluation questionnaire for foneignguage textbooks

A. Cultural Content

cultures?

2 £
2|0 B
E2% |5
Sda |<
1. To what extent does the textbook reflect théucal character of |4 1 |3
foreign society?
2. To what extent is the cultural content integiatethe course? (3 |2 |4
3. To what extent are the characters in the textlepresentative of3 3 2
the foreign society?
Score 10 |6 9
B.Presentation of Content: Knowledge
1. To what extent is the historical perspectivespre to explain the3 | 2 1
national identity of the target culture?
2. To what extent is the geographical perspectresent to explai2 |2 |0
certain features of the national character of thegdt language
cultures?
3. To what extent are the political (also ideoladjiand religious)0 |1 1
perspectives of the target culture taken into @w@rsition?
4. To what extent does the textbook offer insigi ithe creative artd |0 | 3
of the target language culture?
5. To what extent does the textbook offer insigttbia variety of3 |2 1
cultures (for example, British, American, Indiatg.¥?
6. To what extent does the textbook offer insigtibia variety of3 |1 |0
sub-cultural groups?
7. To what extent does the textbook offer insigtib ithe socially0 |0 |0
acceptable or taboo topics of the target cultube(s)
8. To what extent does the textbook offer insightoi the 2 0O (O
cultural/racial/gender stereotypes?
9. To what extent does the textbook offer insigtio ithe student$0 0 4
own culture?
10. To what extent does the textbook offer insighd socio-political 3 1 0
problems of the target language culture(s)?
Score 17 |9 10
C. Presentation of Content: Attitudes
1. To what extent does the textbook develop tokratowards?2 1 1
otherness?
2. To what extent does the textbook challenge siisdeexisting3 |1 |0
stereotypes?
3. To what extent does the textbook develop arfgedf the nationgl2 1 |4
identity?
4. To what extent does the textbook encourage sityiabout other3 2 3




5. To what extent does the textbook prepare stsdemtbehave4 |1 |0
adequately when in contact with the members ofrathiure(s)?

Score 14 |6 8
D. Presentation of Content: Intercultural Awareness

1. To what extent does the textbook encourage stade compare3 3 |4
the foreign culture with their own?

2. To what extent does the textbook offer mutug@resentations0 0 3
images and stereotypes of the students’ own anfibtbign culture?

Score 3 3 7
E. Presentation of Content: Culture and Language

1. To what extent does the cultural content ofttheébook developl 1 |0
students’ awareness of different linguistic meamsexpress their

attitudes?

2. To what extent does the textbook develop stsdemtareness o0 |0 |0
the paralinguistic means to express their attitddes

3. To what extent does the textbook teach regegtpropriate tothed |0 | O
students’ needs (formal-informal, slang, regiodans, etc.)?

4. To what extent is the material used in the t{extsercises,1 1 2
dialogues, etc., authentic?

Score 2 2 2
Total Score 46 |26 | 36




Appendix 2: Point scale for evaluating cultural ot of textbooks

1.A

0 | From information conveyed the cultural characteioogign society is not obvious.

1 | Only tourism-oriented situations are incorporated.

2 |Negative or problematic social and cultural aspastsconveyed to some extent

3 | Negative or problematic social and cultural aspactsconveyed to a large extent.

4 |Negative or problematic social and cultural aspects conveyed in profound
manner to give realistic picture of the foreignisbc

2.A
Cultural content is presented only in isolateddachich are not integrated into the
context of the textbook.

1 | Cultural content presented by songs, poems, stateswhich are not integrated
into the context of the textbook.

2 |Cultural content presented in context of specidgtisuthedicated to culture teachipg
(usually called culture page, culture matters,)etthich are not further integrated
into the textbook

3 | Cultural content presented in context of speciatisutiedicated to culture teachipg
which are further integrated into the textbook; sotaltural content is integrated
in the textbook.

4 | Cultural content presented in context throughoettéxtbook.

3.A
Characters’ age, social class, their intereststatignand family situation pictured
are not representative of the foreign society.

1 | Only limited amount of the characters’ features epresentative of the foreign
society.

2 |Only some features are representative of the foreigiety.

3 |Almost realistic characters of the foreign socierg presented throughout the
textbook.

4 | Realistic characters of the foreign society ars@néd throughout the textbook.

1.B

0 |Historical perspective is not present at all.

1 |Only some isolated facts presented about histopeedpective of certain features
of the national character of the target languadiei@s.

2 |Limited historical perspective given in contexstame national identities.

3 | Most national identities presented in textbook explained from historical point
of view.

4 | All national identities presented are explainedrfraistorical point of view.

2.B

0 | Geographical perspective is not present at all.

1 |Only some isolated facts presented about geogralplperspective of certajn
features of the national character of the targeguage cultures.

2 |Limited geographical perspective given in contexséme national identities.




3 | Most national identities presented in textbook explained from geographical
point of view.

4 | All national identities presented are explainedrfrgeographical point of view.

3.B

0 | Political, ideological and religious perspectivdgiee target culture are not taken
into consideration at all.

1 |Only few facts about political, ideological andiggdus perspectives of the target
cultures are presented.

2 |Some aspects of political, ideological and religioperspectives of the target
cultures are presented in the textbook.

3 | Political information reduced to factual informati@bout political system of|a
country; ideological and religious perspectivesdealt with.

4 |Most target cultures are realistically presenteaimfrpolitical, ideological and
religious perspective.

4.B
Creative arts of the target culture are not inatuichethe textbook at all.

1 | Some facts about creative arts of the target cubwe included in the textbook.

2 |Limited amount of information about creative artsegented; one-sided
interpretation of the perspective.

3 |Large scale of information about creative arts @nésd.

4 |Profound and realistic picture of the creative astdncluded (history, famous
works and authors, popular artistic movements).etc.

5.B

0 | The textbook shows the target cultures as unifouttues; does not show its
varieties.

1 | Some facts about varieties of cultures presentdoenextbook.

2 |Information conveyed about varieties of culturesas sufficient; eventually does
not give realistic picture.

3 |Varieties of cultures are pictured to a large eixtaut not sufficient for realistic
depiction.

4 | Profound picture of varieties of cultures is given.

6.B

0 | Sub-cultural groups are not deal with at all in tisetbook.

1 | Some facts about sub-cultural groups are presemtibe textbook.

2 |Information conveyed about sub-cultural groupsas sufficient; eventually does
not give realistic picture.

3 | Sub-cultural groups are pictured to a large exteut;eventually not sufficient for
realistic depiction.

4 | Profound picture of sub-cultures is given.

7.B

0 |Socially acceptable or taboo topics of the targétueces are not dealt with at all.

1 | Only limited amount of facts about socially accéeeor taboo topics included |in
the textbook; not sufficient at all.

2 | Socially acceptable or taboo topics are dealt withn insufficient manner.




3 | Socially acceptable or taboo topics are dealt wath large extent but the outcome
is not sufficient.

4 | Socially acceptable or taboo topics dealt withriofgund manner; giving learners’
realistic picture about the topic.

8.B

0 | The topic of cultural/racial/gender stereotypesasdealt with at all.

1 | Some facts about cultural/racial/gender stereotppesented in the textbook.

2 | The topic of cultural/racial/gender stereotypesiéslt with but not in sufficient
manner.

3 | The topic of cultural/racial/gender stereotypedeslt to a large extent; eventually
the final outcome is not sufficient.

4 | The topic of cultural/racial/gender stereotypesiésalt with in profound manner
giving learner realistic picture of the currentation.

9.B

0 |Student’s culture is not dealt with.

1 | Some facts about student’s culture are presented.

2 | Student’s culture is dealt with but in insufficientinner.

3 |Student’s culture is dealt with in most of the tgppresented about target culture
in the textbook giving student opportunity to castr and compare the two
cultures.

4 | Student’s culture is dealt with in profound manserthat students are able|to
contrast and compare the two cultures.

10.B

0 | Textbook does not show socio-political problemsheftarget cultures at all.

1 |Some facts about socio-political problems of theet cultures are presented in
the textbook but do not have any influence on thalflearner's picture about
target culture.

2 | Textbook deals with socio-political problems of ttegget cultures but only in
limited manner.

3 |Textbook deals with socio-political problems of tte¥get cultures to a large
extent.

4 | Textbook deals with socio-political problems of theget cultures in profound and
realistic manner.

1.C

0 |Textbook does not deal with attitudes at all.

1 | Textbook's presentation of otherness does not @hgdl students to further action
and so does not have any influence on their adgud

2 |A few encounters with the target culture includedtihe textbook leading to
students’ realization of otherness but not necéggartolerance; provoke students
to examine their attitudes to otherness.

3 |Several encounters with the target culture inclugedhe textbook which help
students to explain and understand otherness.

4 | Through series of encounters with the target celttextbook presents students
with possible sources of conflict which should seras a starting point for
discussion and so developing tolerance to otherness

2.C




0 | Textbook does not deal with stereotypes at all.

1 |Some examples of stereotyped attitudes are includdue textbook; they do npt
challenge presumptions held by students.

2 | Textbook includes some examples of stereotypetudds without encouraging
students to work further with the information.

3 | Textbook helps students to become aware of theiestyped views through series
of interactions with the foreign culture.

4 | Textbook presents examples of stereotyped attithdisby people of both target
and native culture; simplifications become conssiand can be made a topic for
discussion.

3.C

0 | Textbook does not deal with attitudes at all.

1 | Some examples of national identity included intdbook; they do not challenge
students to further exploration, comparison, etc.

2 |A few encounters with the target culture includedthe textbook which not
necessarily lead to students’ realization of natiodentity.

3 | Textbook apart from the identity of target cultiso deals with student’s own
national identity helping students to realize théedences and similarities;
textbook may provide ‘ready made’ answers.

4 | Through serious of encounters with the target caltstudents gain also
understanding of self, their national identity.

4.C

0 | Cultural content of the textbook is completely uaresting for students.

1 |Cultural content not appropriate for students beeaf their level of English, age,
interests, social class, etc.

2 | Textbook provides only ‘ready made’ answers abanget culture; difficult to
awake interest in students.

3 | Cultural content appropriate to students’ interdsgving enough space for
interpretation and discussion.

4 | Cultural content is so motivating and stimulatirey Students that it encourages
their further interest in target culture; work witlther materials; look out for
further information.

5.C

0 | The textbook does not deal with appropriate behaved the target country at all

1 | The textbook only transmits knowledge or set ofdwebur patterns; students are
not actually taking part in interaction with theget culture.

2 | The textbook shows examples of behaviour of thgetacountry which might
cause misunderstandings; they might seem strartyegign to students.

3 | The textbook presents adequate behaviour of thgettanulture leaving enough
space for students to discover, compare, solvegmw etc. relating to the topic

4 | The textbook includes apart from knowledge abotiab®ur of the target culture
and behaviour patterns also interactive tasks wtietelop students’ sociocultural
competence; textbook also contains tasks which niadteidual interpretations
topics for classroom discussion.

1.D

0 | Students are not encouraged to compare targetvamduture at all.

1 | Very limited access to cultural comparisons is pies by textbook.




Some cases of cultural comparisons are providethéntextbook but result in
‘ready made’ information.

Textbook encourages students to compare selectddrdés of target culture fo
student’s own culture; systematic approach toghadlem might be missing.

Textbook encourages students to compare presesfegtta of target culture to
student’s own culture at most cases providing ehaafprmation for student’s
realistic realization of intercultural differencaad similarities and so developing
student’s intercultural awareness.

N

.D

o

Textbook does not include mutual representatiocutitires at all.

Mutual representations, images and stereotypesidést’'s own and target culture
are not given special emphasis and are dealt withaginal features.

Textbook includes some examples of mutual repratens of both cultures but
the final picture of both cultures is not sufficidar breaking national stereotypes
about the cultures. q

Textbook deals with mutual representations, images$ stereotypes of studejt’s
own and target culture to a large extent but thalfpicture of both cultures is not
realistic or well-balanced.

Textbook provides realistic picture of student’sroand target culture as seen| by
members of other nationalities living in the foreigountry; deals with mutual
stereotypes and images.

E

Linguistic means for expressing attitudes are cetep} missing in the textbook.

Only one way of expressing attitudes is includethatextbook.

NS

Only limited scope of linguistic means for expregsattitudes is presented in the
textbook.

Several varieties of linguistic means for expregsttitudes are presented in the
cultural content.

D

A large variety of linguistic means for expressifjtudes are presented in the
cultural content making students aware of its caxipy.

E

Textbook does not deal with paralinguistic featwkthe target culture at all.

Paralinguistic features are not paid special atiarto.

NMNEES

Paralinguistic features are presented in the tektbwithout being properl
explained or presented in context.

<

Textbook introduces students to broad scope of ogpiate non-verba
communication of the target culture; explaininguse and function.

Tasks and exercises urge students to use paratiogigatures of the target culture
presented in the textbook; comparisons are encedrag

E

o|lw

Textbook uses only formal expressions.

[ —

Textbook introduces students apart from registefioohal also to some informal
expressions of the target country’s language.

Some elements of other than formal register arkuded in the textbook without
being further explained or specified.

Students are introduced to very limited registeintdrmal, slang, regional idioms,
etc. with brief explanation.




4 | Textbook introduces students to formal and informedjister of the target
language, gives a brief overview of its regiondietges, slang used by their peers
in target countries, giving clear explanation abitsiproper meaning and use.

4.E

0 | Textbook does not contain any authentic materials.

[ —

Only “face genuineness” appears in the textbooksneans that text seems
genuine as text types are simulated in the textbdok example letters
advertisements, announcements, dialogues, etc.

2 | Some cultural content is authentic; the textboolkesause of authentic materials
such as traditional songs, rhymes, pieces of tileeaetc.

3 [Majority of cultural content is authentic; it meahsit students are exposed to real
contexts are using language spontaneously covireiggenuine needs.

4 | Textbook employs all three types of authenticitgxtt authenticity — spoke
written, graphic used in the textbook; behaviouhaanticity — the tasks, language
activities, exercises which students perform; pesb@authenticity — the student’s
own attitudes towards, acceptance or rejectioexifand behaviour authenticity.

=]




Appendix 3: Questionnaire for Pupils

Ahoj kluci a holky,

(¢elem tohoto dotazniku je zjistit jak je kultura anglicky mluvicich zemi vyu€ovdna na
zdkladnich Skoldch. Dotaznik je anonymni a bude slouzit vyhradné pro potreby moji
diplomové prdace. Dékuji Vdm za ochotu a za Cas, ktery vénujete vyplnéni tohoto dotaznikul

VSechny otdzky se tykaji pouze hodin anglického jazykal

1. Cteteglanky o kultue anglicky mluvicich zemi? ANO NE
Pokud ano, je to z o Webnic
o anglickych/ americkyctasopisi
o anglickych/ americkych novin
o jiného zdroje

jakého?

2. Dozvidate se o kulte anglicky mluvicich zemi z?

o poslechu kazet, CD
sledovanim video kazet
sledovanim film
prohlizenim fotek
jiného zdroje

jakého?
3. Diskutujete o ziskanych informacich? ANO NE

O
O
O
O

4. Porovnavate ziskané informace s informacemi o kdgiire?
ANO NE
diskuzi
samostatf) pisemg
formou projektu
jinym zpisobem
jakym?

Pokud ano, jak je porovnavate?

I I B |

5. Pracujete na projektech o anglicky ndich zemi? ANO NE
Pokud ano, kde vyhledavate informace?
v webnicich
v encyklopediich
na internetu
jinde
kde?

Ooonoao

6. Inscenujete v hodinach skdte situace? (naphrajete scénky obchod, na
pose,...) ANO NE

7. Chel/a by jsi navstivit skterou z anglicky mluvicich zemi?
ANO NE
Pokud ano, kterou?
pre?







